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ABSTRACT 

Exploring the Intersection of Stress, Resiliency, and Students Relationship with Their 

Teachers among High School Students with Emotional and Behavioral Disorders 

By 

Scotia Hammond 

Dr. Joseph Morgan, Committee Chair  

Associate Professor of Special Education 

University of Nevada, Las Vegas 

 Experiencing stress at high levels during pivotal developmental years can have a 

detrimental impact on adolescents’ overall development and well-being (Rahdar & Galvan, 

2014; Romeo, 2013). Extensive research has shown the positive effects a strong student-teacher 

relationship has on students’ resiliency to counteract the negative effects of stress (Akin & 

Radford, 2018; Johnson, 2008; Masten et al., 2008; Mulloy, 2011; Sanders et al., 2016; Stewart 

& Sun, 2004). Unfortunately, these studies rarely include students with emotional and behavioral 

disorders (EBD). Students with EBD are more likely to have higher levels of stress, lower levels 

of resilience and often struggle forming a positive relationship with their teachers, placing them 

at a greater risk of the negative effects of stress (Cullinan & Sabornie, 2004; Lambert et al., 

2021; Murray & Greenberg, 2001; Offerman et al., 2022).  

 The current study filled the research gap by exploring the relationship between stress, 

resilience, and students’ relationship with their teachers among students with EBD. A convergent 

sequential mixed methods design was used to explore the intersection of stress, resiliency, and 

student-teacher relationships among self-contained high school students with EBD. Participants 

included high school students with EBD (n = 5) and their teachers (n = 5). Student participants 

completed the Shortened Version of the Adolescents Stress Questionnaire (ASQ-S; Anniko et al., 
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2018) to measure their current stress levels, the Child and Youth Resilience Measure (CYRM-R; 

2018) to measure their resiliency, and the student version of the Teacher-Student Relationship 

Inventory (S-TSRI; Ang et al., 2020) to measure their relationship with their teacher. Teacher 

participants completed the Teacher-Student Relationship Inventory (T-TSRI; Ang, 2005) to 

measure their relationship with their student participating in the study. In order to gain a deeper 

understanding of the variables, all student and teacher participants participated in semi-structured 

individual interviews.  

 The results of this study contribute to the existing literature which suggests adolescents 

most frequently stress about school performance and their future (Anniko et al., 2018; De Anda 

et al., 2000; Epplemann et al., 2016). The results of this study also show that students with EBD 

and their teachers perceived their relationship similarly and identified similar characteristics to 

describe their student-teacher relationship. These findings contribute to the research as the first 

study to explore the intersection of these variables with students with EBD. Although the results 

of this study were not statistically significant, data suggest a strong, positive linear relationship 

between stress, student-teacher relationship, and student resiliency. Further research with a larger 

sample size is needed to continue to explore the intersection and impact of these variables among 

students with EBD.  

 Keywords: emotional and behavioral disorders, resiliency, stress, student-teacher 

relationships, mixed methods 
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CHAPTER ONE 

 The stress adolescents experience daily has been progressively increasing (American 

Psychological Association [APA], 2014). The APA (2014) has reported teenagers in America are 

continuing to endure higher levels of stress than adults. A national study conducted in 2018 

suggested that adolescents are experiencing higher levels of anxiety and depression than all other 

age groups (APA, 2018). Experiencing stress, especially at high levels and during pivotal 

developmental years, can have a detrimental impact on adolescents’ overall development and 

well-being (Rahdar & Galvan, 2014; Romeo, 2013). Adolescents have experienced a significant 

rise in psychological distress, major depression, and suicide (Twenge et al., 2019). Most 

recently, researchers have found adolescents are experiencing alarmingly high levels of anxiety, 

depression, and post-traumatic stress disorder since the start of the global COVID-19 pandemic 

(PTSD; Selcuk et al., 2021). A side effect of this physical safety precaution was an increase in 

social isolation. Schools across the world moved to an online education platform in an effort to 

socially distance during the pandemic resulting in adolescents feeling socially isolated, an 

increase in stress about school, and elevated overall anxiety (Cianfarani & Pampanini, 2021; 

Jones et al., 2021).  

Experiencing high rates of stress during adolescents can contribute to the development of 

exacerbate existing mental health difficulties and emotional and behavioral problems (Cumming 

et al., 2018; Klasen et al., 2010; Leonard et al., 2015; McLaughlin et al., 2009; Robinson et al., 

1995; Slavich et al., 2019; Suldo & Huebner, 2004). However, resilience can counteract the 

negative effects associated with stress by equipping students with the skills and supports needed 

to overcome and adapt to difficult situations (Luthar et al., 2000). Resiliency is an evolving 

multidimensional construct that is influenced by various internal and external factors, such as 
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positive relationships (Luthar et al., 2000; Masten & Coastworth, 1998). Relationships are a 

critical component of increasing an individual’s resiliency and can often times act as a protective 

barrier against the negative effects of stress (Perry, 2009; Willis & Nagel, 2015). Students with 

emotional and behavioral disorders (EBD) often (a) have been exposed to adverse experiences 

and experience high levels of stress, (b) lack the resiliency skills needed to overcome stress, and 

(c) have poorer relationships with their teachers (Little & Kobak, 2003; Mueser & Taub, 2008; 

Murray & Greenberg. 2001; Offerman et al., 2022; Sullivan et al., 2015; Zolkoski et al., 2016).  

Students with Emotional and Behavioral Disorders 

 Students with emotional and behavioral disorders (EBD) make up 5.5% of students with 

disabilities (U.S. Department of Education [USDOE], 2020). Educational outcomes continue to 

be a concern for students with EBD. While the graduation rate has improved over the last year, 

students with EBD continue to have the second lowest high school graduation rate compared to 

all other disability categories, with only 60% of students graduating with a diploma. 

Additionally, 32% of students with EBD drop out of school, continuing to have a substantially 

higher rate than any other group (USDOE, 2020). This population of students are more likely to 

repeat grade levels and be less academically engaged (Bradley et al., 2008). Students with EBD 

are removed from school, suspended, and expelled at alarmingly higher rates than any other 

student population (USDOE, 2020; Wagner et al., 2005). Outside of school, students with EBD 

report lower levels of overall life satisfaction than their peers (State & Kern, 2017). While the 

issues pertaining to the outcomes of students with EBD are multifaceted (e.g., inaccurate 

representation, socioeconomic status, structural racism, bias), stress has been predicted to be one 

factor contributing to the negative outcomes for students with EBD (Lewis, 1999; Lidz, 1983; 

McLaughlin et al., 2009).  
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  While researchers have explored numerous interventions to improve academic 

achievement and modify behavior for students with EBD, it is critical researchers explore 

effective ways to improve student resiliency. Students with EBD are a vulnerable population to 

stress as many lack the resiliency skills needed to overcome stressful situations, placing them at a 

greater risk of being affected by the long-term negative effects of stress (Sullivan et al., 2015; 

Zolkoski et al., 2016). Unfortunately, many students with EBD report having either negative 

relationships with their teachers or no relationship at all (Murray & Greenberg, 2001). 

Considering the long-term consequences associated with stress and the vulnerability of this 

population, it is critical for research to further explore the relationship between stress, resiliency, 

and STR among students with EBD.   

Overview of Stress 

 Stress is an essential characteristic of survival as it serves as an alert system for the body 

(Selye, 1976). The body is alerted to unfamiliar stimuli and reacts as a nonspecific response to 

the stimuli (Selye, 1976). There are two types of stress: eustress and distress. Eustress is a 

healthy form of stress that is often present after successfully accomplishing a task, feeling 

positive, excited, or fulfilled (Selye, 1976; Suedfeld, 1997). Distress, the opposite of eustress, is 

an unhealthy form of stress and is referred to as the “disease causing” form of stress (Selye, 

1976; Suedfeld, 1997). Distress is commonly associated with having relationship problems, 

financial difficulties, time management difficulties, or experience of a traumatic event. Both 

eustress and distress can be acute or chronic. Acute distress is created by the small occurrences 

that happen throughout the day that are stressful, such as missing an alarm, showing up late, 

forgetting a meeting, or worrying about an upcoming test. Acute distress is common and can be 

helpful by acting as a motivator to help individuals achieve their goals (Leonard et al., 2015). 
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Chronic distress occurs after an individual has been exposed to distress for a prolonged period of 

time (Franke, 2014; Hornor, 2015).  

 After a person has been exposed to a prolonged period of chronic distress, they can 

compile an accumulation of harmful toxins, known as toxic stress (Franke, 2014; Hornor, 2015). 

This can produce psychological and physiological symptoms including raised heart rate, loss of 

eating or excessive eating, difficulty concentrating, difficulty regulating emotions, poor memory, 

restlessness, or indigestion (Herman & Lester, 1994). Toxic stress can progress to have an 

impact on an individual’s capacity to learn, academic performance, physical health, emotional 

and mental health, and their social relationships (Franke, 2014; Hornor, 2015; Pascoe et al., 

2020). Stress only becomes problematic when the distress is continuous (i.e., becomes chronic), 

and the individual experiencing distress lacks the supports or resilience needed to overcome it, 

often resulting in toxic stress. 

Impact of Stress on Development  

 The amount of distress children and teenagers endure on a regular basis is steadily 

increasing over time (APA, 2014; APA, 2018). How individuals respond to stress, and the effect 

stress has will change over time as individuals progress through developmental life stages 

(Farrell et al., 2017).  

Infancy and Childhood  

 Stress is the body’s response to any external foreign sense which results in a disruption of 

the current state of senses. This disruption (stress) temporarily stops the current development 

process and can result in permanent underdeveloped parts of the brain (Bick et al., 2017; Perry et 

al., 1995). During infancy and early childhood, the brain’s neural system develops in a sequential 

and hierarchical fashion. Interruptions of stress or malnourishment during this critical 
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developmental period can result in irreversible destruction to certain parts of the brain (Perry et 

al., 1995). Early life neglect and stress increase the likelihood that children will develop anxiety, 

depression, and internalizing long term problems (Bick et al., 2017). 

Adolescence   

  Adolescence is another critical stage of development, as during this period of time the 

remaining parts of the individual’s brain continue to grow. Specifically, there are shifts in the 

hypothalamic-pituitary adrenal axis reactivity, which releases cortisol resulting in a heightened 

stress-induced hormonal response which makes adolescents react to stress more intensely than 

other stages of development (Romeo, 2013). During adolescence the brain continues to develop 

significantly, specifically in the limbic and cortical regions which are sensitive to stress, making 

the brain extremely vulnerable to outside stressors (Romeo, 2013). In fact, researchers suggest 

adolescents are more susceptible to the effect of daily stress than adults due to the lasting impact 

stress can have on adolescents’ brain development (Rahdar & Galván, 2014).   

 Experiencing high levels of stress during adolescence can contribute to the development 

of mental health difficulties such as depression, anxiety, and emotional and behavioral problems 

(Cumming et al., 2018; Leonard et al., 2015; McLaughlin et al., 2009; Robinson et al., 1995; 

Slavich et al., 2019; Suldo & Huebner, 2004). This can contribute to adolescents attempting 

suicide (Yildiz et al., 2019) as well as risky behavior and the development of physical health 

problems (Slavich et al., 2019). Adolescents who experience stressful life events reported lower 

levels of life satisfaction (Milas et al., 2021; Robinson et al., 1995). Expectations and societal 

cultural norms continue to place a great demand on adolescents as they enter a new phase of 

learning how to independently juggle their academics, extracurricular activities, appearance, 

health, social life, and family. However, it is critical that students are taught and equipped with 
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effective coping strategies to overcome stress and that the high rates of stress students are 

experiencing are not dismissed as normative developmental experiences (De Anda et al., 2000). 

Coping with Stress 

 The way adolescents cope with stress will change and develop over their lifetime 

(Frydenberg & Lewis, 2000; Masten & Coatsworth, 1998). Additionally, male and female 

adolescents are likely to differ in how they cope with stress. For example, female adolescents are 

more likely to internalize their emotions as a way of coping whereas male adolescents are more 

likely to externalize their emotions (Leonard et al., 2015). The strategies adolescents use will 

also depend on outside factors such as what skills they have previously mastered and their 

current access to resources (Skinner & Saxton, 2020). The methods an individual uses to cope 

with stress can also have an impact on their development. For example, adolescents have 

reported using alcohol and drugs as they found it to be the “only effective way” to cope and relax 

from the stress they were feeling (Forster et al., 2017; Leonard et al., 2015). Adolescents also 

turn to their social environment, including social support from family members, friends, and 

school personnel to help cope with their stress (Leonard et al., 2015).  

Stress in School 

 High school students most commonly stress about future plans, school work, not letting 

their feelings out, violence, and social issues (De Anda et al., 2000; Leonard et al., 2015; Lin & 

Yusoff, 2013). School work, grades, expectations, lack of time, and extracurricular activities at 

school are commonly some of the largest stressors in adolescents’ lives (Anniko et al., 2019; De 

Anda et al., 2000). School has been identified as one of the main sources of stress for adolescents 

(Anniko et al., 2018; Epplemann et al., 2016). For this reason, the school environment makes for 

one of the best locations to implement interventions targeted at reducing adolescent stress (De 
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Anda et al., 2000; Masten et al., 2008). While a majority of students tend to engage in 

appropriate adaptive coping strategies, students who experience higher levels of distress are 

more likely to engage in maladaptive coping strategies such as withdrawal, arguing, yelling, and 

denial (De Anda et al., 2000; Lin & Yusoff, 2013). School connectedness can act as a buffer 

towards the negative effects of stress (Areba et al., 2021) however, students with high levels of 

stress, anxiety, and depression and students with EBD are more likely to have poorer school 

connectedness (Marsh et al., 2019; Perkins et al., 2021; Pikulski et al., 2020).  

Students with Emotional and Behavioral Disorders 

 Students with EBD have certain characteristics placing them at a greater risk for the 

negative effects associated with high levels of distress (Lewis, 1999; Lidz, 1983; McLaughlin et 

al., 2009). It is estimated that about 30% of adolescents with EBD have experienced a traumatic 

event or show stress related symptoms (Mueser & Taub, 2008). Adolescents who have 

maladaptive schemas and depressive symptoms are at increased risk for a number of stressors 

(Calvete et al., 2013). This is of concern, considering students with EBD engage in more 

maladaptive functioning (i.e., behaviors and emotions) than students without EBD (Cullinan & 

Sabornie, 2004). Additionally, students with EBD report significantly higher levels of depressive 

symptoms, unhappiness, and fear (Cullinan & Sabornie, 2004; Lambert et al., 2021); all these 

characteristics are risk factors for additional levels of stress (Calvete et al., 2013). Therefore, it is 

critical that educational professionals understand the variables that can mitigate the impact of 

stress on students with EBD. Research indicates that one factor that has shown to decrease the 

negative effects of stress is an individual’s resiliency (Luthar et al., 2000).  
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Resiliency 

  Resilience is an individual’s ability to overcome or adapt to stressful situations (Luthar et 

al., 2000). An individual who displays a high level of resilience is less likely to suffer long term 

damage after experiencing a stressful situation. Resilience is not a dichotomous personality trait 

that a person has or does not have (Luthar et al., 2000). Instead, resilience is a continuously 

evolving, multidimensional construct that encompasses multiple skills and strategies an 

individual would use to cope and persevere when experiencing stress. Resilience implies (a) the 

individual has been exposed to stressful, adverse conditions or circumstances, and (b) the 

individual successfully adapted to the stressful event by positively adapting to the stress with 

minimal to no changes across one or more domains of functioning (Luthar et al., 2000).  

 Resilience is a construct encompassing multiple skills, which makes it challenging for 

researchers and educators to operationalize characteristics or behaviors that would allow for 

monitoring or measuring of an individual’s resilience (Luthar et al., 2000). However, researchers 

have identified certain criteria such as age specific benchmarks and expectations across multiple 

domains (i.e., relationships, academics, emotional and behavioral regulation) to determine if the 

individual was affected by the event or if they are resilient (Walsh et al., 2010). For example, to 

determine if a child is resilient, an adult would monitor the child after the child has experienced a 

stressful event. The adult would look for changes in the child’s behavior across multiple domains 

such as relationships with peers, their academic achievement, and their emotional and behavioral 

regulation which would serve as an indicator the child is resilient (Walsh et al., 2010). A 

decrease in any of the domains could suggest the child is not resilient, suggesting the child is 

vulnerable to the negative effects of stress and needs additional resiliency increasing resources. 

During adolescence, additional indicators to monitor to determine if an individual is resilient or 



   

 

9 

 

not include substance abuse, suicidal ideations or attempts, self-harm, psychiatric diagnosis, and 

engaging in dangerous activities for a thrill (Leonard et al., 2015; Prince-Embury, 2015; Walsh 

et al., 2010).  It is important to note these benchmarks and expectations are influenced by the 

cultural norms of the majority and therefore cannot be applied to all individuals in the 

community (Lewis, 1999). Additionally, an individual’s resiliency will fluctuate over their 

lifetime as it is influenced by multiple external factors (i.e., relationships with others, access to 

resources, safe environment, etc.) and their internal characteristics (i.e., coping strategies, 

emotional regulation, flexibility, etc.) are developed overtime (Masten & Coatsworth, 1998).  

Building Resiliency 

 There is a common misconception suggesting that children and adolescents are 

instinctively resilient. Assuming children are automatically resilient and naturally have the 

ability to “bounce back” from anything is harmful and perpetuates this fallacy (Perry et al., 

1995). In actuality, children are in the most vulnerable state during these developmental years, 

and providing resiliency supports and equipping them with the skills needed is crucial for 

children to overcome stressful situations (Perry et al., 1995). Considering resiliency is an 

evolving concept that encompasses an individual’s ability to access various mastered skills, 

increasing an individual’s resiliency requires targeting specific skills (i.e., coping, personality 

traits, positive outlook, self-esteem, prosocial behaviors, life satisfaction, etc.) in their current 

repertoire to further develop (Morrison & Allen, 2007). Children who are resilient do not possess 

“mysterious or unique qualities”; rather, they exhibit important protective skills (Masten & 

Coatsworth, 1998).   

 Researchers have identified protective factors that can help increase an individual’s 

resilience (Gartland et al., 2019; Masten & Coatsworth, 1998; Perry et al., 1995; Wang et al., 
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1997). Various factors contribute to an individual’s ability to be resilient, such as optimism, 

adaptability, access to resources, self-efficacy, emotional regulation, self-reflection, and self-

esteem (Gartland et al., 2019; Masten & Coatsworth, 1998). Additional protective factors include 

access to resources, close attachment with a caregiver, positive relationships with peers or 

teachers, utilizing coping strategies, and engagement in a safe and secure environment (Diers, 

2020; Masten & Coatsworth, 1998; Wang et al., 1997). Having access to resources that promote 

resiliency can contribute to building an individual’s resiliency. However, it is important to note 

that access to these critical resources can vary by socioeconomic status, culture, and other 

contributing factors which can all have an impact on individual’s level of resiliency.  

Risk Factors for Low Levels of Resiliency  

 There are various factors that put an individual at a greater risk for having lower 

resilience such as poverty, family education levels, family environment, family violence, and/or 

substance abuse (Kassis et al., 2018; Pollard et al., 1999). Individuals who have experienced high 

levels of stress or have been exposed to traumatic events during infancy or early childhood are at 

greater risk of having lower resiliency later on life (Danese et al., 2020; Lewis, 1999; Thakur & 

Cohen, 2020). Additionally, adolescents and children with certain personality traits, such as 

neuroticism, optimism, impulsivity, are at a greater risk for having lower levels of resiliency 

(Carballo et al., 2020; Kassis et al., 2018).  

Students with Emotional and Behavioral Disorders 

 Students with EBD find it more difficult to handle problems and lack essential coping 

strategies to overcome difficult situations (Sullivan et al., 2015; Zolkoski et al., 2016). Lewis 

(1999) suggests improving a student’s resilience can not only help current students with EBD, 

but can act as a proactive measure for future students from developing emotional and behavioral 
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disorders. One factor that has been shown to improve an individual’s level of resiliency is 

relationships.  

Elements of Relationships 

 Relationships are a vital part of human development and a core component of resilience. 

In fact, relationships with others have been shown to be the most important factor for resilience 

(Makhnach, 2016). A consistent, emotionally available relationship can provide a sense of 

security and comfort that can help children mitigate the negative effects of stress (Perry, et al., 

1995). Healthy relationships have the power to enhance an individual’s resiliency and ultimately 

protect them from the harm associated with stress and trauma (Perry, 2009; Willis & Nagel, 

2015). 

Development Stages 

 Relationships are critical starting as early as infancy and begin to have an impressionable 

impact on development. An infant’s relationship with their mother can impact pre-linguistic 

communication (Barwick et al., 2004). Parenting interventions that target a varied range of skills 

including parent-child relationship can have a significant impact on the child’s cognitive, 

language, and motor development (Jeong et al., 2021). In fact, the high quality attachment 

relationships formed during infancy provide a framework for successful relationships later in 

development even into adulthood (Englund et al., 2011).  

 Children and adolescents who have an unstable and poor relationship with parents can 

lack the expected guidance and support often expected from a parent (Neal, 2017). An 

adolescent’s self-esteem can be shaped by their relationship with their caregivers (Keizer et al., 

2019). Mentors and the development of relationships with trusted adults can shape how students 

see themselves. Additionally, children with problem behavior and difficulty forming attachment 
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during developmental years are more likely to continue having difficulty building and 

maintaining healthy relationships as they get older (Vergunst et al., 2020).  

 Relationships continue to be vitally important for individuals in late adulthood. 

Individuals between 60 and 95 years old who have more secure attachment styles reported 

having more acceptance towards themselves, perceived greater meaning and purpose in their 

lives, had more satisfying relationships with others, and engaged in more growth-promoting 

activities (Homan, 2018). Additionally, positive relationships with others can increase an 

individual’s overall general health, improve their perception and outlook, and reduce mortality 

among adults in late adulthood (Cohen, 2004; Garcia et al., 2018; Sabin, 1993).  

Student-Teacher Relationship 

 As children begin to enter school, relationships with others become increasingly 

important, specifically relationships with their teachers. A strong and positive STR can lay the 

groundwork for a student to make greater academic gains, increase feelings of school 

connectedness, and establish relationships with peers (Hamre & Pianta, 2001). However, as 

students progress from kindergarten through high school, it is common for STR to decrease as 

peer relationships increase (McGrath & Bergen, 2015).  

 Many variables impact the development and characteristics of the relationship students 

have with their teachers. For example, student age, gender, socioeconomic status, ethnicity, and 

academic ability all have an impact on STR (McGrath & Bergen, 2015). Additionally, students’ 

behavioral and emotional strengths set a foundation and are predictive of STR (Sointu et al., 

2016). For example, a student who has good emotional and behavioral regulation and is able to 

express their emotions is more likely to have a strong, positive relationship with their teacher 
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compared to a student who struggles managing their emotions, engages in disruptive behavior, 

and struggles accepting as well as expressing affection (Sointu et al., 2016).  

Impact of Student-Teacher Relationship  

 Positive and caring STRs can influence a student’s overall development, academic 

achievement, and socioemotional development, and they can provide a sense of belonging 

(Ibrahim & Zaatari, 2020; Longobardi et al., 2019; Neal, 2017). Students who have better 

relationships with their teachers experience better academic outcomes and educational beliefs 

and aspirations (Ansari et al., 2020; Sointu et al., 2016). Students who have a positive 

relationship with their teacher are more likely to have better emotional well-being than students 

who have a poor relationship with their teacher (Wang et al., 2016). A positive STR was found to 

be a mediator of student engagement in risky behavior (Rudasill et al., 2010). A positive STR 

can provide a platform for the student to learn the skills needed to build and maintain a 

relationship with others, which could then be generalized to other individuals and settings. 

Students reported their relationship with their teachers could “make or break” their educational 

experience for them, signifying the importance of a positive STR (Sanders et al., 2016, p. X).  

Stress and Resiliency  

 Positive STRs can mediate the negative effects associated with stress for an adolescent. 

There is an extensive amount of research related to the impact STRs have on students’ resiliency 

(Akin & Radford, 2018; Johnson, 2008; Masten et al., 2008; Mihalas et al., 2009; Mulloy, 2011; 

Sanders et al., 2016; Stewart & Sun, 2004). Teachers have the ability to help students recover 

from stress by reprogramming the plasticity of children’s brains and reforming current thought 

patterns and behaviors by forming a positive STR (Willis & Nagel, 2015). 
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Student-Teacher Relationship and Students with Disabilities  

 The characteristics of STRs can vary greatly depending on the placement and disability 

status of the student. For example, students placed in general education are more likely to have a 

well-established, stable relationship with their teachers (Blacher et al., 2009). However, students 

receiving services for a disability such as autism spectrum disorder (ASD), intellectual disorders 

(ID), or students with EBD, are more likely to struggle forming and maintaining a positive 

relationship with their general education teachers and special education teachers (Friere et al., 

2020; Murray & Greenberg. 2001). Students with disabilities (e.g., EBD, ASD, mild intellectual 

disabilities, learning disabilities, and other health impairments) are at a heightened risk of 

experiencing poor quality relationships with their teachers (Friere et al., 2020; Murray & 

Greenberg. 2001). Students with disabilities may be more likely to engage in disruptive 

classroom behavior, lack appropriate social skills, and have emotional and mental health 

problems that interfere with their potential to build a relationship with their teachers (Friere et 

al., 2020). The quality of students’ relationships with their teachers can have significant impact 

on student outcomes (Friere et al., 2020; Hamre & Pianta, 2001). This is especially important for 

students with EBD.  

Students with Emotional and Behavioral Disorders  

 Students with EBD have difficulty building and maintaining a relationship with others, 

including their teachers (Cullinan & Sabornie, 2004; Lambert et al., 2021). In fact, students with 

EBD report having the lowest quality relationships with their teachers (Murray & Greenberg, 

2001). Additionally, students with EBD report having greater dissatisfaction with their teachers 

and poorer bonds with school overall (Murray & Greenberg, 2001). Students who engage in 

externalizing behavior (e.g., conduct problems and hyperactivity) or have difficult temperaments 
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are more likely to have a poor relationship with their teachers (Ansari et al., 2020; Berchiatti et 

al., 2021; Friere et al., 2020; Ladd & Burgess, 1999; Roorda & Koomden, 2021; Rudasill et al., 

2010). This is troublesome considering many students with EBD exhibit externalizing behaviors 

in the classroom setting (Gage, 2013). Teachers report it is often more difficult to establish a 

relationship with students engaging in these types of behaviors (Berchiatti et al., 2021). Having a 

positive relationship with an adult at school is predictive of school success for students with 

EBD (Vance et al., 1998). 

