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Abstract 

The purpose of this study was to discover what variables from the home and the high 

school may be related to a student having a high resilience score. The participants for 

the current research were all young women who attended the same all-girls, Catholic 

high school in the Midwest and were alumnae of the school. 

Resilience is defined as the ability to bounce back from adversity, change or 

stress, and the learning from that challenge so as to lead a productive and positive 

life. Using the Resilience Scale™ (Wagnild, 2011) as a tool to determine a resilience 

score, participants completed a survey. Analyses were conducted to determine which 

variables were significant contributors to higher resilience scores. The current 

research indicated that there were high school and home variables that influenced 

resilience scores. Significant school variables included class participation, taking 

leadership positions, being involved in activities and athletics. Home variables that 

affected resilience included completing chores, working, experiencing the 

unemployment of a parent and having consequences for failing grades. 

There are specific ways to increase resilience, and it is important for school 

administrators and parents to work collaboratively to assist young women, to develop 

higher resilience. The current research provides the data, the analysis and suggestions 

for school administrators and parents to teach resilience.  
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Chapter One 

Variables in the Home and High School that Relate to Resilience Scores 

Resilience is simply defined as bouncing back from disappointment. This 

concept of resilience, that is getting knocked down but having the skills, courage, or 

drive to get up again, is essential for educators to study, as school administrators and 

parents prepare today’s youth for college. With the help of research, one may be able 

to define specific strategies that will build more resilience in children. Resilience also 

means that one not only bounces back, but one has also learned, adapted and changed 

because of a challenging experience. Persistence is closely related to resilience; the 

Merriam-Webster Dictionary (2012) defines persistence as, “existing for a long or 

longer than usual time or continuously.” The key difference between persistence and 

resilience is that resilience is not only about spending longer on an activity or pursuit, 

but also staying with something even though one is immersed in a challenging or 

stressful set of circumstances and then learning from that experience. There is an 

element of persistence in resilience, but resilience is more than just time on task. The 

need to understand what makes a person more resilient is important, because resilient 

people are able to bounce back from adversity and complete their goals better than 

those who are less resilient. 

According to the National Center for Educational Statistics (2006), “The 

average weighted graduation rate in 2004 was 57 percent. This graduation rate 

reflects the bachelor’s degree completion rate of full-time, first-time, bachelor’s 

degree-seeking freshmen who first enrolled in a 4-year college or university in fall 

1998 and graduated from the same institution by 2004 (i.e., within 6 years). For these 
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students, just under 60 percent completed a bachelor’s degree in 6 years” (p. 15). 

Having a highly educated society is imperative for our future financial, political and 

physical security as Americans. A well-educated citizenry will create future high 

earnings in the work force to support social security and provide economic 

development (Baum, Ma, & Payea, 2010). A college graduate is also more likely to 

be able to meet basic needs, be gainfully employed, and have greater life satisfaction 

(Cheung & Chen, 2009). These qualities all create a better community and society in 

general. Therefore, it is in society’s best interest not only to enroll more students in 

higher education but also to create an environment that nurtures their desire and 

ability to stay in higher education and complete a degree. The current study attempted 

to examine why some students were more resilient in college than others. Being 

resilient in college does not just happen on its own. It is important to go back and 

look at factors during high school that may predict high resilience in college. 

The intent of this study was to understand the relationship between variables 

at home, at high school, and then at college that predicted the resilience of female 

college freshman so, a) school faculty and administrators were able to communicate 

to parents the home influences that predict a more resilient college freshman, and b) 

the high school faculty and administration could systematically institute procedures 

and policies that would enhance resilience in preparing female students for college. 

 Purpose Statement  

An alarming number of college freshmen drop out of college, even those who 

are prepared academically (Ishitani & Des Jardins, 2003; Kantrowitz, 2009; Mercer, 

2010; Noel, Levitz, Saluri, & Associates, 1985; Tinto, 1993). Correlational studies 
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between high resilience and variables in the home and high school indicate a need for 

high schools to prepare students for a successful college experience. A number of 

research studies have been conducted which correlated ACT or SAT scores to college 

drop-out rates (Covington, 2000; Lotkowski, Robbins, & Noeth, 2004). In those 

studies, the higher the student attained on the ACT score, the more likely the student 

was to complete college. Working from a general perspective to a more specific 

entity, other studies showed how minority students navigated the college system from 

matriculation to graduation (Flores & Gonzales, 2002; Gloria & Robinson Kurpius, 

2001; Luthar, 1991; Ness, 2001; Tracey & Sedlacek, 1989). Consistent findings 

revealed that students needed to feel connected to their university or know an adult 

who provided support or guidance, but these studies focused on what the university 

did or should do (Clinton, 2004; Flores et al., 2002; Gloria et al., 2001; Kelly et al., 

2001; Luthar, 1991; Tracey et al., 1989) and not what the high schools can do to 

better prepare their students to be more resilient.   

To understand how to better prepare high school students, it was important to 

study what variables were in place at the high school to train students for the college 

experience. It was also imperative to investigate what variables were present in the 

home to prepare students to attain higher resilience scores. Schools cannot be the sole 

source of training and preparation for life. Student success is created through a 

partnership between the school and the family. Increasing the number of resilient 

students is a vital issue for college preparatory high schools. Parents who send their 

children to a college preparatory school do so with the understanding that their 

children will be successful in college, not just academically, but socially and 
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emotionally as well. The purpose of the present study was to examine the relationship 

between the programs and structures of a college preparatory high school and the 

resilience scores of female students. It also identified the home variables that created 

more resilient young women. 

For the purpose of this study, the term resilience was defined as the ability to 

bounce back from adversity, change or stress, and the learning from that challenge so 

as to lead a productive and positive life. 

Methodology 

This research was correlational and utilized a survey instrument comprised of 

three parts. Part one was completed by all respondents and was used to establish a 

Resilience Score. Part two was for all participants and had specific questions about 

the high school and home environments. The last part was completed only by those 

participants who graduated in 2011 and contained questions specifically related to the 

college experience. The same participants completed all parts of the survey 

consecutively.  

The first survey, the Resilience Scale™ (Wagnild, 2011), has been shown as 

reliable. Numerous studies have used the Resilience Scale™ (Wagnild, 2011) to 

determine resilience with an array of age groups and in a variety of fields. It has been 

used for research in the health fields (Armando, da Motta, & Pinto, 2010; Caltabiano 

& Caltabiano, 2006; Martins, dos Santos, Hilgert, de Marchi, Hugo, & Padilha, 

2011), in psychology (Hmieleski & Carr, 2007; Humphreys, 2003; Runkewitz, 

Kirchmann, & Strauss, 2006), and in education (Hunter & Chandler, 1999; Ming-hui, 

2008; Neill & Dias, 2001).  
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The second part of the survey consisted of questions related to the student’s 

home and high school experiences. The final part of the survey included college 

experience questions for the participants who graduated in 2011. These survey 

questions were formulated from evaluating the current research and through anecdotal 

observations and conversations with college and high school students, counselors, 

parent groups and teachers. 

All responses were gathered by a web-based internet survey link. The sample 

included two groups. One group consisted of 2011 graduates of the high school and 

the other 2013 seniors of a Midwestern, Catholic, all-girls college preparatory high 

school. A significant fact regarding the college preparatory high school used in this 

survey was that 100 percent of the Class of 2011 was accepted to college. An 

electronic request was sent to all students whom the school graduated in May 2011. 

This included 163 students. The 2013 senior class population was 145 students.  

Research Questions 

The purpose of the current study was to answer the following questions: 

1. What variables in the home predict a resilient student? 

2. What variables in the high school predict a more resilient student? 

3. How do formal leadership opportunities impact resilience? 

4. How does parental involvement during high school and college predict 

resiliency? 

Hypotheses 

1. Students who are actively engaged in activities in high school are more 

resilient. 
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2. Students who have experienced some disappointment are more resilient. 

3. Students who have been overscheduled are less resilient than those who are 

not. 

4. Student athletes are more resilient than those who do not participate in 

athletics. 

5. Students whose parents are overly involved are less resilient. 

Delimitations 

One of the most significant delimitations of this study was that it was 

conducted with only young women who attended the same college preparatory, 

Catholic, all-girls, private high school. Future researchers that replicate this study at 

co-educational, male-only or public schools may get different results. 

Limitations 

Since this was a quantitative study, one limitation was that there may have 

been more depth to an answer that could not be explored, because there was not an 

opportunity for the participant to elaborate or explain certain responses. Additionally, 

there was not an opportunity for the researcher to follow up with questions or clarify 

responses. A further limitation would have been the relationship the participants had 

with the researcher as the researcher was the Head of School. Since there was a strong 

alumnae relationship with the alma mater, there may have been additional pressure to 

complete the survey. In addition, correlational studies do not indicate causation. 

A further limitation may have been that to protect the anonymity of 

respondents, there was not a mechanism to track specific respondents and therefore it 

would have been possible for the same person to enter responses more than once. 
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The survey required participants to self-report their cumulative Grade Point 

Average (GPA) and American College Test (ACT) score. A limitation of the current 

study was that self-reporting may not have been an accurate report of the actual GPA 

or ACT score attained. 

Assumptions 

This study assumed that a) participants answered honestly about their level of 

resilience when they took the assessment, b) that participants would accurately record 

their GPA and ACT scores, c) that an array of students would respond to the request 

for participation to create a more valid study, d) that no participant would complete 

the survey more than once, or e) that the standard by which society has defined 

success for citizens of the United States included completion of a college degree.  

Definition of Terms 

There were many definitions for resilience. The definition that best supports 

this study came from Grotberg’s (1994) report from the International Resilience 

Project. “Resilience is a universal capacity which allows a person, group or 

community to prevent, minimize or overcome the damaging effects of 

adversity…resilience may be promoted not necessarily because of adversity, but, 

indeed, may be developed in anticipation of inevitable adversities” (p. 3). The key 

element was that resilience could be developed and should be developed to prepare 

people to respond to and “bounce back” from events that could be considered 

adversarial.  
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A number of the questions on the survey included terms known to those who 

participated that needed to be clarified for the outside reader. These terms were used 

with the following understanding: 

Campus Ministry- an organization that focused on planning, implementing and 

 carrying out retreats, liturgies, service, and action projects for the faith 

 development of the student body. Each year, applications were submitted to a 

 panel of teachers and graduates to select members and make assignments. 

Cut- term used to indicate that a participant was no longer a member of a team or 

 established group. 

Failing grade- at the participating school, any grade below 69% 

Leadership Training- a series of workshops required for any student wishing to run 

 for/hold any elected office, which included student government, honor 

 societies, clubs and athletics. There were six opportunities to attend, and a 

 candidate for leadership must have attended at least three sessions over the 

 course of the year. 

Resilience Scale™- scale used to rate a person’s resilience based on a self-reported 

 inventory. 

Data Collection 

There were three unique parts to the survey. All survey questions were 

quantitative in nature. The Resilience Scale™ (Wagnild, 2011) was a twenty-five 

question survey that was scored by the researcher, trained by the Resilience Scale™ 

(Wagnild, 2011) developers. The researcher-developed surveys asked a variety of 

questions related to the student’s experience in high school and the home 
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environment during high school. Those students who graduated in 2011 had thirteen 

supplemental questions about their college experience. All answers were on a Likert 

Scale. The survey utilized an on-line survey tool and was then uploaded to a data 

analysis program. 

Researcher Resources and Skills 

The researcher was trained in Institutional Review Board procedures and was 

knowledgeable about securing confidential information. The researcher was trained 

by the creators of the Resilience Scale™. 

Participant Protection 

As per the Institutional Review Board, written permission was waived for this 

research. The documentation of consent/assent/parental permission was waived, as 

per 45CFR 46.117, because the research presented no more than minimal risk of harm 

to participants and involved no procedures for which written consent was normally 

required outside of the research context. Participants were informed that they could 

exit from the survey at any time. The online survey tool had the capability to disable 

the IP save address function, and it was disabled.  
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Chapter Two 

Literature Review 

Matriculating from high school to college has become an expectation of high 

school graduates for most American families. For many young people, though, the 

transition to college has been categorized as “unsuccessful,” because the student did 

not stay enrolled at the university or college to complete a degree in the time 

specified by the college or university. There have been a number of studies about this 

phenomenon and a variety of explanations have been put forth (Braxton, 2000; 

Kantrowitz, 2009; Kerr, Johnson, Gans, & Krumrine, 2004; Mercer, 2010; Noel et al., 

1985; Tinto, 1993). Many of the studies looked at the home factors, and others looked 

at what the college or university did to retain the students. Part of the literature has 

examined the specific issue of student resilience as it related to student retention rates 

in college. To better understand the relationship between resilience and successful 

college completion, there was a need for a broad spectrum of review.  

The initial part of this literature review was for the purpose of establishing a 

definition for the term resilience. The next step was to establish the differences 

between the needs and learning preferences of males and females since this study 

focused exclusively on females. Thirdly, it was essential to establish the early history 

of resilience research and how it focused on a very narrow group of children. 

Research to understand resilience then broadened and included not only children in 

dysfunctional households, but also stress in general. The research then progressed to 

identify the common elements or variables related to resilience, which included over-

scheduling. The present study then looked at how the ability to teach resilience may 
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have been important to understand the strategies used in schools to retain students, or 

at least curtail them from dropping out of college. The last part of the literature 

review examined the strategies commonly employed in colleges to retain students, 

which included mentoring programs and encouraging students to become engaged in 

extra- or co-curricular activities. Finally, a review of the studies that have correlated 

student resilience to educational success was produced. 

Definitions of Resilience 

A review of literature offered a wide spectrum of definitions to explain what 

resilience meant. In a very general sense, resilience was the ability to bounce back 

from adversity and challenges in life, especially childhood events that would have 

been considered difficult (Allison, 2012; Campbell-Sills, Cohan, & Stein, 2006; 

Garmezy, 1991; Grotberg, 1994; Luthar, Cicchetti, & Becker, 2000; Martin, 2002; 

Truebridge, 2010; Wolin & Wolin, 1993). Children who had high resilience were able 

to rise above the challenges or difficult circumstances that they encountered and 

successfully maintained a functioning and productive life. Some researchers found 

that resilience was a process that was developed through a series of factors that were 

in place to foster the ability to not only survive but thrive (Alvord & Grados, 2005; 

Calmes, 2012; Mercer, 2010; Waxman, Gray, & Padron, 2003). These factors varied 

from study to study, but there were some commonalities. The challenges should not 

have been limited to poverty, violence or abuse as was the focus of many studies 

(Beeghly, 1994; Bogar & Hulse-Killacky, 2006; Flores, Cicchetti, & Rogosch, 2005; 

Floyd, 1996; Fontaine & Green, 1995; Garmezy, 1991; Greeff & van der Merwe, 

2004; Luthar, 1991; Pomrenke, 2007; Richters & Martinez, 1993; Wehlage & Rutter, 
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1986) but could also have included responding to change and emotional challenges 

such as the loss of a parent or divorce, or moving away from home to attend college. 

Scott (2012) clarified that there were different types of resilience. She 

explored the idea of emotional resilience which she defined as “one’s ability to adapt 

to stressful situations or crisis” (Scott, 2012, p. 1). Fullan (2007) completed further 

research which indicated that resilience was necessary for students as they prepared 

for change. For the present study, this meant specifically going to college, especially 

from a small, comfortable, all-girls Catholic high school to a university would be 

considered a significant change.   

