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Research Paper 

Abstract 
This article explores the insights that community 
college writing instructors can gain by using theories 
of  embodied rhetoric as a conceptual framework for 
a trauma-informed course design. I briefly share my 
early experiences as a community college student 
dealing with trauma and my more recent experiences 
as a writing instructor who has worked with many 
students who take writing assignments as opportuni-
ties for processing traumatic experience. A variety of  
groups and organizations around the country have 
begun to engage in conversations about trauma-
informed principles, and educational institutions are 
important sites for this work. Writing teachers en-
gaging in trauma-informed work must be prepared 
for the risks as well as the rewards involved when 
students choose to write about their trauma in our 
classes. Theories of  embodied rhetoric can allow us 
to consider the lived experiences of  students dealing 
with trauma more critically and compassionately, as 
we shift ideas about subjectivity, intentionality, and 
agency in the writing classroom.  

Keywords: trauma-informed pedagogy, rhetoric, 
writing, embodiment, agency, subjectivity 

Content warning: Brief mention of various types of 
traumatic experience 
 

Theories of Embodied Rhetoric and the  
Trauma-Informed Writing Course 

 
Throughout my childhood, I scribbled poetry 

and stories—sometimes for fun, sometimes to pro-
cess my pain and confusion. Like many people, I 
found writing to be a powerful tool for healing. My 

writing endeavors intensified in my teenage years as 
I began working through the trauma I’d experi-
enced. Actually, the previous sentence implies an 
intentionality, a clear and deliberate choice on my 
part to seek healing, that I can only now apply to 
what was going on with me in my late teens and ear-
ly twenties. At the time, my actions felt less like in-
tentional seeking and more like flailing. Having 
dropped out of the University of North Carolina 
Greensboro in my second semester, I returned to 
my hometown, where a former teacher recommend-
ed I check out a creative writing course at the local 
community college. In the spring of 1996, I took the 
course. At the end of the semester, I received a 
grade of D—I only submitted the creative assign-
ments for the course, unable to bring myself to do 
any of the more academic work—which gave me a 
1.0 GPA (an entire point higher than my GPA from 
Greensboro).  

From an outside perspective, this might seem 
like a failure, a waste of time and money. But I had 
learned something vital. I’d learned that through 
writing I could at least partially capture the whirl of 
confusion and self-hatred that plagued me, and I 
could share my feelings and experiences with others 
in a way that ever so slightly diminished my emo-
tional pain, something I would only later learn to call 
trauma. In no way did that course miraculously heal 
me, erase the effects of trauma from my life, and set 
me on a path to “success.” It would take me nine 
more years to finish a bachelor’s degree and begin 
learning to heal. Still, in the years since then, I have 
returned in my mind to the memories of that course  
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and the glimmer of hope that it gave me. If only for 
a moment, writing saved my life. 

Now I find myself on the other side of that ex-
perience, having taught writing for the past 14 years 
at the same community college where I took that 
initial course. Every semester I find myself reading 
student writing—an essay, a poem, a short story, a 
journal entry—that recounts a tale of trauma and its 
lingering effects. Very often, those students share in 
their reflective writing how grateful they are to have 
found the space to give voice to a situation, event, or 
set of feelings that has lived silently within them, 
sometimes for years. While giving feedback to stu-
dents, I have found myself many times writing these 
words: “I am so glad you were able to use this as-
signment to process this experience.” I try to ex-
press my hope that they have someone in their life 
to talk to and, if the writing makes me feel like they 
need immediate help, I provide information for 
campus support services. No matter what I write, it 
never ever feels like enough. 

I’ve had these experiences with students for over 
a decade, but only in the past few years have I been 
introduced to the larger conversation around trauma
-informed pedagogy. Since 2019, I’ve become more 
consciously engaged in the study of trauma as a doc-
toral student in the cultural foundations of education 
and, during that time, I’ve come across trauma-
informed approaches in settings as various as thera-
py, tattooing, and yoga. Many people seem interest-
ed in the subject of trauma. The Body Keeps the Score, a 
2014 book on trauma and the possibilities for heal-
ing written by psychiatrist Bessel van der Kolk, has 
returned to the bestseller lists and remained there. 
As of this writing, the book is number six on Ama-
zon’s list of most sold nonfiction books, having 
spent 64 weeks there (Amazon, 2022), and it is num-
ber three on the New York Times combined print and 
e-book nonfiction list, with 105 weeks there 
(“Combined,” 2022). As van der Kolk (2014) attests, 
trauma affects many of us: 

Research by the Centers for Disease Control and 
Prevention has shown that one in five Ameri-
cans was sexually molested as a child; one in four 
was beaten by a parent to the point of a mark 
being left on their body; and one in three cou-
ples engages in physical violence. A quarter of us 
grew up with alcoholic relatives, and one out of 
eight witnessed their mother being beaten or hit. 
(p. 1) 

People are hungry for some understanding of trau-

ma and are looking for the possibility of a reprieve 
from its aftermath. 