Intersection of Stress, Resiliency, and Relationships 

 Stress can cause long term detrimental damage to an individual, which can have a 

negative effect on their relationships with others and decrease their overall resiliency (Franke, 

2014; Herman & Lester, 1994; Hornor, 2015; Pascoe et al., 2020; Masten & Wright, 2010). 

Resiliency is an individual’s ability to overcome and adapt to stressful situations, leaving the 

individual unharmed from stress (Luthar et al., 2000). For example, an individual who is highly 

resilient may experience a stressful event with little to no effects to their overall psychological 

well-being. Whereas an individual who is less resilient may experience a stressful event which 

can eventually affect how the individual’s brain processes information, their emotional 

regulation, and their overall psychological well-being. Resiliency is not a natural human instinct, 

and instead is a multidimensional construct that is influenced by multiple factors and is 

constantly changing (Gartland et al., 2019; Luthar et al., 2000; Masten & Coatsworth, 1998; 

Perry et al., 1995). Fortunately, a healthy relationship with others can dramatically improve an 

individual’s resilience, ultimately mitigating the negative effects of stress (Makhnach, 2016; 

Perry, 2009).  
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Related to Students with Emotional and Behavioral Disorders 

 The association and intersection between stress, resilience, and relationships is critical to 

understanding the emotional well-being of students and their future academic success. Students 

with EBD have higher levels of depressive symptoms, unhappiness, and engage in maladaptive 

functioning, which are all risk factors for experiencing greater levels of stress (Calvete et al., 

2013; Cullinan & Sabornie, 2004; Lambert et al., 2021). Additionally, students with EBD often 

lack the coping skills or resilience to overcome stressful situations (Sullivan et al., 2015; 

Zolkoski et al., 2016). Lastly, students with EBD struggle to maintain a relationship with others 

and report having the lowest quality relationships with their teachers (Cullinan & Sabornie, 

2004; Lambert et al., 2021; Murray & Greenberg, 2001). These characteristics (e.g., low levels 

of resiliency skills, lack of relationships with others, and greater chances of experiencing high 

levels of stress) place this population at a greater risk for experiencing the long-term negative 

effects of stress. For these reasons, it is critical future research explore the intersection of these 

variables to better inform future interventions to improve the lives of students with EBD.  

Conceptual Framework 

 The conceptual framework of this study consists of attachment theory (Ainsworth, 1979; 

Ainsworth & Bowlby, 1991), resilience theory (Masten, 2001; Zimmerman, 2013), and disability 

critical race theory (DisCrit; Annamma et al., 2014; refer to Figure 1). The combination of these 

three theories guide this study as its purpose is to explore the relationship between attachments 

(i.e., student-teacher relationships) and the impact they have on students’ resiliency and stress 

levels (Atwool, 2006) within students with EBD, a historically marginalized group (Annamma et 

al., 2014).  
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Attachment Theory 

 Attachment theory emphasizes the importance of early attachments during infancy and 

childhood (Ainsworth & Bowlby, 1991). Attachment theory expands from infancy, suggesting 

secure attachment during all phases of life are important and play a role in influencing the 

development of an individual. Ainsworth (1979) identified three patterns of attachment: secure, 

ambivalent, and avoidant. Secure attachment is defined as a child who feels loved and cared for 

and develops the ability to form relationships with others. A child who has ambivalent 

attachment is likely to be cautious of building relationships with others. Lastly, a child who 

experiences an avoidant attachment is likely to grow up struggling to express their feelings and 

avoid close or healthy relationships with others. Prior to attachment theory, relationships were 

primarily viewed to be transactional, innate, and simply for survival purposes. However, 

researchers began to identify the different interactions and the various benefits attachments have. 

Secure attachments are fundamental for developing an individual’s resilience (Ainsworth 1979; 

Atwool, 2006). In the classroom setting, teachers serve as potential temporary secure 

attachments for students. A student who has a secure attachment with their teacher is associated 

with greater emotional regulation, social competence, and overall academic achievement (Bergin 

& Bergin, 2009).  This study explored the characteristics of the relationship students with EBD 

have with their teachers. The STR is a critical resource that promotes resiliency and helps 

mediate the negative effects, this study explored the mediating effect the student-teacher 

relationship had on students’ levels of resilience and stress.  

Resilience Theory 

 Resilience theory framework takes a strengths-based approach to understanding how 

youth overcome and develop when experiencing adversity (Masten, 2001; Zimmerman, 2013). 
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Resilience theory takes into account the individual’s environment, past experiences, stress, and 

the stress’s impact on the individual’s development. Resilience theory acknowledges resilience 

as a dynamic evolving trait, which is dependent on interactions and relationships (Masten, 2001). 

The resilience of a child is dependent on the resources, supports, and secure attachments 

available to the individual (Atwool, 2006; Masten, 2001). This study further explored the 

intersection of stress, resilience, and the role of the student-teacher relationship.  

Disability Critical Race Theory  

 DisCrit as a theoretical framework evaluates the ways race, racism, disability, and 

ableism are historically embedded into practices, procedures, and interactions within the 

education system and society (Annamma et al., 2013). For example, Black students are 

diagnosed with EBD and disciplined at significantly higher rates than their White peers 

(Johnson-Staub, 2017). When evaluating this problem through a DisCrit lens this is likely due to 

the historically racist practices and biases that are deeply rooted in a predominately White 

educational institution (Connor et al., 2019). Additionally, Black males with EBD are more 

likely to be pushed out of the traditional general education classroom, creating a modern day 

segregation (Annamma et al., 2014; Johnson-Staub, 2017). DisCrit acknowledges the current 

crisis and seeks to dismantle the dysfunctional educational environment that are segregating 

students by race and ability (Annamma & Morrison, 2018; Kulkarni et al., 2021). This study will 

explore a marginalized group of adolescents with EBD who have been removed from the general 

education classroom and are currently attending a self-contained school for students with 

behavioral disorders. This study is centered on better understanding students’ lived experiences 

(i.e., stress, their relationship with their teacher) and embracing their narratives through 

qualitative research.  
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Figure 1 

Conceptual Framework 

 

 

 

Statement of the Problem 

 Adolescents are experiencing high levels of stress, which can have a detrimental impact 

on their overall brain development (APA, 2014; APA, 2018; Perry et al., 1995; Romeo, 2013; 

Rahdar & Galván, 2014). Extensive research has shown the positive effects a strong STR has on 

students’ resiliency to counteract the negative effects of stress (Akin & Radford, 2018; Johnson, 

2008; Masten et al., 2008; Mulloy, 2011; Sanders et al., 2016; Stewart & Sun, 2004). 

Unfortunately, these studies rarely include students with EBD. Students with EBD are more 

likely to have lower levels of resilience and often struggle forming a positive relationship with 
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their teachers, placing them at a greater risk of the negative effects of stress (Cullinan & 

Sabornie, 2004; Lambert et al., 2021; Murray & Greenberg, 2001). The current study addressed 

the research gap by exploring the relationship between stress, resilience, and students’ 

relationship with their teachers among students with EBD.  

Purpose of the Study 

 The purpose of the study was to explore the intersection of stress, resilience, and STR 

among students with EBD. This study further investigated the characteristics of STRs among 

students with EBD. Lastly, this study explored what students identify as current stressors in their 

lives and how students with EBD cope with their stress. 

Research Questions 

The following research questions guided this study: 

Research Question 1: Is there a difference in student-teacher relationship rating between 

students with EBD and their teachers? 

Research Question 2: What are the perceptions of students with EBD and their teachers 

regarding the characteristics of their current relationship? 

Research Question 3: What do students with EBD identify as their current stressors? 

Research Question 4: How do students with EBD describe how they cope with stress? 

Research Question 5: What is the relationship, if any, between the perceptions of students with 

EBD about stress, resilience, and their perception of student teacher relationship? 

Significance of the Research 

 Currently, there is a lack of understanding regarding the impact stress has on students’ 

resiliency and the mediating effect of STRs, specifically for students with EBD. As a result of 
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this study, educators have a better understanding of the characteristics that define positive STRs. 

As a result of this study, the field has a better understanding of the impact STRs have on 

improving student resiliency and mediating the effects of stress. The results of this study will 

help inform the design and implementation of future interventions and practices. This is one of 

the first identified studies to investigate the intersection of these three variables on students with 

EBD.    

Delimitations 

 While students of all abilities experience stress, the current study was limited to 

examining only students with EBD. It is possible that students without disabilities and students 

with other disabilities are also experiencing stress and are thereby vulnerable to the negative 

effects of stress, however this study only explored students with EBD. Additionally, STR and 

resiliency is important for students of all abilities and grade level. This study focused only on 

high school students because adolescents in high school are more likely to be able to 

conceptualize, identify, and verbally discuss their stress, relationships, and resilience.  

 Also, while there are many other factors that contribute to an individual’s resiliency, this 

study focused solely on the impact STR has on students’ resiliency. It is possible that other 

factors are contributing to an individual’s resiliency, however STRs are within the scope of the 

school setting and were the primary focus of this study. Additionally, research suggests that 

relationships with others, such as STRs, are a significant factor to promote resiliency among 

students which is why this study singled out that variable instead of other factors.  

 Some of the questionnaires used for this study did require student self-reported data; 

students may not respond at all or may be swayed by social desirability and alter their responses. 

In an attempt to mitigate this limitation all responses were collected in a private setting away 
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from peers and teachers. Participants were also reminded that all responses are confidential and 

stored in a locked facility. Lastly, this study relied on the schools identification and 

determination of services for students with EBD and did not use any additional methods to 

confirm student’s disability. It is important for this study that student’s EBD diagnosis is present 

in the school setting, therefore, the school reported diagnosis and students Individualized 

Education Plan (IEP) were used to confirm which students are eligible (i.e., students receiving 

services for EBD). Having a school diagnosis is critical for receiving the proper services and 

accommodations needed, however students disability label (i.e., EBD) may alter teachers’ 

perception and attitude towards students (Metzger & Hamilton, 2021; Scanlon et al., 2020). 

Definition of Key Terms 

Adolescence. Adolescence is “the period of human development that starts with puberty (10-12 

years of age) and ends with physiological maturity (approximately 19 years of age)” (APA, 

2020). 

Characteristics of Student-Teacher Relationships. Student-teacher relationships (STR) are 

comprised of multiple characteristics which contribute to the relationships over all standing (i.e., 

positive/strong, negative/poor). Characteristics include but are not limited to closeness, mutual 

respect, empathy, supportive, and non-judgmental.  

Emotional and/or Behavioral Disorders. Emotional and/or behavioral disorders (EBD) refers 

to students who engage in emotional and behavioral responses that interfere with their ability to 

learn, interpersonal relationships with others.  For the purpose of this study, EBD will refer to 

students who are currently receiving services under the Individuals with Disabilities Education 

Act (IDEA; IDEA, 2004) definition.   
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Resilience. Resilience is defined as “dynamic process encompassing positive adaptation within 

the context of significant adversity” (Luthar et al., 2000).   

Stress. Stress is a non-specific natural reaction to any stimuli that appears as a threat, change or 

pressure from outside sources (Selye, 1976). Stress can be positive or negative and can be acute 

or chronic. Chronic stress can lead to toxic stress which results in potential long term negative 

effects.  

Student-Teacher Relationship. Student-teacher relationship (STR) refers to the cumulative 

interactions between a student and their teacher. STRs were referred to as “positive” or “strong” 

STR if the STR is mutual, respectful, and supportive (Bahr & Pendergast, 2006). “Negative” 

STR or “poor” STR were used when referring to a STR that is one directional and not perceived 

by both the student and the teacher.  



   

 

24 

 

CHAPTER TWO 

LITERATURE REVIEW 

  Adolescents are experiencing stress at alarmingly high rates and researchers have 

observed a significant rise in psychological distress, major depression, and suicide (APA, 2014; 

APA, 2018; Twenge et al., 2019). This is of significant concern considering the detrimental 

impact stress can have on adolescents’ overall development and well-being (Rahdar & Galvan, 

2014; Romeo, 2013). More specifically, stress can result in permanently underdeveloped parts of 

the brain which can contribute to the development of mental health difficulties such as 

depression, anxiety, and emotional and behavioral problems (Bick et al., 2017; Perry et al., 1995; 

Cumming et al., 2018; Leonard et al., 2015; McLaughlin et al., 2009; Robinson et al., 1995; 

Slavich et al., 2019; Suldo & Huebner, 2004).  

 Students with EBD may possess certain characteristics making them more vulnerable to the 

negative effects of stress (Lewis, 1999; Lidz, 1983; McLaughlin et al., 2009). This is especially 

concerning considering over 30% percent of students have experienced a traumatic event 

(Mueser & Taub, 2008). Fortunately, researchers have identified the powerful impact STRs can 

have on students resiliency (Akin & Radford, 2018; Johnson, 2008; Masten et al., 2008; Mihalas 

et al., 2009; Mulloy, 2011; Sanders et al., 2016; Stewart & Sun, 2004). However, students with 

EBD often have poor relationships with others and report having the lowest quality relationships 

with their teachers (Cullinan & Sabornie, 2004; Lambert et al., 2021; Murray & Greenberg, 

2001). Understanding the intersection of stress, resiliency, and STR and the impact these 

variables have on students with EBD is critical for developing future interventions aimed at 

increasing student resiliency and STR in an attempt to mitigate the negative effects of stress. 

Providing additional supports and interventions aimed at increasing student resiliency and 
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improving STR for students with EBD is critical. This literature review aims to explore common 

themes in the current literature related to the intersection of stress, resiliency, and STR among 

students with EBD.  

Intersection of Stress, Resilience, and Student-Teacher Relationship 

 A thematic analysis design was used for this systematic literature review. The review was 

conducted searching four scholarly databases over the last 20 years, from 2002 to 2022. The 

databases used included Academic Search Premier, Education Full Text, ERIC, and PsychInfo 

with the search terms related to resiliency, student-teacher relationship, stress, and adolescents. 

This search resulted in 24 articles. Articles were then individually scanned by the researcher to 

determine if they matched the inclusion criteria or not. Five articles were removed for being a 

practitioner piece or review article, three articles were removed because the population did not 

include adolescents (one university population, one preschool population, one elementary 

school), two articles were removed for validating instruments, one article was removed for being 

a medical piece, and one article was removed for being a literature review. This resulted in a 

remaining 12 articles that fit the inclusion criteria for this search (refer to Table 1).  

Results 

  After analyzing the journal articles two major themes emerged throughout the 

current research. Each article was read in its entirety and coded to highlight major themes. 

Articles were then grouped together by their common themes. The first theme was stress, which 

has subcategories exploring the type of stress, the effects of stress on academic achievement, 

mental health, and physical symptoms of stress. The second theme was protective factors which 

has subcategories discussing internal characteristics including resiliency, and external resources 

including relationships.  
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Table 1 

Summary of the Literature Review Results Related to Stress, Resilience, and Student-Teacher 

Relationship among Adolescents 

Author 

(Year) 

Participants Type of 

Stress 

Effects of 

Stress 

Protective 

Factors 

Impact of 

Protective 

Factors 

Baeva et 

al., 2016 

437 students Psychological 

violence, 

bullying 

Anxious, 

aggressive, 

rigid, poor 

mental and 

emotional 

well-being  

 

Psychological 

resources 

Improved 

mental and 

emotional well-

being  

 

d’Abreu et 

al., 2020 

Seven 

students and 

four parents  

Economic 

hardship, 

immigration 

Nightmares, 

sleep 

problems, bed 

wetting, hair 

loss 

 

Sense of 

belonging, 

culture  

Improved 

outlook on 

life/future, 

hopeful, grateful 

Diers, 2020 One student Violence, 

family stress, 

switching 

schools 

Difficulty 

focusing on 

school, fearful  

Resilience  Improved 

school 

achievement, 

motivated, 

involved 
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Gelkopf 

and Beger, 

2009 

114 students Terror attacks PTSD, 

excessive 

sweating, loss 

of appetite, 

sleep 

problems, 

compromised 

sense of 

safety, 

depression 

 

Coping skills, 

emotional 

awareness, 

self-esteem 

Decreased 

psychological 

distress, 

increased 

resiliency 

Hoferichter 

et al., 2014 

1,088 

students 

Perceived 

stress, test 

anxiety 

 

Poor peer 

relationships  

Relationships 

with peers and 

teachers 

Decreased 

anxiety  

Jaureguizar 

et al., 2018 

481 students Family stress, 

health 

Depression Self-concept, 

social skills, 

resilience 

 

Decreased stress 

and depression 
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Kumi-

Yeboah 

and Smith, 

2017 

60 students  Immigration  Academic 

performance, 

poor peer 

relationships 

Teacher and 

parent 

support, 

caring school 

environment, 

resilience 

Improved 

academic 

achievement 

Lan & 

Zhang, 

2019  

371 transfer 

students, 742 

non transfer 

students 

 

Transferring 

schools 

Poor 

emotional 

well being 

Perseverance, 

teacher 

support 

Improved 

psychological 

well-being 

Martin and 

Marsh, 

2008 

598 students  Anxiety Lower 

academic 

buoyancy  

Relationships, 

self-efficacy, 

academic 

engagement 

 

Improved 

academic 

buoyancy  

Noor and 

Alwi, 2013 

197 students Stress, 

traumatic 

events 

Life 

satisfaction, 

mental health 

 

Resilience Improved 

overall well-

being  

Solberg et 

al., 2007 

789 students School stress, 

violence, 

health  

Psychological 

and emotional 

distress, poor 

Family 

support, 

relationships 

Higher 

academic 

achievement, 
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grades, poor 

retention, 

poor health 

with peers and 

teachers, 

motivation, 

self-efficacy 

 

better health, 

better retention 

Sulkowski 

and 

Simmons, 

2017 

539 students Peer 

victimization, 

psychological 

distress 

Psychological 

distress 

including 

depression, 

anxiety, stress 

Teacher-

student 

relationships 

Less 

psychological 

distress  

 

 

 

Types of Stress 

 Two main themes emerged to categorize the types of stress discussed in the 12 articles, 

those two categories are everyday stress and traumatic stress. Both everyday stress and traumatic 

stress were acute and chronic in length, although some articles did not provide enough detail to 

determine the length the adolescents were exposed to the stress. Interrater reliability was 

conducted by two colleagues to confirm the categorization of the articles. Of the 12 research 

articles, 11 of the articles researched everyday stress which included stressors on a daily basis 

related to their family, health, and school. Four of the articles used a general term of stress (i.e., 

total stress, perceived stress, psychological distress, psychological violence; Baeva et al., 2016; 

Hoferitcher et al., 2014; Jaureuizar et al., 2018; Sulkowski & Simmons, 2017). Three articles 

measure how much adolescents stress is related to their family problems, including economic 
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hardship (d’Abreu et al., 2021; Diers, 2020; Jaureguizar et al., 2018). Three articles explored 

school stress including test anxiety (Hoferitcher at al., 2014; Jaureguizar et al., 2018; Soldeberg 

et al., 2007). Two articles measured how much adolescents stress about their health (Jaureguizar 

et al., 2018; Solberg et al., 2007). Two articles explored the stress adolescents experience when 

emigrating from another country (d’Abreu et al., 2021; Kumi-Yeboah & Smith, 2016). Of the 12 

research articles, 7 of the articles researched traumatic stress. The most prevalent form of 

traumatic stress among adolescents was related to traumatic events including being exposed to 

violence, bullying, and terror attacks (Baeva et al., 2016; Diers, 2020; Gelkopf & Berger, 2009; 

Kumi-Yeboah & Smith, 2017; Noor & Alwi, 2013; Solberg et al., 2007; Sulkowsi & Simmons, 

2017).  

Effects of Stress 

 After experiencing a type of stress (everyday stress or traumatic stress) adolescents were 

at risk to experience the negative side effects of stress which impacted their mental health, 

academics, and even resulted in physical health symptoms after experiencing stress.  

Mental Health 

 Adolescents reported being more fearful after experiencing stress, and had an overall lack 

of sense of safety (Diers, 2020; Gelkopf & Berger, 2009). Exposure to violence is not necessarily 

geographically specific and actually relates more to an individual’s sense of safety, or lack 

thereof (Gelopf & Berger, 2009). For example, adolescents who had not been physically 

impacted by violence or directly witnessed the violence, still reported high levels of stress likely 

due to the adolescent’s sense of compromised safety (Gelkopf & Berger, 2009). However, 

adolescent’s level of violence exposure places them at a greater risk for the effects of stress, 

suggesting adolescents who directly witnessed violence are more likely to develop even more 
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negative effects of stress than someone who just felt unsafe (Gelkopf & Berger, 2009; Soldberg 

et al., 2017). High levels of stress among adolescents was associated with high levels of  

psychological and emotional distress such as depression, anxiety, and neuroticism (Baeva et al., 

2016; Hoferichter et al., 2014; Jaureguizar et al., 2018; Soldberg et al., 2007).   

Effects on Academic Achievement 

 Experiencing stress had a negative impact on adolescent’s academic achievement. For 

example, students with higher levels of stress had difficulty focusing on schoolwork, had lower 

academic grades, and lower rates of retention (Diers, 2020; Kumi-Yeboah & Smith, 2017; 

Martin & Marsh, 2008; Solberg et al., 2007). Students with higher levels of anxiety struggled 

more with academic setbacks and challenges that are typical of the ordinary course of school life 

including difficulty managing deadlines, exam pressure, difficulty completing schoolwork 

(Martin & Marsh, 2008). 

Physical Effects of Stress 

 Some adolescents reported experiencing physical symptoms after experiencing stress. For 

example, adolescents experienced excessive sweating, loss of appetite, hair loss, nightmares, bed 

wetting, and difficulty falling asleep or staying asleep (d’Abreu et al., 2020; Gelkopf & Beger, 

2009; Soldberg et al., 2007). Additionally, the more stress adolescent’s experience, the more 

likely they were to experience significant problems with their health (Soldberg et al., 2007).  

Protective Factors 

 Eleven of the articles addressed specific protective factors adolescents used to overcome 

the negative effects of stress. Protective factors were separated into two groups: internal 

characteristics which included traits or skills the individual possessed, and external 

characteristics which included resources and the individual’s social environment.   
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Internal Characteristics 

 There are multiple characteristics an adolescent can possess that act as a protective 

barrier towards the negative effects of stress. For example, self-concept, which is described as an 

individual’s cognitive appraisal of themselves based on their previous experiences, has been 

found to mediate the relationship between the negative effects of stress, especially depression 

(Baeva et al., 2016; Jaureguizar et al., 2018). In fact, adolescents who have higher levels of self-

concept and experience high stress, are still more likely to have lower levels of depression. Self-

concept could be such a powerful protective factor because adolescents with higher levels of 

self-concept have more resources to deal with depression when faced with stressful situations 

(Jaureguizar et al., 2018). Additionally, the attitude and mindset an individual with a high self-

concept would have is incompatible with depressive symptoms, which could be another reason 

self-concept is a protective factor against stress (Baeva et al., 2016; Jaureguizar et al., 2018). 

Additionally, adolescents who have a positive mindset and perception of the world around them 

are also less likely to be affected by the negative psychological effects of stress (Baeva et al., 

2016).  

 Another characteristic that has been found to act as a protective factor for adolescents is 

social skills. Social skills include communication skills, cooperating with others, assertiveness, 

responsibility, empathy, and involvement or participation in a shared activity (Baeva et al., 2016; 

Jaureguizar et al., 2018). Adolescents who have higher levels of social skills are less likely to 

develop depression as a result of experiencing high levels of stress (Jaureguizar et al., 2018). 

Similarly, adolescents who are satisfied and feel confident with their social skills also are less 

affected by the effects of stress (Baeva et al., 2016).  
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 Lan & Zhang (2019) explored what they identified as two facets of grit and the impact it 

has on adolescents emotional wellbeing. They describe the two facets of grit to be consistency 

(not getting distracted) and perseverance (not getting discouraged). They found perseverance can 

mitigate the negative effects of stress adolescents often experience when switching schools (Lan 

& Zhang, 2019). Additionally, adolescent’s sense of belonging, which includes their ties to their 

ethnicity and culture can also act as a protective factor (d’Abreu et al., 2021).  

Resiliency  

 One of the main protective factors discussed in four of the articles is the adolescent’s 

resiliency. Resilience is a trait that accumulates from several resources across different 

categories (personality, family, and school) (Noor & Alwi, 2013). Resilience was found to 

significantly mediate the effects of stress in adolescents with high levels of resilience (Noor & 

Alwi, 2013; Soldberg et al., 2007). Adolescents who had high levels of resilience were less likely 

to exhibit the negative effects of stress and had an overall positive wellbeing (Noor & Alwi, 

2013; Soldberg et al., 2007). For example, resilience was shown to moderate the relationship 

between stress and depression (Jaureguizar et al., 2018). Students with higher levels of stress, 

who also had high levels of resilience, had low levels of depressive symptoms and psychological 

and emotional distress, suggesting their resiliency was acting as a buffer (Jaureguizar et al., 

2018; Soldberg et al., 2007). Qualities associated with high levels of resilience among 

adolescents included strong personal and interpersonal assets such as high motivation, emotional 

stability, positive self-awareness, and self-efficacy (Diers, 2020). Adolescents with high levels of 

resilience had higher scores on personality, parent child communication, social support, school 

cohesion, and teacher support (Noor & Alwi, 2013).  
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External Resources 

 In addition to the internal characteristics that can protect adolescents from the effects of 

stress, researchers have identified external resources that can also act as a protective factor 

against stress for adolescents. Internal characteristics are not enough for adolescents to excel in 

life despite difficulties (Noor & Alwi, 2013). It is critical that adolescents have access to other 

factors at the social environmental level to strengthen their internal resiliency (Noor & Alwi, 

2013). Noor and Alwi (2013) suggest adolescents who continue to do well despite facing 

adversities have a lot of external resources. External resources include playing sports, high 

financial status, engaging in community organizations, relationships with others, and parental 

support (Baeva et al., 2016; d’Abreu et al., 20201; Diers, 2020; Kumi-Yeboah & Smith, 2017).  