Tinto (1975) explored why some students who had been very successful 

academically in high school were unable to continue to be successful in college. 

College completion has been used as the standard by which much of the American 

society has measured success. It has been well documented that those individuals 

with a college education have been better paid throughout life (Baum et al., 2010; 

Carlozo, 2012; Pilon, 2010). The general rule was that a college graduate earned 

anywhere from $11,000-$13,500 per year more than someone without a college 

degree (Baum et al., 2010). A college graduate earned almost $800,000 more over the 

course of a career than a non-college graduate (Baum et al., 2010; Carlozo, 2012; 

Department of Labor and Statistics, 2010; Pilon, 2010; Tennessee Higher Education 

Commission, 2012; Tinto, 1993). 

Recent research by the University of Tennessee with The Tennessee Higher 

Education Commission (2012) found that “college students who earned their 

bachelor’s degree within four years make higher salaries than those who took longer 
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to complete degrees” (THEC, 2012, p. 2). The time it took to complete a degree 

added another variable to consider determining student resilience not only for 

attending college but also completing a degree in a shorter amount of time. The 

present study purported that graduating from college was critical, because it was a 

definition of success in our current society. Attaining a college degree was imperative 

for the high school students considered in the present study. A student must be 

academically prepared for college, but also prepared for the challenges of the college 

experience. Key for success was for the student to complete a degree in the required 

program time specified by the college. 

Tinto (1975, 1993) found that more students left their college or university 

prior to degree completion than stayed. This statistic needed to be analyzed and 

understood before it could be addressed. There was a plethora of information about 

why students dropped out of college (Braxton, 2000; Kantrowitz, 2009; Kerr, 

Johnson, Gans, & Krumrine, 2004; Mercer, 2010; Noel et al., 1985; Tinto, 1993). 

Students gave a variety of reasons for dropping out of college which ranged from 

roommate problems, to homesickness, to poor grades, to financial problems (Hossler 

& Vesper, 1993). Consistently, research showed that it was the adjustment or the 

feeling of isolation that was the main reason for leaving school (Braxton, 2000; 

Kantrowitz, 2009; Mercer, 2010; Noel, et al., 1985; Tinto, 1993). Some colleges had 

difficulty gathering the authentic reason for student departure; oftentimes, a student 

did not want to disclose the personal or financial reasons for leaving school. It was 

clear, however, that students who had strong family support, whether that was in 

terms of financial support, or emotional support and general encouragement, were 
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more successful at completing college than those who did not have that type of 

support (Bernard, 2004; Calmes, 2012; Grotberg; 2003; Keyes, 2005; Luthar et al., 

2000; Scott, 2012; Truebridge, 2010). 

Educating Young Women and Young Men 

Statistically, more women than men complete college (Rishe, 2003). 

Therefore, since the current study only surveyed young women, it was necessary to 

understand how young women learned differently than young men. There have been a 

number of books and articles published on the similarities and differences in the ways 

that men and women learned and processed information and how they perceived 

themselves with regard to academic success (Higgins, 1989; Mael, 1998; Patterson, 

2012; Sax, 2010; Schneeweis & Zweimuller, 2012: Willingham & Cole, 1997). The 

current research focused on the female student since it was important to understand 

the predominant issues that surrounded young women learners. Research shows that 

girls prefer learning environments that are collaborative (Higgins, 1989; Sax, 2010) 

and relational (National Association for Single Sex Public Education, 2012; 

Pomerantz, Altermatt & Saxon, 2002; Higgins, 1997; Sax, 2010). Boys, on the other 

hand, were more likely to be comfortable in environments that were more competitive 

and independent (National Association for Single Sex Public Education, 2012; Sax, 

2010).  

According to research completed by Pomerantz and Saxon (2001), even 

though girls did better in school academically, they had lower self-esteem and 

confidence. Other studies showed that women were more anxious than men and more 

self-conscious (Costa, Terracciano, & McCrae, 2001; Higgins, 1997). Feingold 
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(1994) completed a meta-analysis which compared gender roles and traits and found 

that women exhibited more anxiety than men. Pomerantz et al. (2002) concluded that 

the reason why women and girls felt more anxiety was because for females “concern 

with pleasing adults may also cause them to experience internal distress over the 

possibility of failure, which may be intensified when failure is actually encountered” 

(p. 397). Handling failure productively was paramount to the attributes of a resilient 

person; therefore, the indication that women internalized failure in a different way 

than men was important to understand. Pomerantz et al. (2001) found that children 

who had experienced failure would often adopt unsuccessful strategies to deal with 

the failure. Failure created anxiety and frustration. Functioning out of a sense of 

anxiety or frustration was significant to decipher the results of resiliency and how it 

was related to internalized experiences with failure. Boys had a better image of their 

performance than was actually produced. However, boys maintained a positive self-

image and were therefore more confident (Costa et al., 1994; Feingold, 1994; 

Pomerantz et al., 2002). 

According to the National Association for Single Sex Public Education 

(2012), single-sex schools broke down gender stereotypes, because “Girls become 

more competitive and boys become more collaborative” (p. 1). Sax (2010) found 

similar results and cited a study completed in the United Kingdom in which families 

had the opportunity to send their children to single-sex public schools in the same 

neighborhood as the coeducational school. The results were staggering, in that the 

girls at the all-female public school “achieved gains about six times greater than girls 

of the same academic ability who attended a comparable coed public school” (p. 
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140). The single-sex educational setting had a strong correlation with high academic 

achievement by girls.  

In completing the present research, it was important to acknowledge that girls 

and boys approached learning and the development of self esteem differently (Meyer, 

2008). Girls and young women have a strong need to please and win approval. This 

need was not as strong in young men. The development of resilience, therefore, is 

especially important to develop in young women. 

Early Resilience Research 

The study of resilience is somewhat young. The first pioneer credited with 

using the term resilience to describe adolescents with the ability to bounce back from 

severe life traumas was Garmezy in the 1970’s. His work studied the children of 

mothers who were schizophrenic and whether the children continued into their adult 

lives as somewhat productive citizens. Garmezy’s study attributed the children’s 

ability to address these hardships and still have a productive life to having high 

resilience. He discovered that many of these children thrived even in an emotionally 

challenging environment.  

Werner and Smith (1982) completed a study in Hawaii at about the same time 

and focused on a variety of events that could cause a child to be less likely to bounce 

back from his or her adverse circumstances. Their work led others to study a range of 

circumstances that would correlate with resilience, which spanned topics such as 

illness and community violence (Beeghly, 1994; Luthar, 1999; Masten, Hubbard, 

Gest, Tellegen, Garmezy, & Rameriz, 1999; Moran & Eckenrode, 1992; Richters et 
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al., 1993; Wehlage et al., 1986). The study of resilience continued to focus on home 

environments that were dysfunctional and stressful for children. 

Consistent Factors Present in Resilient Children 

Masten, Best and Garmezy (1990) not only identified children as resilient but 

also began to study what variables assisted a child in being capable of developing 

higher resilience. The variables that often arose as influential in a resilient child 

facing adversity were supportive adults (Bernard, 2004; Breslin, 2005; Calmes, 2012; 

Grotberg, 1994; Keyes, 2005; Luthar et al., 2000; Sax, 2010; Scott, 2012; Truebridge, 

2010); effective schools (Grotberg, 1994; Keyes, 2004; Luthar et al., 2000; 

Truebridge, 2010; Tinto, 1987); strong personal connections or relationships 

(Bernard, 2004; Grotberg, 1994; Luthar et al., 2000); emotional awareness (Bernard, 

1991; Grotberg, 1994; Martin, 2002; Sax, 2010; Scott, 2012); internal locus of control 

(Bernard, 1991; Eccles, 2002; Gloria et al., 2001; Grotberg, 1994; Keyes, 2005; Scott, 

2012); a sense of humor (Grotberg, 1994; Scott, 2012;); spirituality (Calmes, 2012; 

Grotberg, 1994; Sax, 2010; Scott, 2012; Werner, 1993) and involvement in activities 

(Bean, 1981; Bernard, 1995; Calmes, 2012; Keyes, 2004). There were other 

independent variables that a variety of researchers studied, but they were only 

mentioned in a single study; therefore, they were not covered in this literature review.   

The present study attempted to add to the body of evidence by studying the 

resilience scores of female students and then determined the common variables that 

were present for higher resilience scores. This study identified what variables were 

present in the home and the high school that influenced and predicted future student 

resilience and which may lead to higher retention in college. 

   



RESILIENCE  20 
 

History of Resilience Studies   

Researchers expanded the study of resilience from predominately “high risk” 

children to all children. Researchers examined the relationship between resilience and 

successful programming in K-12 education. The research involving K-12 education 

coincided with the release of A Nation at Risk: The Imperative For Educational 

Reform (1983), which was a report of American President Ronald Reagan's National 

Commission on Excellence in Education. The report was disheartening and exposed 

staggering statistics about American youth, including the lack of knowledge and 

abilities that K-12 students had of basic math, English and problem-solving skills. 

This threat to the American public school system caused the United States 

Department of Education to take notice and work toward a solution. The relationship 

between under-funded schools and poor standardized test scores incentivized the 

government to study programs, curriculum guides, and instructional strategies and 

subsequently sponsored research to better understand and address this significant 

issue. Results showed that students at risk had significantly more difficultly learning 

than those not faced with adversity. 

Studying “at-risk” students created a new body of research that explored how 

some students from poverty and adverse home environments were able to thrive when 

others did not. There was significant research and subsequent recommendations that 

were implemented across the country that demonstrated positive results in academic 

performance when students were given emotional support and positive reinforcement 

(Short & Russell-Mayhew, 2009). It was found that students who were more resilient 
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performed better academically. Resilience studies began to focus on the relationship 

between being resilient and being academically successful.  

Locus of Control/Self-Efficacy 

Research revealed that there were self-control variables that caused a student 

to be more resilient. Students who were academically successful were more likely to 

be optimistic (Martin, 2002) and more motivated to continue to be academically 

successful (Bouffard & Savitz-Romer, 2012; Cantor & Harlow, 1994; Hall, Spruill, & 

Webster, 2002; Johnson, 2012; Martin, 2002). As Martin (2002) posited, students 

who were success-oriented also tended to have high self-efficacy. Self-efficacy was 

defined by Eccles and Wigfield (2002) as “individuals’ confidence in their ability to 

organize and execute a given course of action to solve a problem or accomplish a 

task” (p. 110). This was a central skill, because a student with high self-efficacy was 

more likely to think creatively about how to change his or her situation and solve the 

stressor than a person with lower self-efficacy (Eccles et al., 2002; Higgins, 1991). A 

more resilient person tried a variety of solutions to address a problem. A student 

must, therefore, have a strong sense of confidence and be willing to take risks or to 

try something new to work through a new solution. The student who had confidence 

also had greater self-efficacy. Self-efficacy was a precursor to independence which 

was an indicator of maturity and self-reliance. 

It is vital for students to develop confidence and problem solving skills to be 

better prepared for life and the future. Mercer (2010) found that:, “Students who have 

not yet learned or assimilated effective methods of coping with external and internal 

pressures may attempt to deal with these forces through escapism, procrastination, 
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withdrawal, and other self-defeating behaviors such as binge drinking, unhealthy 

eating patterns, unsafe sexual practices or using illegal or prescription drugs 

belonging to friends” (p. 3). Sax (2010) supported this statement from his research 

and counseling background, and found that girls in particular were more likely to 

become anxious and depressed when their usual coping mechanisms failed. 

If high school administrators, faculty and parents were able to create a more 

confident high school student, who had higher self-esteem, she would be more likely 

to be engaged in college and seek support to stay in college. She would also less 

likely to engage in self-defeating behaviors that are inherently risky. Confidence 

translated to being more successful academically, which then influences one’s self-

image and self-esteem, which in turn raises resilience so when stress happens, there 

would be confidence to address the challenge, grow from it and move forward 

(Daniel & Miller, 2007; Liem, Lau, & Nie, 2008; Eccles et al., 2002).   

Cultural Norms 

Grotberg (2003) and others contended that resilience was also related to 

cultural norms (Arrington & Wilson, 2000; Choy, Horn, Nuñez, & Chen, 2000; 

Cicchetti & Rogosch, 1997; Cicchetti, Rogosch, Lynch & Holt, 1993; Crean, 2004; 

Feinstein, Driving-Hawk, & Baartman, 2009; Flores- Gonzales, 2002; Johnson, 

Soldner, Brown, Alvarez, 2007; Robertson-Hickling, Paisley, Guzder, & Hickling, 

2009; Shotton, Star, Oosahwe, & Cintron, 2007). In some cultures, people rely on 

faith and prayer to get through problems. As noted previously, a faith life contributes 

to resilience; however, relying on faith to solve the problem or adversity is 

problematic unless it is predominantly used as guidance and support to work through 
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the challenge. There needs to be a sense of self-determination for a higher level of 

self-efficacy. Another cultural factor is the relationship of parents with their child and 

the dependency that a child has on parents to solve the child’s problems (Rosemond, 

2009). In some cultures, children were expected to be much more independent from 

their parents at a younger age than in other cultures (Werner, 1993). In the United 

States, for example, the idea of leaving home and being independent after high school 

is much more common than in Asian and South American cultures (Cantor et al., 

1994). American society has established an expectation that a child will leave home 

after graduating from high school and attend a college. 

Overscheduling as Related to Resilience 

The relatively new phenomenon of over scheduling children has provided an 

opportunity for some research to be completed. The predominant question was 

whether the amount of time that a child was in organized and planned activities 

actually reduced that child’s ability to be creative (Elkins, 2003) and increased stress 

(Brooks, 2006; Rosenfeld, 2002). Elkind (2007) spent decades studying the impact of 

overscheduled children and concluded that, “children who are involved in too many 

programmed activities may have little time for these experiments in self-discovery” 

(p. 3). Rosenfeld (2002) concurred. 

However, research by Weiss, Kreider, Lopez and Chatman (2005) showed 

that students who were involved in extracurricular activities were more self-confident 

and had higher academic performance. The solution was to have students involved in 

activities that they enjoyed, but allowed the student to select the activity. The child 
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needed down time to explore creativity and reduce stress. The ability to reduce stress 

but still manage a variety of tasks was one attribute of resilience. 

Teaching Resilience 

The most important finding related to the present study was the research that 

resilience could be learned (Allison, 2012; Bernard, 1995; Burns, 2012; Cesarone, 

1999; Grotberg, 2003; Luthar & Cicchetti, 2000; Marano, 2003; Pucci, 2010; Scott, 

2012; Stienhardt & Dolbier, 2008; Truebridge, 2010). Not only could resilience be 

learned, but it could also be enhanced; children could develop higher resilience with 

the proper setting, prompting and training (Allison, 2012; Bernard, 1995; Grotberg, 

2003; Steinhardt et al., 2008; Wagnild, 2011). The desire to teach resilience to young 

women was crucial enough that a top girls’ school in England actually planned a 

“Failure Week.” In an interview with the BBC, the headmistress of the school 

explained, “The girls need to learn how to fail well—and how to get over it and cope 

with it” (Retrieved from http://www.bbc.co.uk/news/education). 