Educational institutions are particularly im-
portant contexts for this work. The North Carolina 
Resilience and Learning Project, an initiative of the 
Public School Forum of North Carolina, offers 
training and support for school districts in order to 
“create trauma-informed learning environments that 
are safer and more supportive for ALL kids” (North 
Carolina Resilience and Learning Project, 2022, em-
phasis in original). On the whole, institutions of 
higher education seem to have been slower to direct-
ly engage the ubiquity of trauma, but recently I have 
encountered a smattering of trainings and articles on 
the subject. In September 2020, Magna Publications 
offered an online training titled “Trauma-Informed 
Pedagogy: Teaching in Uncertain Times.” In their 
fall 2020 issue, the journal of the Two-Year College 
English Association—Southeast published an article, 
“Student Writing and Trauma Informed Re-
sponse” (Berresheim, 2020). This March, the North 
Carolina Student Success Center, a partner of the 
North Carolina Community College System Office, 
offered a workshop on “Becoming Trauma-
Informed.” It is possible that the upheavals of the 
COVID-19 pandemic have resulted in an increased 
awareness of how many people are living with trau-
ma, and, of course, the pandemic caused a cascade 
of trauma around the world. Considering the social 
disruptions of the past few years, I believe that this 
increased awareness of the need to address trauma 
in the classroom will only continue to grow. 

As a doctoral student, my research interests have 
arisen from my personal experiences with using writ-
ing as a part of trauma recovery and my interactions 
with students who seem to be doing something simi-
lar. I have focused my studies on trauma writing in 
the community college classroom in an effort to 
bring a more trauma-informed approach to the way 
I teach and design my courses. A major concern that 
arises in this topic is the possibility of a writing 
course causing further harm or retraumatizing a stu-
dent. In addition to seeing students using writing to 
find pathways to healing from (or at least reckoning 
with) trauma, I have also witnessed situations in 
which a writing opportunity created a moment of 
great difficulty for a traumatized person. One former 
student found herself having to switch topics mid-
project when the subject matter became too much 
for her to manage in the classroom setting. I have 
also seen people walk out of writing workshops  
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when the activity pushed us deeply into the realm of 
personal reflection. Writing teachers engaging in 
trauma-informed work must therefore be prepared 
for the risks as well as the rewards involved when 
students choose to write about their trauma in our 
classes.  

Rhetorical theories that include an understanding 
of embodied experiences can offer a guide to navi-
gate these risks and rewards for writing instructors 
interested in designing a course curriculum that of-
fers opportunities for reckoning with trauma and 
avoids causing further harm. Many theories of rheto-
ric seem to ignore embodied experience; rhetoric is 
viewed as a mental exercise, not a physical one. As 
Dolmage (2009) explains, “We [rhetoricians] have 
erected a rhetorical tradition that…valorizes the split 
between the mental and the physical” (p. 2). The 
latest science on trauma and the brain reveals that 
the mindbody split is nothing but a fiction. The 
“memory of trauma is encoded in the viscera, in 
heartbreaking and gut-wrenching emotions, in auto-
immune disorders and skeletal/muscular prob-
lems” (van der Kolk, 2014, p. 88). For every student, 
the body in all its complexity and vulnerability is in-
volved in the writing process from beginning to end. 
For students who have experienced trauma, this in-
volvement is fraught with even more complexities 
and vulnerabilities. The discipline of rhetoric/
composition has long held many assumptions about 
subjectivity, intention, purpose, and agency that ig-
nore the lived, embodied experiences of many stu-
dents. Very often these are students who have in 
some way been pushed to the margins of society—
students of color, LGBTQ+ students, students with 
financial hardships or reeling from trauma’s effects. 
Intersectional theories also alert us to the ways that 
oppression intensifies for those marginalized in mul-
tiple ways. As part of the work of creating more eq-
uitable classrooms, writing instructors need to re-see 
and revise our curricular practices to take these em-
bodied experiences into account.  
 