 Another valuable resource for adolescents is support, whether it is support from their 

family, teachers, or support from peers. In fact, students who feel supported by their teachers are 

more likely to be resilient when faced with adversity (Noor & Alwi, 2013). Additionally, 

adolescents who feel supported by their teachers are more likely to be more motivated to attend 

school and have an increase in their overall academic achievement (Diers, 2020). Teacher 

support includes engaging the student in discussion, allowing the student to feel like they are 

contributing to the classroom, and encouraging open communication between the student and 

teacher (Diers, 2020; Kumi-Yeboah & Smith, 2017). Allowing and encouraging open 

communication between the student and their teacher can also act as an effective coping strategy 

for some adolescents (Diers, 2020). Adolescents value the help and resources received from 

teachers (d’Abreu et al., 2021). Teacher autonomy support and perseverance were positively 

correlated with positive affect and negatively associated with negative affect (Lan & Zhang, 

2019).  Teacher support can also mitigate poor emotional wellbeing for adolescents switching 
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schools (Lan & Zhang, 2019). Conversely, adolescents who report lower perceived family 

support and lower teacher support are more likely to be at risk for the negative effects of stress, 

suggesting adolescent’s perceived support plays an important role in mitigating the effects of 

stress (Solberg et al., 2007). 

Relationships 

 Positive peer relations are associated with reduced stress, although adolescents who had 

high levels of stress reported having less relationships with others (Hoferichter et al., 2014). 

Strong parent-adolescent relationships also serve as a protective factor against the negative 

effects of stress on adolescents (d’Abreu et al., 2021; Noor & Alwi, 2013). However, if the 

family is a source of stress for the adolescent, then a strong relationship with their teachers can 

play a significant role and serve as a protective resource for the adolescent (Diers, 2020).  

 Solberg et al. (2007) used a cluster analysis to group students based on their levels of 

their individual levels of stress and resilience. Through this method, it was discovered the most 

distinguishing characteristic for youth in the “not at risk” cluster are the combination of low 

reported levels of exposure and high reported connection with teachers (Solberg et al., 2007). 

Conversely, adolescents who were in the “most vulnerable” group had high levels of stress, and 

the lower teacher and peer connections were most at risk for experiencing the negative effects of 

stress. Similarly, Diers (2020) suggests student-teacher relationships are the basis for resilience 

development in adolescents. STRs act as a protective factor against peer victimization and its 

negative psychosocial effects. For example, students who have a positive relationship with their 

teacher are more likely to have lower levels of peer victimization and psychological distress, 

whereas students with lower quality STRs are more likely to have higher levels of distress and 

displayed the greatest vulnerability (Sulkowski & Simmons, 2017). Students who had lower 
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teacher support also had lower psychological wellbeing, including lower life satisfaction and 

lower overall health, whereas students who perceived higher teacher support had a strong 

psychological wellbeing (Lan & Zhang, 2019).  

 However, the quality of the student-teacher relationship makes a difference on how 

impactful of a buffer it will be towards the negative effects of stress (Sulkowski & Simmons, 

2017). Students are more likely to build a relationship with a teacher who is caring and attentive 

to their feelings, and they show they truly want the student to learn and succeed (d’Abreu et al., 

2021).  Allowing and encouraging students to talk about their problems with their teacher can 

become an important coping strategy for students (Diers, 2020). Trustful STR also correlates 

with a higher involvement in school which can have an overall impact on their academic 

achievement (Diers, 2020) 

Summary 

 This systematic literature review revealed (a) the most common types of stress 

adolescents’ experience, (b) the effects of experiencing stress, and (c) protective factors that 

protect adolescents from experiencing the negative effects of stress. Overall, the findings from 

this review suggest relationships play a critical role in developing an adolescent’s resiliency to 

counteract the negative effects of stress. Further research is needed to understand the impact 

these variables have on students with emotional and behavioral disorders. 

Intersection of Stress, Resilience, and Student-Teacher Relationship among Adolescents 

with Emotional and Behavioral Disorders 

 A second systematic literature review was conducted to further explore the research 

related specifically to adolescents with EBD. The review was conducted searching four scholarly 

databases over the last 20 years, from 2002 to 2022. The databases used included Academic 
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Search Premier, Education Full Text, ERIC, and PsychInfo with the search terms related to 

resilience, student-teacher relationship, stress, adolescents, and emotional and behavioral 

disorders. This search resulted in two articles, with one being removed for being a practitioner 

article, resulting in only one article exploring the intersection of these variables with students 

with EBD. The one article was also included in the previous literature search (Sulkowski & 

Simmons, 2017).  

 To further explore the research related to adolescents with EBD, the variables and search 

terms were separated into three independent searches. The same databases and inclusion criteria 

from the previous search were applied to the following searches. The first search consisted of the 

search terms related to resilience, student-teacher relationship, adolescents, and emotional and 

behavioral disorders which resulted in six peer reviewed research articles. One article was 

removed because the population was not adolescents, and a second article was removed for being 

a practitioner piece, resulting in a total of four journal articles for this search Sulkowski & 

Simmons (2017). The second search removed the term resilience, and used the terms related to 

stress, student-teacher relationship, adolescents, and emotional and behavioral disorders which 

resulted in 11 articles. Two articles were removed for being reviews and four articles were 

removed for not having an EBD population which resulted in a total of five articles for this 

search, including Sulkowski & Simmons (2017). The third search removed the term student-

teacher relationship and used the terms related to stress, resiliency, adolescents, and emotional 

and behavioral disorders which resulted in 37 articles. Article abstracts where read and 34 were 

removed for not meeting the requirements resulting in a total of three journal articles. All of the 

remaining articles from the three searches regarding adolescents with emotional and behavioral 
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disorders were then combined to make a total of 10 articles for this literature review, only 

counting Sulkowski & Simmons (2017) once.  

Results 

 After analyzing the 14 journal articles from the three separate searches related to students 

with EBD, two major themes appeared across all of the articles. The first theme was stress, 

which includes the type of stress, and coping with stress. The second theme is related to 

protective factors, which includes relationships, and characteristics of student-teacher 

relationships. Refer to Table 2 for the results of the literature review.  

 

 

Table 2 

Summary of the Literature Review Results Related to Stress, Resilience, and Student-Teacher 

Relationship among Adolescents with EBD 

Author 

(Year) 

Participants Type of 

Stress 

Effects of 

Stress 

Protective 

Factors 

Impact of 

Protective 

Factors 

Baeva et 

al., 2016 

437 students Psychological 

violence 

Mental and 

emotional  

Psychological 

resources 

Improved 

mental and 

emotional well-

being  
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d’Abreu et 

al., 2020 

Seven 

students and 

four parents  

Economic 

hardship, 

immigration 

Nightmares, 

sleep 

problems, bed 

wetting, hair 

loss 

 

Sense of 

belonging, 

culture  

Improved 

outlook on 

life/future, 

hopeful, grateful 

Diers, 2020 One student Violence, 

family stress, 

switching 

schools 

Difficulty 

focusing on 

school, fearful  

Resilience  Improved 

school 

achievement, 

motivated, 

involved 

 

Gelkopf 

and Beger, 

2009 

114 students Terror attacks PTSD, 

excessive 

sweating, loss 

of appetite, 

sleep 

problems, 

sense of 

safety, 

depression 

 

Intervention 

for increasing 

student 

coping skills, 

emotional 

awareness, 

self-esteem 

Decreased 

psychological 

distress, 

increased 

resiliency 
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Hoferichter 

et al., 2014 

1,088 

students 

Perceived 

stress, text 

anxiety 

 

Poor peer 

relationships  

Relationships 

with peers and 

teachers 

Decreased 

anxiety  

Jaureguizar 

et al., 2018 

481 students Family stress, 

health 

Depression Self-concept, 

social skills, 

resilience 

 

Decreased stress 

and depression 

Kumi-

Yeboah 

and Smith, 

2017 

60 students  Immigration  Academic 

performance, 

poor peer 

relationships 

Teacher 

support, 

parent 

support, 

caring school 

environment, 

resilience 

Improved 

academic 

achievement 

Lan & 

Zhang, 

2019  

371 transfer 

students, 742 

non transfer 

students 

 

Transferring 

schools 

Poor 

emotional 

well being 

Perseverance, 

teacher 

support 

Improved 

psychological 

well-being 

Martin and 

Marsh, 

2008 

598 students  Anxiety Lower 

academic 

buoyancy  

Relationships, 

self-efficacy, 

Improved 

academic 

buoyancy  
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academic 

engagement 

 

Noor and 

Alwi, 2013 

197 students Stress, 

traumatic 

events 

Life 

satisfaction, 

mental health 

 

Resilience Improved 

overall well-

being  

Solberg et 

al., 2007 

789 students School stress, 

violence, 

health  

Psychological 

and emotional 

distress, poor 

grades, poor 

retention, 

poor health 

Family 

support, 

relationships 

with peers and 

teachers, 

motivation, 

self-efficacy 

 

Higher 

academic 

achievement, 

better health, 

better retention 

Sulkowski 

and 

Simmons, 

2017* 

539 students Peer 

victimization, 

psychological 

distress 

Psychological 

distress 

including 

depression, 

anxiety, stress 

Teacher-

student 

relationships 

Less 

psychological 

distress  

Note. * reflects journal article included in first literature review.  
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Stress 

 Adolescents who experienced traumatic stress developed high rates of emotional and 

behavioral problems including anxiety, depression, aggressive behavior, and highly reactive 

behavior (Dods, 2015; Klasen et al., 2010; Skrove et al., 2105). Adolescents reported feeling 

physically ill, weak, dizzy, and would frequently have panic attacks after experiencing stress 

(Dods, 2015). Additionally, chronic pain is more prevalent among adolescents with EBD 

(Skrove et al., 2015).  Adolescents with EBD reported experiencing higher rates of stress than 

the general population (Little & Kobak, 2003). In fact, traumatic stress and life stressors can 

predict being diagnosed with an emotional and behavioral disorder (Klasen et al., 2010).  

 Researchers suggest there is no gender difference regarding mental health outcomes after 

experiencing stress, suggesting males and females are both equally at risk of developing a range 

of symptoms after experiencing stress (Klasen et al., 2010). However, the type of symptoms 

appear to differ between genders, for example females are more likely to develop post-traumatic 

stress disorder (PTSD; Mueser & Taub, 2008). Females are at a higher risk of being sexually 

abused, and adolescents who have experienced sexual abuse are a higher risk of developing 

PTSD (Mueser & Taub, 2008). Aside from sexual abuse, gender does not have any effect on the 

rate of trauma exposure (Mueser & Taub, 2008). However, an adolescents age does appear to 

have an impact on the development of symptoms, younger adolescents aged 11 to 13 years old 

experienced less symptoms including PTSD and depression than older adolescents aged 14 to 17 

years old (Klasen et al., 2010). Adolescents who ran away from home, already had depression, or 

those with divorced parents were significantly more likely to develop PTSD symptoms after 

experiencing stress (Mueser & Taub, 2008). 
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 Adolescents suggest the stressful events they experienced had a negative impact on their 

academic achievement (Dods, 2015). Adolescents reported going to class feeling unprepared for, 

struggling to complete assignments, and had difficulty concentrating (Dods, 2015). Adolescents 

reported being distracted, feeling always on guard, and anxious while at school, they struggled to 

stop thinking about their past trauma and current stressors (Dods, 2015). Teachers contributed to 

student stress by not being understanding of students outside stressors, by belittling student’s 

experiences, worrying about the little things (e.g., smoking, swearing, etc.), and singling them 

out in class (Dods, 2015).  

Types of Stress 

 The types of stress adolescents with EBD experienced varied and included stressors such 

as emotional neglect, emotional abuse, physical abuse, bullying, sexual abuse, witnessing 

murder, community violence, abduction, loss of parents or sibling, and threatened with death 

(Dods; Klasen et al., 2010; Mueser & Taub, 2008; Zolkoski et al., 2016).  

Coping with Stress 

 After experiencing traumatic stress, adolescents with EBD reacted differently to stress, 

but almost all reactions involved a form of physically or emotionally distancing themselves from 

others (Dods, 2015; Mueser & Taub, 2008). In fact, dissociating or withdrawing from others 

emotionally or physically is one of the most common symptoms adolescents with EBD display 

after experiencing stress (Mueser & Taub, 2008). Some adolescents reported the school 

environment overwhelmed them and caused additional stress, the only way to get through class 

was to distract themselves by mentally or physically withdrawing from class (e.g., doodling, 

zoning out/daydreaming, or walking out of class; Dods, 2015). Adolescents also engaged in drug 

use to cope with their stress, self-harm, or other high risk dangerous activities (Dods, 2015; 
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Mueser & Taub, 2008). Some adolescent’s choices in coping strategies resulted in them going to 

juvenile detention, an inpatient psychiatry clinic, or a group home (Dods, 2015). 

Protective Factors 

 There were multiple protective factors discussed throughout the articles which included 

internal characteristics and external resources. High family socioeconomic status was found to be 

a protective external resource that prevented adolescents from developing PTSD (Klasen et al., 

2010). Adolescents perceived spiritual support was also a significant protective resource, almost 

doubling the odds the individual would be resilient and not develop PTSD symptoms after 

experiencing stress (Klasen et al., 2010). Internal characteristics that protect adolescents from the 

negative effects of stress include high self-esteem, socially competent, and rarely feeling lonely 

or isolated (Skrove et al., 2015). 

Relationships 

 Relationships are a critical protective factor in mitigating the development of emotional 

and behavioral disorders and other negative effects of stress among adolescents. Duchenese et al. 

(2009) suggests the relationship between children and their parents, especially their mothers, can 

predict their development of emotional and behavioral disorders. Adolescents who perceived 

their parents as warm and supportive had significantly higher self-esteem and were less likely to 

be effected by stressful events (Little & Kobak, 2003). Strong family cohesiveness was also 

found to mitigate the negative effects of stress on adolescents (Skrove et al., 2015). 

 Aside from the family relationships, student’s relationships with their teachers can also 

serve as a protective factor to promote resilience and help students overcome their stress (Dods, 

2015; Zolkoski, 2019). Additionally, STR are negatively associated with peer victimization and 
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psychological distress, and positively associated with peer relationships (Sulkowski & Simmons, 

2017). A positive and close STR can mitigate the effects of negative stressful events on students’ 

self-esteem (Little & Kobak, 2003). Whereas students with low STR, had a decrease in their self-

esteem after negative stressful events. (Little & Kobak, 2003). Students with EBD and their 

teachers reported it was difficult to build and maintain a relationship with each other, and often 

reported more negative interactions than positive interactions (Dods, 2015; Little & Kobak, 

2003; Zolkoski et al., 2016). Interestingly, students reported having better relationships with 

teachers at alternative schools than compared to their teachers in general education (Zolkoski et 

al., 2016). However, students with EBD did express a desire to build a relationship with teachers 

but insisted the teachers needed to initiate the relationship. Students reported really hoping a 

teacher would ask them what was wrong, to simply demonstrate that they care (Dods, 2015). 

Creating a safe environment where students can let their guard down, by not judging, not prying 

for information, but to focus on the academic work together (Dods, 2015). Adolescents with 

EBD often feel alone and isolated (Dods, 2015). Having a positive relationship with someone 

can play a pivotal role in the overall success for students with emotional and behavioral 

disorders.  

Characteristics of Student-Teacher Relationships  

 The quality of STR appears to moderate the negative psychosocial effects of stress 

(Sulkowski & Simmons, 2017). One of the most important qualities of a high quality STR is for 

students to feel the teacher genuinely cares about them (Dods, 2015; Zolkoski et al., 2016; 

Zolkoski, 2019). Students felt their teachers cared for them when they expressed concern about 

their wellbeing by checking in on them, noticed small behavior changes, and when they allowed 

them to step outside of the classroom for a break (Dods, 2015; Zolkoski, 2019). Students also felt 
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their teachers cared about them when they were patient, took the time to help them with 

assignments, and extended assignment deadlines as needed (Dods, 2015; Zolkoski, 2019). Small 

gestures, such as exchanging a simple greeting, showed students that teachers cared (Dods, 

2015). Adolescents reported these small gestures from teachers to be one of the only reasons they 

looked forward to going to school (Dods, 2015). It is also important for teachers to be 

understanding of students’ lives outside of the classroom setting without prying for specific 

information (Dods, 2015). Students reported it was important to them how their teachers 

disciplined them, suggesting they liked their teachers who were lenient, used positive 

disciplinary procedures such as a point system, or helped them problem solve (Dods, 2015; 

Hickey et al., 2020; Zolkoski et al., 2016). Students also enjoyed smaller class sizes, suggesting 

it was easier to build a relationship with their teachers since it provide more time for one-on one 

teacher interaction (Little & Kobak, 2003; Zolkoski et al., 2016).  

 Summary 

 The results of the literature review suggest (a) adolescents who experience stress are at 

risk of developing emotional and behavioral disorders, (b) students with EBD often struggle with 

effective coping strategies to successfully overcome stress unharmed, and (c) student-teacher 

relationships may be more difficult to build with students with EBD who have experienced 

stress. The findings suggest once a student has developed a relationship with their teacher, 

student teacher relationships can play a pivotal role in mitigating the negative effects of stress.   

Conclusion 

 The first literature review examined the three variables among all adolescents, while the 

second literature review examined the three variables among only adolescents with EBD. There 

were commonalities across the two populations, suggesting stressors and coping mechanisms 
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among adolescents without EBD and with EBD may not differ significantly. When examining 

the types of stress adolescent’s experience, the first literature review provided a much more 

comprehensive review of the types of stress adolescent’s experience, suggesting adolescents 

experience a wide array of stress from everyday stress to traumatic stress. Whereas the second 

literature review primarily discussed traumatic stress as the most common form of stressors 

adolescents with EBD experience.  

 Both literature reviews emphasized the importance of relationships in combatting the 

negative effects of stress. The first review discussed adolescents’ relationships with their family, 

peers, and their teachers. Whereas the second review primarily discussed the importance of the 

adolescent’s relationship with their teachers. The results of the two literature reviews suggest the 

characteristics of what makes up a high quality STR are similar between students without EBD 

and students with EBD. Both literature reviews suggested a high quality STR requires the 

teacher to genuinely care about the students, which they can do by helping them learn, and 

listening to them. However, journal articles from the second literature review did focus more 

heavily on the specific characteristics as compared to the first literature review, which could be 

because it is often more difficult for teachers to build and maintain relationships with students 

with EBD and researching these characteristics is valuable information.  

 While the second literature review heavily discussed the relationships, there was a clear 

lack of research regarding other protective factors. For example, the first literature review 

discussed multiple internal characteristics an individual can possess that would help mitigate the 

negative effects of stress in addition to various external resources an individual could access. 

Whereas the second literature review only briefly discussed a couple of internal characteristics 

(e.g., high self-esteem, social skills) and a couple of external resources (e.g., socioeconomic 
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status and spiritual support). There is an evident need to better understand protective factors 

among students with EBD.  

 The literature related to adolescents with EBD is scarce and there is evidently a need to 

expand the current research related to this population. Specifically, there is a need to further 

explore the stressors adolescents with EBD experience, to better understand how they cope with 

stress, and understand how resiliency and relationships with their teachers can better support and 

protect adolescents with EBD.  

 

  



   

 

49 

 

CHAPTER THREE 

METHODS 

 Researchers suggest adolescents are currently experiencing high levels of stress, 

surpassing the levels of stress experienced by adults (APA, 2014, 2018). This is of great concern 

considering adolescents’ brains are extremely vulnerable to the effects of stress (Rahdar & 

Galvan, 2014; Romeo, 2013). However, youth who exhibit high levels of resiliency are able to 

overcome and adapt to stressful situations with minimal negative changes across domains of 

functioning (Luthar et al., 2000; Perry et al., 1995). Similarly, positive relationships with an adult 

(e.g., a teacher) can contribute to the development of an individual’s resilience, indirectly 

mitigating the negative effects of stress on adolescents (Perry, 2000; Willis & Nagel, 2015). 

Students with EBD often lack positive relationships with adults, including their teachers, 

potentially exposing this vulnerable population to the negative effects of stress (Murray & 

Greenberg, 2001).  

 While the negative effects associated with high levels of stress during adolescence is 

evident, there remains limited research aimed at understanding the impact it has on students with 

EBD. It is critical for researchers to explore the intersection of stress, resiliency, and the 

mitigating effect student-teacher relationships may have for students with EBD. Therefore, the 

proposed study used a convergent mixed methods design to explore the relationship between 

stress, resilience, and quality of relationship with teachers among students with EBD. 

Additionally, the proposed study explored the characteristics of student-teacher relationships 

(STR) for students with EBD. Lastly, the proposed study examined what students with EBD 

identify as current stressors and how they cope with stress. This chapter will describe the: (a) 

research questions, (b) setting, (c) participants, (d) research design, (e) description of the study 
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design, (f) data collection procedures, and (g) data analysis procedures that were used for this 

study.   

Research Questions 

The following research questions were answered by this study: 

Research Question 1: Is there a difference in student-teacher relationship rating between 

students with EBD and their teachers? 

Research Question 2: What are the perceptions of students with EBD and their teachers 

regarding the characteristics of their current relationship? 

Research Question 3: What do students with EBD identify as their current stressors? 

Research Question 4: How do students with EBD describe how they cope with stress? 

Research Question 5: What is the relationship, if any, between the perceptions of students with 

EBD about stress, resilience, and their perception of student teacher relationship? 

Settings 

 The study took place in a large urban school district located in the Southwestern United 

States. The school district has a total of 315,646 students currently enrolled in public school (K-

12th). Approximately 4.7% of the students enrolled in public schools in this district are identified 

as having a disability (USDOE, 2021). Refer to Table 3 for the district’s overall student 

demographic information. Sixty four percent of this population speak only English at home, 31% 

speak Spanish and English at home, and 5% speak Asian and Pacific Islander languages and 

minimal English at home (USEDOE, 2021). Sixty one percent of the student population in this 

district are economically disadvantaged and eligible for the federal free and reduced lunch 

program. The school district has 72 high schools (9th grade to 12th grade). There are currently 
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99,548 high school students, and 4,034 high school teachers with a student to teacher ratio 

average of 24 students to one teacher (USDOE, 2021).  

 

 

Table 3 

School District Demographic Information 

Race and/or Ethnicity Students Teachers 

Black or African American 15% 8% 

Hispanic or Latinx 47% 13% 

Pacific Islander 2% 1% 

Asian 6% 7% 

White or Caucasian 22% 63% 

Other or Mixed 8% 8% 

Total 315,646 18,611 

Note. Students represents the total number of currently enrolled high school (K to 12th) students 

in this district. Teachers represent the total number of currently licensed teachers (K-12th) in this 

district.  

 

  

 

 This school district has a program specifically designed to support the needs of students 

with emotional and behavioral disorders. The program is in local elementary, middle, and high 

schools and is equipped with a comprehensive team that provides direct support and trains 

teachers to better address the social, emotional, behavioral, and mental health needs of students 



   

 

52 

 

with EBD. After receiving the necessary permission from the University Internal Review Board 

(IRB; see Appendix A) and the school district IRB (refer to Appendix B) ten public high schools 

that had this specially designed program for students with EBD were invited to participate in this 

study. The principal of one high school responded and gave their permission to conduct research 

on their campus by signing a Facility Acknowledgement Letter (refer to Appendix C; identifying 

information redacted from letter). This school is a self-contained high school that serves students 

with EBD from kindergarten through 12th grade and offered classes to high school students via a 

distance learning education platform and a traditional in person format (refer to Table 4 for 

participating high school demographic information).  
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Table 4 

Demographic Information of the Participating High School 

Characteristics 9th Grade 10th Grade 11th Grade 12th Grade Total 

Race or Ethnicity      

   Black or African American 

   Hispanic or Latinx 

   Pacific Islander 

   Asian 

   White or Caucasian  

   Other or Mixed 

Gender 

   Male 

   Female 

Total  

3 

3 

0 

0 

1 

1 

 

7 

1 

8 

6 

2 

0 

0 

2 

0 

 

8 

2 

10 

1 

1 

1 

0 

2 

0 

 

2 

3 

5 

1 

2 

0 

0 

2 

1 

 

6 

0 

6 

11 

8 

1 

0 

7 

2 

 

23 

6 

29 

 

 

 

Participants 

 Students currently enrolled in 9th, 10th, 11th, or 12th grade with EBD who attended school 

in person or virtually were invited to participate in this study. Every student who was under 18 

years old and interested in participating in the study needed to receive parent permission in order 

to participate. Students were provided with parent permission forms to give to their parents. 
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Once permission was received, students under 18 years old were then provided with assent 

forms. Students who were over 18 years old and interested in participating in the study needed to 

sign consent forms. The parent permission, student assent, and student consent forms included 

two sections: the first section provided permission for the student to participate in the 

quantitative part of the study and complete the surveys, the second portion provided permission 

for the student to participate in the qualitative portion of the study and allow the interview to be 

audio recorded.  Students and their parents or guardians could select to only participate in the 

quantitative portion (i.e., survey) or both (i.e., survey and interview).  

 Teachers who were currently teaching students with EBD in 9th, 10th, 11th, or 12th grade 

in person or virtually were invited to participate in this study and were provided with consent 

forms. All student participants and teacher participants provided permission, assent, and consent 

to participate in both the quantitative and qualitative portion of the study. To protect participants’ 

privacy all student and teacher participants who completed permission, assent, and consent forms 

were provided with a form where they were instructed to identify and write down a 4 digit code 

for identification purposes that they would use for the duration of the study. The form instructed 

students and teachers to write down their first and last name, their school, and their 4 digit code 

that they would like to use. Only members of the research team had access to the completed code 

forms. Student participants’ information was entered into an Excel spreadsheet and subsequently 

stored on a password protected Google Drive. The paper copies of the consent forms and 

identifying information, including the code forms, and all audio recordings were stored in a 

locked file drawer on UNLV campus that only the research team has access to for a period of 

three years. Three years after the completion of the study, the consent forms, code forms, and all 

information will be permanently deleted and shredded.  
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Students  

 The student participants in this study included students who were (a) currently enrolled in 

9th, 10th, and 12th grades and (b) receiving services for EBD (refer to Table 5 for student self-

reported demographic information). 