In teaching resilience, there were a variety of programs, workshops and 

curriculum that helped. The American Psychological Association had ten tips to build 

resilience in teens and young adults; for example, “The good news is that resilience 

isn’t something that you’re born with or not—the skills of resilience can be learned” 

(Retrieved from http://psychcentral.com). The tips for increasing a student resilience 

included: a) get together with friends, b) reduce stress, c) create a hassle-free zone, d) 

create a schedule, e) take care of yourself physically, mentally and spiritually, f) take 

control by setting goals, g) express emotions, h) help others, i) put things in 

perspective and turn off the news. These were not difficult ideas, but the 
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implementation took some guidance and structure or reinforcement. The tips 

illustrated that there were simple things a student could do to build resilience and 

address adversity or stress effectively. These tips could be easily incorporated into a 

high school setting. Resilience could be developed; therefore, resilience was not 

solely an innate trait (Wagnild, 2011). 

Motivation and Resilience 

A program was implemented in Australia that was based on understanding 

motivation and how that translated into academic resilience (Martin, 2002). Martin 

(2002) explained that “students can be characterized in terms of three typologies: the 

success-oriented student, the failure-avoidant student, and the failure-accepting 

student” (p. 3). Other studies found that students made the decision to be successful 

or fail at a very young age (Bernard, 1995; Dweck, 2000; Gooding, Hurst, Johnson, & 

Tarrier, 2012; Noel, Levitz, & Saluri, 1985; Vida, Eccles, & Barber, 2004), and there 

were predictors of this decision-making. The key was to identify these characteristics 

early and change the patterns of behavior. The behavior could be changed through 

education and practice of specific skills, such as staying with a difficult task longer. 

Studies that evaluated these programs helped researchers not only understand 

what made a young person resilient but also to understand what a person could and 

could not control. Many of these researchers found that those who had a stronger 

sense of goal setting were more likely to establish good patterns of behavior that 

translated into more resilient students (Covington, 2000; Eccles et. al., 2002; Ishitani 

et al., 2003; Liem et al., 2008; Sedlacek & Adams-Gaston, 1992; Vida et al., 2004). 
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The life skill of goal setting was one that could be fostered in middle and high school 

years and then carried forward into college and further into the world of work. 

Drop-Outs and Resilience 

Most of the studies that addressed drop-out rates and resilience dealt with 

minority students and their experiences (Clinton, 2004; Flores et al., 2002; Gloria et 

al., 2001; Kelly et al., 2001; Luthar, 1991; Tracey et al., 1989). Braxton, Hirschy, and 

McClendon (2004) reported that “the marked difference between the departure rates 

of racial or ethnic minority students in contrast to white students necessitates the 

development of approaches to reducing departure rates” (p. 77). Native American 

students had the lowest college completion percentage of all minorities (Gloria et al., 

2001; Kelly et al., 2001). There were a number of studies that were conducted to 

understand why this occurred (Feinstein, Driving-Hawk & Baartman, 2009; Gloria et 

al., 2001; Penland, 2010; Montgomery, Miville, Winterowd, Jefferies, & Baysden, 

2000; Shotton et al., 2007). These studies also found that high self-esteem and self-

efficacy were the best predictors of a student completing college. Gloria (2001) found 

“when self-esteem was positive, students were less likely to feel powerless or isolated 

on campus…Huffman (1991) also reported that American Indian students who had a 

strong sense of self (based on cultural identity) were most likely to persist in school” 

(p. 89).  

These studies suggested that those who were confident were more likely to 

advocate for themselves and seek assistance more readily than students who were 

already intimidated by the environment. The students who exhibited less confidence 

stated that they felt more isolated and perceived themselves as failures.   
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Colleges and universities are very concerned about the attrition rates (Hirt, 

2005, Pancer, Hunsberger, Alisat, & Pratt, 2000). Higher education has spent 

significant time, money and resources to understand the issues of student departure. 

The hope of attrition research is to create systems and plans to address and hopefully 

curtail these departures. The first few weeks of the freshman college experience are 

crucial for retention. Freshman “Welcome Weeks” have gained popularity over the 

years (Hurd, 2000; Tinto, 1993), but there were mixed reviews about whether they 

made a true impact on student retention (Tinto, 1993). Freshman retention programs 

spanned the gamut from outdoor wilderness experiences (Bell, 2006; Ewert & 

Yoshino, 2008) to library orientations (McDermott, 2005). Each college attempted to 

discover that magic solution to not only recruit but also retain students.  

The academic support available at colleges and universities has increased 

significantly over the past decade. Virtually all universities offer writing and math 

centers and give tutoring help and assist students academically, so they are not asked 

to leave for academic reasons. Even with this support, approximately 25 percent of 

students who do not return after their first year cite academic difficulties (Keyes, 

2004; Tinto, 1993). Some students are asked by the university not to return (Noel et 

al., 1985). 

Mentoring for Resilience 

A more personal way of making each student feel unique and special became 

manifested in specific mentoring programs. Mentoring programs were not usually 

associated with academic need, but rather created for a sense of community and 

camaraderie (Kosoko-Lasaki, Sonnino, & Voyko, 2006; Laursen & Birmingham, 
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2003; Russell, Maetzke, & Allen, 1997; Shotton et al., 2007; Upcraft & Gardner, 

1989; Warrynski, Jessup-Anger, Stoltz, Helman & Beaulieu, 2009; Weinberg & 

Rutter, 1986). Many universities have created learning or interest communities, so 

students with similar interests, whether that was by academic major or lifestyle 

choices, lived in the same dorm or house which created a sense of family and 

connection (Alfieri, Damon, & Smith, 2009; Anonymous, 2010; Tinto, 1997) which 

increased student retention (Tinto, 1993). 

Belonging 

Another consistent factor that colleges found was that students who were 

invested in the school by being involved in extra-curricular activities were more 

likely to be retained (Bean, 1985; Cabrera, Nora, & Castendada, 1993; Flores et al., 

2002; Keyes, 2004; Lotkowski et al., 2004; Sedlacek et al., 1992; Tinto, 1993; 

Truebridge, 2010). This was an important finding, because some parents and 

administrators were led to believe that a student needed to focus on the books and 

should not be distracted from studying by being involved in clubs and activities. 

Researchers found that extra-curricular activities were important not only for 

providing a break from the studies but also as a link to the college community and a 

means to sustain enrollment. It was found that even when a student was not doing 

well academically, that academically challenged student stayed at the school if there 

was a sense of belonging (Bean, 1985; Bouffard et al., 2012). 

Resilience and Athletics 

More specific research focused on students as athletes and their ability to be 

resilient (Cohu, 2006; Maloney & McCormick, 1993; Schinke & Jerome, 2002; 
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Solomon, 2012). Research conducted by Schinke et al. (2002) determined that 

success athletically was directly correlated to the thought processes and the ability of 

an athlete to respond cognitively during physical activity. The researchers found that 

intentional and specific training have had a direct correlation with success in athletic 

competitions. Solomon (2012) also found that athletes must be provided a strategy to 

recover from poor performance and learn from their errors. A specific mnemonic 

device, ARSE, assisted athletes in Acknowledge, Review, Strategize and Execute a 

plan quickly and effectively. Solomon (2012) stated that a resilient athlete was one 

who could make an error and return to the present, or not dwell on the past error. 

The ability for women, specifically, to gain from athletics was studied. 

Maloney et al. (1993) found that at one Division I college “women participating in 

swimming and volleyball over this sample actually have higher grades than the 

overall student body” (p. 557). Their research further found that in general, female 

athletes outperformed academically their peers at the same university. Although 

grades were not necessarily indicative of resilience, there was a relationship between 

academic success and resilience. A positive relationship between academics and 

success in life was in the evidence that athletes had a higher graduation rate from 

college than their undergraduate peers (Rishe, 2003). 

Research studies have correlated student success in education with a high 

level of resilience (Bean, 1985; Covington, 2000; Dweck, 2000; Flores et al., 2002; 

Keyes, 2004; Lotkowski et al., 2004; Sedlacek et al., 1992; Tinto, 1975; Vida et al., 

2004). There have been studies that showed a stronger sense of resilience increased 

one’s opportunities and long-term ability to be successful and bounce back from 
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adversity (Bouffard et al., 2012; Covington, 2000; Dweck, 2000; Gooding et al., 

2012; Marano, 2003; Scott, 2011; Tinto, 1993). 

Resilience and Parental Involvement 

 Much attention has been given to the popular culture term “helicopter parent.” 

The term refers to the parent who hovers above and around his or her child and inserts 

his or her influence in the life of the child frequently (Fingerman, Cheng, 

Wesselmann, Zarit, Furstenberg, & Birditt, 2012; Williams, 2000). The wide array of 

books and literature regarding these phenomena is indicative of the interest and 

proclivity of such a parent. Marano (2008) in her book, A Nation of Wimps:  The High 

Cost of Invasive Parenting, described how these parents inserted themselves so 

dramatically in their children’s lives that the child was unable to make decisions for 

him or herself. Manos (2009) found that 74 percent of parents who responded to a 

survey reported that they were in contact with the college child at least two to three 

times a week. More surprisingly, 34 percent stated that they were in daily contact 

with their college child. These children were less likely to make decisions 

independently and developed dysfunctional interdependence (Coburn, 2006; Howard, 

Dryden & Johnson, 1999; Manos, 2009) and an increased level of anxiety. 

The act of hovering and being overly involved in the activities of children did 

not end with the child leaving for college. The baby boomer generation was more 

involved with all aspects of the child’s life than in any previous generation (Coburn, 

2006; Lum, 2005). Parents became so involved that many universities created a 

position to work specifically with parents to allay their fears and address their 

concerns. Some universities called these specialists parent coordinators or parent 
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liaisons. Seventy percent of the nation’s four-year universities and colleges have a 

parent coordinator in place (Lum, 2005). The continued involvement of parents in 

their children’s lives created a problem for the current generation of students who are 

unable to solve problems for themselves (Gottlieb, 2011; Coburn, 2006; Lum, 2005; 

Marano, 2008). 

One of the most significant changes for colleges communicating with parents 

in the past few decades has been the Family Educational Rights and Privacy Act 

(FERPA). The Act states, “Once a student reaches 18 years of age or attends a 

postsecondary institution, he or she becomes an "eligible student," and all rights 

formerly given to parents under FERPA transfer to the student” (U.S. Department of 

Education, 2012). The impact that this legislation had on parents was that no longer 

was the parent automatically able to receive the student’s grades, but rather, the 

student had to grant permission for the parent to view grades. This caused more 

parents to boldly call the university or the professor directly to discuss grades and 

assignments (Coburn, 2006; Lum, 2005). Universities were required to decline to 

discuss grades with the parent and cited FERPA to the dismay of parents who were 

most often assisting in paying tuition and therefore saw this oversight as a right. 

Coburn (2006) posited that these parents were acting out of their own anxiety and did 

not realize that their actions were actually impeding on their child’s development. 

This literature review has covered the various definitions of resilience and the 

research that has been conducted to try to understand how some children who came 

from adverse conditions were able to lead successful and productive lives. The review 

further expanded the notion of resilience to apply to all children, even young adults as 
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they entered the college system. The reasons for leaving college and aligning that to 

the idea of resilience moved research closer to understanding what training or 

guidance could be given to students at home and at school to assist them in becoming 

more resilient and therefore able to complete college, which in turn would make them 

more successful in life.  The involvement of parents, at various stages of life, also 

influenced the ability of a child to develop resilience and learned to cope with 

disappointment and failure. Research still needs to be conducted to understand what 

factors predict a more resilient, college-bound young woman. 
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Chapter Three 

 Methodology 

This chapter outlined the following: (a) research design, (b) sample 

population, (c) data collection procedures, (d) instruments used to collect data, and (e) 

field testing results. The intent of the current study was to understand the relationship 

between variables at the home, at the high school and at the college that related to the 

resilience scores of young women so a) school administrators and faculty were able to 

communicate to parents the home variables that related to a more resilient college 

freshman, and b) the high school administration and faculty could systematically 

institute curriculum, pedagogy, leadership training, procedures and practices or 

policies that would enhance resilience and prepare female students for college. 

Research Questions  

1. What variables in the home relate to a more resilient student? 

2. What variables in the high school relate to a more resilient student? 

3. How do formal leadership opportunities impact resilience? 

4. How does parental involvement during high school and college impact 

resilience scores? 

Research Design 

This study was correlational by design. The current research utilized three 

instruments; the Resilience Scale™ (Wagnild, 2011) and two researcher-created 

surveys. Two unique sample groups completed the surveys. The instruments were 

issued at the same time, to the same participants. One sample, the Class of 2011, 

completed a third survey that was specific to their college experience. Creswell 
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(2001) identified correlational design as useful to “describe and measure the degree of 

association (or relationship) between two or more variables or sets of scores” (p. 

325). The first part of the survey was the Resilience Scale™ (Wagnild, 2011) which 

was found to be reliable as verified by numerous other studies (Hunter & Chandler, 

1999; Ming-hui, 2008). The Health Promoting Lifestyle profile was used to establish 

convergent and discriminate validity. The correlation was high between resilience 

scores and wellness (r = .62) and replicated studies supported the findings (Beck & 

Beck, 1972; Lawton, 1975; Neugarten, Havighurst, & Tobin, 1961; Wagnild & 

Young, 1990; Wagnild & Young, 1993; Walker, Sechirst, & Pender, 1987). The  

Resilience Scale™ (Wagnild, 2011) was also tested for known group validity. In this 

test, diverse groups took the same instrument relating to a health index. As 

hypothesized, those with low resilience were the depressed and bipolar groups. Those 

without depression or bipolar disorder had higher resilience scores. This result was 

demonstrated for both known groups. Finally, a construct content validity was 

measured as related to stress and adaptation to stress. High resilience had a positive 

correlation with stress adaptation and life satisfaction (r = .37). It was also found that 

resilience was inversely related to depression (r = -.41) (Wagnild, 2011).  

The second part of the survey consisted of questions developed by the 

researcher that related to the home and the high school experience. These questions 

were created from evaluating the current research and through anecdotal observations 

and conversations with college and high school students, counselors, parent groups 

and teachers by the researcher. The third part of the survey was only for the alumnae 
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Class of 2011 and had specific questions about each participant’s college experience 

with peers, professors and parents. 

Population and Sample  

One sample group was the Class of 2011 who matriculated from the same all-

girls, Catholic school located in the Midwest. This included an available population 

of 163 female students. The only 2011 graduates excluded were those who did not 

have a current email address in the school alumnae system. The school had a 

consistent, close connection to the alumnae through the work of a full-time Alumnae 

Director. Each year, the Alumnae Director recruited two to three Class Captains from 

the graduating class. These 2011 Class Captains were in charge of communicating 

with their graduating class on important alma mater information and keeping them 

involved as alumnae. The Alumnae Director had consistent contact with the Class 

Captains and sent monthly alumnae updates through an electronic newsletter. 

Alumnae communication typically occurred on Facebook. The researcher requested 

the Alumnae Director contact the 2011 Class Captains to assist in encouraging their 

peers to complete the survey. The researcher provided the Alumnae Director with 

specific research goals and objectives to give to the 2011 Class Captains to assist 

them in understanding the need for participation from the alumnae. 