What Is Embodied Rhetoric? 
 

A handful of scholars have specifically addressed 
the lack of attention paid to the body in western rhe-
torical traditions, theorizing a type of embodied 
rhetoric. As early as 1997, Susan Kates described 
how Hallie Quinn Brown, an African American elo-
cutionist who lived from 1845 to 1949, devised a 

pedagogy of embodied rhetoric, which Kates (1997) 
defines as “a rhetoric located within, and generated 
for, the African American community” (p. 59). 
Kates uses Brown’s work as a model that “may help 
us [educators] to generate rhetorical curricula that 
will respond to the needs of an increasingly diverse 
student population” (p. 61). While Brown updated 
traditional methods of elocution pedagogy in order 
to celebrate the linguistic culture of her students, 
some rhetorical scholarship seeks to update 
longstanding theories and expand on the connec-
tions between rhetoric and the diversity of embod-
ied experiences.  

For example, Dolmage (2009) highlights the 
“canonical view of rhetorical history that not only 
overlooks the body but also…uses disability as a 
master trope of disqualification” (p. 1). He digs into 
classical rhetorical texts to find places where the 
body and rhetoric were more aligned, noting that 
even Plato advocated for training for both mind and 
body. In later Platonist traditions, rhetoric (in com-
parison to philosophy) was viewed as “bodily and 
therefore inferior to philosophy” (p. 4). Dolmage’s 
argument is that rhetoricians have ignored rhetoric’s 
historical relationship to the body and have instead 
chosen a tradition imbued with “a fear of body and 
of bodily difference that has limited our ability to 
recognize and communicate with and from our own 
real bodies” (p. 3). He revives the Greek concept of 
mêtis, which refers to a “cunning, adaptive, embodied 
intelligence” (p. 5, emphasis in original) and advo-
cates for “using our bodies significantly and making 
rhetoric significantly bodied” (p. 4). The cunning of 
mêtis is a kind of maverick intelligence that might 
offer more rhetorical power to those operating at 
the margins of society. 

Like Dolmage, Knoblauch (2012) acknowledges 
the “link between bodies and language” (p. 50) in 
the history of rhetoric and asserts the importance of 
embodiment in an inclusive theory of rhetoric. She 
writes, “it’s difficult to imagine discussions of the 
rhetorical practices of members of marginalized 
groups without reference to lived bodily experienc-
es” (p. 50, emphasis in original). Knoblauch reviews 
the work of other rhetorical scholars who have iden-
tified connections between rhetoric and the body, 
categorizing the different concepts discussed in their 
scholarship. She differentiates between embodied 
language, embodied knowledge, and embodied rhet-
oric. Embodied rhetoric, she argues, involves “the  
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purposeful effort by an author to represent aspects 
of embodiment within the text he or she is shap-
ing…the author attempts to decipher how these 
‘material circumstances’...affect how he or she un-
derstands the world” (p. 58). While acknowledging 
that her categorization is only one way to articulate 
the various ideas present in discussions of rhetoric 
and the body, Knoblauch provides a starting point 
for thinking about what embodied rhetoric involves 
and how we might continue incorporating it into 
revisions of traditional rhetorical theories.  

Ultimately, as I have read the works of these 
scholars and applied them to ideas about trauma-
informed pedagogy, I have noticed my own thinking 
shift on a few key concepts pertinent to the teaching 
of writing. Using theories of embodied rhetoric as a 
conceptual framework for a first-year writing course 
design can adjust ideas about subjectivity, purpose/
intention, and agency in a way that will benefit in-
structors taking a trauma-informed approach. 
 