 

 

Table 5 

Demographic Information for Student Participants 

Student Gender Race/Ethnicity Grade Age 

Student1 Male Mixed 12th grade 18 years old 

Student2 Male White/Caucasian 12th grade 18 years old 

Student3 Female White/Caucasian 9th grade 15 years old 

Student4 Male Mixed 10th grade 15 years old 

Student5 Male Black/African American 12th grade 18 years old 

 

 

 

Teachers  

 Five teachers participated in this study (refer to Table 6 for teacher self-reported 

demographic information). Four of the teachers were the current teachers of the students who 

participated in the study; one teacher did not have any students participate in this study, but still 

participated in the qualitative portion of this study. One of the teachers had two students 

participating in the study.  
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Table 6 

Demographic Information for Teacher Participants 

Teacher Gender Race/Ethnicity Years of Experience Education 

Teacher1 Male Black/African American 1 – 3 years Associates Degree 

Teacher2 Female Black/African American 8 – 10 years Bachelor’s Degree 

Teacher3 Female Black/African American 1 – 3 years Bachelor’s Degree 

Teacher4 Female White 8 – 10 years Master’s Degree 

Teacher5 Female Black/African American 10+ Years Bachelor’s Degree 

 

 

 

Experimental Design 

 A convergent sequential mixed methods design was used to explore the research 

questions guiding this study. This experimental design was selected since both quantitative and 

qualitative data hold equal importance and neither will influence the other, rather results were 

merged to analyze for relationships across data (Creswell & Guetterman, 2019, p. 552). 

Quantitative data were collected first, followed by qualitative data. 

Measures 

 This study used multiple measures to collect both quantitative and qualitative data. 

Demographic data including participant age, disability label, gender, race, ethnicity, and current 

grade level were collected through a survey for all student participants (refer to Appendix O). 

Demographic data including number of years teaching, current grade level teaching, highest level 
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of education completed, gender, race, and ethnicity was collected for all teacher participants 

through a survey (refer to Appendix T).  

Quantitative Measures for Student Participants   

Resiliency 

 Resiliency was measured using the Child and Youth Resilience Measure (CYRM-R; 

2018). CYRM-R (2018) is a self-reported scale designed for youth between the ages of 10 and 

23 years old. The scale consists of 17 questions rated on a 5-point Likert scale across two 

domains (i.e., personal resilience, caregiver resilience). The assessment of the first domain 

consists of 10 items that measure personal resilience (α = .82) and measures the individual’s 

intrapersonal and interpersonal characteristics. Personal resilience encompasses a variety of 

skills an individual possesses that helps them overcome stressful situations, such as emotional 

regulation, mental health, and their ability to adapt or cope.  The second domain, caregiver 

resilience, consists of 7 items (α = .82) and measures the characteristics associated with having a 

relationship with others. Caregiver resilience involves an individual’s interactions with others in 

their environment and if they have caregivers they can receive support from.  The Cronbach 

Alpha coefficient for the overall scale is α = .87 (Jeffries et al., 2018). On average, this scale took 

approximately 10 minutes for students to complete. 

Stress 

 Student stress was measured using the Shortened Version of the Adolescents Stress 

Questionnaire (ASQ-S; Anniko et al., 2018). The scale consists of 27 items using a 5-point 

Likert scale. The scale examined students’ current levels of stress within nine domains including 

home life, school performance, school attendance, relationships, peer pressure, teacher 

interaction, future uncertainty, school-leisure conflict, and financial pressure. The Cronbach 
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Alpha coefficient for the entire scale overall is α = .93 (Anniko et al., 2018). On average, this 

scale took approximately 10 minutes for students to complete. 

Student-Teacher Relationship  

 Student-teacher relationships were measured using the student version of the Teacher-

Student Relationship Inventory (S-TSRI; Ang et al., 2020). The S-TSRI (2020) is a 14-question 

self-report scale that uses a 5-point Likert scale to assess students’ perceptions of the quality of 

their relationship with their teachers.  The scale has five items that measure satisfaction (α = .90), 

five items measuring instrumental help (α = .86), and four items measuring conflict with teachers 

(α = .85; Ang et al., 2020). This scale took approximately 5 minutes for students to complete. 

Qualitative Measures for Student Participants 

 Individual semi-structured interviews were conducted with all of the student participants. 

Interviews consisted of five pre-determined questions that I verbally asked each participant (see 

Table 7). Interview sessions with student participants ranged from 4 minutes to 35 minutes with 

an average time of 15 minutes for each individual interview.  
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Table 7 

Interview Questions for Students 

Topic Interview Question Probe Question 

Student Background Tell me about yourself. What do you like to do 

in you free time? 

What’s your favorite 

subject in school? 

   

Student-Teacher Relationship Tell me about your current 

relationship with your teacher. 

 

Do you get along with 

your teacher? Do you 

feel comfortable 

talking with your 

teacher? If you have a 

problem would you go 

talk to your teacher? 

 

 What words would you use to 

describe your current relationship 

with your teacher?  

 

What’s your 

relationship like with 

your teacher? Can you 

give me an example 

supporting why you 

chose that word?  
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Stress  Is there anything you worry about 

on a regular basis?  

What do you worry 

about?  

 

Resilience What do you do when you feel 

worried? 

Can you give me an 

example of what you 

do when you are 

feeling worried?  

 

 

Quantitative Measures for Teacher Participants 

 The Teacher-Student Relationship Inventory (T-TSRI; Ang, 2005) is a 14-question self-

report scale that uses a 5-point Likert scale to assess teachers’ perceptions of the quality of their 

relationship with their students, aged 12 to 17 years old. To measure the overall quality of the 

student-teacher relationship, the scale has five items that measure satisfaction (α = .95), five 

items measuring instrumental help (α = .95), and four items measuring conflict (α = .85) (Ang, 

2005). Teachers completed the surveys to measure their relationship with the specific students 

who participated in the qualitative portion of the study.  

Qualitative Measures for Teacher Participants 

 I also conducted semi-structured interviews with teachers of students with EBD. Refer to 

Table 8 for a list of the interview questions.  
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Table 8 

Interview Questions for Teachers  

Topic Interview Question Probe Question 

Teacher Background 

 

Tell me about yourself and 

your background. 

 

How long have you been 

teaching for? Do you enjoy 

your current position? 

 

Student-Teacher Relationship  Tell me about your current 

relationship with (insert 

specific student name). 

 

 

 

What characteristics make up 

your current student-teacher 

relationship with this student?  

How long have you known 

this student? Do you get 

along with this student? 

What are typical interactions 

like with this student? 

 

What words would you use 

to describe your relationship 

with this student? Can you 

provide an example 

supporting why you chose 

this defining characteristic?  
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Procedures 

 The study consists of three phases as follows (refer to Figure 2): 

Figure 2 

Phases of Study 
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Phase One 

 During phase one, I recruited high schools, prepared the materials needed for the study, 

and completed consent forms, permission, and assent forms from all eligible and interested 

participants. Student and teacher participants who provided appropriate consent and assent also 

created an individual code to identify their data for the duration of the study.   

Recruitment  

 The director of the EBD program at this school district identified eligible high schools 

and provided the researcher with the names of 10 high schools. The 10 high schools with EBD 

programs were identified and the principals of each high school were sent an email inviting their 

school to participate in the study (refer to Appendix D). Principals of each school needed to grant 

permission by signing a Facility Acknowledgement Letter. Once permission had been granted by 

the University’s IRB (see Appendix A), the district (see Appendix B), and the principals (see 

Appendix C and Appendix D) of the high schools, I then invited teachers to participate in the 

study. Teachers who (a) expressed an interest in participating in the study to either their principal 

or the director and (b) had eligible students in their class (i.e., students identified as having EBD 

by a multi-disciplinary team) were invited to participate in the study. I met with teachers in 

person or emailed information about the study. Teachers who confirmed they were interested or 

responded to my email stating they were interested in participating in the study then scheduled a 

virtual meeting (i.e., via Zoom or Google Classroom) or an in-person meeting (i.e., in the 

teacher’s classroom or another private space on campus) with myself to continue with the study 

procedure (i.e., consent form, data collection). The process for inviting students to participate in 

the study is discussed in detail under the consent and assent form section.   
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Prepare Materials  

 I collected and prepared all of the necessary materials for the study. Consent forms, 

parent permission forms, and assent forms, student and teacher code forms, demographic survey 

forms, questionnaires (CYR-M, 2018; ASQ-S, 2018; S-TSRI, 2020; T-TSRI, 2005), and 

interview questions (i.e., student interview questions and teacher interview questions) were 

printed on 8.5-inch by 11-inch standard printer paper. The quantitative student questionnaires 

and scales were stapled together to form one packet for each individual student. An electronic 

version of the packet and all of the forms were also created as a fillable PDF for student and 

teacher participants who were participating virtually.  

Consent and Assent Forms 

 After the principal provided their permission (see Appendix C), then all of the teachers 

eligible to participate in the study were invited to participate and provided with printed consent 

forms (see Appendix E and Appendix H). All eligible teachers were already briefly informed of 

the study by their principal; the researcher then met with teachers or emailed the teachers who 

expressed an interest in participating in the study. Once the teachers provided their written or 

electronic consent, (Appendix H) I scheduled a time to speak to the teacher’s class about the 

study and invite all eligible student participants to participate in the study. All eligible students 

who were under 18 years old were provided with a printed permission form explaining the 

purpose of the study, the risks, benefits, and my contact information for further details or 

questions for them to bring home to get signed by their parents (see Appendix G and Appendix 

I). The printed permission form was given to students on a Monday, and they were asked to 

bring it back to school completed and signed by Friday in order to be eligible to participate in the 

study. I collected all of the signed permission forms and provided those students with assent 
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forms (see Appendix J). Only students who turned in a permission form were provided with 

assent forms. Students who were 18 years old or older were provided with consent forms (see 

Appendix K). I verbally explained the study, along with explaining all possible risks and benefits 

associated with participating in the study, and discussed that student participation is voluntary 

and would have no impact on their school grades. I also informed students that they could choose 

to stop participating at any time during the study. I answered all of the students’ questions. I 

informed students to only sign the assent forms (for minors with signed parent permission forms) 

or consent forms (for students 18 years or older) if they understood the information that was just 

covered and they were interested in participating in the research study. Once all interested 

students completed the necessary forms to participate, I confirmed with the principal of the high 

school that all participants were currently receiving services for EBD. 

Collection of Student and Teacher Code Names  

 I then continued by handing each student and teacher participant a paper copy of the 

student or teacher code form (see Appendix L and Appendix S). I explained the purpose of the 

code form was to ensure their privacy throughout the study. Student and teacher participants 

were instructed to fill out the form by writing down a unique four digit code they would use for 

the duration of the study. I collected all completed forms.  

Phase Two 

 During Phase Two, student participants’ quantitative and qualitative data were collected 

(refer to Appendix M and Appendix N for the data collection steps). I went in person to the high 

school to administer the questionnaires and interviews during students’ regularly scheduled class 

time. I brought paper copies of each questionnaire and extra pencils and pens. For the virtual 

students, I logged on and joined the teachers’ Google Classroom. The teacher created a separate, 
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private breakout room for me and the student to complete the questionnaires and interviews in 

private.  

Collection of Student Demographic Data  

 I identified all of the students who submitted permission and assent forms and 

individually escorted them to an empty room on campus (i.e., an empty classroom next door, the 

empty teachers break room, a private break out room on Google Classroom). Participants were 

asked if they would like an additional person of their choosing to sit in during this visit; all 

participants declined. I then continued by handing the participant the paper copy of the self-

report student demographic form (see Appendix O). I collected the completed forms.  

Data Collection Measuring Stress, Resiliency, and Student-Teacher Relationship 

 Following completion of the demographic form, I continued with data collection by 

passing out paper copies of the CYRM-R (2018), ASQ-S (2018), and S-TSRI (2020) stapled 

together to form a packet (see Appendix P, Appendix Q, and Appendix R). I asked the 

participants if they would prefer I read them the question or if they want to complete it 

individually. Three students chose to complete it individually and two students requested I read 

the questions out loud. The students were instructed to write their individual unique code at the 

top of the paper packet and begin completing the forms individually. Students were informed to 

stop at any time and ask me if they had a question. When students finished answering all of the 

questions, I collected all of the completed student questionnaires.  

Student Interviews  

 After collecting the completed questionnaires, I asked the student if they would like to 

continue with the individual interview portion of the study or if they would like to take a break or 

do this another day. All participants waived taking a break or rescheduling and requested to 
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continue with the individual interview portion of the study. Student interviews consisted of semi-

structured open ended questions conducted by myself face to face for the in person students and 

virtually via Google Meets for the students attending school online. Interviews were audio 

recorded with the permission of the participants and all interviews were conducted in English. I 

began by asking the participant if I could turn on the voice recorder; all participants said yes. I 

turned on the voice recorder and informed the participant that the voice recorder was now 

recording. I then introduced myself, thanked the participant for their time, and briefly explained 

the purpose of the interview. I asked the participant if they had any questions before we got 

started. I answered any questions at that time and continued by asking the participant the first 

question on the student interview questionnaire (refer to Table 7). I was actively listening to the 

respondent. I would ask an unscripted question to probe further into information the participant 

mentioned in their previous response (e.g., “Can you give me an example of why you chose that 

word?” and “What does that look like?”). This process of asking scripted questions and probe 

questions continued until all of the questions had been answered with sufficient detail to the 

researcher. Sufficient detail was considered met if the student response provided a deep 

understanding of their perspective to the question. Student interviews took between 4 minutes 

and 35 minutes with an average student interview taking 15 minutes. Individual interviews that 

lasted a shorter duration than average (i.e., one interview lasting 4 minutes) still provided enough 

data for analysis as the respondent focused primarily on using short, yet descriptive words when 

responding to each question.  

Phase Three 

 Quantitative and qualitative teacher data were collected during Phase Three. Teacher 

interviews consisted of semi-structured open ended questions conducted by myself face to face 
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for the teachers in person and virtually via Google Meets for the virtual school teacher. 

Interviews were audio recorded with the permission of the participants. All interviews were 

conducted in English.  

Data Collection Measuring Student-Teacher Relationship  

 I went to the teacher’s classroom (i.e., in person or virtual Google Classroom) during 

their planning period or after school so no students were in the classroom during these times. 

Teachers then completed the demographic survey and wrote their code name at the top (see 

Appendix S). Teachers were verbally informed of their individual students participating in the 

study and teachers completed the T-TSRI (2005) to measure their relationship with each selected 

student participating. The teachers were then provided with a printed handout of the T-TSRI 

(2005) and were instructed to complete the questionnaire for each student participating (see 

Appendix U). Once the teacher completed the questionnaire, I collected the form and put the 

student’s unique code number on the top of the completed survey and stored it in a folder for 

data entry at a later time. The questionnaire took a maximum of 10 minutes for teachers to 

complete for each student. I continued this process for all teachers participating until all teacher 

participants completed the surveys for all their students participating in the study. 

Teacher Interviews 

 Teacher participants were also interviewed. After completing the questionnaires, I asked 

the teacher if we could continue with the individual interview portion of the study or if they 

needed a break or would like me to come back another day. All teachers requested we continue 

with the individual interview. Teacher semi-structured interviews consisted of open ended 

questions. Teacher interviews ranged from 6 minutes to 18 minutes with an average interview 

taking 10 minutes. Teacher interviews were structured similarly to student interviews and 
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followed the same protocol: begin recording interview, thank the participant for their time, 

provide a brief overview, and answer any questions the teacher had prior to beginning. I 

continued by asking the first question on the teacher interview questionnaire (refer to Table 8). I 

asked unscripted probing questions or asked if they could provide an example when further detail 

was needed to sufficiently answer the question (i.e., What are typical interactions like with this 

student? Can you provide an example supporting why you chose this defining characteristic?). 

Once all questions were answered with sufficient detail, the interview was complete and I 

thanked them for their time and participation.  

Student and Teacher Data Entry 

 After all student and teacher quantitative data were collected, I entered the data into an 

Excel spreadsheet. I input the individual student code in the column, followed by inputting the 

individual students’ demographic information, score from the stress scale, resilience scale, and 

student-teacher relationship scale. I then input the data collected from the teacher demographic 

survey and teacher questionnaire into the Excel spreadsheet. I continued this process until all 

questionnaire data had been processed into the Excel spreadsheet. Once completed, I confirmed 

the data had been accurately transferred to the Excel spreadsheet by visually inspecting all of the 

paper questionnaires and ensuring all of the data matches the spreadsheet for each student. 

 After all student and teachers qualitative data were collected, I transcribed each interview 

individually. I listened to the interview in its entirety and typed each word in a Word Document. 

Once all student and teacher interviews had been transcribed I read each interview and began 

highlighting key words and phrases. Once all interviews had highlighted key words and phrases, 

I then compared the key words and phrases across all of the student interviews to look for 

similarities and patterns. This was then repeated for all teacher interviews. I conducted a member 
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check to verify the data by meeting individually with the participants to provide them with the 

results of their individual transcription and analysis. Once approved by each participant, 

transcriptions were then uploaded to Dedoose to confirm the key words and patterns within the 

two participant groups.  

 

Data Analysis Procedures 

Research Question 1: Is there a difference in student-teacher relationship rating between 

students with EBD and their teachers? 

 Analysis. Data from the S-TSRI (2020) and the T-TSRI (2005) were entered into SPSS 

and an independent t-test was conducted to determine if the was a significant difference 

between students with EBD and their teachers.  

Research Question 2: What are the perceptions of students with EBD and their teachers 

regarding the characteristics of their current relationship? 

 Analysis. Audio recordings from the student’s interviews were transcribed. An open 

coding technique was utilized, the researcher read the transcription in its entirety and 

highlighted key words, quotes, and characteristics that describe participants current 

student-teacher relationship. I did this process for each interview individually. I 

conducted a member check to verify the data by meeting individually with the 

participants to provide them with the results of their individual transcription and analysis. 

During this time the individual participant could either confirm the information is an 

accurate portrayal of the interview questions or they corrected specific areas they see fit. 

Next, an axial coding technique was utilized, I reviewed the highlighted words and 

identified similarities and patterns to identify all of the themes. Data were analyzed for 

comparisons and similarities between student participants and teacher participants. 
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Transcripts were then uploaded to Dedoose, a web application used for analyzing 

qualitative data by identifying the most commonly used words in transcriptions. The 

main themes I found where then compared to the main themes Dedoose found to identify 

any discrepancies and confirm the accuracy of coding. 

Research Question 3: What do students both with EBD identify as their current stressors? 

 Analysis. Audio recordings from the student’s interviews were transcribed. An open 

coding technique was utilized, I read the transcription in its entirety and highlighted key 

words, quotes, and characteristics that describe student’s current stressors. I did this 

process for each interview individually. I conducted a member check to verify the data by 

meeting individually with the participants to provide them with the results of their 

individual transcription and analysis. During this time the individual participant could 

either confirm the information is an accurate portrayal of the interview questions or they 

corrected specific areas they see fit. Next, an axial coding technique was utilized, I 

reviewed the highlighted words and identified similarities and patterns to identify all of 

the themes. Data was then analyzed for comparisons and similarities between student 

participants. Results from the qualitative data were compared to the results from the 

quantitative data collected from the ASQ-S (2018) to identify themes or explanatory 

information. Transcripts were then uploaded to Dedoose, a web application used for 

analyzing qualitative data by identifying the most commonly used words in 

transcriptions. The main themes I found where then compared to the main themes 

Dedoose found to identify any discrepancies and confirm the accuracy of coding. 

Research Question 4: How do students with EBD describe how they cope with stress?  
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 Analysis. Audio recordings from the student’s interviews were transcribed. An open 

coding technique was utilized, the researcher read the transcription in its entirety and 

highlighted key words, quotes, and characteristics that describe student’s current 

stressors. I did this process for each interview individually. I conducted a member check 

to verify the data by meeting individually with the participants to provide them with the 

results of their individual transcription and analysis. During this time the individual 

participant could either confirm the information is an accurate portrayal of the interview 

questions or they corrected specific areas they see fit. Next, an axial coding technique 

was utilized, the researcher reviewed the highlighted words and identified similarities and 

patterns to identify all of the themes. Data was then analyzed for comparisons and 

similarities between student participants. Results from the qualitative data were compared 

to the results from the quantitative data collected from the CYRM-R (2018) to identify 

themes or explanatory information. Transcripts were then uploaded to Dedoose, a web 

application used for analyzing qualitative data by identifying the most commonly used 

words in transcriptions. The main themes I found where then compared to the main 

themes Dedoose found to identify any discrepancies and confirm the accuracy of coding.  

Research Question 5: What is the relationship, if any, between the perceptions of students with 

EBD about stress, resilience, and their perception of student teacher relationship? 

 Analysis. Data from CYRM-R (2018), ASQ-S (2018), and S-TSRI (2020) were entered 

into SPSS. Both a multiple linear regression analysis and a correlation analysis were 

conducted to determine the relationship, if any, between the variables.  
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CHAPTER FOUR 

RESULTS 

  Adolescents who experience traumatic stress and life stressors often develop high rates 

of emotional and behavioral problems including anxiety, depression, aggressive behavior, and 

externalizing, reactive behavior (Dods, 2015; Klasen et al., 2010; Skrove et al., 2105). 

Adolescents with EBD report experiencing higher rates of stress and stressful events than the 

general population (Little & Kobak, 2003; 2015; Offerman et al., 2022). Previous research 

suggests the most prevalent types of stress adolescents with EBD experience include stressors 

such as emotional neglect, emotional abuse, physical abuse, bullying, sexual abuse, witnessing 

murder, community violence, abduction, loss of parents or sibling, and being threatened with 

death (Dods; Klasen et al., 2010; Mueser & Taub, 2008; Zolkoski et al., 2016). Previous research 

suggests adolescents with EBD use a variety of high-risk coping mechanisms (e.g., dissociating, 

engaging in drug use, self-harm) (Dods, 2015; Mueser & Taub, 2008). Internal characteristics 

that can serve as a protective factor for adolescents with EBD include having high self-esteem, 

being socially competent, and rarely feeling lonely or isolated (Klasen et al., 2010; Skrove et al., 

2015). Additionally, research indicates that relationships with parents and teachers significantly 

mitigate the negative effects of stress for adolescents with EBD (Dods, 2015; Little & Kobak, 

2003; Zolkoski et al., 2016; Zolkoski, 2019). However, students with EBD often have poor 

relationships with others, including their teachers and are more likely to lack essential coping 

strategies to overcome difficult situations (Cullinan & Sabornie, 2004; Lambert et al., 2021; 

Murray & Greenberg, 2001; Sullivan et al., 2015; Zolkoski et al., 2016). For these reasons, 

students with EBD are a vulnerable population and are in a unique position for being at risk for 

experiencing greater levels of stress than their peers. This study sought to expand the current 
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literature related to this population and used a convergent sequential mixed methods design to 

explore the relationship between stress, resilience, and relationship with teacher among students 

with EBD. This chapter will discuss the results for the five research questions that guided this 

study. 

Research Question 1  

Is there a difference in student-teacher relationship rating between students with EBD and their 

teachers? 

  The data from the S-TSRI (2020) and T-TSRI (2005) were analyzed using an 

independent t-test. The results indicate that the overall student-teacher relationship scores were 

not significantly different when comparing teacher scores (refer to Table 9 for results). The 

student and teacher scale has three domains that measure instrumental help, satisfaction, and 

conflict within the relationship. An independent t test was conducted to determine if there was a 

significant difference between student and teacher scores for each domain. The overall 

relationship, along with the two domains instrumental help and conflict within the relationship 

yielded no statistically significant differences between student’s perception and teacher’s 

perception of their student-teacher relationship. However, the domain measuring satisfaction 

within the relationship was found to be statistically significant.  
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Table 9 

Comparing Student and Teacher Perspectives of Relationship 

Relationship Domain  Student  Teacher    

 M SD  M SD df t p 

Overall Relationship 49 9.27  47 4.09 8 3.53 p = 0.103 

Instrumental Help 18 3.9  20 3.58 8 -0.759 p = .826 

Satisfaction 22 2.28  21 3.96 8 0.489 p = .031 

Conflict 7 6.49  5 3.49 8 0.606 p = .337 

Note. Results reflect the results reported by student participants on the S-TSRI (2020) and 

teacher participants on the T-TSRI (2005). The highest possible score for overall relationship = 

70. The highest possible score for instrumental help = 25. The highest possible score for 

satisfaction = 25. The highest possible score for conflict = 20. The higher the score is for 

instrumental help and satisfaction, the more positive that domain is within their relationship. The 

lower the conflict score is, the lower the amount of conflict is within the relationship. 

 

 

Research Question 2 

What are the perceptions of students with EBD and their teachers regarding the characteristics of 

their current relationship? 

 Semi-structured individual interviews were conducted with all participants to identify 

how students (n = 5) and teachers (n = 5) describe their current student-teacher relationship. 
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Student participants were asked interview questions such as “Tell me about your current 

relationship with your teacher” and “What words would you use to describe your current 

relationship with your teacher?” Probe questions were asked to gain a deeper understanding of 

the participants’ responses, such as “Do you get along with your teacher?”, “Can you give me an 

example supporting why you chose that word?” and “If you have a problem would you go talk to 

your teacher?” Teacher participants were asked similar questions such as “Tell me about your 

current relationship with the [insert specific student name]”, and “what words or characteristics 

would you use to describe your relationship with this student?” Probe questions included “what 

are your typical interactions with this student?” and “can you provide an example supporting 

why you chose that characteristic?” All interviews were transcribed, an open coding technique 

was utilized to identify key words, quotes, and characteristics that described students’ 

perspective of their current student-teacher relationship. An axial coding technique was then 

utilized to identify similarities and patterns to categorize themes. Data were then analyzed for 

comparisons and similarities between student and teacher participants. 