In the fall of 2012, the students from the Class of 2011 received an electronic 

letter explaining the research and asking them to participate in the study (Appendix 

A). Students were asked to identify themselves on the survey with four letters or 

numbers that they could easily remember. The ability to create a user name that was 

memorable was intentional so the participants would be able to use the code again if 
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the research was to be enhanced or extended in the future. The approximate time 

commitment for the surveys was less than 15 minutes. All students were given the 

web link to the survey and encouraged to complete it. 

The 2011 Class Captains sent out a Facebook message to encourage 

participation. A positive response rate for this study would have been 70 percent 

(Roberts, 2010) which would translate to 105 students replying. Out of the 163 people 

in the sample pool, 71 responded to the survey request which equated to a 43 percent 

participation rate. Since this study included students who were gone from high school 

for over a year, there was an anticipated lower response rate. 

The second group surveyed was the Class of 2013. All 145 seniors at the high 

school were asked to complete the survey. All parents/guardians of seniors received 

an email in the fall of 2012, explaining the research, assuring anonymity, and 

stressing the ability to decline to participate (Appendix B). The parents also received 

a voicemail through the school’s automated call system, alerting them to the email 

and a general description of the research (Appendix C). The Class of 2013 was also 

asked to create an identification that had four letters or numbers, and something that 

the participant could remember easily. These participating senior students were 

provided the IRB formatted letter to explain the research, the intent of the surveys and 

an opportunity to see the final results (Appendix D).  

Instrumentation 

All responses were gathered by a web-based internet survey link. The 

Resilience Scale™ (Wagnild, 2011) was purchased with rights to use for educational 

research within one year of the purchase. The Resilience Scale™, which has been 
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shown reliable, was considered to be one of the most accurate instruments currently 

available to measure resilience. “Cronbach’s alpha coefficient for the Resilience 

Scale ranges from .85 to .94” (Wagnild, 2011, p. 33). Numerous studies have used 

this scale to determine resilience with a variety of age groups in a variety of fields 

such as in the health fields (Armando, da Motta, Pinto, et. al 2010; Caltabiano et al., 

2006; Martins et al., 2011), and in psychology (Humphrey, 2003; Hmieleski et al., 

2007; Runkewitz et al., 2006), and in education (Hunter et al., 1999; Ming-hui, 2008; 

Neill et al., 2001).  

The Resilience Scale™ (Wagnild, 2011) survey asked the participant to 

respond on a scale of 1 (strongly disagree) to 5 (strongly agree) to statements such as, 

“I feel that I can handle many things at a time” and “I can get through difficult times 

because I’ve experienced difficulty before” as well as “I can usually look at a 

situation in a number of ways.” The scale was placed on Survey Monkey, an internet 

survey tool, for the participants. 

The second part of the survey was created by the researcher and followed the 

Resilience Scale™ (Wagnild, 2011) questions as a part of the internet survey tool. 

Each question had a 5 point Likert scaled response to the question, and some 

questions allowed for comments. The survey included items such as, “How many 

hours per week, on average, did you participate in school-sponsored activities outside 

of regularly scheduled school hours freshman year?” and “How often were you cut or 

did not receive acceptance for a competitive position, including sports, campus 

ministry, journalism, music, etc. in all four years of high school?” as well as “How 

often, on average, did you participate in class discussions in high school?” The home 
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questions included queries such as, “How many minutes per week were you expected 

to complete chores at home?” and, “How many hours per week, on average, was a 

parent or guardian home on school days between 6 a.m. and 10 p.m.?” Additional 

questions included the following: “What was the longest amount of time that you 

spent away from home without your guardian of record before going to college?” and 

“How often, in an average semester, did your guardian check your grades junior and 

senior year?” For some questions, there was an opportunity for comments after a 

Likert Scale response.  

The third part of the survey was for the alumnae Class of 2011 and had 

specific questions about college. This part of the survey included questions such as, 

“How many times, on average, did you communicate with a parent or guardian during 

the week while at college?” and “How many times did you come home to visit first 

semester?” and “How often did a parent or guardian contact the college or university 

on your behalf?” There were 13 questions for the third part. 

All survey data were entered into SPSS, a statistical software package, to 

determine relationships between dependent and independent variables. Although 

correlational design does not work under the assumption that correlation would equal 

causation, there was the possibility that a strong relationship would be identified. A 

review of the data determined if any of the data were outside of the accepted range 

and needed to be addressed. Within SPSS, there was the ability to sort responses in 

ascending order according to variable, which in turn allowed a more manageable 

review to determine those variables that were outliers (Creswell et al., 2011). This 

process allowed the data to be cleaned before completing the analyses. 
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The additional comments in the survey were reviewed by the researcher to 

create a score sheet and tabulation system. The response words were put into 

categories and then placed in a matrix to visually represent the responses and to see 

how they fit into the initial analyses. Words were grouped by similar meaning and 

then by frequency of use. The alignment back to the original research questions then 

allowed for more description and understanding of the research. 

Pilot Testing 

Fourteen high school graduates were identified for the pilot test in early fall to 

take the survey and provide feedback. They were all graduates of the Class of 2009 or 

Class of 2012 from the same school that was used for the current research. The pilot 

group responses were not included in the final data analysis. The pilot group provided 

responses to eight questions about the survey. The questions they responded to were 

the following: 

1. Were the directions clear? 

2. Were you able to answer the questions with the choices provided? 

3. Did any questions seem out of place or uncomfortable to answer? 

4. Was the length appropriate? How long did it take you? 

5. Was it easy to navigate through the survey? 

6. Are there questions you think I should be asking that are not on the 

survey? 

7. Any errors or other comments? 

8. Are you interested in the results? 
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Pilot participants were asked to remain anonymous and send their responses to an 

assistant not connected to the research project. The participants could provide an 

address to receive a thank-you gift, which was a pair of socks from the alma mater. 

Four participants identified themselves in order to receive the gift. 

Results of the Pilot Study 

In response to the pilot survey, 11 graduates completed the online survey and 

five gave written feedback about the questions. Only two survey questions were 

identified that required review. One extra-curricular activity (musical crew) had been 

left off the activities selection list and was added. The second edit was in the response 

category for college communication with home. The pilot participants felt that there 

needed to be a greater number of communications per week in the option selection. 

The original response choices had a maximum number of communications as “five 

times a week.” The pilot group felt this needed to be increased. All of the respondents 

indicated that they were able to complete the entire survey, or all three surveys, in 

less than 15 minutes. The pilot group was interested in the survey and found the 

questions intriguing and was interested in the results. 

Data Collection Procedures 

An e-blast, or electronic message, was sent out to the Class of 2011 that 

requested participation with an overview of the research and its importance. The 

consent form was attached to the beginning of the survey. A second email was sent 

two weeks later requesting responses. Finally, the 2011 Class Captains communicated 

with the class through Facebook and encouraged participation. Prior to the last 

communication by the 2011 Class Captains, participation consisted of 22 respondents. 
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After their Facebook post, the response rate increased significantly to 71 respondents. 

This dramatic increase was attributed to the preferred method of communication by 

this group of individuals and the informal impact these 2011 Class Captains had on 

their peers. 

Data collection for the Class of 2013 occurred after parents had been informed 

of the research project through the Parent Newsletter. An automated voicemail was 

sent to parents letting them know the scope of the research and the option for the 

student to choose not to participate (Appendix C). The students were read a letter in 

homeroom (Appendix E) and then an email reminder with the survey link through the 

school email account system followed the next day. The students were given the 

purpose and scope of the survey and asked to complete the survey on their own time. 

The students were made aware of the voluntary nature of participation and their Bill 

of Rights (Appendix F).  

To provide a token of appreciation for completing the surveys, participants 

could contact an assistant who was not related to the project to place their names in a 

drawing for a small prize. The prizes ranged from socks to tee shirts, with a total 

value of less than $300.00. The first prize distribution was completed in the second 

week of the survey administration. After prizes were distributed in homerooms, more 

students completed the survey. Before the prizes were distributed, there were 58 

surveys completed by the Class of 2013. After the prizes, there were 100 participants 

from the Class of 2013. This reflected a 68.9% response rate. 
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Dependent and Independent Variables 

The dependent variable in this research was the total point value, or Resilience 

Score, on the Resilience Scale™. The scale was based on a 175 possible point scale. 

A score in the range of 25-100 was considered very low resilience; 101-115 was 

moderately low; 116-130 was low; 131-144 was moderate; 145-160 was moderately 

high and 161-175 was considered very high resilience (Wagnild, 2011). The 

independent variables were the questions that followed the resilience questions. Each 

of the independent variables had a connection back to the literature review or 

anecdotal information regarding the most common reasons why a student leaves 

college. There were questions related to finances, adult connections, leadership, 

academics, activities, and involvement. 

Pilot Study Data Analysis 

From the initial pilot study, there was a distribution of results for the 

Resilience Scale™ (Wagnild, 2011).. Of the 11 participants, two scored in the 

“moderate” range, six scored in the “moderately high” range, and three scored in the 

“very high” range. A cursory review of the data without an SPSS analysis was 

completed. There was one piece of information that did not match with the research. 

A cross-tab analysis was conducted and, there was no correlation between the three 

students that scored very high on the Resilience Scale™ (Wagnild, 2011) and the 

highest self-reported Grade Point Average (GPA) which is a 4.00-higher or highest 

self-reported American College Test (ACT) score which was over a 29. In this small 

sample, it was actually the opposite. The two students who had a “moderate” 

resilience scale score had the highest self-reported GPA and highest self-reported 
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ACT score. This was not supported by the research. Students with a higher GPA in 

high school tended to be more resilient and tended to be less likely to drop out of 

college. One explanation could have been that the sample was extremely small, so 

having a larger sample pool was imperative. A second explanation could have been 

that since the GPA and ACT scores were self-reported, they were inaccurate. Two of 

the students with the highest resilience scale score had one common factor; they both 

had one parent home over 100 hours per week. 

Limitations 

Since this research was conducted with only young women who attended a 

college-preparatory, Catholic, all-girls high school in the Midwest, there were some 

limitations. These results may not generalize to the coeducational, public realm or the 

male-only college preparatory population. Another limitation was the self-reporting 

of GPA and ACT scores. 

Summary 

Parents indicated that they were interested in this type of research. The 

challenge of collecting information from college students was not unanticipated but 

may have skewed the data collection because those who chose not to participate may 

have been those who were most likely to drop out of college.  

Using a correlational design does not create causality, but there was the ability 

to use Pearson’s Correlation for consistently high relationships. It was important to 

recognize a built-in bias from the population sample since they all attended a college 

preparatory school. The school had a positive culture for academic success. However, 

in the current society where parents are more active in every aspect of their children’s 
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lives, it led to the question of whether or not society has created a generation of 

students that are less resilient because they have not been exposed to as much stress 

or decision making as the previous generation (Werner, 2012). 
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Chapter Four 

Data Analyses 

As stated in Chapter One, the study reported here investigated the variables in 

the home and in the high school that may have shown a relationship with higher 

resilience scores for young women. The chapter is organized using the hypotheses in 

relationship to the research questions. The chapter outlines the five hypotheses and 

the data from the study that supported or rejected each hypothesis. The five 

hypotheses are 1) Students who are actively engaged in activities in high school are 

more resilient; 2) Students who have experienced some disappointment in their lives 

are more resilient; 3) Students who have been overscheduled are less resilient; 4) 

Student athletes are more resilient than those who do not participate in athletics; and 

5) Students who have parents that are over-involved in the child’s life are less 

resilient. 

Participants 

An on-line survey tool was made available to two groups of students, all of 

whom attended the same Midwestern, all-girls, Catholic high school. The Class of 

2011 had 163 graduates and 71 participants completed the survey with a mean age of 

19.25 (SD =.65) years old. The Class of 2013 had 145 students and 100 participants 

with a mean age of 17.23 (SD =.65) years old. Participation in the survey was 

voluntary and the overall response rate was 55.5 percent. A total of 171 participants 

began the survey, and, after reviewing the data, 26 surveys were deleted due to lack 

of completion of the first 25 questions that were required for an accurate resilience 

score. Of those who completed the Resilience Scale™ (Wagnild, 2011) assessment, 
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there were between 56 and 145 participants who completed enough other responses 

that could be used for data analysis, depending on which independent variable was 

being used for analysis.  

Since the majority of this research related to how the home and school 

variables predict or relate to resilience scores, it was important to first establish the 

validity of the Resilience Scale™ (Wagnild, 2011) that was used for the present 

study. Each of the participants took the 25-questions Resilience Scale™ (Wagnild, 

2011) and subsequently answered 30 demographics questions. If they were from the 

Class of 2011, they had an additional 13 questions regarding their college experience. 

These questions were presented using a Likert Scale response survey format. The 

participants completed basic demographic data to assist in determining if there were 

significant mean differences in the make-up of the two sample groups. 

Table 1         
Participant Descriptive Statistics       
                 

 All  2011  2013 
 n M (SD)   n  M (SD)   n M (SD) 

         
Variable         

  ACT a 142 4.39   (1.07)  60 4.43   (1.16)  84 4.30 (1.16) 

  GPA b 144 3.92    ( .82)  60   3.85   (.80)  84 4.00 (.82) 
  Age 145 18.06 (1.08)  59 19.25  (.44)  86 17.23 (.42  ) 
                  

Note. a ACT range was 1-6: 1 = did not take ACT, 2 = <20, 3 = 21-23, 4 = 24-26, 5 = 27-29, 6 = >29 
b GPA based on weighted 4.5 scale. Range 1-5: 1 = <2.0, 2 = 2.01-2.99, 3 = 3.00-3.49, 4 = 3.50-3.99,  
  and 5 = > 4. 
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The participants identified their ethnicity for the current research. The ethnic 

representation was 85 percent Caucasian, six percent Hispanic, four percent African 

American and four percent Pacific Islander.  

Table 2    
Mean Resilience Scores   

        

  Resilience  
 n M  (SD)  

    
Sample    

  2011 58 144.17 (1.16) 

  2013 82 140.37 (17.50) 

  All 140 141.94 (16.32) 
 

The two sample groups completed the Resilience Scale™ (Wagnild, 2011) 

which determined their resilience score. An independent t test showed that there was 

no significant difference among the mean resilience scores, self-reported cumulative 

GPA scores, or self-reported best ACT scores. Therefore, the data were pooled for the 

two sample groups except when a difference was noted in specific variables. 
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Table 3     
Highest Degree Earned by Parents of Participants 
       
    
 Mother Father  

Highest Education a % %  

  High school 3.45 2.74  

  Some college 8.28 6.16  

  Assoc. degree 5.52 11.64  

  BA or equiv. 50.34 45.21  

  Masters 24.14 19.18  

  Professional 8.28 15.07  

 
Note. a Reported in percent of total participant responses. 
 

As illustrated in Table 3, the highest education attained by each parent was 

identified. The majority of the participants had both parents complete at least a 

Bachelor’s degree. Of all the parents of the participants, 83 percent of the mothers 

had at least a Bachelor’s degree and 79 percent of the fathers completed at least a 

Bachelor’s degree. 