Subjectivity 
 
Traditional western views of subjectivity, de-

scending from Descartes, have posited the existence 
and priority of the solitary rational individual as the 
center point from which all thought, knowledge, and 
truth flow. Postmodern theorists have long worked 
to dislodge this view of the subject, recognizing the 
fragmented nature of existence. Much of the writing 
of Michel Foucault demonstrates the socially con-
structed nature of the self, revealing how we are en-
tangled in structures of power (over which we also 
exert our own power) and how the subject is pro-
duced through these entanglements. More recent 
theorists have highlighted not only subjectivity’s 
fragmentation, but also its instability and ever chang-
ing complexity. As Rice (2012) states, “We generally 
recognize that subjectivity is not a state of self-
presence or consciousness, nor is subjectivity some-
thing solidified over time. It is an articulation of 
multiple narratives, practices, and apparatuses that 
coalesce at any given moment” (p. 44). Lawiecki-
Wilson (2013) argues that our rhetorical traditions 
do not recognize this fluid nature of the subject; 
they are bound up with “the liberal model of a core, 
autonomous, and stable self” (p. 160). Trauma takes 
you into an especially vivid understanding/
experience of the fragmentation and instability of 
the self. As Anzaldúa (2002) notes, “The life you 
thought inevitable, unalterable, and fixed in some 

foundational reality is smoke, a mental construction, 
fabrication” (p. 558). You become simultaneously 
the person you were before the trauma and the per-
son the trauma made you into.  

In writing courses, however, we guide students 
toward composing arguments from a rational, singu-
lar perspective. This is an important objective. A 
longstanding goal of the field of composition/
rhetoric is preparing students for democratic partici-
pation in society by teaching them to use what James 
Berlin (1988) called social-epistemic rhetoric. However, a 
course that only allows opportunities for writing lin-
ear arguments supported by external sources does 
not fully take into account the embodied experiences 
of students living with trauma. Rice (2012) describes 
how “publics create subject positions from which 
people are invited to speak” (p. 46). The “familiar 
patterns of public discourse” (p. 47) in composition 
classrooms and the genres of writing promoted 
therein work to hail particular kinds of subjects. 
Who is invited to speak/write by the traditional ar-
gumentative writing assignment? Is it the trauma-
tized student, suffering from a damaged 
“relationship to…physical reality?” (van der Kolk, 
2014, p. 21). The singular rational subject is the one 
we hail in our course design, from the syllabus poli-
cies to most essay assignments to the structure of in-
class discussions. How might we instead invite stu-
dents dealing with trauma to write themselves into 
new possibilities? As van der Kolk (2014) explains, 
“Language gives us the power to change ourselves 
and others by communicating our experiences, help-
ing us to define what we know” (p. 38). A trauma-
informed approach could consider these revised the-
ories of subjectivity in order to shift the familiar pat-
terns of discourse in the composition classroom or 
even create new ones. 

Integrating the teaching of social-epistemic rhet-
oric into memoir and other types of narrative or per-
sonal writing assignments might provide one key to 
the project of shifting ideas of subjectivity in the 
trauma-informed writing course. Smith’s (1998) con-
cept of the autobiographical manifesto describes 
effects that are more political than therapeutic, but 
her ideas can apply to the context of trauma. She 
writes, “Autobiographical practices become occa-
sions for restaging subjectivity, and autobiographical 
strategies become occasions for the staging of re-
sistance” (p. 434). When trauma has made the world 
unbearable, autobiographical genres offer space for  



 

North Carolina Community College Journal of Teaching Innovation  ●  Volume 1   ●  Issue 2    10 

the student to write their way toward a more beara-
ble existence. “Calling the subject into the future,” 
Smith explains, “the manifesto attempts to actively 
position the subject in a potentially liberated fu-
ture” (p. 438). Developing one’s skill in social-
epistemic rhetoric and writing a personal story can 
be two aspects of the same writing project. Healing 
from trauma was, for me, a precursor to greater po-
litical awareness. Personal writing can provide a first 
step in developing a critical consciousness, as stu-
dents begin to understand their experiences within a 
larger social context.  

But narrative, too, can be tricky when trauma is 
involved, when a solitary, stable self is invoked. The 
traditional memoir assignment, with its emphasis on 
a structure of exposition–rising action–climax–
resolution can lead students to feel they must pro-
duce “I was lost but now I’m found” narratives, 
when that might not be the case. A student carrying 
trauma with them into the classroom might need to 
write what sociologist Arthur Frank (2013) calls a 
chaos narrative, which he differentiates from both resti-
tution and quest narratives. In a chaos narrative, the 
“plot imagines life never getting better,” and the sto-
ry is told “without sequence or discernable causali-
ty” (p. 97). Narratives without a resolution that are 
told with no logical order probably don’t receive 
passing grades in most writing classes. However, as 
Frank argues, “to deny a chaos story is to deny the 
person telling this story, and people who are being 
denied cannot be cared for” (p. 109). Some might 
argue that caring for students is not part of the job, 
but from a trauma-informed perspective it must be. 
It’s possible, therefore, that new methods of assess-
ment, such as ungrading (Blum, 2020), would be more 
appropriate than letter grades in a trauma-informed 
course. 