 Data collected through the individual, semi-structured interviews with students and 

teachers revealed three main themes (i.e., caring, respectful, dependable) and three subthemes 

(i.e., informal interactions, involved, and real). Refer to Appendix V for a table of the 

representative student and teacher samples. Refer to Table 10 for a visual representation of the 

distribution and overlap in student and teacher perception of the characteristics that comprise 

their current student-teacher relationship. Students used a variety of descriptive words, such as 

cool, nice, respectful, chill, helpful, dependable, and real to define the characteristics that 

comprise their current relationship with their teacher. Teachers used a variety of characteristics 



   

 

77 

 

to describe their relationship with their students such as respectful, caring, trustful, genuine, 

organic, collaborative, and solid.  

 

 

Table 10 

Distribution of Student and Teacher Perception of Characteristics 

Characteristic Percentage of 

Student 

Participants 

Percentage of 

Teacher 

Participants 

Total Percentage of 

Student and Teacher 

Response Overlap 

Caring 100% 100% 100% 

Informal Interactions 80% 100% 90% 

Involved 60% 100% 80% 

Respectful 60% 100% 80% 

Dependable  80% 80% 80% 

Note. This table reflects the characteristics of student-teacher relationships identified from the 

individual interviews with student participants (n = 5) and teacher participants (n = 5).  

 

 

Caring 

 The first theme identified was caring and was discussed in some form by all five student 

participants. Caring was described by student participants as the teacher by engaging in informal 

interactions, and by being involved such as by being helpful, observant, and advocating for 
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students. Three teachers and one student identified the specific word caring as a characteristic of 

their relationship, however all five students and all five teachers defined scenarios that are 

encapsulated by the word caring. The subthemes of caring were identified by grouping 

commonly identified responses reported by students and teachers.  

Informal Interactions  

 All five of the teachers discussed the importance of having a genuine relationship by truly 

getting to know each individual student, understanding their likes and dislikes, their triggers, 

what is important to them, and what they’re good at. One teacher provided a specific scenario of 

this, explaining how one of his students is a skilled mechanic, so the teacher brought in some 

bikes and scooters for him to practice his skills on taking them apart and putting them back 

together. Through this experience, they were also able to strengthen their relationship with each 

other, and with other students in the class who decided to also engage in the activity. Teachers 

also discussed other scenarios of using shared activities to help build their relationship with their 

students. Three teachers described playing board games, card games, joking around, and taking 

walks around the track or playing sports to help build a genuine relationship in a naturalistic and 

organic manner. Student participants also described their experience of participating in shared 

activities, such as games, as an effective and enjoyable way to build their relationship with their 

teacher. One teacher explained organic as a key characteristic of her relationship with her 

students. When asked to explain this further she said “it’s very natural and organic, I kind of feed 

off their emotions and how they’re feeling”.  

 Four of the student participants explained their teacher cares for them because the teacher 

will provide treats, snacks, games, and incentives to earn throughout the school day. When asked 

“what are some words used to describe your relationship with your teacher?” one student 
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responded by saying “she cares”, when asked to describe what that looks like, the student 

responded by explaining “she gives us treats… we get incentives”. One student went into detail 

explaining how his teacher will buy food for the whole class, emphasizing that the teacher spent 

his own money to do this for them. Another student felt their teacher cared because the teacher 

took their own time, outside of school, to plan and provide incentives for their students and then 

created opportunities for students to earn these incentives throughout the school day and the 

school week. Two students seemed to acknowledge the value of money and time, as they 

stressed the fact the teacher was spending their own time and money (when they didn’t have to) 

in order to engage in informal interactions for them to be an indicator that the teacher cares about 

them. 

 One teacher also discussed how they show their students that they care for them by doing 

daily affirmations, motivational speaking, and providing a lot of positive feedback throughout 

the day as a way of encouraging the student and boosting their self-confidence and self-esteem. 

She also said: “I motivate them to not look at past mistakes but look at their future”. One student 

discussed how they like when their teacher is positive, saying: “he always has a smile on his 

face, he’s positive, optimistic”. 

Involved  

 Being involved was the second subtheme of caring. All of the teachers and three students 

described scenarios where teacher involvement was an act of caring and a critical part of their 

relationship. Students described involvement as their teacher helping them and teachers 

described being involved as being observant.  

 Helpful. Three students described their teacher as helpful. When students were asked to 

further explain what this looks like, one student responded by saying  
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“if kids are having a hard time at school like with the work, he (the teacher) will actually 

sit down with you and help you with it (schoolwork)… he will walk around and make 

sure every person is doing good… we can always ask him for help and he will help us”.  

Students felt cared for when their teacher seemed invested in their education. For example, one 

student shared a specific scenario where their teacher individualized their teaching specifically to 

help the student: “he found a website and puts it on just for me so I can learn how to read”. 

Another student described their teacher as caring and invested in their education by saying “she 

teaches useful stuff, she actually prepares us for the real world, for life outside of school”. 

Another student described how their teacher cares for their success because the teacher “keeps us 

in check, she gives us warnings so we don’t go straight to punishment”. Another student further 

explained how their teacher is helpful saying:  

“She’s real helpful… if somethings like difficult to explain, she explains it the best way 

she can, she explains it how it Is, she explains how the world works, which is good 

because it’s really gonna help us as young adults to know how to fully do stuff”.   

Another student expressed their teacher cares for them by being helpful and providing warnings 

to help them monitor their behavior, the student explained:  

“she [the teacher] doesn’t really get angry at us, she’s [the teacher] not strict she’s not 

like “do this or else I’ll take away this” she gives us strikes, like we would get two strikes 

and we won’t get our incentive at the end of the day… so instead of [the teacher] going 

like “you got in trouble, go straight to punishment” this keeps us [students] in check, 

because if we didn’t have strikes like you go straight to punishment, no one would have 

fun”.  
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 Observant. All of the teacher participants described observant as a critical and prevalent 

characteristic of their relationship with their students. Many of the teachers described the 

importance of noticing small changes in student’s behavior and being able to identify certain 

cues if something is off with the student or bothering the student, then checking in with the 

student privately to see if they need help with anything. For example, one teacher explained  

“I try to be intentional… notice just anything different. Certain kids walk, just the pace, 

certain amount of time, certain kids sleep. Like that’s new for [student name] to put 

himself in there and close the door and kind of just be out like that, he’s the one who’s 

usually in the halls… making sure I’m always checking in with him”.  

Two teachers provided similar scenarios where they are observant of changes in their students’ 

lives, and try to support and accommodate them accordingly. Another teacher said “it’s 

important to let them [students] know we love them”. Three teachers also discussed being 

observant of their experiences outside of school: “dealing with kids, or students, who have been 

in trauma who have had trauma, just being patient, understanding”. Another teacher also 

discussed showing they care for their students by being informed of their life’s circumstances. 

One teacher described this by saying:  

“if something happens at home on the weekend prior, it’s still on their mind, it’s still 

fresh, and it’s still bothering them, that’s going to determine the kind of day they have 

here, cause their angry, their upset, they cannot channel those emotions so I give them 

space to decompress, obviously they can’t do it at home so you have a safe space here to 

do it, sometimes it’s things going on at home or sometimes they don’t notice it [their 

change of behavior]”.  
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 One student described their teacher as caring because the teacher allowed students to rest 

when needed during class time. The student explained that when their teacher notices they are 

tired, he encourages them to take a break and take a nap in the back of the room on the classroom 

couch: “he has couches just for us kids so if someone gets tired they can go sleep on the couch”.  

 

 Advocacy. Three teachers indicated that they show they care for their students by 

advocating for their students and are available to help them with anything they need. Another 

teacher suggested they help show their students they care by providing resources:  

“if students come to me and say hey you know my parents or my mom can’t pay the rent 

or we don’t have a lot of food so like we have all these resources too we have a resource 

person here so I put all the stuff up [points to tack board with various printed flyers 

tacked on it] and then I write things down so there parents can you know they have those 

phone numbers or those resources or whatever they don’t have to struggle to find them”.  

Teachers also discussed being involved with students, collaborating with them and with the other 

adults in the student’s life such as their parents, case worker, or anyone else. For example, one 

teacher said:  

“I have a student who is unfortunately in the hospital type facility you know situation 

right now but um when things happened, when they started happening and all that, I have 

his cps [Child Protective Services] worker in my phone, I have contact with her… he was 

missing services so I contacted them so he could get his services back in… I try to 

advocate a lot [for my students]”. 
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Respectful  

 The second theme identified and discussed by five teachers and three students as a key 

characteristic of their relationship is respect. When asked “what are some words used to describe 

your relationship with your teacher?”, one student responded by saying “he’s respectful”. When 

asked to describe what that looks like, the student responded by explaining how a previous 

teacher he had would say negative remarks in the classroom about his reading level and this 

made him feel embarrassed. However, his current teacher who he defined as respectful, doesn’t 

ever make him feel bad about himself and has never said negative remarks towards him or about 

him. Two other students also discussed respect as a characteristic of their STR. One student 

described a characteristic of their relationship as nice, when asked to further explain this, the 

student said “he’s respectful, the way he talks to you, and he listens to you”. Another student 

described a specific scenario explaining how their teacher is respectful because she embraces the 

student’s unique identity by calling them by their correct and preferred pronouns and doesn’t use 

their deadname even though the name has not been legally changed and is still reflected on all 

school documentation. They said: “she [the teacher] respects people’s pronouns… we can’t just 

change our names on here but she [the teacher] knows our [correct] names and pronouns”. 

 Teachers also described their relationship with students as respectful. For example, one 

teacher said: “I don’t’ judge them or condemn them”. Another teacher said:  

“I don’t treat them as if I’m the warden and you know, they’re down here… I show them 

respect, it’s not like I’m your teacher and you better listen to me. If you come with that 

mentality you’re not going to get anywhere”.  

Other teachers described respect as treating students with dignity; one teacher said “I talk to 

them like regular kids, I talk to them as if would talk to someone on the street”. Another teacher 

discussed how she treats her students with respect and dignity by talking to them and treating 



   

 

84 

 

them age appropriately. Another teacher described a situation in which they respect their students 

by not forcing them to speak out in class if they don’t want to, saying: “he might not be as 

confident to speak on it in front of the other students because he might not be sure he’s saying 

the right thing”. Two other teachers also discussed respecting student’s autonomy by giving them 

space if they ask for it or need it.  

Real 

 Five teachers and two students identified honesty or “real” as a form of showing respect 

and a prime characteristic of their relationship. One student described their relationship with their 

teacher as “real”. When asked to further explain what makes the teacher real, the student 

described it as: “nothing is sugar coated. She keeps it real. That’s what I want, you should tell it 

how it actually is”. One teacher said “I’m just myself with it, you can ask any questions, 

whatever, they’re going to get honesty from me”. Another teacher also explained  

“It has to make sense for them. With elementary [students] you can kind of distract them 

from being upset, kind of joke with them, talk about whatever, then they’re ready to come 

back in… with high school [students] you have to address their concern, make it make 

sense… Once they think I’m trying to fool them, then it’s over”.  

Another teacher said “I have to just be straight up… I have to be completely transparent and 

honest [with the students]”.  

Dependable   

 The third theme identified was being dependable and this was discussed by four teachers 

and four students. One teacher suggested: “trust and consistency is the foundation of the 

relationship”. Student participants described their teacher as dependable by saying “she’s always 

there for me”. Another student described it by saying “she [the teacher] got my back” and 

another student said “we can always ask him for help and he will help us”. Another student 
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described their teacher being dependable by saying “She will always help any student if any 

student has any issue”.  

 One teacher discussed trust, suggesting trust is a critical foundational characteristic for all 

student-teacher relationships:  

“With any new student, or any person you meet, you have to build that trust, so I always 

start from a foundation of trust and I let them know hey you can trust me, whatever we 

talk about is confidential, however I can assist I’m here for you, so I slowly build it and 

eventually it’s like hey I need to talk to you, so I’m really big on trust”.  

Another teacher said:  

“If I say I’m gonna do something then I’m gonna try do it… I’m not going to give you 

false promises or false hope”. Another teacher said: “I follow through so they know that I 

care” and another said “letting them know that I’m there, I’m all in, and I show up every 

day because they’re here, so that’s my main focus is just showing up because they’re 

here.” 

 Teachers also viewed their relationship as a resource for students, suggesting their 

students know they can go to the teacher for help with problems. Teachers discussed how they 

collaborate with other adults in the students’ life, and provide resources to their family whether 

it’s about food assistance, medical assistance, internet access, or something else they could help 

with. Another teacher said:  

“If I see them in a crisis I always try to offer help, like hey you okay? And if I see they’re 

not reciprocal of my assistance then I kind of give them space, I just try to learn each 

student individually”.  
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 Another aspect of dependable was listening. This was discussed by every teacher and one 

student as an important characteristic of their relationship. One teacher said:  

“A lot of times students just want to vent and tell you whats happening or what they’re 

going through and it’s not always for us to figure out how to solve it, it’s just they need 

somebody to listen to them, so my biggest thing is I try to listen.”  

Another teacher said “the main thing I try to be intentional with is just listening, making sure I’m 

always able to listen [to the students]”. One student described his teacher as nice, when asked to 

provide an example of what being nice looks like, he responded by saying: “he [the teacher] 

listens to you”.  

 

 

Table 11 

Definition Table of Student-Teacher Relationship Characteristics 

 Student Defined: Teacher Defined: 

Caring Informal interactions, 

involved, helpful  

Informal interactions, involved, 

helpful, observant, advocate 

 

     Informal Interactions Teacher provides treats/food, 

plans activities, creates 

opportunities for students to 

earn incentives, have fun 

 

Get to know students, 

incorporate playing games in 

class, provide snacks, 

motivational/positive 
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     Involved Helpful, explains difficult 

concepts, prepares for the real 

world, keeps students in check 

with point system, provides 

breaks/naps 

 

Helpful, observant of small 

changes and checks in with 

student, understanding, advocate 

for students 

Respectful Respects student individual 

identities with correct name 

and pronouns, doesn’t use 

racial slurs or derogatory 

comments 

 

Treat students with dignity, 

respecting their autonomy and 

individuality, no judgement 

     Real No sugar coating Honest with students, 

transparent, straight up 

 

Dependable  Always there for the student, 

looking out for the students 

interests, always available to 

help when needed, reliable 

person who listens 

 

Consistent, trust, follow through, 

show up, stable resource, 

foundational aspect of 

relationship, reliable person for 

student to vent to 

Note. This table reflects the characteristics of student-teacher relationships identified from the 

individual interviews with student participants (n = 5) and teacher participants (n = 5).  
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Research Question 3 

What do students with EBD identify as their current stressors? 

 The data collected through semi-structured individual interviews revealed students 

currently stress about school, family, and their future. Refer to Appendix W for the 

representative student samples of stress. Student stress was measured using the ASQ-S (2018) 

which consisted of 27 items using a 5-point Likert scale to measure student’s current stress 

across nine domains.  A descriptive analysis was conducted with the data collected from the 

ASQ-S (2018) and sorted from most stressful to least stressful to identify student’s levels of 

stress within the 9 domains (refer to Table 11 and Figure 3.). The results suggest students stress 

most about future uncertainty (µ = 9.6), their home life (µ = 9.2), and school performance (µ = 

8.6). The quantitative data results from the questionnaire strongly support the results from the 

qualitative interviews.   
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Table 12 

Results from ASQ-S (2018) Identifying Student Stressors 

Type of Stress Mean Median SD Min Max 

1. Future Uncertainty 9.6 9 3.58 5 15 

2. Home Life 9.2 7 5.45 4 16 

3. School Performance 8.6 8 3.91 5 15 

4. School/Leisure Conflict 8.2 7 4.38 3 15 

5. Peer Pressure 7.8 5 6.87 4 20 

6. Teacher Interaction 7.2 6 5.02 3 15 

7. Romantic Relationships 6.6 6 3.78 3 11 

8. Financial Pressure 5.6 4 4.1 2 10 

9. School Attendance 5.2 6 3.34 2 10 

 

 

 

Future Uncertainty and Responsibilities  

 The most stressful domain for students on the ASQ-S (2018) scale was future uncertainty. 

This theme was also evident during interviews and included future responsibilities. When asked 

what do you stress about, one student replied by saying “life”. When asked to explain it further, 

they said: 

“I’m about to be 16, so I want to get a job, I want to get a car, but like a job is going to be 

hard… I don’t know how it’s gonna be like… hard and stuff… I don’t like getting up in 

the morning I’m tired and stuff”. 
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Another student discussed their concern about the future and the unknown. They said:  

“Death. You never know when you’re gonna die... sometimes when I’m like laying down 

about to fall asleep I think of stuff my mind starts running around and my mind be like 

the hell and my heart start racing and sometimes my heart stops beating”.  

Another student expressed concern over where they’re going to live after graduating, discussing 

their desire to move to Canada, and explained how they are stressing over how to obtain a 

passport, how to find an apartment in Canada, needing reading glasses, and needing a car.  

 Another student explained how he is frequently concerned about seeing police officers or 

ambulances or hearing emergency vehicle sirens. He said:  

“I have a fear of hospitals or ambulances or police in general because when I was a kid I 

would always get taken to hospitals or treatment centers in an ambulance so anytime I 

would hear noises like weewooweewoo [emergency vehicle siren noise] it gets to me and 

it makes my heart pound… it would make my mouth dry and everything”.  

He explained this uncertainty of when he could randomly see or hear an emergency vehicle or 

employee can be disruptive to his day as the stress causes him physical symptoms. 

Family and Home Life 

 The second most stressful domain was home life, which was also evident in the 

interviews as participants discussed their family. Two participants indicated that they worry 

about the deteriorating health of their family members. One participant said:  

“My mom is getting old, she’s 62, she should’ve been retired by now but she has to 

work… the thing is she has arthritis and back problems and high blood pressure, I don’t 

think I can take care of her, I don’t have the confidence in myself if she were to get 

injured”.  
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Another student discussed “[I stress] about losing my grandpa… he has some problems”.  

School Performance  

 School performance was identified as the third most stressful domain for students on the 

ASQ-S and was discussed by every participant during interviews. One student participant 

explained:  

“I worry about my grades because the thing is this school, the work load is decreased to 

about half... It’s a huge difference. I worry about college. It’s not gonna work out well”.  

When asked what you stress about, one student replied:  

“Graduating. I’m stressed about graduating, my GPA [grade point average] when I 

graduate, I wana go to college. I’m not graduating this year though, they say I’m a little 

bit behind so I should graduate by like December”.  
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Figure 3 

Box and Whisker Plot of Student Stress Results 

 
Note. The box and whisker plot of student stress reflects a visual of the minimum, maximum, 

median, and outliers reported by the students (n = 5) when asked to rate their levels of stress 

related to each of the nine domains.  

 

 

Research Question 4 

 How do students with EBD describe how they cope with stress?  

 Results from the CYRM-R (2018) measuring student resiliency suggested student 

participants in this study have moderate levels of resiliency as defined by the scale provided in 

the user manual for the CYRM-R (2018). Results from the semi-structured individual interviews 

were analyzed to identify common themes among students related to how they cope with stress 

(refer to Appendix X for representative student samples and refer to Table 12 for descriptive 
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statistics) Students provided a variety of responses related to how they cope with stress during 

the individual semi-structured interviews.  

 

 

Table 13 

Results from CYRM-R (2018) Examining Student Resiliency 

Type of Resilience Mean SD Min Max 

Overall Resiliency 66.6 10.80 56 79 

Caregiver/Relational Resilience 27.6 4.56 23 35 

Personal Resilience 39.6 6.42 33 48 

Note. The user manual for the CYRM-R (2018) suggests the following thresholds for an 

individual’s overall resiliency score: Low resilience: < 63. Moderate resilience: 63 – 70. High 

resilience: 71 – 76. Exceptional resilience: ≥ 77. The maximum score for the caregiver/relational 

resilience subscale is 35. The maximum score for the personal resilience subscale is 50.  

 

 

 

Coping Mechanisms 

 Students described a variety of coping mechanisms, such as exercise, talking to someone, 

playing with a pet, accessing resources, playing video games, eating, staying to themselves, 

difficulty regulating emotions, and problem solving. Coping mechanisms were separated into 

two categories: (a) external resources, and (b) internal attributes.  
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External Resources 

 Some students identified talking to someone such as a teacher, friend, or significant other 

can be helpful for them. One student said: “I’d talk to my wifey… girlfriend… online we see 

each other quite often… she helps me better than anyone else which is crazy”. All of the students 

said they felt comfortable talking with their teacher or independent living worker and would go 

to them if they had a problem they couldn’t solve on their own. However, four of the student 

participants said they would not go to their parents or guardians for help with a stressful 

situation. Most of the reasoning was because they argue with their parents or guardians. For 

example, one student explained:  

“My mom, we’re not really on good terms all the time, we argue a lot. We argue about 

the smallest stuff, literally, she would say did you know bees were like so and so? Yes, I 

play Minecraft every day, then she would get angry what does the game have to do with 

it, well because in Minecraft you get the honey by putting smoke”.  

Internal Attributes  

 Some students discussed how they access multiple resources to try to solve their problem. 

For example, one student said “First I would go online and I would search. If I didn’t have access 

to internet then I would go to nearby quick care and ask for help”. Another student responded by 

saying: “It depends on the situation, but like I don’t know… Use my coping skills, I’ll go for a 

walk, go for a jog, work out”. Other students discussed playing basketball, playing with their 

dog, or playing with their guinea pig. 

 One student discussed how they have changed their mindset to better handle their stress. 

They explained:  
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“really taking my time and planning things, I’m not on any timer… oh I have to hurry 

and do this but I’m like I don’t really have to because I can take my time with it and 

doing that it’s gonna be way more better than compared to rushing it… sometimes those 

thoughts creep back up on… I just gotta take things slow and do things day by day cause 

like what was that saying? I think its Rome wasn’t built in a day, and I imagine all that 

stuff took like a long time to do”. 

  Some students also discussed coping with stress by listening to music, getting a tasty treat 

to eat or drink, or playing a video game. One student responded by saying: “Get a Dr. Pepper, 

listen to my music, and really just chill out you know, or maybe get a vanilla Frappuccino”. The 

student continued to explain how video games help them destress, by saying:  

 “play a video game to help you chill out… when you’re in the video game you’re 

definitely not controlled by anything which can put a lot of relief on your mind, and this 

is mainly for people who don’t feel like they have a lot of control in their life. I’d 

recommend getting a gang load of video games, I don’t care what kind, if it helps you 

feel like you control something, or better yet, get some Legos, build that… control that, 

as long as it gives you that bit of sensation that you feel like you are in control of 

something, then that definitely do it, atleast for me”.  

 When asked “what do you do when you feel stressed” one student replied: “I explode… 

Like a volcano”. She described how she has difficulty managing her emotions when she feels 

stressed. Another student described how they would rather stay to themselves to avoid stressful 

situations all together. The student continued to say if a student instigates a fight then they will 

fight back:  
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“I try to stay away from people for the most part, like if someone tries to fight me, I say if 

you punch me, I will fight back, I will start hitting back, but other than that if you don’t 

punch me, you don’t attack me, I’m alright”. 

Research Question 5 

 What is the relationship, if any, between the perceptions of students with EBD about 

stress, resilience, and their perception of student teacher relationship? 

 A Pearson product moment correlation was conducted to determine the relationship 

between stress, resiliency, and STR. There was a strong, positive correlation between stress and 

STR, but it was not statistically significant (r = 0.863, n = 5, p = 0.059). There was a moderate, 

positive correlation between resiliency and STR (r = 0.354, n = 5, p = 0.559), and a moderate, 

positive correlation between resiliency and stress (r = 0.356, n = 5, p = 0.557); again, neither of 

those correlations were statistically significant. Refer to Figure 4 for a visual representation of 

the results. A multiple regression analysis was used to test if STR significantly predicted stress 

and resiliency. The results of the regression indicated STR explained 74.8% of the variance (R 2 

= .748, F(2, 2) = 2.996, p > .05). It was found STR did not significantly predict stress (p > .05) or 

resiliency (p > .05). 
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Figure 4 

Relationship between Stress, Resilience, and Student-Teacher Relationship 
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CHAPTER FIVE 

DISCUSSION  

 Experiencing high levels of stress can contribute to the development of EBD or 

exacerbate existing EBDs (Cumming et al., 2018; Leonard et al., 2015; Mueser & Taub, 2008; 

Offerman et al., 2022). Previous research has demonstrated the mitigating role a strong 

relationship with others can have on an individual’s resiliency and act as a buffer towards the 

negative effects of stress. More specifically, students who have a strong, positive relationship 

with an adult, such as their teacher, are more likely to have higher levels of resiliency which 

equips individuals with the skills needed to overcome stressful situations (Akin & Radford, 

2018; Johnson, 2008; Masten et al., 2008; Mihalas et al., 2009; Mulloy, 2011; Sanders et al., 

2016; Stewart & Sun, 2004). However, the relationship between stress, resiliency, and student-

teacher relationships is understudied in the field of EBD. This is of concern considering students 

with EBD are more likely to have higher levels of stress, lower levels of resilience, and often 

struggle forming a positive relationship with their teachers, all of which makes them more 

vulnerable to the negative effects of stress (Cullinan & Sabornie, 2004; Lambert et al., 2021; 

Mueser & Taub, 2008; Murray & Greenberg, 2001; Offerman et al., 2022). 

 The purpose of this mixed methods study was to explore the relationships between 

student stress, resiliency, and STR among students with EBD and their teachers. Participants 

included high school students with EBD (n = 5) and their teachers (n = 5). Student participants 

completed the Shortened Version of the Adolescents Stress Questionnaire (ASQ-S; Anniko et al., 

2018) to measure their current stress levels, the Child and Youth Resilience Measure (CYRM-R; 

2018) to measure their resiliency, and the student version of the Teacher-Student Relationship 

Inventory (S-TSRI; Ang et al., 2020) to measure their relationship with their teacher. Teacher 
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participants completed the Teacher-Student Relationship Inventory (T-TSRI; Ang, 2005) to 

measure their relationship with their student participating in the study. In order to gain a deeper 

understanding of the variables all student and teacher participants participated in semi-structured 

individual interview. Results from quantitative surveys and qualitative semi-structured 

interviews suggest (a) the STR is being perceived similarly between students with EBD and their 

teachers, (b) caring, respectful, and dependable were identified by students and teachers as 

defining characteristics of students relationship with their teachers, (c) students with EBD most 

commonly report stressing about future uncertainty, their home life, and school performance, (d) 

students with EBD use a variety of coping mechanisms such as exercise, talking to someone, and 

problem solving, and lastly (e) there is a moderate to strong, positive correlation between stress, 

resiliency, and STR among students with EBD. This chapter will summarize the research 

findings in relation to previous research and current literature related to students with EBD. This 

chapter will also review the limitations of the study, provide suggestions for future research, and 

discuss implications for practice.  