The participants were asked to self-report how well prepared for college they 

felt that they were in specific areas. Both sample groups reported. The Class of 2011 

reported how well prepared they felt that they were for college after they had 

experienced one and a half years of college. The Class of 2013 responded to how well 

prepared they felt they would be for college. 
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Table 4        
Correlation Between Resilience and Categories of College Preparedness   
        
   Class of 2011    
Category 1 2 3 4 5 6 7 
        
1. Resilience 1 .14 .13 .11 .12 .15 .06 

2. Academics  1 .57** .73** 0.44** .72** .73** 

3. Residential hall life   1 .65** .67** .58** .49** 

4. Meeting new people   1 .63** .75** .70** 

5. Being away from home   1 .64** .57** 

6. Being independent      1 .81** 

7. Being confident             1 

Note. * p < .05, ** p < .01.   
 

Table 5        
Correlation Between Resilience and Categories of College Preparedness   
        
   Class of 2013    
Category 1 2 3 4 5 6 7 
        
1. Resilience 1 .26* .21 .39** .1 .22* .52** 

2. Academics  1 .17 .19 .13 .29** .24* 

3. Residential hall life   1 .30** .45** .25* .2 

4. Meeting new people   1 .26* .29** .71** 

5. Being away from home   1 .49** .24* 

6. Being independent      1 .64* 

7. Being confident             1 

Note. * p < .05, ** p < .01.   
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As illustrated in Tables 4 and 5, there was a difference in resilience scores and 

self-reported college readiness in a number of categories. These will be discussed in 

Chapter Five for possible explanations. 

Resilience Categories and Descriptions 

There are six identified resilience score categories as described by the creators 

of the Resilience Scale™ (Wagnild, 2011) instrument. These descriptions were 

provided as a reference to understand the characteristics and attributes of various 

resilience scores.  

A score between 25 and 100 indicated that the person had “Very Low” 

resilience. The interpretation of this level was that the person may feel overwhelmed, 

isolated, and lacked energy. There was a general lack of confidence in this score level 

and the person was described as being a pessimist. This person may also have 

suffered from some depression.  

A score between 101 and 115 indicated “Low” resilience and was described as 

a person who may have found it difficult to find meaning in his or her life or felt 

generally dissatisfied with life. This person was identified as pessimistic. This person 

may have felt overwhelmed because there was too much going on in her world to 

control. Some people in this category described themselves as anxious.  

A score between 116 and 130 indicated “Moderately Low” resilience. People 

in this category had some anxiety issues but had been able to resolve them in the past 

and were able to work to resolve them again. People in this group were also described 

as having difficulty letting go of things that they could control. Although these people 

generally felt unappreciated, they had optimistic moments.  
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A score between 131 and 144 was neither high nor low resilience. It was 

called “Moderate” resilience. People in this category were generally satisfied with 

their lives but felt that there should be some way to improve it. These individuals 

were able to move forward, but lacked enthusiasm to do so and were often drained by 

the experience. There was awareness that there were good things in their lives, but 

there were always ups and downs. These people were able to continue to move 

forward. These people were more gregarious than the previous levels, but lacked 

consistent happiness. 

A score range of 145 and 160 indicated “Moderately High” resilience, and 

these people found life meaningful and had a balanced life between work, home and 

leisure. Although they recognized that not everything was perfect in their lives, they 

saw more good than bad and rarely had issues with depression. These people also 

were able to recognize their own strengths and weaknesses and make an effort to 

address the weaknesses as opportunities for growth. These people were described as 

dependable and had enough energy to get through the required tasks of the day with 

some extra energy for other activities. These people also were happy in groups and on 

their own. 

The highest level of resilience was a score between 161 and 175 and was 

called “Very High” resilience. These people found life very meaningful and fulfilling. 

They felt life was well-balanced and enjoyed the company of others but also enjoyed 

alone time. These people endured painful events such as the death of a loved one or 

unemployment but were able to bounce back and move forward. These people were 

charismatic and highly regarded by others because they had the skill to view 
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situations and issues from multiple perspectives and offered a variety of ways to 

address a problem. They drew others to them because they were dependable, 

generally happy and optimistic.  These people were also described as being very 

confident. 

According to Wagnild (2011), the creator of the Resilience Scale™, “the 

mean Resilience score is 135.5, which is a ‘middle of the road’ score. In comparison 

with scores from numerous other studies, scores from 121-145 indicate moderately 

low to moderate levels of resilience” (p. 47). In the current study, the mean score was 

141.94. The standard deviation was 16.32 that would translate to moderate resilience 

on the Resilience Scale™. There was one score that was considered an outlier, with 

the total score of 30; it was discarded.  

An item analysis showed the Resilience Scale™ (Wagnild, 2011) to be 

reliable. The Cronbach alpha for the 25 items was .89. The four research questions 

were intended to examine if there were ways in which to predict a more resilient 

student by examining specific home and high school variables, as well as how 

involved the student was in leadership activities and finally how involved the parent 

was with the student. Each hypothesis was related to the research questions. 

Hypothesis 1   

Students who are actively engaged in activities in high school are more 

resilient.   

As reflected in the literature review (Tinto, 1975), one finding at the college level 

for student resilience is their sense of belonging and being engaged in activities. The 

survey asked students to identify the number of hours that they spent engaged in 
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activities outside of the regular school hours in an average week. Table 6 illustrates 

the average number of hours that a student participated in a school activity for each of 

the four grade levels of high school.  

Table 6    
Hours of Participation in High School Activities Each Week 

  
Hours of 

participation  
Grade Level n M SD 
    

  Freshman 144 3.35 1.58 

  Sophomore 145 3.62 1.46 

  Junior  144 3.93 1.45 

  Senior 145 4.19 1.53 

    
Note. Range for involvement= 1= none 2 = up to 3 hours/week, 3 = between 3-6 hours/week,  
4 = between 6-9 hours/week, 5 = 9-12 hours/week,  6 = more than 12 hours/week 

 

With each year of high school, there was an increase in the number of hours that 

the student participated in activities. During freshman year, the student participated 

between three and six hours a week in school-related activities that did not meet 

during the regular school hours. The mean score indicated that many students 

participated in activities more than six hours a week. Sophomore year the mean rose 

and junior year it rose once again The mean score for senior year was the highest of 

all four years, with the mean which indicated that senior students participated in 

school activities an average of six to nine hours per week. 

Once a student had committed to joining an activity, it was necessary to determine 

how many activities the participant joined. To establish a student’s engagement in 

activities, one of the survey questions asked students to check every activity that the 
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student was engaged in during all four years of high school. A list was provided so 

that students could simply click the box of each activity to indicate membership or 

participation. After specifying what activities the participant had been involved with 

through senior year of high school, the participant was to estimate the average 

number of hours spent engaged in the activities outside of regular school hours for 

each of the four years of high school. 

To examine whether students who were more engaged in activities in high school 

had higher resilience scores, a Univariate Analysis of variables (ANOVA) on the 

level of activities and resilience scores was performed. The results showed a mean 

effect of resilience scores, F(4, 134) = 3.06, p = .019, η2 = .084. There was a 

significant difference between the number of hours that students participated in 

school activities and their resilience scores. 

Table 7         
Hours of Involvement in School Activities and Mean (SD) Resilience Scores 
  Freshman  Sophomore  Junior   Senior 

 n 

Mean  
resilience 

 (SD) n 

Mean 
resilience 

(SD) n 

Mean 
resilience 

(SD) n 

Mean 
resilience 

(SD) 
Hrs. involved         

   Never 10 
129.3  

(27.34) 
4 

132.75 
(25.51) 

4 
134.00 
(26.92) 

4 
119.25 
(23.30) 

   <1 to 3 hrs 50 
139.92 
(17.46) 

37 
133.57 
(20.07) 

24 
135.67 
(18.47) 

23 
134.30 
(17.84) 

   3-6 hrs 21 
145.57 
(13.67) 

30 
146.63 
(13.75) 

30 
138.27 
(19.99) 

23 
141.26 
(14.14) 

   6-9 hrs. 19 
143.47 
(15.45) 

27 
144.74 
(13.46) 

30 
144.07 
(11.63) 

20 
145.85 
(13.98) 

   9-12 hrs 19 
143.63  
(9.97) 

22 
143.05 
(11.57) 

24 
147.17 
(12.93) 

33 
146.18 
(11.38) 

   >12 hours 20 
146.15 
(12.55) 

20 
147.25 
(12.95) 

27 
145.59 
(13.71) 

37 
143.68 
(18.05) 

Total 
13
9 

141.9  
(16.37) 

140 
141.94 
(16.32) 

13
9 

141.91 
(16.38) 

14
0 

141.94 
(16.32) 
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The findings in Table 7 related the literature review specifically as it referred to 

student engagement in extra-curricular activities and how engagement increased the 

likelihood that a student stayed enrolled in college (Bean, 1981; Bernard, 1995; 

Calmes, 2012; Keyes, 2004). 

Leadership Positions 

To further examine involvement in activities in high school and how it related to 

resilience scores, another question on the survey focused on engagement at school 

specifically by holding leadership positions for extra-curricular activities. Leadership 

positions included all clubs, sports teams, student government, journalism, and 

campus ministry. One question focused on the student being appointed or elected to 

office. A separate question asked how many leadership training seminars the student 

had experienced. The regression analysis on resilience scores showed a significant 

relationship between holding a leadership position and resilience scores, t = 2.03, p < 

.045 (R2  = .022, β = .171). Students who were more involved in leadership activities 

tended to have higher resilience scores on the Resilience Scale™.   

Table 8    
Holding Leadership Positions in High School and Mean (SD) Resilience Scores 
  
  Resilience  
Leadership positions a n M SD 
   

  None 28 136.14 16.76 

   1-3 61 143.03 18.81 

  More than 3 49 144.47 11.64 

Note. a Leadership positions included any office that the student was elected or appointed. 
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As illustrated in Table 8, the students with higher resilience scores demonstrated 

an aspect of school engagement by taking on a leadership role within that activity. An 

ANOVA of resilience scores by participation in leadership training workshops did not 

show a statistically significant relationship F(2, 134) = 1.34, p = ns. Leadership 

training opportunities were presented to students at the school to prepare them for 

accepting leadership positions. The training workshops were required for anyone 

seeking an elected or competitively appointed position. 

Participation in Class Discussion 

Another aspect of being actively engaged in high school activities led to a 

question as to whether being actively engaged in class discussion would have a 

relationship to resilience. A regression analysis was used to determine a relationship. 

The criterion was the resilience score and the predictor was the level at which the 

participant self-identified frequency of participation in class discussions. The 

regression was significant, t = 5.23, p < .001 (R2 = .165, β = .407). That is, 16.5 

percent of the variance in resilience scores was accounted for by the level of 

participation in class discussions. As Table 9 showed, the more the student 

participated in class discussion, the higher the mean resilience score. 
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Table 9    
Participation in Class Discussion and Mean (SD) Resilience Scores 
  Resilience  

Participation level n M SD 
   
  Rarely 11 121.45 22.34 

  Sometimes 28 135.82 19.2 

  Often 52 144.98 12.71 

  Always 49 146.81 11.67 

Total 140 141.94 16.32 
  

Hypothesis 1 showed that a student who was actively engaged in high school 

activities had a higher resilience score. The results indicated a relationship between 

resilience scores and being involved in activities, holding leadership positions in 

activities, and being actively engaged in classroom discussions. However, there was 

not a statistically significant difference between resilience and leadership training. 

Hypothesis 2 

Students who have experienced some disappointment are more resilient.   

The research questions for this hypothesis were focused on the unemployment of 

the student or parent, being cut from a team or selection process, and receiving failing 

grades. Student dismissal from employment was not analyzed because only two 

students of the 145 respondents indicated that they had been terminated from work. 

Therefore, this variable was not explored further. There were more respondents who 

indicated that a parent had been involuntarily unemployed during their high school 

experience. Although the omnibus ANOVA was not significant, (F(4, 134) = 1.87, p 

=.12) the pairwise comparisons showed significant mean differences in resilience 
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scores between a parent never being unemployed involuntarily and a parent being 

unemployed between 1-3 months which provided some evidence that there may have 

been a relationship between resilience scores and a parent being involuntarily 

unemployed. As illustrated in Table 10, the sample size was not large, but the 

students with a resilience score described as very low, low and moderately low 

resilience had the fewest instances of a parent being involuntarily unemployed. The 

mean highest was with participants that had a parent involuntarily unemployed 

between one and three months while the participant was in high school. The students 

who had a parent involuntarily unemployed for more than nine months had the lowest  

mean resilience score. 

 Table 10    
Parent Involuntarily Unemployed and Mean (SD) Resilience Scores 
  Resilience  
Length of parent unemployed n M SD 
    

  Never 111 141.06 16.44 

  Between 1-3 mos. 11 151.55* 14.08 

  Between 3-6 mos. 6 147.01 12.98 

  Between 6-9 mos. 4 148.51 10.85 

  More than 9 mos. 8 133.86* 17.71 

Total 140 141.94 16.32 

Note. Mos.= months, *p<.05    
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The data collection transitioned from the variables that were outside of the control 

of the student, to those that were related specifically to her abilities. The present study 

analyzed what influence being cut from a sport, or not selected for a competitive 

position, such as a lead in the musical, would have on resilience. Although the 

omnibus ANOVA was not significant, F(1, 134) = 2.04, p = .15, the pairwise 

comparisons showed a mean difference in resilience scores between never being cut 

and being cut between one and three times and by being cut three or more times. The 

possible explanation for this will be discussed in Chapter Five.  

  

Table 11    
Being Cut From a Team or Competitive Position and Mean (SD) Resilience 
Scores 
  Resilience  
No. of times cut n M SD 

    

  Never 51  139.65* 18.07 

  Between 1-3 77 142.81 15.32 

  3 or more a 12  146.17* 14.56 

Note. a The response categories were combined due to small responses in the upper ranges. The 
original response included 3-5 and 5-7 or more than 7. Only 12 total responses in that category 
necessitated combining the categories. 
*p< .05 

One error noted on this Likert scale was the overlap of numbers to choose in the 

response options. If a participant had been cut exactly three times, she could have 

selected 0-3 or 3-5, etc. This inconsistency was discovered after all results had been 

collected. It did not appear that this error statistically impacted the results. Small 
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numbers of responses in the upper categories necessitated combining the categories 

and thus alleviated part of the error. 

Receiving failing grades were based on academic effort and ability. College 

bound students were generally concerned with grades and failing grades in particular. 

Having to address failing grades was considered a challenge. The present study asked 

respondents to indicate what consequences for receiving failing grades were. The 

majority of respondents marked “No failing grades.” The sample size was small (n = 

9) that indicated a response of “Nothing.” Although the omnibus ANOVA was not 

significant, the pairwise comparisons showed significant mean resilience score 

differences between “Nothing” and “some restrictions”. The mean for all participants 

was more similar to the students that had some restrictions than those that responded 

that nothing happened to the student when there was a failing grade. 