 Putting one’s traumatic experience into words 
can be retraumatizing or even impossible. Van der 
Kolk (2014) describes the condition of alexithymia, 
in which traumatized individuals have “no words for 
feelings” (p. 100). Writing from a Lacanian perspec-
tive, Richardson (2004) describes this as a lack of an 
adequate signifier, claiming that “the result of this 
lack is precisely the desire or need to produce new 
signifiers which are never quite right, are always con-
tingent on/in the present, but which nonetheless 
form the condition for—the cause of—writing” (p. 

496). Perhaps this explains why I continue to write 
the story of my own trauma decades after the initial 
events. Trauma is a perpetual writing prompt, yet 
the writing produced is as shifting and unstable as 
the self, contingent on time and place, how much 
healing has occurred, and more. Richardson ex-
plains, “We might then say that narrative at any par-
ticular moment is always insufficient… narrative, by 
its nature, must keep moving in order to cover up 
what is always already missing from it” (p. 500).  

If any narrative is insufficient to the moment, 
how do we even assign and assess narrative writing? 
If the story will never be sufficient, how can writing 
it help the traumatized person? My answer is that 
those writing about their trauma might not need to 
be aware of the contingency of what they produce at 
the time of writing; sometimes the narrative can 
serve to move someone through a particular mo-
ment of recovery or healing, like those first poems I 
spat out when I was 19 years old. Sometimes the 
“fantasy of completeness” (Richardson, 2004, p. 
501) is enough for the time being. But as we craft 
our assignment instructions, guide our students 
through the writing process, and then offer feedback 
on their work, we can allow this knowledge about 
narrative’s contingency and incompleteness to in-
form what we ask students to write and how we re-
spond to what they have written. 

Even though what we call subjectivity or the self 
is shifting and unstable, that does not mean that 
people don’t live real, flesh and blood lives. “Bodies 
are texts,” Knoblauch (2012) writes, “and are there-
fore unstable and subject to shifting positionalities, 
transformation, and continually revised and recon-
structed histories…but that does not dismiss the 
very real lived experiences of that flesh, of people, not 
metaphors” (p. 60). The conscious, rational self is a 
sometimes necessary fiction that can be held loosely 
and deployed in the writing classroom to help our 
students in the various processes of becoming with 
which they are engaged, including processes of heal-
ing from trauma. As Cooper (2019) states, “Writers 
emerge as new entities along with their writing” (p. 
13). The questions I’m chasing here are these: What 
new kinds of entities can emerge when our view of 
subjectivity is expanded? And when that view ex-
pands, what other traditional concepts might shift or 
even collapse? 
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Purpose/Intention and Agency 
 

When theories of embodied rhetoric are consid-
ered, the longstanding linkage between a writer’s 
purpose or intention and their rhetorical agency is 
disrupted. Danielewicz (2017) sums up the tradition-
al view on agency: “Rhetorical agency describes the 
situation when writers act with clear goals in 
mind” (p. 16). However, if rhetorical agency requires 
clarity of purpose, what happens to students dealing 
with trauma, who might be writing themselves in the 
direction of purposes they don’t yet fully under-
stand? Do they not have rhetorical agency as they 
write to discover what they’re thinking and feeling, 
to make a first attempt at giving words to events 
they have thus far been unable to name? I did not 
have clear goals in mind when I entered that first 
community college creative writing class. I was fol-
lowing the advice of a respected teacher and re-
sponding to the faint glimmer of some as yet unrec-
ognizable drive within me. Once in the class, when I 
was assigned the task of writing a poem, I was not 
clearly thinking, “I am going to write about my trau-
ma so that I may heal.” But that is what I did. Did I 
not possess rhetorical agency at that moment, since 
my goals weren’t clear? 