Student-Teacher Relationships 

 Participating students and teachers used a variety of words to describe their relationship 

with each other. The results of this study extend the current literature by providing a deeper 

understanding of students with EBD’s perspectives of their relationship with their teacher. The 

results suggest the most important characteristics that comprise a STR consist of being caring, 

respectful, and dependable. These findings support and extend previous research suggesting 

students with EBD value specific characteristics including caring, warmth, understanding, 

flexibility, authenticity/honesty, and patience from their teachers (Capern & Hammond, 2014; 

Dods, 2015; Kennedy et al., 2022; Zolkoski et al., 2016; Zolkoski., 2019). The current study 
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contributes to the field by suggesting additional characteristics that students with EBD and their 

teachers identified as important characteristics of their relationship, including listening to 

students, being respectful, and being dependable. Both students and teachers spoke extensively 

about the importance of these characteristics and provided examples of how they are evident 

within their current STR. 

 In the present study, student participants explained how they enjoyed when their teacher 

used a warning system to monitor their behavior rather than immediately providing disciplinary 

consequences which supports previous research finding that students with EBD prefer positive 

disciplinary procedures like those discussed by participants in this study (Hickey et al., 2020 

Zolkoski et al., 2016; Zolkoski., 2019). While previous research has demonstrated the benefits of 

class-wide monitoring systems, level systems, and utilizing positive reinforcement in the 

classroom for student behavior (Cancio & Johnson, 2007; Kern et al., 1994; Weeden et al., 2016) 

recent research has also expanded this to evaluate the benefits it has on student’s perception of 

their relationship with their teacher (Hickey et al., 2020 Zolkoski et al., 2016; Zolkoski., 2019). 

For example, in the present study a student described how they like how their teacher provides 

warnings, instead of immediately providing punishments and how students can earn various 

reinforcements daily and weekly based on their behavior (i.e., food, snacks, and fun activities).  

 While the words students and teachers used to describe their relationship with each other 

differed slightly, there was a significant overlap between student and teacher perspectives. For 

example, both students and teachers described their relationship as respectful, genuine (students 

chose the word “real”), and dependable. Dependable was a recurring theme among both student 

and teacher participants. Students described their teachers as always there for them, implying the 

relationship is stable and dependable. All of the teacher participants also discussed the 
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importance of being a constant and dependable person in the student’s life. This supports 

previous research suggesting the most important characteristic of a STR in student and teacher 

opinion is consistency and predictability (Capern & Hammond, 2014; Kennedy et al., 2022). 

 Informal interactions were the most discussed characteristic of STRs by teachers and 

students. Student participants in the current study discussed joking around with their teacher, 

playing games, and engaging in other shared activities as a sign their teacher cares for them. 

Similarly, teacher participants also discussed how they use games, activities, snacks, and jokes as 

a way to build their relationship with their students. Playing games and having fun are critical 

components of building a relationship with students with EBD. In fact, one of the most important 

teacher behaviors rated by students with EBD was their teacher’s ability to be able to have fun 

and play around with student, such as telling jokes (Capern & Hammond, 2014; (Kennedy et al., 

2022).  

 One main theme from the results of this study was teachers being respectful of students; 

this was described by student participants as teachers being real or honest, and identified by 

teacher participants as organic or genuine. All of the teacher participants in this study 

emphasized the importance of getting to know each student in order to fully understand them as 

individuals, including their likes and dislikes, and suggested that doing this will allow the 

relationship to develop organically over time which previous research has identified this process 

a critical component of a successful, strong, STR (Kennedy et al., 2022). All of the teacher 

participants in this study emphasized the importance of getting to know each student. They 

described this process as seeing students for their individual selves, and understanding students 

likes and dislikes. Teachers suggested that doing this will allow the relationship to develop 

organically over time which previous research has identified this process a critical component of 
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a successful, strong, STR (Kennedy et al., 2022). Similarly, student participants also discussed 

scenarios that showed how their teachers respected them for who they are, acknowledging their 

identity, and respecting their voice (Kennedy et al., 2022; Zolkoski et al., 2016; Zolkoski., 2019). 

Lastly, student participants also described scenarios in which they felt respected when their 

teachers were honest and real with them; this also supports previous research suggesting the 

important of authenticity and trust (Kennedy et al., 2022).  

 Many of the characteristics identified by student and teacher participants (i.e., caring, 

respectful, dependable, involved, informal interactions) are similar to the characteristics outlined 

in a trauma informed approach and healing centered approach. Trauma informed approach 

incorporates six key characteristics including (a) safety, (b) trustworthy and transparency, (c) 

peer support, (d) collaboration and mutuality, (e) empowerment, and (f) cultural, historical, and 

gender (Substance Abuse and Mental Health Services Administration [SAHMSA], 2015). 

Similarly, healing centered approach also encompasses many of the same features including (a) 

culture, (b) agency, (c) relationships, (d) meaning, and (e) aspirations (Ginwright, 2018). The 

overlap of characteristics between this study and these two approaches is of interest. A review 

exploring the current research related to trauma informed practices in schools identified 33 

articles, of these studies, only five articles incorporated students’ voices (Thomas et al., 2019). 

The current study contributes to the existing literature examining student perspectives of these 

specific characteristics (i.e., caring, respectful, dependable, involved, informal interactions).  

 Lastly, one student mentioned a negative interaction they had with one of their previous 

teachers. They were explaining that their current teacher is nice because their current teacher 

doesn’t make racist or derogatory remarks towards them, like their previous teacher. Although 

this was only mentioned by one participant (out of five student participants) it is important to 
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acknowledge the prevalence of race based incidents, especially in the school setting and the 

stress this can induce. In fact, previous research suggests youth of color experience racial stress 

in the school setting by peers and teachers (Alvarez et al., 2016; Anderson et al., 2019).  

Perspectives of Student-Teacher Relationship 

 The vast overlap of characteristics from both student and teacher perspectives suggests 

students and teachers perceive their relationship similarly. For example, three main themes (i.e., 

caring, respectful, dependable) and three subthemes (i.e., involved, informal interactions, and 

real) were identified. All three main themes (i.e., caring, respectful dependable) were identified 

as characteristics of their STR and discussed by both student and teacher participants. When 

examining the three subthemes, all three of the subthemes (i.e., involved, informal interactions, 

and real) were identified and discussed by both student and teacher participants, however the 

subtheme “involved” was discussed different by students and teachers. Students used the word 

“helpful” to describe their teacher’s involvement. Teachers described scenarios that required 

them to be “observant” in order to show their involvement in their students’ life. This is likely 

because these two characteristics are more role specific, meaning only a student would identify 

“helpful” as a characteristic, as teachers likely aren’t asking students for help on a regular basis. 

Similarly, students may not realize how observant their teachers are in order to show they care. 

For example, a teacher is observant of a student’s behavior, notices a change in the student’s 

behavior and verbally checks in with them, the teacher provides resources to them based off of 

their observation. In this scenario the student likely acknowledges the teacher checking in with 

them and/or providing resources as the teacher caring and being helpful, but this interaction only 

started because the teacher was being observant of the student’s nonverbal cues. This was also 

supported by the first research question which explored if there was a difference in student and 
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teacher ratings of their relationship. An independent t-test determined there was not a significant 

difference in student and teachers overall relationship score, suggesting that students and 

teachers have similar views of their relationship and the relationship is being perceived similarly 

by both involved parties. Additionally, the domain measuring student and teacher satisfaction on 

their relationship was found to be significant, suggesting students and teachers in this study are 

satisfied with their current relationship.  

 The specific characteristics students and teachers identified to describe their perceptions 

of their STR (e.g., being caring, respecting students, being consistent, and being dependable) 

likely contributed to the relationship being perceived similarly by both student and teacher as 

these characteristics have been shown to be fundamental in building strong relationships with 

students with EBD (Capern & Hammond, 2014; Kennedy et al., 2022). Previous research has 

found students and teachers may perceive their relationship characteristics vastly differently, 

suggesting the relationship is not being perceived similarly, this is especially more prevalent in 

relationships where care and respect are not evident (Ibrahim & Zaatari., 2020).  

 However, it is interesting to note that the one area there was a difference between student 

and teacher opinions of their relationship was with the subcategory of “Instrumental Help”. 

Teachers rated higher for questions such as “This student depends on me for advice” and “If the 

student has a problem at home, he/she is likely to ask for my help” whereas student participants 

rated lower for questions such as “If I have a problem at home, I will ask this teacher for help”, 

“I depend on this teacher for advice”, and “If I need help, I will go to this teacher”. This aspect 

of the relationship was not reciprocated with students as they put a much a lower score 

suggesting they may not always go to their teachers if they need help. This is contrary to what 

student participants discussed in their individual interviews when discussing coping mechanisms, 
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stating they would go to their teacher if they needed help. This is also contrary to previous 

research which suggests students who have a positive relationship with their teacher are likely to 

seek help from them when and if needed (Guo et al., 2020). Future research should further 

explore this variable of student-teacher relationships to better understand the contextual 

situation(s) wherein students with EBD might reach out to their teachers for support. 

Student Stress 

 The results from this study suggest the most prevalent stressors among students with 

EBD are (a) future uncertainty, (b) home life, and (c) school; these findings support previous 

research that have found the previously discussed stressors as common stressors among all 

adolescents (Anniko et al., 2019; De Anda et al., 2000; Leonard et al., 2015). The results from 

the individual interviews with student participants confirmed and supported the results from the 

ASQ-S (Anniko et al., 2018) questionnaire measuring student stress.  

 The most common stressors described in this study were everyday stressors, which is 

contrary to previous literature related to students with EBD that suggests students with EBD 

more often experience traumatic stress (Dods; Klasen et al., 2010; Mueser & Taub, 2008; 

Offerman et al., 2022; Zolkoski et al., 2016). During the individual interviews with students it 

appeared that student participants had difficulty identifying and verbalizing their stressors. For 

example, when students were asked questions about their relationship with their teachers they 

provided in depth, detailed responses. Whereas when they were asked questions about their 

current stressors, many student participants had to think about it, then provided short, and brief 

one word responses. This could be because adolescents may not realize what is stressful in the 

moment as perceived stress is different from emotional distress. For example, during this study 

one participant described a situation where they got arrested and were currently on parole, 
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however they did not identify or discuss this as a current stressor. This could also suggest 

students are thinking about the day to day, rather than the bigger picture, which is similar to 

previous research that suggest adolescents often underestimate the impact stress can have on 

their development (APA, 2014). Student participants may also have felt uncomfortable sharing 

and discussing other stressors with the researcher. For example, two students tone of voice (i.e., 

voice got quieter, became more hesitant with their response) and body language (i.e., crossed 

arms, looked away or looked down at the ground) changed when discussing their ill family 

members, suggesting this may have been an uncomfortable subject from them to talk about.  

 All of the student participants discussed stressing about school. While stressing about 

school is a common stressor among adolescents, this is of particular interest considering students 

with EBD historically have poor academic achievement and low graduation rates (Bradley et al., 

2008). In the current study, student participants expanded on stressing about school by 

specifically discussing their worries about graduating from school, attending college after high 

school, and their current academic achievement. One student provided details stating his concern 

related to the academic rigor of the self-contained school he is currently attending is not held to 

the same academic standards and rigor in public schools, and therefore he will be academically 

disadvantaged when entering college, this is similar to previous research suggesting students 

with EBD feel academically underprepared for post-secondary education (Dods et al., 2015) 

Student Resiliency 

 Previous research suggests that students with EBD often lack effective coping skills 

needed to overcome stressful situations (Sullivan et al., 2015; Zolkoski et al., 2016). The results 

from the quantitative scale completed in this study suggest that students with EBD have 

moderate resiliency. During the individual interviews, students discussed a variety of coping 
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skills they use when they feel stressed such as exercise, playing with a pet, talking to someone, 

and problem solving. 

 Two students discussed how they would play with their dog or pet their guinea pig at 

home as a method used to destress.  Using pets and animals as a form of therapeutic intervention 

has been well researched and is a healthy coping mechanism. For example, researchers suggest 

adolescents with a pet companion are less likely to feel socially isolated than their peers who do 

not have a pet (Charmaraman et al., 2020). However, researchers have recently expanded this 

body of literature to investigate its usefulness for students with EBD (Knowles et al., 2021). 

They found having a pet in the self-contained classroom for students with EBD can help improve 

student’s emotional regulation and improve their overall attitude towards school (Knowles et al., 

2021).  

 One student discussed how they would get a dessert, candy, and/or drink (i.e., Starbucks 

coffee, caffeinated beverage, etc.) whenever they feel stressed. They even suggested having a 

treat in each hand helps them cope with stress. Previous researchers suggest the more stressed 

adolescents are, the more likely they are to use food as an emotional coping tactic, especially 

foods high in sweets (Hill et al., 2020; Malmir et al., 2022). This coping tactic could develop into 

a problem over time as many eating disorders begin as a way to cope with stress (Hill et al., 

2020).   

 The results from the scale used to measure resiliency among student participants show 

students tend to rely more on their internal resilient attributes than they do on their relationships 

with others for support. This is of interest considering previous research suggests students often 

lack internal resilience skills (Sullivan et al., 2015; Zolkoski et al., 2016). If students with EBD 

are relying on their internal attributes, then it is important to ensure they are equipped with the 
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resiliency attributes needed. This finding also reiterates the notion that researching an 

individual’s resilience is a difficult to concept to explore (King et al., 2021). However, this 

finding does support previous research that indicates adolescents often rely on their personal 

attributes such as optimism, calmness, and competence (Phillips et al., 2019). In the current 

study, students’ internal attributes that contribute to their overall resiliency included shifting their 

mindset to regain perspective, staying calm or chill, brainstorm ideas to problem solve, and 

access resources such as Google or facilities in the neighborhood. Additionally, students 

discussed how they would go for a walk, exercise, or listen to music as a way to cope with stress 

which are all common healthy coping mechanisms among adolescents (Phillips et al., 2019).  

 Results from the individual interviews with student participants suggested students did 

have few relationships with others; this supports the literature suggesting students with EBD 

struggle building and maintaining relationships with others (Cullinan & Sabornie, 2004; Lambert 

et al., 2021; Murray & Greenberg, 2001). Two students discussed having a poor relationship with 

their parent and said they would not go to them if they had a problem; this is similar to previous 

research suggesting students with EBD don’t feel as supported by their parents or caregivers as 

they do by their teachers (Yeager et al., 2020). Only one student identified a positive relationship 

with an individual in their life (i.e., their girlfriend). However, all of the students did discuss they 

would go to their teacher if they needed to, and how their teacher listening to them can reduce 

their stress.  

 Students discussed wanting to feel “in control” and suggested that feeling a lack of 

control over their life can contribute to their stress. One student discussed how they would play 

video games as a way to reduce stress as it helps them feel in control. Video games have been 

found to be an effective coping tactic and reduce stress among adolescents when used in 
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moderation (Pallavicini et al., 2021; Palanichamy et al., 2020). Additionally, providing more 

opportunities in the classroom setting for students to have more autonomy and responsibility can 

help them receive that sense of control. Strategies such as providing choices or implementing 

person centered planning with student IEP’s could provide students with more of a sense of 

control by increasing their self-determination skills and provide autonomy over their life (Zirkus 

& Morgan, 2020). While students discussed a wide range of coping skills, determining the actual 

effectiveness of the discussed coping skills beyond the scope of the study and future research is 

needed.  

Understanding the Intersection of Stress, Resiliency, and Student-teacher Relationship 

 The study sought to explore the relationship between stress, resiliency, and STR among 

students with EBD. The fifth research question specifically looked at the intersection of these 

variables. There was a strong, positive correlation between student stress and students 

relationship with their teacher (r = 0.863, n = 5, p = 0.059). Although it was not statistically 

significant, this finding would likely be significant with a larger sample size. There was also a 

moderate correlation between resiliency and STR and resiliency and stress. There was not a large 

enough sample size to run an accurate multiple linear regression as originally planned (n = 5). A 

multiple regression analysis was used to test if students’ relationship with their teacher 

significantly predicted student stress and student resiliency. The results of the regression 

indicated STR explained 74.8% of the variance (R2 = .748, F(2, 2) = 2.996, p > .05). It was found 

STR did not significantly predict student stress (p > .05) or student resiliency (p > .05). A larger 

sample size would likely yield different results.  

 In the current study, based on results from the quantitative surveys, student participants 

on average had moderately high levels of stress, moderate levels of resiliency, and overall 
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positive relationships with their teacher. These findings support previous research suggesting 

students with EBD attending self-contained schools have positive relationships with their 

teachers. Similarly, this supports previous research related to students with EBD which suggest 

students with experience high levels of stress (Mueser & Taub, 2008; Offerman et al., 2022). 

However, the results of this study are contrary to previous research suggesting students with 

EBD have low levels of resiliency, as the current study found students with EBD use a variety of 

coping skills (i.e., exercise, talking, problem solving, playing video game, etc.) and reported 

moderate levels of resiliency (µ = 66.6, threshold for high resilience is 71 – 76).   

 Based on the correlation analysis, there is a strong relationship between stress and 

students’ relationship with their teacher. This suggests that the less stress students have, the more 

positive their relationship with their teacher may be, and the more stress they have, the less 

positive their relationship with their teacher may be. This could possibly be due to the mitigating 

effects the STR has on student stress. Based on this finding it is important for future research to 

extend these findings to explore the impact stress is having on students relationships outside of 

school (i.e., relationship with parents, siblings, friends, peers, etc.) 

 The results from the scale measuring student resiliency revealed students rely more on 

their internal characteristics than they rely on their relationship with others. All students had 

relatively low scores when measuring their relationship with others. On this scale, relationship 

with others included parents/caregivers. However, the scale used to measure students 

relationship with their teachers and the individual interviews conducted with students revealed 

they believe they have a strong relationship with their teacher, suggesting student participants in 

this study may depend more on their relationship with their teacher than they do with their 

parents/caregivers. However, the results from the scale measuring STR suggests students may 
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not always go to their teacher if they need help, implying students with EBD may not seek 

outside help from others and will rely on themselves to cope with stress, which supports the 

findings from the resiliency scale suggesting students rely more on their internal characteristics.  

 Previous research suggests STRs can increase student resiliency and serve as a protective 

factor by mitigating the negative effects of stress (Akin & Radford, 2018; Johnson, 2008; Masten 

et al., 2008; Mihalas et al., 2009; Mulloy, 2011; Sanders et al., 2016; Stewart & Sun, 2004). 

Although STR may directly increase student resiliency, the results from the current study suggest 

STR and an adolescent’s resiliency may act as two separate resources, and STR may provide 

effective buffering towards the negative effects of stress even for an adolescent with low to 

moderate levels of resiliency. This is similar to previous research specifically with students with 

EBD, suggesting the impactful role STRs serve in students’ lives (Dods, 2015; Willis & Nagel, 

2015; Zolkoski, 2019). This suggests STR and an adolescent’s resiliency may act as two separate 

resources, and STR may provide effective buffering towards the negative effects of stress even 

for an adolescent with low to moderate levels of resiliency.   

Conclusions 

  Overall, this mixed methods study supported and expanded the current literature related 

to students with EBD. Surveys were used to identify common stressors, coping mechanisms, and 

measure student’s relationship with their teacher. Individual interviews were then conducted to 

explore these variables on a deeper level. Based on the results of this study, several conclusions 

can be drawn. These include: 
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 In the current study, students with EBD attending the participating specialized, self-

contained school, reported strong, positive relationships with their teacher that is being 

perceived similarly between student and teacher.  

 In the current study, students and teachers identified three main characteristics (i.e., 

caring, respectful, dependable) and three subthemes (i.e., involved, informal interactions, 

and real) to define their STR.  

 The results from semi-structured interviews and a survey measuring stress suggest 

students stress most about future uncertainty, their home life, and school performance.  

 Although not significant, there was a positive linear relationship between STR, stress, 

and resiliency among students with EBD.  

 There was a strong a relationship between student stress and STR among students with 

EBD, although not significant.  

Limitations 

 Although much planning went into this study, it was not without limitations. The 

following are limitations of this study: 

 One major limitation of this study was the small sample size. Although 11 public high 

schools with EBD programs were contacted and invited to participate, only one high school 

agreed to participate. The small sample size also likely contributed to whether there was a 

significant relationship or not. All of this could have contributed to both the collected data and 

the results. Findings, therefore may not be an accurate representation for all students with EBD, 

especially those attending a public school.  



   

 

113 

 

 This study took place during the middle of the COVID-19 pandemic which likely 

contributed to the difficulty recruiting high school students and teachers resulting in a small 

sample size. During this time, many school districts experienced a teacher shortage, increasing 

the daily work demand on the current teachers. During the recruitment phase of this study 

principals and teachers expressed being overworked and overwhelmed, and therefore denied 

participating in the current study. Additionally, many schools also had health safety protocols in 

place to deter unnecessary guests from entering the school classrooms in an attempt to reduce the 

exposure of COVID-19.  

 All of the participants completed the quantitative portion of the study prior to beginning 

the interview; this could have inadvertently and unconsciously impacted their responses during 

the interview. For example, the questions related to the stress questionnaire could have had an 

impact on what they described when they were asked what are their current stressors. 

Additionally, all of the quantitative results are self-reported scales, there were no other methods 

to measure and confirm student stress and student resiliency. Lastly, this study design allowed all 

of the data to be collected during one interaction, it might have been better to analyze the survey 

results first then use the interview to further explore results.  

 Due to time constraints and limited resources, the primary researcher was not able to 

spend an extensive amount of time with the students to build a better rapport prior to 

interviewing them. This limitation could have had an impact on how comfortable and students 

felt opening up and being honest when responding to interview questions and completing the 

questionnaire.  

 Additionally, all of the participants attended a specialized, self-contained, behavioral high 

school that focuses on specifically addressing the needs of students with EBD. Students with 
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EBD are often served in self-contained settings (Lane et al., 2005; Lanterman et al., 2021) which 

are more likely to have smaller class sizes than a general education class at a public school 

(Kumm et al., 2020). This high school had an average class size of four to six students to one 

teacher and one teacher aide. Although no participants in this study discussed their small class 

size, it is possible the small class sizes contributed to the quality of relationship students have 

with their current teacher. Previous research related to STR’s among students with EBD 

identified the impact small classrooms provide for building and maintaining high quality STR’s 

(Zolkoski et al., 2016). Similarly, other researchers also suggests the smaller the classroom size 

the more interactions student and teachers have, regardless of students behavioral characteristics 

(Folmer-Annevelink et al., 2010).  

Future Research 

 Based on the results of this study in light of the identified limitations, there is still a need 

for future research to continue to explore the intersection of stress, resiliency, and STR, 

especially among students with EBD.  

The following are suggestions for future research: 

 A replication of the current study should be conducted with an increased sample size for 

a more accurate representation of the population, including students without disabilities 

to see how divergent or convergent the perspectives of students with EBD are with 

students without EBD. 

 In addition to replicating the current study, future research should extend the participant 

selection of the study to include students with EBD in general education classrooms in 
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public schools, to expand the results beyond students with EBD in alternative/self-

contained schools. 

 There is a need to better understand what proactive factors can be implemented to 

increase student resiliency and reduce the negative effects of stress, especially for 

students with EBD. 

 Future research should use a component analysis to investigate the effectiveness of 

specific coping skills for students with EBD.  

 Additional research should explore the quality of STRs in different classroom settings 

and sizes, in order to determine if the same quality of relationship achieved in self-

contained classrooms with a low student-teacher ratio can be achieved in a general 

education classroom with a larger student-teacher ratio. 

 Future research should explore teacher’s purposeful and intentional integration of 

relationship building strategies and techniques they use with their students.  

 Further research should continue to explore proactive strategies to increase personal and 

relational resiliency among students with EBD. 

 Future research should seek to better understand and assess the existing internal 

resiliency skills students with EBD poses.  

 Future research needs to explore racial stress, especially related to students of colors with 

EBD, and identify strategies to dismantle the existing racist structures in the school 

setting (i.e., teacher bias, discipline, testing, identification of disability, cultural norms, 

etc.).  

 Future research should expand the literature related to the effects of implementing trauma 

informed and/or healing centered approach practices within the school environment.  
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 Future research needs to identify supports that can be implemented to better support 

students with EBD and their transition to college in an attempt to reduce student’s current 

stress. 

 Future research should explore the impact various reinforcmenet systems and punishment 

strategies have on STRs.  

Implications for Practice 

 In spite of its limitations, the results from the current study will contribute to the field of 

special education, particularly as it relates to students with EBD. Practitioners can use the 

information to improve their relationships with their students with EBD. For example, educators 

can ensure they are actively incorporating the characteristics of an effective relationship into 

their classroom environments with students with EBD, including showing they care, being 

respectful, and being dependable to students. Educators should be cognizant of the potential 

impact their relationship with their students can have on their student’s resiliency and stress.  

 The results of the current study suggest students with EBD rely more on internal 

attributes than relationship resources when it comes to coping with stress. Even with a strong 

STR, students with EBD still might not seek help from their teacher. Educators should ensure 

they are focusing on building students social capital, strengthening student’s networks, and 

sharpening and promoting these internal skills among students with EBD so they are fully 

equipped with the skills and resources needed to overcome stress. Since students with EBD are 

more likely to solve their problems independently, educators can ensure they are continuing to 

provide supports, and resources to students so they can access them on their own like the results 

suggest they prefer. Educators should continue to offer their supports and help to students so 

students may feel comfortable going to them for help in the future for help. 
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 Considering future uncertainty and school performance is a major stressor for students 

with EBD, it is critical teachers and administrators take this into consideration and apply more of 

an emphasis on students’ future and students educational success for students with EBD. This 

involves collaborating directly with the individual students to discuss their individual goals, and 

a specific plan for how to achieve those goals. Students also stressed about not feeling in control 

of their life, by including students in the decisions that impact their future is critical for student 

autonomy and will allow them to feel more in control of their life.  