 

Table 12    
Consequences For Failing Grades  and Mean (SD) Resilience Scores 
  
  Resilience  
Consequence for failing grades n M SD 
    

  No failing grades a 94 144.03 12.48 

  Nothing 9  117.78* 28.37 

  Some restrictions 34 141.53 17.28 

  Parent involved 3 153.67 1026 

Total 140 141.94 16.32 

Note. a Failing grades for this school are scores below 69%, *p < .05 
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 The factors studied in this hypothesis that demonstrated a possible relationship 

between resilience scores and experiencing disappointment appeared to be linked to 

parental unemployment and the student who experienced being cut from a team or 

activity or not selected for a competitive position. There was a possible relationship 

between the resilience score and how the student interacted at home with the parent 

when she received failing grades. Chapter Five will discuss further these possible 

relationships. 

Hypothesis 3 

Students who have been overscheduled are less resilient than those who were 

not.  

One limitation of this study was that it focused on the school and the home 

activities as they related to over-scheduling. Youth in today’s society are not only 

scheduled to do many things related to school itself, but they are also taking part in 

many other activities (Elkins, 2003). However, much of the research focused on 

younger children (Elkind, 2012). The operational definition used for this study was 

more closely related to the adolescent teenage student and her ability to balance work 

and school and still maintain a high resilience score.  

As indicated earlier, students who were engaged for more than six hours a week 

in extra-curricular activities had higher mean resilience scores. There was a follow-up 

question that determined the number of hours a student worked at a job during the 

school year. In the current study, those students who had a job had a higher resilience 

score. Table 13 illustrates that those students who worked had significantly higher 

resilience scores (F(4, 134) = 3.01, p = .019, η2 = .08). 
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Table 13    
Student Working While in High School and Mean (SD) Resilience Scores 
  Resilience  
Hours worked per week a n M SD 
    

  Did not work 34 136.71* 21.24 

  1-6 hrs./wk 30 143.03 10.9 

  7-13 hrs./wk 40 142.81 14.59 

  14-20 hrs./wk 24 140.29 16.34 

  21 or more 11 155.55* 10.73 

Total 139 141.94 16.38 

    
Note. a Complete question: How many hours per week on average did you work at a job 
during high school? 
* p < .05 

It was demonstrated that there was a statistically significant difference 

between working and being actively engaged in extra-curricular activities, and not 

working, with higher resilience scores for those who engage in working a job 21 or 

more hours/week. The hypothesis that an over-scheduled student was less resilient 

was not supported by this study. 

Hypothesis 4  

 Student athletes are more resilient than those who do not participate in 

athletics. 

A regression analysis compared levels of resilience to the students who 

participated in high school athletics. The analysis showed a significant relationship 

between a young woman who was active in athletics and the student who was more 
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resilient. Consistently, the more a student was involved in athletics, the higher her 

resilience score was t = .81, p < .04, β= .19, R2 = .03.  

Hypothesis 5 

Students that have excessive parental involvement in their lives are less 

resilient.  

This hypothesis focused on the home environment and what influenced a more 

resilient young woman. The first home variable queried was the amount of time a 

parent was present in the home each day. There was no relationship between the 

number of hours that a parent was home during the hours of 6:00 a.m. to 10:00 p.m. 

and resilience scores. Although the omnibus ANOVA was not significant, F(4,134) = 

1.74, p = .143, η2 = .049, the pairwise comparisons showed significant mean 

differences in resilience scores for participants whose parents were home fewer than 

25 hours and between 51-75 hours and more than 100 hours. The question did not 

specify which parent, or whether the parent was working from the home, but rather if 

there was a parent present in the home during those hours. This relationship is 

discussed in Chapter Five.  
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Table 14     
Hours Parent Home During the Week and Mean (SD) Resilience Scores 
   Resilience  
Hours home/week a n M SD 
    

   Fewer than 25 19 139.74 25.52 

   26-50 36 137.42 13.77 

   51-75 28 146.38 13.21 

   76-100 23 146.31 10.41 

   More than 100 34 141.38 17.19 

140 141.94 16.32    Total 

  
   

Note. a Full question: How many hours per week, on average, was a parent or guardian 
home on school days between 6 a.m. and 10 p.m.? 

 

Chore Expectations 

The survey asked participants to indicate the number of minutes per week that 

they were expected to complete chores at home each week. There was a marginally 

significant difference in the mean resilience scores and the number of weekly minutes 

of chores a parent expected their child to do, F(4, 134) = 2.28,  p = .064, η2 = .06 and 

resilience scores. Those participants that indicated that they were not expected to do 

chores during the week had the lowest mean resilience score of all other categories of 

chore completion. 
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Table 15     
Chore Completion Expectation and Mean (SD) Resilience Scores 
  
   Resilience  
Chores min/week a n M SD 
    

   None 
 

13 129.54* 31.09 

   1-30 min. 47 144.21* 13.97 

   31-60 min 48 142.31 14.38 

   61-90 min 22 144.01* 9.97 

   More than 90 min. 9 140.67 16.87 

   Total 139 141.92 16.38 

Note. a  Question: How many minutes per week were you expected to complete chores at 
home during the school year? 
* p <.05 

 

Parental Involvement During College and Resilience 

A question the Class of 2011 answered related to the number of times per week 

that a parent communicated (text, email, call) with the student while at college. The 

response categories ranged from 0-5 times per week to more than 35 times per week. 

There was a statistically significant relationship t = -2.69, p = <.010 (R2 = .106, β = -

.364) between the frequency of parent contact with a daughter her freshman year of 

college and her resilience score. Her resilience score decreased with the increased 

number of contacts with home per week. These findings will be discussed in Chapter 

Five. 
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Table 16     
Parent Communication During College and Mean (SD) Resilience Scores 
  
   Resilience  
Number of contacts per week a n M SD 
    

   0-5 times/wk 32 149.25* 11.71 

   6-14 times/wk 12 142.01 14.27 

   15-25 times/wk 6 136.33* 22.27 

   26-35 times/wk 2 131.01*  8.49 

   More than 35 times/wk 8 138.62 15.32 

Total   60 144.48 14.57 

Note. a Full question: Number of occurrences, on average, per week during the school year that a 
guardian communicated with you. This includes each text, email, call or visit. 
* p = .05 
 

The results suggested that parents who communicated too frequently with their 

daughter while in college impacted her resilience in a negative manner. The data 

presented in this chapter illustrated those variables in the home and in the high school 

that have a statistically significant relationship with resilience scores of young 

women. The variables fell into four major categories: leadership, work, independence, 

and participation. These are discussed further in Chapter Five to better analyze and 

interpret the significance and meaning of each category of variables.  
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Chapter Five 

Discussion 

Purpose of the Study 

The purpose of this study was to examine what variables may be indicative of a 

female college student having a high resilience score in her freshman year of college. 

The variables that related to the high school and the home were of interest to the 

researcher because as the Head of School of an all-girl, college preparatory high 

school, there was anecdotal evidence that some students were more resilient than 

others in college. The researcher hypothesized that there was more that the school 

faculty and staff could do to increase or teach resilience and therefore better prepare 

graduates for college. The researcher also hypothesized that the home environment 

was significant in how resilient a student was and would be in the future. The current 

study attempted to show what the high school and parents could do to assist in 

preparing the young women for a more successful college experience by increasing 

their resilience scores.  

As indicated in Chapter One, researchers have found that it is possible to 

increase one’s resilience, or learn resilience, with specific practices (Allison, 2012; 

Bernard, 1995; Burns, 2012; Grotberg, 2003; Luthar & Cicchetti, 2000; Marano, 

2003; Pucci, 2010; Scott, 2012; Stienhardt, 2012; Truebridge, 2010). The information 

gathered provided insights into what high school staff and what parents might do to 

increase the likelihood that the young woman will build more resilience before she 

matriculates from high school, and therefore may be more successful in handling the 

challenges and roadblocks that occur in the college experience.  
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The current study identified four variables in the school and five variables in the 

home that had a relationship with resilience scores. There were four variables that are 

shared between home and school. The four variables at school were (a) being 

involved in activities, (b) holding leadership positions, (c) participating in class 

discussion, and (d) being a member of an athletic team.   

The five home variables that had a significant relationship were (a) experiencing 

the involuntary employment of a parent, (b) allowing the student to work during the 

school year, (c) expecting the young woman to complete weekly chores, (d) not 

communicating with the young woman as frequently when away at college, and (e) 

having some consequences for failing grades in high school.  

The shared variables were assisting the student in developing her (a) confidence, 

(b) independence, (c) ability to meet new people, and (d) academics. These will each 

be discussed in this chapter with reflection back to the literature review and data as to 

why these relationships occurred. 

Resilience Scale  

The participants in the current study scored higher on each item of the Resilience  

Scale ™ (Wagnild, 2011) compared with the national norm group scores with the 

exception of three items (a) I seldom wonder what the point of it all is, (b) I can get 

through difficult times because I have experienced difficulty before, and (c) When I 

am in a difficult situation, I can usually find my way out of it. The Resilience Scale™ 

(Wagnild, 2011) had a sample group consisting of male and female participants 

between 18 and over 60 years old. The current study only had women between 17-20 

years old. According to the Resilience Scale™ (Wagnild, 2011) research, resilience 
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increased with age and experiences (Wagnild, 2011). Therefore, the lower scores by 

the sample group on items related to life experiences would have been consistent with 

not having as much life experience from which to draw. 

Hypothesis 1  

Students who are actively engaged in activities in high school are more 

resilient.  

Involvement 

The current study found that the more involved a student was in high school, the 

higher her resilience score. In reviewing the descriptions of resilience levels, it was 

clear the people who displayed very low, low and moderately low resilience, lacked 

energy, felt depressed and felt alone or isolated. The students who were least engaged 

in activities would most likely have felt isolated as if they did not have the energy for 

one more thing in their day. A proposed action plan for schools may be based on the 

current study and the descriptions of resilience levels. The school administration may 

want to put more emphasis on collecting data to determine which students are 

involved and which students are not involved in extra-curricular activities. The school 

administration may want to employ a method by which to identify the non-

participative students and then meet with them to discuss their school engagement 

and opportunities for school involvement. One private, all-boys high school in the 

Midwest, Rockhurst, has a meeting night specifically for this initiative called 

“Sophomore Conversations” at which the parents and student meet individually with 

an educator from the school to set goals and discuss what activities the student should 

join. 

   



RESILIENCE  70 
 

The caution in this particular endeavor is to be sensitive to the mental health of 

the students. As previously described, students who scored at very low, low, and 

moderately low levels of resilience often struggled with anxiety and depression. Just 

joining a club or activity would not automatically cause an increase in a Resilience 

Scale™ (Wagnild, 2011) score, but it may be a part of a larger plan to provide 

assistance to a struggling student. Working closely with the parent and the student to 

identify the source of the anxiety or depression, seeking professional attention if 

necessary, and then getting the student involved, would be the most prudent course of 

action.  

Those students who were described as having moderate to very high resilience 

were consistently involved in activities at school. There was also an increase in 

involvement between freshman and senior year. A subset of this category was how 

well the student performed academically when involved in activities. Consistently, 

the students who were actively engaged in activities during high school had higher 

GPAs and resilience scores than those who did not. Some parents take activities away 

from children when they are not meeting the parents’ expectations academically. This 

may actually be counter-productive in the long run. Some students need time and 

practice to work on time management skills. High school is an appropriate place to 

practice these skills before moving on to college.  

For a school administration to support students in the practice of time 

management of school work and activities, the school team will need to provide 

specific and directed instruction of this skill. A program specifically addressing the 

importance of keeping a calendar, long-range planning, breaking tasks into 
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manageable parts, setting goals, evaluating progress and establishing routines are all 

essential life skills that can be taught in the high school setting. It is not enough for 

the faculty to simply state that a student will need to be a good time manager. It is the 

role and the responsibility of the entire school community to provide the structure and 

training for this skill. 

There may be a number of reasons why students who are involved in school 

activities had a higher resilience score. One reason that the students had higher 

resilience scores was that they had a sense of belonging and that others accepted 

them. Students who selected their own clubs and activities of interest were able to 

demonstrate a skill or talent that was appreciated by the group. A variety of activities 

such as art club, dance team, bowling club, choir and many more would meet that 

need. All of these activities gave students an opportunity to pursue their own passions 

or interests and surround themselves with others who appreciated the same interests. 

Resilience Scale™ (Wagnild, 2011) descriptions at higher resilience score levels 

included words such as “happy,” “optimistic” and “energized.” When a student was 

engaged in a self-selected activity, she was more likely to exhibit these 

characteristics. 

Another reason for this relationship may have been that the student had to create a 

system of time management, of balancing school, work, relationships, and hobbies. 

The ability to balance more than one task at a time was a Resilience Scale™ 

(Wagnild, 2011) indicator at the higher levels of resilience scores. Students who 

began the practice of balancing school and leisure interests in high school may have 

been more likely to carry forward that skill into the adult world of balancing work 
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with home and leisure. The descriptions for moderate, moderately high and high 

resilience focused on the ability to handle more than one thing at a time and the 

ability to balance various aspects of life. 

Leadership  

Another variable studied was in relation to a student’s resilience score and if 

she held leadership positions at school. As indicated in the literature review (Higgins, 

1991; Sax, 2010; Willingham et al., 1997), one of the advantages of an all-girls 

school environment is the opportunity for young women to hold all positions of 

leadership. The societal models for leadership for young women are sparse. 

Nationally in 2012, only 18.1 percent of Congress were women (Department of 

Labor, 2012). The difference that an all-girls education played in increasing the 

number of women holding leadership positions was significant. It was found that 

women who attended all-girls schools were six times more likely to sit on the board 

of a Fortune 500 company and 80% of girls from girls’ schools held leadership 

positions after high school. (Catalyst, 2013; National Coalition of Girls’ Schools, 

2013). The current research indicated that when a young woman had the opportunity 

to serve as a leader, she had a higher resilience score. Leadership should not be 

confused with politics, but serving as a leader can be challenging or daunting to 

young women who have few role models. 

It becomes important for high school administrative teams and faculties to 

offer more opportunities for student leadership to better prepare these young women 

for the world. People described as having high and very high resilience draw others to 

them because they have had the ability to view a challenge from a variety of 
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perspectives and offered different solutions. Seeing a problem from a variety of 

points of view and offering unique solutions is a characteristic of leadership that can 

be developed with specific leadership training. Creating opportunities for students to 

focus on their gifts, talents and strengths would aid students in having a more positive 

outlook on life.  

Leadership has its costs. A good leader possesses many effective traits, but 

every leader must deal with disappointment, disapproval, criticism and defeat. School 

communities are a much safer environment in which to train young women for the 

world of leadership so that she may be guided and nurtured in the subtleties of 

effective leadership. Many women have shied away from taking leadership positions 

not because they were under qualified, but because they lacked the confidence that 

they were capable of doing the job. If school administrators were to create programs 

specifically for training young women in the art of leadership, and then to provide a 

safe manner in which to practice leadership skills, there may be more women willing 

and confident to run for office or seek the next level of promotion. 

Leadership Training 

To prepare students for expanded opportunities in leadership, the school in 

this study began offering leadership training seminars in the 2010-2011 school year. 

The Class of 2011 only had three opportunities to go through training sessions. The 

Class of 2013 was able to participate in training offered at 12 different sessions. 