In fact, I was working myself toward clearer 
goals with each poem I wrote. Postmodern rhetori-
cal theorists acknowledge the fact that even those 
who think they begin with clear intentions for writ-
ing are only imposing them in hindsight. In The Ani-
mal Who Writes, Cooper (2019) states, “In thinking 
about writing, the most important aspect of becom-
ing is the way intentions, purposes, plans—and even 
writers themselves—do not exist prior to writing but 
rather emerge in the process of writing” (p. 13). We 
only ever think we know not only who we are at any 
one moment, but also what we’re doing. And in this 
act of erroneously tying agency to clear intentions, 
rhetorical theory denies rhetoricity to entire popula-
tions of students. The agency of autistic people can 
serve as a helpful example here. In Authoring Autism, 
Yergeau (2018) challenges the commonly-held view 
of autistic people as living lives “beyond the realm 
of voluntary action and intentionality” (p. 8). Parallel 
to what a traumatized individual might experience, 
students with autism are often viewed as having “a 
lack of purpose, a lack of audience awareness, a lack 

of control over one’s own person” (p. 8). In defense 
of the rhetorical agency of writers with autism like 
themself, Yergeau asks, “How might we reinvent 
discourse on rhetoricity and intentionality…in ways 
that are critically savvy and conscious of disabled 
embodiment?” (p. 31). Traumatized students will 
similarly benefit from new perspectives on inten-
tionality in the writing classroom. For the sake of 
students—autistic, traumatized, and others—who 
don’t fit the neurotypical norm, writing instructors 
can develop more patience and understanding for 
what might at first be perceived as a lack of clarity or 
intention. 

A new understanding of rhetorical agency, like 
the expanded view of subjectivity, can open space in 
the writing classroom for traumatized and neurodi-
vergent students to write from their embodied expe-
riences without having to adjust themselves to 
standards of clear intentionality. Not only might 
these rhetorical opportunities serve students as po-
tential moments of healing, their stories, arguments, 
poems, and journals can also effect social change by 
unearthing previously dismissed or subjugated types 
of knowledge. As Smith’s (1998) writing on autobio-
graphical manifestos demonstrates, personal writing 
can “bring things ‘into the light of day,’” and “make 
manifest a perspective on identity and experience,” 
which “affects an epistemological breakage of repeti-
tion. The legitimacy of a new or alternative 
knowledge located in the experiences of the margins 
is affirmed” (p. 436).  

This view of the epistemological power of per-
sonal writing aligns with Martinez’s (2020) writing 
on critical race counterstory. While some stories can 
serve the purposes of hegemonic powers by claim-
ing a particular viewpoint as “objective, universal, 
and true” (p. 16), other stories can also be used to 
counter those supposedly universal and implacable 
dominant narratives. Traumatized individuals often 
carry within them sociocultural narratives that tell 
them what happened to them was their own fault, so 
they live with not only the harm that was done but 
also unbearable feelings of guilt and shame. For ex-
ample, those who have experienced sexual trauma 
very often come up against the idea that their actions 
invited the assault. In the writing classroom, we can 
offer our students the opportunity to write against 
society’s often damaging and marginalizing grain. As  
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disabled scholar/activist Eli Clare (1999) writes, 
“And as for the lies and false images, we need to 
name them, transform them, create something en-
tirely new in their place, something that comes close 
and finally true to the bone, entering our bodies as 
liberation, joy, fury, hope, a will to refigure the 
world. The body as home” (p. 13). Within college 
writing courses and without, writing my way home 
has been one of the most important endeavors of 
my life, and I want to offer all my students similar 
opportunities for healing. 
 

Conclusion 
 
A semester of digging into theories of embodied 

rhetoric has revealed to me how much of the writing 
classroom can be unaccommodating to those who 
don’t conform to the straight, white, cisgender, able 
bodied, neurotypical/non-traumatized norm. Our 
assumption of these norms creates an inaccessible 
world. In 1990, a greater awareness of the lived ex-
periences of physically disabled people led to chang-
es across the country as the Americans with Disabili-
ties Act was passed and implemented. Students can 
now receive a variety of accommodations in our 
courses, and our campuses must be designed for 
accessibility. Similarly, as we learn more about the 
lived experiences of those who have experienced 
trauma, our ideas of subjectivity, intentionality, and 
agency need to shift. A deeper understanding of var-
ious types of embodied experience should be a vital 
part of the writing teacher’s theoretical toolkit, 
which can inform the ways we plan for and conduct 
our classes. From syllabus policies and classroom 
practices to essay assignments and assessment strate-
gies, we can work to design a trauma-informed writ-
ing course that offers greater opportunities for suc-
cess and even the potential for healing to students 
dealing with trauma. 
________________________________________ 
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