Summary 

 In spite of its limitations, the results of this study support and extend the current literature 

related to students with EBD. Prior to this study, limited research had explored the impact of the 

intersection of stress, resiliency, and relationship with teacher among students with EBD. The 

results of this study support and extend the current literature related to better understanding the 

characteristics that comprise a STR. Students and teachers identified three main characteristics 

(i.e., caring, respectful, dependable) and three subthemes (i.e., involved, informal interactions, 

and real) to define their current relationship. The results of this study extend the current 

literature, suggesting high school student with EBD stress about their future, their home life, and 

school performance which are typical stressors for adolescents (Anniko et al., 2019; De Anda et 

al., 2000; Leonard et al., 2015). Considering the historically poor academic outcomes for 

students with EBD (Bradley et al., 2008), it is critical further supports are put in place (e.g., 

transition planning, person centered IEP planning) to help reduce the stress students experience 

about their future and school performance. Results from this study suggest students with EBD 

rely more on their internal attributes, even when they a positive relationship with their teacher. 
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This is of concern considering students with EBD may lack internal attributes needed to 

successfully overcome stressful situations (Sullivan et al., 2015; Zolkoski et al., 2016).  

 Future research should continue to explore strategies to increase students internal 

resiliency attributes so they are equipped with the skills and resources needed. Dismissing the 

alarmingly high rates of stress adolescents are experiencing as normative developmental 

experiences is detrimental to adolescent’s overall development and it is critical additional 

supports are put in place to (a) decrease student stress, specifically regarding student stressors 

teachers have control over such as school stress and future uncertainty, (b) equip students with 

skills and resources needed to increase their interpersonal resiliency, and (c) strengthen students 

social capital by improving their relationship with their teacher. The information gained through 

this study will help inform future intervention design and implementation related to reducing 

stress and increasing resiliency among students with EBD. Future research should further 

continue to explore the intersection of stress, resiliency, and student’s relationship with their 

teacher with a larger sample size and in more class settings.  
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APPENDICES 

Appendix A: University IRB Approval 
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Appendix B: School District IRB Approval 
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Appendix C: Facility of Acknowledgement Approval Letter from Principal 
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Appendix D: Recruitment Letter for Principal 

 

 

Dear Principal (Name), 

Hello, my name is Scotia Hammond and I am a doctoral student at the department of Early 

Childhood, Multilingual, and Special Education at the University of Nevada, Las Vegas. My 

advisor and research partner is Dr. Joseph Morgan. We are conducting a research study to 

understand the relationship between student stress, student resilience, and student-teacher 

relationships. Your school is invited to participate in a research study titled Exploring the 

Intersection of Stress, Resilience, and Students Relationship with Their Teachers among 

Students with EBD. 

If you would like to participate in the study, 9th-12th grade students currently receiving services 

for Emotional Disturbance will be invited to participate in the study. Students who receive parent 

permission would be asked to (1) create a four digit code to protect their privacy, (2) complete a 

demographic survey, (3) complete a questionnaire measuring stress, (4) complete a questionnaire 

measuring resilience, and (5) complete a questionnaire measuring their relationship with their 

teachers. These surveys are expected to take a maximum of 45 minutes and will be conducted 

during regularly scheduled class time and students participating in the study will be removed 

individually to complete the surveys in a private location on classroom (library, conference 

room, etc.). Six students with ED will be selected to participate in a 15-20 minute individual 

semi-structured interview with the research team. The interviews will be audio recorded so the 

researchers can transcribe the interview afterwards. The audio file will be stored in a locked 

facility on UNLV campus and only the research team will have access to it. Lastly, the 

researchers will request access to the student participant’s educational records (IEP) to confirm 

the diagnosis of ED and document the services they are currently receiving.  

Teachers of the students who participate who give their consent to participate in the study would 

be asked to (1) create a four digit code to protect their privacy, (2) complete a demographic 

survey, (3) complete a questionnaire measuring their relationship with their students, and (4) 

participate in a semi-structured 10-15 minute audio recorded interview with the research team. 

Teacher surveys are expected to take a maximum of 15 minutes and teacher interview will take 

10 to 15 minutes. Teacher surveys and interviews will take place during the teacher’s free period, 

after school, or before school.  

The risks associated with this study are minimal. Participants may feel uncomfortable answering 

some questions. Additionally, there is a risk of losing confidential data that could reveal 

participant’s identity and responses. Four digit codes will be used on all surveys and 

questionnaires to help protect participant privacy. All electronic data will be password protected 

and stored on Google Drive that only the research team has access to. Paper data will be stored in 
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a locked facility and will be permanently destroyed 3 years after the completion of the study. 

Participation is voluntary and there are no consequences for not participating in the study and 

participants can decide to withdraw at any time.  

There may not be direct benefits to your students and staff as a participant in this study.  

However, we hope to learn how students stress and resilience are effected by their relationship 

with their teacher to better inform future intervention design and implementation.  

Any additional questions regarding the study you may contact Scotia at 941-448-6419 or Dr. 

Joseph Morgan at 702-895-3329. 

Thank you for your time and consideration, 

Scotia Hammond, M.Ed., BCBA 

Joseph Morgan, Ph.D. 
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Appendix E: Recruitment Letter for Teachers 

 

Dear Teachers, 

Hello, my name is Scotia Hammond and I am a doctoral student at the department of Early 

Childhood, Multilingual, and Special Education at the University of Nevada, Las Vegas. My 

advisor and research partner is Dr. Joseph Morgan. We are conducting a research study to 

understand the relationship between student stress, student resilience, and student-teacher 

relationships. You are invited to participate in a research study titled Exploring the Intersection 

of Stress, Resilience, and Students Relationship with Their Teachers among Students with EBD. 

Teachers who are teaching self-contained 9th-12th grade students currently receiving services for 

Emotional Disturbance will be invited to participate in the study. Teachers will be asked to (1) 

create a four digit code to protect their privacy, (2) complete a demographic survey, (3) complete 

a questionnaire measuring their relationship with their students, and (4) participate in a semi-

structured 10-15 minute audio recorded interview with the research team. The audio file will be 

stored in a locked facility on UNLV campus and only the research team will have access to it. 

Teacher surveys are expected to take a maximum of 15 minutes and interviews will take 10 to 15 

minutes and will take place during the teacher’s free period, after school, or before school. The 

interviews will be audio recorded so the researchers can transcribe the interview afterwards.  

The risks associated with this study are minimal. Participants may feel uncomfortable answering 

some questions. Additionally, there is a risk of losing confidential data that could reveal 

participant’s identity and responses. Four digit codes will be used on all surveys and 

questionnaires to help protect participant privacy. All electronic data will be password protected 

and stored on Google Drive that only the research team has access to. Paper data will be stored in 

a locked facility and will be permanently destroyed 3 years after the completion of the study. 

Participation is voluntary and there are no consequences for not participating in the study and 

participants can decide to withdraw at any time.  

There may not be direct benefits to you or your students for participating in this study.  However, 

we hope to learn how students stress and resilience are effected by their relationship with their 

teacher to better inform future intervention design and implementation.  

Any additional questions regarding the study you may contact Scotia at 941-448-6419 or Dr. 

Joseph Morgan at 702-895-3329. 

Thank you for your time and consideration, 

Scotia Hammond, M.Ed., BCBA 

Joseph Morgan, Ph.D. 
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Appendix F: Recruitment Letter for Parents 

 

 

Dear Parents, 

Hello, my name is Scotia Hammond and I am a doctoral student at the department of Early 

Childhood, Multilingual, and Special Education at the University of Nevada, Las Vegas. My 

advisor and research partner is Dr. Joseph Morgan. We are conducting a research study to 

understand the relationship between student stress, student resilience, and student-teacher 

relationships. Your child is invited to participate in a research study titled Exploring the 

Intersection of Stress, Resilience, and Students Relationship with Their Teachers among 

Students with EBD. 

If you would like your child to participate in the study, 9th-12th grade students currently receiving 

services for Emotional Disturbance will be invited to participate in the study. Students who 

receive parent permission would be asked to (1) create a four digit code to protect their privacy, 

(2) complete a demographic survey, (3) complete a questionnaire measuring stress, (4) complete 

a questionnaire measuring resilience, and (5) complete a questionnaire measuring their 

relationship with their teachers. These surveys are expected to take a maximum of 45 minutes 

and will be conducted during regularly scheduled class time and students participating in the 

study will be removed individually to complete the surveys in a private location on classroom 

(library, conference room, etc.). Six students with ED will be selected to participate in a 15-20 

minute individual semi-structured interview with the research team. The interviews will be audio 

recorded so the researchers can transcribe the interview afterwards. The audio file will be stored 

in a locked facility on UNLV campus and only the research team will have access to it. Lastly, 

the researchers will request access to the student participant’s educational records (IEP) to 

confirm the diagnosis of ED and document the services they are currently receiving.  

The risks associated with this study are minimal. Participants may feel uncomfortable answering 

some questions. Additionally, there is a risk of losing confidential data that could reveal 

participant’s identity and responses. Four digit codes will be used on all surveys and 

questionnaires to help protect participant privacy. All electronic data will be password protected 

and stored on Google Drive that only the research team has access to. Paper data will be stored in 

a locked facility and will be permanently destroyed 3 years after the completion of the study. 

Participation is voluntary and there are no consequences for not participating in the study and 

participants can decide to withdraw at any time.  

There may not be direct benefits to your students and staff as a participant in this study.  

However, we hope to learn how students stress and resilience are effected by their relationship 

with their teacher to better inform future intervention design and implementation.  
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Any additional questions regarding the study you may contact Scotia at 941-448-6419 or Dr. 

Joseph Morgan at 702-895-3329. 

Thank you for your time and consideration, 

Scotia Hammond, M.Ed., BCBA 

Joseph Morgan, Ph.D. 
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Appendix G: Recruitment Letter for Students 

 

 

Dear Student, 

Hello, my name is Scotia Hammond and I am a doctoral student at the department of Early 

Childhood, Multilingual, and Special Education at the University of Nevada, Las Vegas. My 

advisor and research partner is Dr. Joseph Morgan. We are conducting a research study to 

understand the relationship between student stress, student resilience, and student-teacher 

relationships. Your school is invited to participate in a research study titled Exploring the 

Intersection of Stress, Resilience, and Students Relationship with Their Teachers among 

Students with EBD. 

If you would like to participate in the study, 9th-12th grade students currently receiving services 

for Emotional Disturbance will be invited to participate in the study. Students who receive parent 

permission would be asked to (1) create a four digit code to protect their privacy, (2) complete a 

demographic survey, (3) complete a questionnaire measuring stress, (4) complete a questionnaire 

measuring resilience, and (5) complete a questionnaire measuring their relationship with their 

teachers. These surveys are expected to take a maximum of 45 minutes and will be conducted 

during regularly scheduled class time and students participating in the study will be removed 

individually to complete the surveys in a private location on classroom (library, conference 

room, etc.). Six students with ED will be selected to participate in a 15-20 minute individual 

semi-structured interview with the research team. The interviews will be audio recorded so the 

researchers can transcribe the interview afterwards. The audio file will be stored in a locked 

facility on UNLV campus and only the research team will have access to it. Lastly, the 

researchers will request access to the student participant’s educational records (IEP) to confirm 

the diagnosis of ED and document the services they are currently receiving.  

The risks associated with this study are minimal. Participants may feel uncomfortable answering 

some questions. Additionally, there is a risk of losing confidential data that could reveal 

participant’s identity and responses. Four digit codes will be used on all surveys and 

questionnaires to help protect participant privacy. All electronic data will be password protected 

and stored on Google Drive that only the research team has access to. Paper data will be stored in 

a locked facility and will be permanently destroyed 3 years after the completion of the study. 

Participation is voluntary and there are no consequences for not participating in the study and 

participants can decide to withdraw at any time.  

There may not be direct benefits to you as a participant in this study.  However, we hope to learn 

how students stress and resilience are effected by their relationship with their teacher to better 

inform future intervention design and implementation.  
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Any additional questions regarding the study you may contact Scotia at 941-448-6419 or Dr. 

Joseph Morgan at 702-895-3329. 

Thank you for your time and consideration, 

Scotia Hammond, M.Ed., BCBA 

Joseph Morgan, Ph.D. 
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Appendix H: Teacher Consent Form 

 

 
INFORMED CONSENT  

Department of Early Childhood, Multilingual, and Special Education 

   

 

TITLE OF STUDY: Exploring the Relationship between Stress, Resilience, and Students 

Relationship with Their Teachers 

INVESTIGATOR(S): Scotia Hammond, M.Ed., BCBA and Joseph Morgan, Ph.D. 

For questions or concerns about the study, you may contact Scotia at 941-448-6419 or Dr. 

Joseph Morgan at 702-895-3329.   

 

For questions regarding the rights of research subjects, any complaints or comments regarding 

the manner in which the study is being conducted, contact the UNLV Office of Research 

Integrity – Human Subjects at 702-895-2794, toll free at 888-581-2794 or via email at 

IRB@unlv.edu. 

 
   

 

Purpose of the Study 

You are invited to participate in a research study.  The purpose of these study is to understand 

the relationship between student stress, student stress, and student’s relationship with their 

teacher. 

 

Participants 

You are being asked to participate in the study because you fit this criteria: special education 

teacher who provides instruction to high school students in 9th through 12th grade being served 

under the label “Emotional Disturbance”.  

 

Procedures  

If you volunteer to participate in this study, you will be asked to do the following: (1) complete a 

5 minute survey about how long you have been teaching and your demographic information, (2) 

complete a 10 minute survey about your current relationship with your students participating in 

the study, (3) be interviewed for 10-15 minutes by the research team regarding your current 

relationship with the student. The interviews will be audio recorded so the researchers can 

transcribe the interview afterwards. The audio file will be stored in a locked facility on UNLV 
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campus and only the research team will have access to it. During each stage of the study you will 

use a code to ensure confidentiality and privacy.    

 

Benefits of Participation  

There may not be direct benefits to you as a participant in this study.  However, we hope to learn 

how your relationship with your students effects their stress and resiliency. 

 

Risks of Participation  

There are risks involved in all research studies. This study may include only minimal risks. You 

may feel uncomfortable answering questions about your relationship with your student. You do 

not have to answer any question during the interview or on the surveys and you may ask the 

researcher to stop the interview at any time. There is a risk of loss of confidentiality of data. If 

confidentiality is breached, potentially negative statements made during interviews could be 

released and could reflect poorly on the teacher. To limit this risk, a code in place of your name 

will be used on all documents and materials.  

 

Cost /Compensation   
There will not be financial cost to you to participate in this study.  The study surveys will take 

approximately 10 minutes per survey for each student participating and the interview will take 10 

to 15 minutes. Participating in both the survey and interview will take a total of 20 to 25 minutes 

of your time. If you have more than one student participating in the study, then the total time will 

increase an additional 10 minutes per student for the survey you will be asked to complete. You 

will not be compensated for your time.    

 

Confidentiality  

All information gathered in this study will be kept completely confidential. Participants will 

create four digit codes at the beginning of the study and will be used and written on all 

documents. The code form which identifies participant’s identity and their individual code will 

be securely stored in a locked facility on UNLV campus which only the researchers will have 

access to. An electronic master key will be created which links participants identifying 

information to their four digit code and it will be password protected and stored on Google Drive 

that only the research team has access to, along with all other electronic data. Paper data will be 

stored in a locked facility and will be permanently destroyed 3 years after the completion of the 

study.  

 

Voluntary Participation  

Your participation in this study is voluntary. Your decision whether or not to participate in this 

study will not affect your employment. You may refuse to participate in this study or in any part 

of this study.  You may withdraw at any time without prejudice to your relations with UNLV. 

You are encouraged to ask questions about this study at the beginning or any time during the 

research study.   
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Participant Consent:  

I have read the above information and agree to participate in this study.  I have been able to ask 

questions about the research study.  I am at least 18 years of age.  A copy of this form has been 

given to me. 

 

             

Signature of Participant                                             Date  

 

       

Participant Name (Please Print)                                               

 

 

Audio Taping: 

I agree to participate in the individual interviews and to be audio recorded during the interview 

for the purpose of this research study.  

 

 

             

Signature of Participant                                             Date  

 

        

Participant Name (Please Print)                                           
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Appendix I: Parent Permission Form 

 

 
 

PARENT PERMISSION FORM 
 

Department of Early Childhood, Multilingual, and Special Education  

   

 

TITLE OF STUDY: Exploring the Intersection of Stress, Resilience, and Students 

Relationship with Their Teachers among Students with Emotional and Behavioral 

Disorders 

INVESTIGATOR(S): Scotia Hammond, M.Ed., BCBA and Joseph Morgan, Ph.D.  

CONTACT PHONE NUMBER: Scotia at 941-448-6419 or Dr. Joseph Morgan at 702-895-

3329 

   

 

Purpose of the Study 

Your child is invited to participate in a research study.  The purpose of this study is better 

understand how stress, student resilience, and student’s relationship with their teachers effect 

each other. 

 

Participants 

Your child is being asked to participate in the study because he/she is a current 9th-12th grade 

student currently in special education receiving services for “Emotional Disturbance”. 

 

Procedures  

If you allow your child to volunteer to participate in this study, your child will be asked to do the 

following: (1) complete a form describing their demographic information, (2) take a survey 

measuring their overall stress, (3) take a survey assessing their current levels of resilience, (4) 

take a survey measuring their relationship with their teacher. Students will be randomly selected 

to participate in individual interviews.  If your child is selected and you allow your child to 

participate, your child will be asked to (5) participate in an individual interview with the research 

team which is expected to take 15 to 20 minutes. The interviews will be audio recorded so the 

researchers can transcribe the interview afterwards. The audio file will be stored in a locked 

facility on UNLV campus and only the research team will have access to it. Lastly, the 
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researchers will be requesting access to your child’s educational records to confirm and 

document the services they are receiving for ED. Students who participate in the study will be 

removed from the classroom to complete the survey and interview (if selected) in a private 

setting on school campus (such as the library, conference room, empty classroom, etc.). Students 

who do not participate in the study will remain in their regularly scheduled class.   

 

Benefits of Participation  

There may not be direct benefits to your child as a participant in this study.  However, we hope 

to learn how students stress and resilience are effected by their relationship with their teacher. 

 

Risks of Participation  

There are risks involved in all research studies. This study may include only minimal risks. Your 

child may feel uncomfortable answering questions about their relationship with their teacher or 

describing current stressors in their life. Your child can request to have you or another trusted 

adult present during the interview. Your child may request to stop the interview or stop 

answering survey questions at any time. There is also a minimal risk of loss of confidentiality of 

data from interviews or surveys. To limit this risk, all participants will create a four digit code 

that will be used on all documents and materials and will be securely stored.  

 

Cost /Compensation   
There will not be financial cost to you to participate in this study.  The study will take 45 minutes 

of your child’s time to complete the survey portion of the study. If your child also participates in 

the individual interviews this will take an additional 15 to 20 minutes of your child’s time. Your 

child will not be compensated for their time.    

 

Contact Information  

If you or your child have any questions or concerns about the study, you may contact Scotia at 

941-448-6419 or Dr. Joseph Morgan at 702-895-3329.  For questions regarding the rights of 

research subjects, any complaints or comments regarding the manner in which the study is being 

conducted you may contact the UNLV Office of Research Integrity – Human Subjects at 

702-895-2794, toll free at  888-581-2794, or via email at IRB@unlv.edu.  

 

Voluntary Participation  

Your child’s participation in this study is voluntary. Your child may refuse to participate in this 

study or in any part of this study.  Your child may withdraw at any time without prejudice to 

your relations with the university. You or your child is encouraged to ask questions about this 

study at the beginning or any time during the research study. Your decision whether or not to 

allow your child to participate in this study will not affect your child’s grades or participation in 

school.  

 

Confidentiality  

All information gathered in this study will be kept completely confidential. Participants will 

create four digit codes at the beginning of the study and will be used and written on all 
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documents. The code form which identifies participant’s identity and their individual code will 

be securely stored in a locked facility on UNLV campus which only the researchers will have 

access to. An electronic master key will be created which links participants identifying 

information to their four digit code and it will be password protected and stored on Google Drive 

that only the research team has access to, along with all other electronic data. Paper data will be 

stored in a locked facility and will be permanently destroyed 3 years after the completion of the 

study.  

 

 

 

 

Participant Consent:  

I have read the above information and agree to allow my child to participate in this study.  I am 

at least 18 years of age.  A copy of this form has been given to me. 

 

 

 

              

Signature of Parent                                             Child’s Name (Please print)  

 

 

 

              

Parent Name (Please Print)       Date                                         

     

 

 

 

 

 

Individual Interview with Audio Taping  

 

I agree to allow my child to participate in the individual interviews and to be audio recorded 

during the interview for the purpose of this research study.  

 

 

 

 

              

Signature of Parent                                             Child’s Name (Please print)  

 

 

 

              

Parent Name (Please Print)       Date                                          
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Appendix J: Student Assent Form 

 

 
 

ASSENT TO PARTICIPATE IN RESEARCH 
 

Exploring the Intersection of Stress, Resilience, and Students Relationship with Their 

Teachers among Students with Emotional and Behavioral Disorders 

 
 
1. My name is Scotia Hammond. My research partners name is Dr. Joseph Morgan.  
 
2. We are asking you to take part in a research study because we are trying to learn more about students 

stress, resilience, and student’s relationship with their teachers.   
 
3. If you agree to be in this study you will be asked to complete four surveys. The first survey will collect 

your demographic information including your age, race, and current grade level. The second survey will 
measure your current levels of stress, the third survey will measure your resilience, and the fourth 
survey will measure your relationship with your teacher. These surveys are expected to take a 
maximum of 45 minutes.   

 Six students will be randomly selected to participate in an individual 15-20 minute interview with the 
researchers. If you are agree to participate, and are selected, you will be asked questions about your 
current stressors and your current relationship with your teacher. The interviews will be audio recorded 
so the researchers can transcribe the interview afterwards. The audio file will be stored in a locked 
facility on UNLV campus and only the research team will have access to it. If you agree to participate 
in the study or not, you will not have any changes to your classes at school. Besides the surveys and 
interview there are no other unique activities that you will experience if you participate in the study. 
Students who participate in the study will be removed from the classroom to complete the survey and 
interview (if selected) in a private setting on school campus (such as the library, conference room, 
empty classroom, etc.). Students who do not participate in the study will remain in their regularly 
scheduled class.   

 
4. There is only a small level of risk associated with participating in this study. You may feel uncomfortable 

answering questions on the survey or during the interview. You do not have to answer any questions 
that you do not want to. You may ask for a parent or teacher to be present during the interviews if you 
feel more comfortable. You can ask the researchers to stop the interview at any time. There is a small 
risk that the information you share on the surveys and during interviews could be connected to you. To 
prevent this from happening you will create a four digit code that you will use on all materials. The 
information will be securely stored and will be permanently deleted three years after the study.   

 
5. You will not receive any compensation for participating in this study. Your decision whether or not to 

participate in this study will not affect your grades or participation in school.  
 
6. Please talk this over with your parents before you decide whether or not to participate. We will also ask 

your parents to give their permission for you to take part in this study.  But even if your parents say 
“yes” you can still decide not to do this.  If you or your parent decide not to participate in the study then 
the research team will not call you to come out of your class.  
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7. If you don’t want to be in this study, you don’t have to participate. Remember, being in this study is up 
to you and no one will be upset if you don’t want to participate or even if you change your mind later 
and want to stop. 

 
8. You can ask any questions that you have about the study. If you have a question later that you didn’t 

think of now, you can call Scotia at 941-448-6419, or Dr. Joseph Morgan at 702-895-3329. You may 
call either of us at any time to ask questions. If we have not answered your questions or you do not feel 
comfortable talking to us about your question, you or your parent can call the UNLV Office of Research 

Integrity – Human Subjects at 702-895-2794 or toll free at 888-581-2794. 
  
9. Signing your name at the bottom means that you agree to be in this study. You and your parents will 

be given a copy of this form after you have signed it. 
 
 
 
 
             

Print your name      Date 

 

 

 
          

Sign your name 

 

 

 

Individual Interview with Audio Taping  

 

I agree to participate in the individual interviews and to be audio recorded during the interview 

for the purpose of this research study.  

 

 

 

 

             

Signature of Participant                                            Date  

 

 

 

        

Participant Name (Please Print)                                         
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Appendix K: Informed Consent (Student 18+) 

 

 
 

INFORMED CONSENT  

Department of Early Childhood, Multilingual, and Special Education 

   

 

TITLE OF STUDY: Exploring the Intersection of Stress, Resilience, and Students Relationship 

with Their Teachers among Students with Emotional and Behavioral Disorders 

 

INVESTIGATOR(S): Scotia Hammond, M.Ed., BCBA and Joseph Morgan, Ph.D. 

For questions or concerns about the study, you may contact Scotia at 941-448-6419 or Dr. 

Joseph Morgan at 702-895-3329.   

For questions regarding the rights of research subjects, any complaints or comments regarding 

the manner in which the study is being conducted, contact the UNLV Office of Research 

Integrity – Human Subjects at 702-895-2794, toll free at 888-581-2794 or via email at 

IRB@unlv.edu. 

   

 

 

Purpose of the Study 

You are invited to participate in a research study.  The purpose of these study is to understand 

the relationship between student stress, student stress, and student’s relationship with their 

teacher. 

 

Participants 

You are being asked to participate in the study because you are currently enrolled in 9th – 12th 

grade and are receiving special education services for “Emotional Disturbance”.  