Although there was no statistical significance found in the act of going to leadership 

training (p = ns), there was some indication that the training may have an impact on 

resilience. Tables 4 and 5 illustrated the difference in resilience scores and self-
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reported college preparedness in academics, residence hall life, meeting new people, 

being away from home, being independent and being confident. This particular set of 

variables had the most differentiation between the two sample groups. This difference 

requires more research for a more definitive explanation. The sample groups attended 

the same school and had similar opportunities for developing the skills of academics, 

confidence, independence and meeting new people. However the two sample groups 

had significantly different mean resilience scores. The Class of 2011 reflected lower 

resilience scores in these areas. The Class of 2013 had stronger correlations for all of 

the categories. One explanation might be the institutionalization of mandatory 

leadership training sessions starting in 2011 for any student wishing to be elected or 

appointed to a position of leadership. The Class of 2011 would not have had as many 

opportunities to participate since that was the year that they graduated. The Class of 

2013 would have had twelve different training sessions available to them.  

The current research findings showed a statistically significant relationship 

between leadership positions held and higher resilience scores. Further research is 

required in this area, but the school administration may want to think about requiring 

leadership training for all students, not just those who self-selected to participate. 

Another factor that may have had an influence on these results is that the school 

administration commissioned a branding audit in 2010. The audit revealed that the 

school community needed to focus on the traits of independence and confidence 

because the school had a unique position in the marketplace to stake the claim that it 

was the best at developing those traits in young women. The marketing committee, 

communications director and administration spent time developing specific 
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messaging and activities to address those two areas of development. The 

administration spoke repeatedly to students about these qualities and how they would 

be distinguishing characteristics of alumnae. Specific programming was instituted 

including “Lunch with a Leader” which invited alumnae back to the school to discuss 

how their career path was established at the school. All communication from that 

point forward included the tag line, “Empowering young women to be confident, 

independent, thinking leaders.” The consistent message to students was that they were 

these things and the Class of 2013 heard it for three full years. It is possible that the 

power of suggestion had an impact on student perceptions. 

Class Participation 

The variable of student participation in class discussion “often “and “always” 

was one of the most important findings of the current research. Young women, more 

so than young men, have been able to successfully avoid being put on the spot to 

respond publicly to teacher inquiry. Being quiet is a stereotypically acceptable 

behavior of young women and girls are often described as being shy. Too many 

women today are terrified to speak out not only to a crowd, but even to a small 

collaborative group perhaps because they were never required to speak their opinion 

in school. Some young women were allowed to be shy and non-participatory all 

through their formal education.  

The findings showed that the more a person practiced the art of discussion, 

debate and opinion forming in a safe environment, the more likely she was to carry 

those skills forward and be more resilient in college and in life. This particular part of 

the research underscored a need for faculty professional development and strategies 
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for engaging learners in dialogue. To take the current research into the class 

environment, professional development will need to address how a teacher would 

move from a traditional class lecture to student-directed learning. Subsequently, the 

student will present information to her classmates to raise their understanding and 

create active learning for the class.  

The school involved in the current study completed research two years 

previous to this study and created a professional development program for teachers to 

encourage and actually demand more class participation of their students 

(presentation, Lisko & Curley, 2011). The purpose of the Lisko and Curley research 

was to provide data for the school’s claim that the school community was 

“empowering confident, independent, thinking leaders”. The claim was backed up by 

research and more directed implementation. The teachers engaged in a year long 

process in which they had peer coaches who observed and provided feedback about 

how often and what type of participation the students had in the classroom. This 

professional development was created to better align, and intentionally create, 

confident young women. The data in the current study supported the work done 

previously by the other researchers for the school that engaging young women 

actively in their class discussions had a positive outcome. These students were more 

confident and consequently had higher resilience scores. 

The variable of classroom participation was very subjective. However, since 

the entire sample group was from one school, the students responded in comparison 

to their like peers. Therefore, their responses were likely to have been accurate 

reflections of their perception of interaction and class participation. The relationship 
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of being actively engaged in class discussion and higher resilience scores was evident 

from the current research as those students who were described as moderate, 

moderately high and very higher resilience were twice as likely to be involved in 

class discussion often or always compared to the very low, low and moderately low 

students. 

Hypothesis 2  

Students who have experienced some disappointments are more resilient. 

The current research studied both disappointments in the school and in the 

home. There was no statistically significant relationship between disappointments in 

the school and resilience. However, there were statistically significant relationships 

with disappointments in the home and resilience.  

Parental Unemployment 

The first variable studied what impact a parent who had been involuntarily 

unemployed would have on resilience scores. Although the sample size for this 

particular question was small (n = 30), there was a statistically significant difference 

in the resilience scores between a parent being unemployed and employed parents. 

The significant difference was between higher resilience and a parent being 

involuntarily unemployed for nine months or fewer, but not more than nine months. 

This finding may indicate that those who have experienced a parent being 

involuntarily unemployed and had to respond to that loss through the normal stages of 

grief and change, was important for a child to develop resilience. If, however, the 

parent was unable to find new employment after nine months, or was unable to 
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bounce back, there was a negative effect for the child as she was likely to witness 

disappointment without resolution.  

The concept of bouncing back and moving forward requires that there is a 

setback first. Therefore, a parent losing a job was not detrimental to the child, but the 

ability to find new employment within nine months was important. It is also possible 

that some parents may have hesitated in sharing with a child that there was a lost job. 

The current research suggests that not only should the parent share the experience, but 

the parent has the opportunity to provide a life lesson in dealing with loss and 

disappointment. In the immediate weeks following a loss of employment, there could 

be stress and coping skills that are considered healthy and those that could be 

considered unhealthy. It should not be automatically assumed that a loss of 

employment is always a detriment to the well-being of a young woman.  

In returning to the item analysis in Chapter Four of the Resilience Scale™ 

(Wagnild, 2011) and which items were lower than the mean of the sample group, one 

item was related to experiencing hard times and disappointment. It would have been 

consistent with resilience score data that resilience increased with age because one 

has had more opportunities to experience disappointments and bounce back from 

them. In the current study, students who had experienced the disappointment of a 

parent being involuntarily unemployed did offer that student an opportunity for 

growth and the research demonstrated that resilience did increase with experiencing a 

parent involuntarily unemployed.  
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Failing grades  

The current study investigated the relationship between the consequences at 

home for failing grades and resilience. These two issues related to both home and 

school variables. Although a substantial number of participants had no failing grades 

(n = 92), the students who had an experience with a failing grade most commonly had 

“some restrictions” placed upon them by the parent.  

In the college environment, there is not an automatic procedure for parents to check 

on the grades of their daughters since the enactment of FERPA. This transition may 

prove difficult for those parents that have been in the practice of regularly checking 

grades and assigning consequences during high school. The resilience scale question 

that could relate to this was, “I have self-discipline” and, “My belief in myself gets 

me through hard times.” These two items can be developed if a student has the 

opportunity to make a mistake and then develop a plan to address it.  

Having consequences for failing grades in high school may have an impact on 

how a child handles failing grades in college and failing at other things in life. If one 

is to bounce back from adverse experiences, then one needs some adverse 

experiences from which to practice that skill. The school environment, or failing 

grades, is probably one of the safer places to practice failing. Parents and school staff 

would not want students to practice failure through risky behaviors such as drug and 

alcohol use, or driving recklessly. Therefore, school staffs and parents need to 

continue to provide opportunities for safe failure and teach the skills to recover from 

those failures. Although dealing with failing grades may seem like a minor task that 
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has little impact on future situations of failure, it is a practice and a skill that needs to 

be perfected through experimentation and adjusted for each individual. 

The research showed that all of the students having very low resilience had no 

consequences at all for failing grades. In stark contrast, all of those students with very 

high resilience and 77 percent of those with moderately high resilience had 

consequences for failing grades. The findings from the current research indicate that 

having some consequences for poor performance does not impede resilience. If, in 

fact, there are no consequences at the home for failing grades, then there may be an 

opportunity for the school to present consequences to the student for failing grades. 

These consequences may be in the form of assistance, i.e. required study hall instead 

of open campus privileges, or punishment such as being benched from a game until 

the grades improve. Many schools have a “no pass, no play” rule for failing grades. 

Many athletes have been impacted in a positive manner by the increased minimum 

grade requirements to play college athletics. Not everyone is motivated by the same 

incentives and it is important for the school team and the family to define what 

incentives work best with the individual student, and then consistently administer 

those consequences for failing grades.  

Another observation from the current study was that none of the participants 

indicated that they sought the help of a teacher when they received a failing grade. 

This presents the school support team with a specific strategy that could be employed 

as a part of assistance to work with the student collaboratively for improvement. 

Further research into how students address failing grades on an assignment or in a 

course would be beneficial. 
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Hypothesis 3 

Students who have been overscheduled are less resilient than those who are 

not. 

The current research indicated, as discussed previously, that a student who 

was actively involved in activities had a higher resilience score. The research also 

showed that the being involved in all four years of high school was more significant 

than only being involved in one year. Finally, there was a relationship between 

holding a job during the school year and resilience scores. This finding indicated that 

even when courses become more difficult and the student is likely to also have an 

outside job, she may still show a higher resilience score by being consistently 

involved in activities. 

Another explanation for the current research not supporting the literature 

regarding over-scheduled students being less resilient is that most of the research on 

over-scheduling focused on younger children (Elkind, 2007; Rosenfeld, 2001). It 

would be reasonable to conclude that younger children tend to be sched; Rishe, uled 

by the parent and in activities selected by the parent. The current study focused on 

high school students. In the high school setting, it is more likely that the student has 

selected activities in which she would like to be involved. Being able to select what 

appeals to her interests and passions could have an impact on her definition of over 

scheduled because she is engaged in activities of her desire.  

Hypothesis 4 

Student athletes are more resilient than those who do not participate in 

athletics. 
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As reported in Chapter Two, there is research to support the relationship 

between athletes and higher resilience scores as well as higher GPAs (Maloney, et. 

al,1993; Rishe, 2003). The current research sought to determine if there was a 

relationship between higher resilience scores and being engaged in athletics. The 

results showed a relationship between being an athlete and having a higher resilience 

score. There may be a number of explanations for this.  

Court of Public Opinion 

Athletes are exposed to a court of public approval and disapproval at each 

competition. There is a winner and a loser at athletic competitions. One is ranked 

among one’s peers and publicly presented as the winner or loser. In some sports, such 

as softball, one’s  accomplishments and failures are publicly recorded and published 

in box scores. In any athletic competition, the fans are actively engaged in expressing 

their approval or disdain for one’s performance. Many athletes have endured jeers 

and shouts when they are not performing at a level that the crowd anticipates. All of 

these exposures to public approval and disapproval provide a training ground for 

dealing with disappointment and how to recover from it.  

Role of the Coach 

The role of the coach in developing player resilience is an opportunity for 

further research. How an athlete bounces back from disappointment may be related to 

how a coach responds to the athlete during practice and competition. Athletes are 

tested in every competition to be not only physically present, but mentally present in 

the competition. Many sports psychologists argue that the mental role is far more 

valuable than the physical training drills that teams go through each day (Lesyk, 
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1998). Few matches are lost with the coach stating that the other team was just better. 

The coach responds with statements such as “We just were not here to play” or “We 

made a lot of mental errors.” These are related to how one bounces back from being 

disappointed or not being successful. 

The third advantage to having a coach is to give advice and allow the 

opportunity to try again and improve. Improving past performance is the key to not 

just perseverance, but resilience. Resilience, as defined in Chapter One, is not only 

the ability to stay with a task to completion, but to change along the way to improve 

the situation. Redirection and adjustment are what happens when a coach pulls an 

athlete aside and points out what is working, and what is not working. Masterful 

coaches can identify the error and allow the athlete to determine how to change and 

adapt. Other coaches spell out the changes needed to improve. In either case, the 

athlete is provided with ideas and suggestions to make changes that should improve 

the situation. 

The act of modeling a skill that can transfer to other situations may explain 

why student athletes had higher resilience scores. The athlete has practiced the art of 

experiencing failure, looking at the options to improve, setting goals and then 

modifying behavior to attain a new result. Athletes have this opportunity presented to 

them on a regular basis, so the act of doing it outside of the realm of athletics and into 

the real world is more “natural” than someone who has not had the opportunity to 

practice the skill. 

Musical Participation 
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The current study also looked at students who participated in the school 

musical. Practice for musicals is a demanding schedule and lasts about as long as an 

athletic season. There was no relationship between resilience and being in the 

musical. Why would there be a relationship to athletics and not the public 

performance of a thespian? It may be that when a thespian performs, although there is 

an audience who will demonstrate their approval through applause, there is rarely an 

instance in the high school setting that the audience would not engage in polite 

applause even if the performance was not meeting the expectations of the audience. 

There is no winner or loser or publicly reported box scores after a musical 

performance. Further research on other fine art involvement and relationship to 

resilience could be of value since some fine arts do have specific competitions, such 

as speech, and visual arts.   

Hypothesis 5  

Parents who are over-involved in their daughter’s lives impact resilience 

negatively. 

Parental involvement was a difficult subject to untangle and distinguish 

between being an active parent and an over-involved parent. The current research did 

create an opportunity to explore the ability for a young woman to be more resilient as 

variables were analyzed for relationships.  

Amount of Time a Parent Home 

The first variable that was studied was the amount of time a student had a 

parent available between 6:00 a.m. and 10:00 p.m., or what would be considered 

“normal waking hours.” The current research did not show a statistically significant 

   



RESILIENCE  85 
 

relationship between a participant’s resilience and the amount of time that a parent 

was home during waking hours. However, the current research did suggest that a 

parent working part-time, or at least not extensively, did have a relationship to the 

young woman’s resilience score. Having both parents work might signify that the 

child benefits from the ability to witness a dual working household, but with work-

life balance. She is better able to understand that parents are not always going to be 

available to her, but she will survive it and grow from it. Having some expectations of 

independence and problem solving assists her in becoming more resilient. 

Chore Completion 

A follow up question to the parent being home was whether or not the 

participant was expected to complete chores each week. There was a marginal 

relationship between resilience and the expectation to complete chores. One 

observation would be that it did not matter if one or both parents were home or 

worked outside the home, only that there was an expectation to contribute to the 

functionality of the home by completing chores. The Resilience Scale™ (Wagnild, 

2011) items that may help understand this are, “I feel that I can handle many things at 

a time” and “Sometimes I make myself do things whether I want to or not.” 

Anecdotally, parents have stated to the researcher that they did not expect their 

children to do chores because their school work was burdensome and that was what 

they should be doing. The current research found that the more minutes per week that 

a student completed chores, the higher the resilience score. Psychologist Rosemond 

(2013) argued that by four years old, the child should have some expectations of 

contributing to the maintenance of the household on a daily basis. He further stated 
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that if a child is not expected to complete chores then he or she will not be able to 

fully develop as an adult because he or she has not contributed to the well being of 

the home. 

The act of completing a chore that may not seem enjoyable, such as taking out 

the trash or sweeping may provide an experience with success and accomplishment 

that aids in resilience development because the rewards and measurement are 

immediate. Another aspect of chore completion is the sense of self-worth, or 

contributing to the betterment of the greater good, that comes from participating in an 

action that benefits others. The expectation by a parent for the child to complete 

family chores also gives the child the message that their work is valued, necessary 

and essential for the functionality of the household. 