 

Procedures  

If you volunteer to participate in this study you will be asked to complete four surveys. The first 

survey will collect your demographic information including your age, race, and current grade 

level. The second survey will measure your current levels of stress, the third survey will measure 

your resilience, and the fourth survey will measure your relationship with your teacher. These 

surveys are expected to take a maximum of 45 minutes.  Six students will be randomly selected 

to participate in an individual 15-20 minute interview with the researchers. If you are agree to 

participate, and are selected, you will be asked questions about your current stressors and your 
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current relationship with your teacher. The interviews will be audio recorded so the researchers 

can transcribe the interview afterwards. The audio file will be stored in a locked facility on 

UNLV campus and only the research team will have access to it. Lastly, the researchers will be 

requesting access to your educational records to confirm and document the services you 

receiving for ED. If you agree to participate in the study or not, you will not have any changes to 

your classes at school. Besides the surveys and interview there are no other unique activities that 

you will experience if you participate in the study. Students who participate in the study will be 

removed from the classroom to complete the survey and interview (if selected) in a private 

setting on school campus (such as the library, conference room, empty classroom, etc.). Students 

who do not participate in the study will remain in their regularly scheduled class.   

 

 

Benefits of Participation  

There may not be direct benefits to you as a participant in this study.  However, we hope to learn 

more about students stress, resilience, and student’s relationship with their teachers.   

 

Risks of Participation  

There is only a small level of risk associated with participating in this study. You may feel 

uncomfortable answering questions on the survey or during the interview. You do not have to 

answer any questions that you do not want to. You may ask for a parent or teacher to be present 

during the interviews if you feel more comfortable. You can ask the researchers to stop the 

interview at any time. There is a small risk that the information you share on the surveys and 

during interviews could be connected to you. To prevent this from happening you will create a 

four digit code that you will use on all materials. The information will be securely stored and will 

be permanently deleted three years after the study.   

 

Cost /Compensation   

There will not be financial cost to you to participate in this study.  You will not receive any 

compensation for participating in this study. Your decision whether or not to participate in this 

study will not affect your grades or participation in school. If you decide to participate in this 

study you will spend a maximum of 45 minutes completing surveys. If you also participate in the 

individual interview portion of the study that will take an additional 15 to 20 minutes.  

 

Confidentiality  

All information gathered in this study will be kept completely confidential. Participants will 

create four digit codes at the beginning of the study and will be used and written on all 

documents. The code form which identifies participant’s identity and their individual code will 

be securely stored in a locked facility on UNLV campus which only the researchers will have 
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access to. An electronic master key will be created which links participants identifying 

information to their four digit code and it will be password protected and stored on Google Drive 

that only the research team has access to, along with all other electronic data. Paper data will be 

stored in a locked facility and will be permanently destroyed 3 years after the completion of the 

study.  

 

Voluntary Participation  

Your participation in this study is voluntary. Your decision whether or not to participate in this 

study will not affect your grades or participation in school. If you don’t want to be in this study, 

you don’t have to participate. Remember, being in this study is up to you and no one will be 

upset if you don’t want to participate or even if you change your mind later and want to stop. 

 

Participant Consent:  

I have read the above information and agree to participate in this study.  I have been able to ask 

questions about the research study.  I am at least 18 years of age.  A copy of this form has been 

given to me. 

 

 

             

Signature of Participant                                             Date  

 

       

Participant Name (Please Print)                                               
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Audio Taping: 

I agree to participate in the individual interviews and to be audio recorded during the interview 

for the purpose of this research study.  

 

 

 

             

Signature of Participant                                             Date  

 

 

 

        

Participant Name (Please Print)                                           
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Appendix L: Student Code Form 

 

 

Student (Made-Up) Code Form 

 

 

Your Full Name: _________________________________________________________ 

 

 

School: _________________________________________________________________ 

 

 

Teacher’s Name: _________________________________________________________ 

 

 

To protect your privacy and confidentiality, create a 4 digit code to be used in the study.  

 

 

4 digit code: __________________________ 

 

Please use this 4 digit code on all forms. Do not use real names on surveys or interviews. See the 

consent form for additional information regarding privacy and confidentiality. This form were 

stored securely to connect real names to codes.  
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Appendix M: Steps of Quantitative Data Collection Process 

 

1. Escort student out of their classroom, to a private room on campus (i.e., empty classroom, 

empty teacher break room, virtual breakout room).  

2. Reviewed the study with the student, provided the student with a paper handout of the 

student assent form, students were instructed to sign the form only if they understand and 

would like to participate in the study. Students were reminded they can stop participating 

at any time.  

3. Ask student if they would like a trusted adult to accompany them (i.e., teacher, teacher’s 

aide, or any school staff members). 

4. Provide student with a paper copy of the packet that includes the demographic 

information form, CYRM-R, ASQ-S, and S-TRSI questionnaire.  

5. Briefly review and explain the instructions for each questionnaire, ask the student if they 

would like to complete the packet independently or if they would like me to verbally read 

out loud the questions 

6. Once all forms have been completed, thank the student for their time, and ask them if 

they would like to continue with the qualitative portion of the study, take a break, or 

complete the qualitative portion of the study on another day. 

7. Return student to classroom if they chose to complete the qualitative portion another day, 

continue with the steps outlined in the qualitative data collection process if student choses 

to continue.  
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Appendix N: Steps of Qualitative Data Collection Process 

 

1. Escort participant out of the classroom, to a private room on campus (i.e., empty 

classroom, empty teacher break room, virtual breakout room) or stay in the current room 

if student selected to continue to do qualitative portion of the study immediately after 

quantitative portion of the study.  

2. Ask student if they would like a trusted adult to accompany them (i.e., teacher, teacher’s 

aide, or any school staff members). 

3. Confirm with the participant that they consent to this interview being audio-recorded. 

Turn on the audio recorder. 

4. Being introducing yourself, thank participant for their time, review the purpose of this 

interview, and remind participant they can stop at any time. Answer any questions during 

this time.  

5. Begin interview by asking first interview question (refer to Table 7 for student questions 

and Table 8 for teacher questions). 

6. Ask unscripted question to probe further into information. 

7. Continue this process of asking scripted questions and probe questions until all of the 

questions had been answered with sufficient detail to the researcher. 

8. End the interview by thanking participant for their time, asking them if they have any 

questions, and returning them to their classroom.  

 

  



   

 

144 

 

Appendix O: Student Demographic Survey 

 

 

Student Demographics Survey 

 

1. Write your code created for the study: ____________________ 

 

2. What is your gender? 

a. Female 

b. Male 

c. Non-binary 

d. Prefer not to answer 

 

3. What is your race/ethnicity? 

a. Asian/Pacific Islander 

b. Black/African American 

c. Latinx  

d. Mixed:_________ 

e. White/Caucasian 

f. Other:____________ 

g. Prefer not to answer 

 

4. How old are you? ___________________ 

 

5. What grade are you in? __________________ 
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Appendix P: Child and Youth Resilience Measure 

 

Student Code #__________ 

 

 1 2 3 4 5 

 Not at all  A little Somewhat Quite a bit A lot 

1 I get along with people 

around me 

 

1 2 3 4 5 

2 Getting an education is 

important to me 

 

1 2 3 4 5 

3 I know how to behavior/act 

in different situations (such 

as school, home and 

church) 

 

1 2 3 4 5 

4 My parent(s)/caregiver(s) 

really look out for me 

 

1 2 3 4 5 

5 My parent(s)/caregiver(s) 

know a lot about me (for 

example, who my friends 

are, what I like to do) 

 

1 2 3 4 5 

6 If I am hungry, there is 

enough to eat 

 

1 2 3 4 5 

7 People like to spend time 

with me 

 

1 2 3 4 5 

8 I talk to my 

family/caregiver(s) about 

how I feel (for example 

when I am hurt or sad) 

 

1 2 3 4 5 

9 I feel supported by my 

friends 

 

1 2 3 4 5 

10 

 

 

 

 

 

I feel that I belong at my 

school 

 

 

 

 

1 2 3 4 5 
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Student Code #__________ 

 

 

 

 1 

Not at all 

2 

A little 

3 

Somewhat 

4 

Quite a bit 

5 

A lot 

11 My family/caregiver(s) care 

about me when times are 

hard (for example if I am 

sick or have done 

something wrong)  

 

1 2 3 4 5 

12 My friends care about me 

when times are hard (for 

example if I am sick or 

have done something 

wrong) 

 

1 2 3 4 5 

13 I am treated fairly in my 

community 

 

1 2 3 4 5 

14 I have chances to show 

others that I am growing up 

and can do things by myself 

 

1 2 3 4 5 

15 I feel safe when I am with 

my family/caregiver(s) 

 

1 2 3 4 5 

16 I have chances to learn 

things that will be useful 

when I am older (like 

cooking, working, and 

helping others) 

 

1 2 3 4 5 

17 I like the way my 

family/caregiver(s) 

celebrates things (like 

holidays or learning about 

my culture) 

 

1 2 3 4 5 
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Appendix Q: Shortened Version of the Adolescents Stress Questionnaire 

 

Student Code #__________ 

 

 1 2 3 4 5 

 Not at all 

stressful (or has 

not happened) 

A little 

stressful 

Moderately 

stressful 

Quite 

stressful 

Very 

stressful 

1. Arguments at home 

 

1 2 3 4 5 

2. Disagreement between 

your parents 

 

1 2 3 4 5 

3. Disagreement between 

you and your mother 

 

1 2 3 4 5 

4. Disagreement between 

you and your father 

 

1 2 3 4 5 

5. Having to study things 

you do not understand 

 

1 2 3 4 5 

6. Teachers expecting too 

much from you 

 

1 2 3 4 5 

7. Keeping up with school 

work 

 

1 2 3 4 5 

8. Getting up early in the 

morning to go to school 

 

1 2 3 4 5 

9. Going to school 

 

1 2 3 4 5 

10. Getting along with your 

boy/girl-friend 

 

1 2 3 4 5 

11. Breaking up with your 

boy/girl-friend  

 

1 2 3 4 5 

12. Making the relationship 

with your boy/girl-

friend work 

 

 

1 2 3 4 5 
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Student Code #__________ 

 

    

  

 

 

 

 

1 

Not at all 

stressful (or has 

not happened) 

2 

A little 

stressful 

3 

Moderately 

stressful 

4 

Quite 

stress

ful 

5 

Very 

stressful 

13. Pressure to fit in with 

peers 

 

 

1 2 3 4 5 

14. Being hassled for not 

fitting in  

 

1 2 3 4 5 

15. Peers hassling you 

about the way you look 

 

1 2 3 4 5 

16. Being judged by your 

friends 

 

1 2 3 4 5 

17. Lack of respect from 

teachers 

 

1 2 3 4 5 

18. Not being listened to by 

teachers 

 

1 2 3 4 5 

19. Getting along with your 

teachers 

 

1 2 3 4 5 

20. Concern about your 

future 

 

1 2 3 4 5 

21. Having to make 

decisions about future 

work or education  

 

1 2 3 4 5 

22. Putting pressure on 

yourself to meet your 

future goals 

 

1 2 3 4 5 

23. Not getting enough 

time for leisure 

 

 

1 2 3 4 5 
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Student Code #__________ 

 

    

  

 

 

 

 

1 

Not at all 

stressful (or has 

not happened) 

2 

A little 

stressful 

3 

Moderately 

stressful 

4 

Quite 

stress

ful 

5 

Very 

stressful 

24. Not enough time for 

activities outside of 

school hours 

 

1 2 3 4 5 

25. Having too much 

homework 

 

1 2 3 4 5 

26. Not enough money to 

buy the things you need 

 

1 2 3 4 5 

27. Not enough money to 

buy the things you want 

 

1 2 3 4 5 
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Appendix R: Student Version of the Teacher-Student Relationship Inventory 

 

Student Code #__________ 

 

 1 2 3 4 5 

 Almost never 

true 

Seldom 

true 

Sometimes 

true 

Often 

true 

Almost 

always true 

1. I enjoy attending the 

class of this teacher. 

 

1 2 3 4 5 

2. My relationship with 

this teacher is positive. 

 

1 2 3 4 5 

3. If this teacher retires or 

leaves the school, I will 

miss him/her. 

 

1 2 3 4 5 

4. I am happy with my 

relationship with this 

teacher. 

 

1 2 3 4 5 

5. I like this teacher. 

 

1 2 3 4 5 

6. If I have a problem at 

home, I will ask this 

teacher for help. 

 

1 2 3 4 5 

7. I share about my 

personal life with this 

teacher. 

 

1 2 3 4 5 

8. If I need help, I will go 

to this teacher. 

 

1 2 3 4 5 

9. If I need someone to 

listen to me, I will go to 

this teacher. 

 

1 2 3 4 5 

10. I depend on this teacher 

for advice. 

 

1 2 3 4 5 

11. This teacher frustrates 

me more than other 

teachers who teach my 

class.  

 

1 2 3 4 5 
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 Student Code #__________ 

 

 

    

  1 2 3 4 5 

  Almost never 

true 

Seldom 

true 

Sometimes 

true 

Often 

true 

Almost 

always 

true 

12. I cannot wait for this 

year to be over because 

I do not want to be 

taught by this teacher 

again. 

 

1 2 3 4 5 

13. If this teacher is absent, 

I feel relieved. 

 

1 2 3 4 5 

14. If I am not taught by 

this teacher, I were able 

to enjoy my class more. 

  

1 2 3 4 5 
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Appendix S: Teacher Code Form 

 

 

Teacher (Made-Up) Code Form 

 

 

Your Full Name: _________________________________________________________ 

 

 

School: _________________________________________________________________ 

 

 

 

To protect your privacy and confidentiality, create a 4 digit code to be used in the study.  

 

 

4 digit code: __________________________ 

 

Please use this code on all forms. Do not use real names on surveys or interviews. See the 

consent form for additional information regarding privacy and confidentiality. This form were 

stored securely to connect real names to codes.  
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Appendix T: Teacher Demographics Survey 

 

 

Teacher Demographics Survey 

 

1.  Write your code created for the study: ____________________ 

 

2. What is your gender? 

e. Female 

f. Male 

g. Non-binary 

h. Prefer not to answer 

 

3. What is your race/ethnicity? 

h. Asian/Pacific Islander 

i. Black/African American 

j. Latinx  

k. Mixed:_________ 

l. White/Caucasian 

m. Other:____________ 

n. Prefer not to answer 

 

4. What grade level are you currently teaching? 

a. 9th grade 

b. 10th grade  

 

5. How many years have you been teaching? 

a. 1-3 years  

b. 4-7 years 

c. 8-10 years 

d. 10 or more years 

 

6. What is your highest level of education (completed)? 

a. Associates Degree 

b. Bachelor’s Degree 

c. Master’s Degree 

d. Doctoral Degree 

e. Other: __________ 

f. Prefer not to answer 
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Appendix U: Teacher-Student Relationship Inventory 

 

 

Teacher Code #______   

 

Student Code #______  

 1 2 3 4 5 

 Almost never 

true 

Seldom 

true 

Sometimes 

true 

Often 

true 

Almost 

always true 

1. I enjoy having this 

student in my class. 

 

1 2 3 4 5 

2. If the student has a 

problem at home, 

he/she is likely to ask 

for my help. 

 

1 2 3 4 5 

3. I would describe my 

relationship with this 

student as positive. 

 

1 2 3 4 5 

4. This student frustrates 

me more than most 

other students in my 

class. 

 

1 2 3 4 5 

5. If this student is absent, 

I will miss him/her. 

 

1 2 3 4 5 

6. The student shares with 

me things about his/her 

personal life. 

 

1 2 3 4 5 

7. I cannot wait for this 

year to be over so that I 

will not need to teach 

this student next year. 

 

1 2 3 4 5 

8. If this student is absent, 

I feel relieved. 

 

1 2 3 4 5 

9. If this student needs 

help, he/she is likely to 

ask me for help. 

 

1 2 3 4 5 
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  1 2 3 4 5 

  Almost never 

true 

Seldom 

true 

Sometimes 

true 

Often 

true 

Almost 

always 

true 

10. The student turns to me 

for a listening ear or for 

sympathy.  

 

1 2 3 4 5 

11. If this student is not in 

my class, I were able to 

enjoy my class more.  

 

1 2 3 4 5 

12. The student depends on 

me for advice or help.  

 

1 2 3 4 5 

13. I am happy with my 

relationship with this 

student. 

 

1 2 3 4 5 

14. I like this student. 

 

1 2 3 4 5 
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Appendix V: Representative Student and Teacher Statements on Characteristics of 

Student-Teacher Relationship 

Characteristic Student Statement Teacher Statement  

Caring “if kids are having a hard 

time at school like with the 

work, he [the teacher] will 

actually sit down with you 

and help you with it 

[schoolwork]… he will walk 

around and make sure every 

person is doing good… we 

can always ask him for help 

and he will help us” 

 

“he found a website and puts 

it on just for me so I can 

learn how to read” 

 

“She’s real helpful… if 

somethings like difficult to 

explain, she explains it the 

best way she can, she 

explains it how it is, she 

“let them [students] know we 

love them”.  

 

“dealing with kids, or 

students, who have been in 

trauma who have had trauma, 

just being patient, 

understanding” 

 

“if something happens at 

home on the weekend prior, 

it’s still on their mind, it’s 

still fresh, and it’s still 

bothering them, that’s going 

to determine the kind of day 

they have here, cause their 

angry, their upset, they 

cannot channel those 

emotions so I give them space 

to decompress, obviously they 
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explains how the world 

works, which is good because 

it’s really gonna help us as 

young adults to know how to 

fully do stuff” 

 

“he has couches just for us 

kids so if someone gets tired 

they can go sleep on the 

couch” 

 

“she [the teacher] doesn’t 

really get angry at us, she’s 

[the teacher] not strict she’s 

not like “do this or else I’ll 

take away this” she gives us 

strikes, like we would get two 

strikes and we won’t get our 

incentive at the end of the 

day… so instead of [the 

teacher] going like “you got 

in trouble, go straight to 

punishment” this keeps us 

can’t do it at home so you 

have a safe space here to do 

it”. 

 

“if students come to me and 

say hey you know my parents 

or my mom can’t pay the rent 

or we don’t have a lot of food 

so like we have all these 

resources too we have a 

resource person here so I put 

all the stuff up [points to tack 

board with various printed 

flyers tacked on it] and then I 

write things down so there 

parents can you know they 

have those phone numbers or 

those resources or whatever 

they don’t have to struggle to 

find them” 
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[students] in check, because 

if we didn’t have strikes like 

you go straight to 

punishment, no one would 

have fun”.  

 

 

Respectful “he’s respectful, the way he 

talks to you, and he listens to 

you” 

 

“nothing is sugar coated. She 

keeps it real. That’s what I 

want, you should tell it how it 

actually is” 

 

“I mean you know the kids 

are having a hard time at 

school and like with the work 

he’ll actually sit down with 

you and help you with it. Like 

my other teacher, Ms. 

whatever her name is, I 

“I don’t treat them as if I’m 

the warden and you know, 

theyre down here… I show 

them respect, it’s not like I’m 

your teacher and you better 

listen to me. If you come with 

that mentality you’re not 

going to get anywhere.”  

 

“I don’t’ judge them or 

condemn them”  

  

“I talk to them like regular 

kids, I talk to them as if would 

talk to someone on the 

street”. 
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forgot her name, she use to 

just throw packets on the 

table and tell me to read it, 

and I can read like small 

words but it was like history, 

like really hard words, and 

I’m like I can’t read it and I’ll 

ask her for help and she 

would call me like [racist 

slur] or say I can’t read and 

stuff” 

 

 

 

 

“he might not be as confident 

to speak on it in front of the 

other students because he 

might not be sure hes saying 

the right thing” 

 

  

 

 

 

 

“I’m just myself with it, you 

can ask any questions, 

whatever, they’re going to get 

honesty from me” 

 

“I have to just be straight 

up… I have to be completely 

transparent and honest [with 

the students]” 
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“It has to make sense for 

them. With elementary 

[students] you can kind of 

distract them from being 

upset, kind of joke with them, 

talk about whatever, then 

they’re ready to come back in 

[the classroom]… with high 

school [students] you have to 

address their concern, make 

it make sense… Once they 

think I’m trying to fool them, 

then it’s over” 

 

Dependable “she’s always there for me” 

 

“she [the teacher] got my 

back” 

 

“we can always ask him for 

help and he will help us” 

 

“I follow through so they 

know that I care” 

 

“If I say I’m gonna do 

something then I’m gonna try 

do it… I’m not going to give 

you false promises or false 

hope” 
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“[I like] when someone talks 

to me”  

 

“she [the teacher] listens to 

me” 

 

 

 

“Letting them know that I’m 

there, I’m all in, and I show 

up every day because theyre 

here, so that’s my main focus 

is just showing up because 

they’re here.” 

 

“With any new student, or 

any person you meet, you 

have to build that trust, so I 

always start from a 

foundation of trust and I let 

them know hey you can trust 

me, whatever we talk about is 

confidential, however I can 

assist I’m here for you, so I 

slowly build it and eventually 

it’s like hey I need to talk to 

you, so I’m really big on 

trust” 
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“A lot of times students just 

want to vent and tell you 

whats happening or what 

they’re going through and it’s 

not always for us to figure out 

how to solve it, it’s just they 

need somebody to listen to 

them, so my biggest thing is I 

try to listen.” 

 

“the main thing I try to be 

intentional with is just 

listening, making sure I’m 

always able to listen [to the 

students]” 
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Appendix W: Representative Student Samples on Stress 

 

Type of Stress Student Statement 

School Performance 

 

 

“I worry about my grades because the thing 

is this school, the work load is decreased to 

about half... It’s a huge difference. I worry 

about college. It’s not gonna work out well” 

 

“Graduating. I’m stressed about graduating, 

my GPA (grade point average) when I 

graduate, I wana go to college... I’m not 

graduating this year though, they say I’m a 

little bit behind so I should graduate by like 

December” 

 

Family and Home Life 

 

 

“About losing my grandpa… he has some 

problems”.  

 

“My mom is getting old, she’s 62, she 

should’ve been retired by now but she has to 

work… I don’t think I can take care of her, I 

don’t have the confidence in myself if she 

were to get injured”.  
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Future Uncertainty and Responsibilities 

 

 

“I’m about to be 16, so I want to get a job, I 

want to get a car, but like a job is going to be 

hard… I don’t know how it’s gonna be like… 

tired and stuff”. 

 

“Death, you never know when you’re gonna 

die... sometimes when I’m like laying down 

about to fall asleep I think of stuff my mind 

starts running around and my mind be like the 

hell and my heart start racing and sometimes 

my heart stops beating”. 

 

“I have a fear of hospitals or ambulances or 

police in general because when I was a kid I 

would always get taken to hospitals or 

treatment centers in an ambulance so anytime 

I would hear noises like weewooweewoo 

[emergency vehicle siren noise] it gets to me 

and it makes my heart pound… it would make 

my mouth dry and everything 
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Appendix X: Representative Student Samples on Coping 

 

Coping Strategies Student Statement  

Exercise “It depends on the situation, but like I don’t 

know… Use my coping skills, I’ll go for a 

walk, go for a jog, work out”.  

 

Avoid “I will usually try to walk away… I try to stay 

away from people for the most part, like if 

someone tries to fight me me, I say if you 

punch me, I will fight back, I will start hitting 

back, but other than that if you don’t punch 

me, you don’t attack me, I’m alright”. 

 

“I explode… Like a volcano” 

 

Talking  “I’d talk to my wifey… girlfriend… online we 

see each other quite often… she helps me 

better than anyone else which is crazy” 

 

Problem Solve “really taking time my time and planning 

things, I’m not on any timer… oh I have to 

hurry and do this but I’m like I don’t really 

have to because I can take my time with it and 
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doing that it’s gonna be way more better than 

compared to rushing it… sometimes those 

thoughts creep back up on… I just gotta take 

things slow and do things day by day cause 

like what was that saying? I think its Rome 

wasn’t built in a day, and I imagine all that 

stuff took like a long time to do”. 

 

Access Resources  “First I would go online and I would search. 

If I didn’t have to access to internet then I 

would go to nearby quick care and ask for 

help”. 

 

Sense of Control “play a video game to help you chill out… 

when you’re in the video game you’re 

definitely not controlled by anything which 

can put a lot of relief on your mind, and this 

is mainly for people who don’t feel like they 

have a lot of control in their life. I’d 

recommend getting a gang load of video 

games, I don’t care what kind, if it helps you 

feel like you control something, or better yet, 

get some Legos, build that… control that, as 
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long as it gives you that bit of sensation that 

you feel like you are in control of something, 

then that definitely do it, atleast for me”. 

 

Food “Get a Dr. Pepper, listen to my music, and 

really just chill out you know, or maybe get a 

vanilla Frappuccino” 
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Fall 2022  Co-Investigator 

   Principal Investigator: Dr. Jabari Taylor, Ph.D 

   University of Nevada, Las Vegas  

   Invited by principal to conduct a program evaluation. Collected de- 

    identifiable student Individualized Education Plan data for   

    analysis. Collaborated with three other colleagues on this project. 

 

Summer 2016  Research Assistant 

   Principal Investigator: Dr. Jennifer Rennels, Ph.D. 

   University of Nevada, Las Vegas 

Baby and Child Rebel Lab at University of Nevada, Las Vegas 

Coding the data related to researching perceptual learning for 

infants and toddlers.  Audit surveys.   

 

AWARDS 

 2022   Rodman Endowment Professional Development Award  

 2017    Dean’s List, University of Nevada Las Vegas 

2015  Semi-Finalist Undergraduate Transfer Scholarship, Jack Kent 

Cooke Foundation   

2015 Most Influential Leader, Project InVEST, Invest Financial 

Company  

2015   Best Essay, Project InVEST, Invest Financial Company 

2013 – 2015  Phi Theta Kappa, State College of Florida Manatee-Sarasota 

 2012 – 2015  Dean’s List, State College of Florida Manatee-Sarasota 

 

LICENSURE   

2021 – Current Board Certified Behavior Analyst – 1-21-56818 

2021 – Current Licensed Behavior Analyst, Nevada – LBA0607 

2017 – 2022  Registered Behavior Technician – BACB367886  
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PROFESSIONAL MEMBERSHIPS  

Association for Behavior Analysis International (ABAI) 

 Divisions: 

 Behavioral Development 

 Forensic Behavior Analysis Special Interest Group 

 Positive Behavior Support 

 

Council for Exceptional Children (CEC) 

 Divisions: 

 Teacher Education Division (TED) 

 Teacher Educators for Children with Behavior Disorders (TECBD) 

 

Council for Learning Disabilities (CLD) 

 

 