It is important for children to develop their sense of obligation and 

responsibility to not only serve their own needs, but the needs of others. In the 

Resilience Scale™ (Wagnild, 2011) descriptions, the individuals who are described 

as having high and very high resilience are those that others depend on and see as 

serving others. Completing chores would help to establish these skills early on in 

child development and provide opportunities for growth.   

The current research did show that an expectation of some chores was 

positive, but having more than 90 minutes of chores per week had a negative 

relationship to resilience score means. This could be due to the fact that a child with 

over 90 minutes of chore completion per week was becoming too much of an adult 

and taking care of more responsibility than their age, or time allotment, was able to 

handle. 
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Working During High School 

The ability of a young woman to work while attending high school was also of 

interest for the current research. Some parents need the child to work in high school 

for financial reasons. Other parents feel working is important for teaching time 

management. Regardless of the reason, the current study found that those students 

who held a job during high school had a higher resilience score. The Resilience 

Scale™ (Wagnild, 2011) items that related to this topic were: “I have enough energy 

to do what I have to do,” and “I feel proud that I have accomplished things in life,” 

and “I am determined.” Finding the first job is a milestone in maturation. The ability 

to earn money and manage money is an important life skill. The ability to manage the 

time to both work and attend school is not simple. Developing higher resilience may 

be enhanced by working at a job because the young woman is more independent of 

her family and has established some power in her world by having financial means.  

There may also be a relationship between working during high school and increased 

resilience because the student has a world independent of the parental oversight. A 

parent may be very involved with school, but the work environment typically would 

not have contact with the parents. The student has the opportunity to establish herself 

in the workplace and must do so without parental assistance. Further research may be 

done to evaluate if there is a difference in resilience levels if the student works for a 

parent or the parent found the job for the student. 

Parent Communication with the College 

Establishing independence from parents during the college experience has 

become more cumbersome during the technological age. Thirty years ago one could 
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not communicate through the Internet, email, text messaging or even cell phones. The 

primary means of communication was through letters and long-distance phone calls 

that were costly. The current college generation has grown up with a different 

experience of communication and the expectation for instant communication. Some 

parents also have the expectation for instant communication and use these easily 

accessible means of communication to connect with their children and with their 

children’s professors on a much more frequent basis than in the previous generation.  

Parent Communication with the Daughter in College 

The current study looked at how often a parent connected with the daughter 

through all available methods of communication (call, text, email, letters, etc.). There 

was a strong negative relationship between the number of times that a parent 

connected with the daughter and her resilience score. The resilience questions that 

were related to this relationship were, "When I’m in a difficult situation, I can usually 

find my way out of it,” and “I usually manage one way or another,” and “I can be on 

my own if I have to.” The ability to face a difficult situation independent of a parent 

is not only a sign of maturity, but also a sign of having higher resilience. If a student 

is to rely on herself for solving a problem, then she must analyze the situation, create 

options, make a decision and act on that decision.  

What this particular relationship suggests to parents and high school 

administrators is two-fold. One, school administration teams may develop set 

protocols for students to advocate for themselves in front of the faculty, 

administration or other adults. The high school staff may want to train students for 

independence in a practiced manner where coaching and mentoring may take place. 

   



RESILIENCE  89 
 

Second, the school staff may want to also educate parents that the first step in 

resolving a student-adult conflict is the student approaching the adult to discuss the 

concern. Too often parents skip a multitude of levels to address an issue thinking that 

they are defending their daughter or advocating for her rights. In reality, the parents 

are sending a very strong message to the daughter that they do not trust her to be able 

to handle the conflict herself. When parents require the young woman to address the 

situation herself, they have begun valuable training about self-advocacy and 

resilience. 

The constant parent communication with students in college demonstrated a 

significant negative relationship to resilience scores. The communication may not be 

about solving problems for the daughter, but she may be dependent on her parents if 

her safety net is constantly available. If parents were to decrease the number of times 

that they communicate with their daughters in college, they may be able to raise a 

daughter with a higher resilience score. This recommendation may be difficult for 

many parents to hear and acknowledge because they want to be supportive of their 

daughters and they may feel communicating with her frequently is a sign of that 

support. What the constant communication may be saying to the daughter is that she 

needs them for her “survival”. The researcher tested the waters informally on this 

particular concept and was met with much resistance by parents who disagree with 

the findings and the recommendation to make contact less frequent. Further research 

may be able to determine more specific steps for school administrative teams to teach 

self-advocacy and how to educate parents in the process. 

Teaching Confidence 
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There was a strong relationship to high resilience scores and the student 

feeling confident when she graduated. Confidence and resilience being related is 

logical on a number of levels. First, the student must be confident enough in herself to 

try new things and do so with the realization that everything may not be perfect, but it 

will work out fine. Some students may be so paralyzed by their fear of being in a new 

location or surroundings that they are unable to brainstorm ideas of how to deal with 

their fears. Second, a confident student demonstrates strong skills in presenting 

herself to others in a manner that attracts others to her, thus creating a sense of 

belonging. Third, a student with confidence may approach challenges with optimism. 

The benefits of a student feeling confident entering college are imperative for school 

teams to recognize and then develop programming to address strengthening 

confidence.  

Some ways to address this may include establishing expectations that every 

student must speak publicly and defend her opinion about an issue important to her. 

Another way to develop this confidence is to require the student to advocate for 

herself in the class, on the field, or on the stage. A student should express her ideas 

and opinions in a respectful, yet directed manner so as to establish small steps in 

confidence development. Finally, teachers need to be direct and specific in 

complimenting and encouraging students. There are many real life examples of 

students who became successful and credit a teacher who encouraged a specific talent 

or gift in that young person. School teams may want to create systems that are 

realistic, but insistent, so that nobody graduates without some adult demonstrating 

real care and concern and for recognizes the gifts and talents of each student. 
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Teaching Independence 

Developing independence is something that the school staff can work on with 

parents. One idea would be to provide more opportunities for students to travel with 

peers and adult chaperones, but not parents, and to restrict the use of technology and 

communication for a length of time. This experience may provide a controlled 

environment in which to feel safe about the independence. Some other practical ideas 

to share with families would be to have their children fill their own cars with gas, 

open their own bank accounts, and file their own taxes. Parents and school 

administrators need to continue to think creatively, and in partnership to offer 

opportunities for fostering independence and confidence in the safe school 

environment. 

Meeting New People 

As students move away from a safe, small high school to the university 

setting, one difficulty for many students is meeting new people. Those described as 

having high resilience are outgoing, optimistic, and draw others to them. High school 

teams can encourage students to experience this in a number of ways. Some programs 

already exist such as “Mix It Up at Lunch” from the Teaching Tolerance organization 

(2013), but school communities do not need to wait until the one day a year that it is a 

national initiative. School counselors may want to facilitate “Get to Know Someone 

New” days throughout the year, or work more succinctly with counselors during 

master scheduling time to separate friend groups and force more interaction. Creating 

a master schedule that has community time built in for the students to get to know one 
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another, and students from other classes could also give students an opportunity for 

practicing how to meet new people. 

Prepared Academically 

Finally, being prepared academically showed a strong correlation with higher 

resilience scores. Self-reporting preparation is subjective. Some students may not be 

top academic performers, but they feel prepared for the college experience. This 

specific variable is critical for faculty to maintain a rich curriculum so that the 

graduate feels ready for college and thus has a higher resilience score. 

Overview of Characteristics of a Resilient Young Woman 

To bring all of this research together, the following illustrates what variables 

the school, the home and the student control to increase resilience scores and impact 

future success at college.  

A resilient high school student is one who 

 Participates in clubs and activities in high school. 

 Assumes leadership positions in high school. 

 Participates in athletics in high school. 

 Participates in class discussion often. 

A resilient daughter is one who 

 Accepts disappointment at home and at school and grows from it. 

 Assists in the function of the home by helping with chores. 

 Accepts consequences for failing grades at school. 

 Works during high school. 
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A resilient college student 

 Advocates for her needs with faculty, administration and peers. 

 Does not communicate with home more than a few times a week through any 

 communication channels. 

 Has a strong sense of confidence and independence. 

 Is able to meet new people easily. 

 Has a strong academic preparation from high school.  

The current research illustrated that there are relationships between the school and 

home environments and the relationship that these have to the resilience scores of 

young women. The current research illustrated that the school and the home have 

specific variables that they control which impact a student being able to develop 

resilience. Not every trait is innate and unchanging. It is clear through the research 

and the literature review that resilience is teachable. The onus of using this 

information is upon educators and parents to examine these relationships and institute 

practices, behaviors and beliefs to better prepare young women for the real world. 

Limitations of the study 

One limitation of the current study was that there was not a study question 

about the household environment as it related to marital status of the parents. Having 

a household with a single-parent, or remarried parents may have illustrated further 

relationships in resilience scores and in home demographics. 

Future Research 

This study focused on students who were inclined to attend college because 

they attended a college preparatory high school. Further research may be necessary to 
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determine if the same variables have the same impact in coeducational, or public 

schools. Further research may need to be done to determine if the marital status of the 

parents also demonstrates a relationship to resilience scores. 

High schools may want to undertake directed research about the involvement of 

students in various sports and activities to determine if specific sports or activities 

have a relationship with resilience scores. There is also room for more research in 

understanding why athletes have higher resilience scores than those who participate 

in the arts. Further research could focus on Fine Arts that identify winners and losers, 

such as Speech or One Act Play competitions to determine if there is a higher 

resilience score relationship with the public display of performance scores.   

Understanding the implications of class participation and leadership also lend 

themselves to further investigation. It would be useful to know what motivates a 

student to seek out leadership positions. Will someone only seek a leadership position 

if she is already resilient, or does she become more resilient because she is in a 

position of leadership? This is also true for the level of class participation and 

resilience. Is it possible to train a student to participate in class more frequently and 

subsequently increase her resilience score, or is the score reflective of a pre-disposed 

personality trait that allows that student to contribute in class more frequently than 

her peers based on other factors? 

In regards to the home variables, there could be further research conducted to 

understand the parent-child relationship and frequency and intention of 

communication in college. If the communication is to address problems and concerns 

as opposed to keeping informed about family news or playing an interactive computer 
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game, then there may be a different relationship with the resilience scores. There was 

also marginal significance in the area of chore completion. Further research could be 

initiated to determine what the specific expectations are of families for chore 

completion and the purpose of the chores. The other marginal relationship was in 

regards to the parental unemployment. The relationship between resilience scores and 

parental unemployment could be researched further to understand the circumstances 

surrounding the job loss including the financial, emotional, geographical, and family 

dynamic issues. 

In conclusion, the current research provided insights to some of the variables 

that have a relationship to the resilience scores of young women. The importance of 

this research cannot be known until some of the suggestions are implemented and 

resilience scores measured once again. The opportunity to impact the ability of a 

person to respond to disappointment is meaningful, and the school teams have an 

obligation to develop programs and opportunities for students to develop their 

resilience.  
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Appendix A 

Information Included in a Student Email 

I am conducting research on what factors influence resilience for females as freshman 
in college.  I am investigating this for my doctoral research because we want to know 
what we can do in high school to better prepare our graduates to be more resilient and 
therefore more successful in college.  You will be asked to complete a survey.  One 
part of the survey is a nationally normed assessment to determine the level of 
resilience – or your ability to bounce back positively from negative experiences.  The 
second part of the survey is to create correlational data to determine what elements in 
the Marian experience or at home may have influenced your ability to be more 
resilient.  The survey will take no more than 15 minutes and be completed on your 
preferred time before November 30, 2012. 

The survey will be administered electronically, and you will not need to give your 
name or other identifying information.  It will all be anonymous.  

If you take part in this project it will give us specific and valuable information about 
what we can do at Marian to better prepare future graduates for the real world of 
college.  It will also give us insights into what parents might do at home to also 
increase her resilience.  Taking part in this project is entirely voluntary, and no one 
will hold it against you if you decide not to do it.  You are free to refuse to participate 
in this research project or to withdraw your assent and discontinue participation in the 
survey at any time without penalty or having any effect on your grades or school 
activities.   

If you want to know more about this research project, please contact me at 402-934-
1053 or stoohey@omahamarian.org. This project has been approved by Creighton 
University.   

Thank you, and have a great day. 
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Appendix B 
 

Information Included in a Parent Email  

I am conducting research on what factors influence resilience for females as freshman 
in college.  I am investigating this for my doctoral research because we want to know 
what we can do in high school to better prepare our graduates to be more resilient and 
therefore more successful in college.  Your daughter will be asked to complete a 
survey.  One part of the survey is a nationally normed assessment to determine the 
level of resilience – or her ability to bounce back positively from negative 
experiences.  The second part of the survey is to create correlational data to determine 
what elements in the Marian experience or at home may have influenced her ability to 
be more resilient.  The survey will take no more than 15 minutes and be completed on 
her preferred time before November 30, 2012. 

The survey will be administered electronically, and your daughter will not need to 
give her name or other identifying information.  It will all be anonymous.  

If your daughter takes part in this project it will give us specific and valuable 
information about what we can do at Marian to better prepare future graduates for the 
real world of college.  It will also give us insights into what parents might do at home 
to also increase her resilience.  Taking part in this project is entirely voluntary, and no 
one will hold it against your daughter if she decides not to do it.  Your daughter is 
free to refuse to participate in this research project or to withdraw her assent and 
discontinue participation in the survey at any time without penalty or having any 
effect on her grades or school activities.   

If you want to know more about this research project, please contact me at 402-934-
1053 or stoohey@omahamarian.org. This project has been approved by Creighton 
University.   

Thank you, and have a great day. 
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Appendix C 

Information Included in a Phone Message  

For phone message:  “Hello, this is Susan Toohey, Head of School at Marian.   I am 
conducting research on what factors influence resilience for females as freshman in 
college.  I am investigating this for my doctoral research because we want to know 
what we can do in high school to better prepare our graduates to be more resilient and 
therefore more successful in college.  Your daughter will be asked to complete a 
survey.  One part of the survey is a nationally normed assessment to determine the 
level of resilience – or her ability to bounce back positively from negative 
experiences.  The second part of the survey is to create correlational data to determine 
what elements in the Marian experience or at home may have influenced her ability to 
be more resilient.  The survey will take no more than 15 minutes and be completed on 
her time before November 30, 2012. 

The survey will be administered electronically, and your daughter will not need to 
give her name or other identifying information.  It will all be anonymous.  

If your daughter takes part in this project it will give us specific and valuable 
information about what we can do at Marian to better prepare future graduates for the 
real world of college.  It will also give us insights into what parents might do at home 
to also increase her resilience.  Taking part in this project is entirely voluntary, and no 
one will hold it against your daughter if she decides not to do it.  If your daughter 
does take part, she may stop at any time without penalty.   

If you want to know more about this research project, please contact me at 402-934-
1053 or stoohey@omahamarian.org. This project has been approved by Creighton 
University.   

Thank you, and have a great day. 
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Appendix D 
 

IRB Formatted letter to Class of 2013 
 

PRINCIPAL INVESTIGATOR:  SUSAN M. TOOHEY 
Marian 

IRB#12‐16492 
 

 
Introduction to Study: This research is to identify factors that may be linked to more 
resilient college freshman. 
 
Study Purpose and Procedures: The purpose of this study is to examine which factors are 
common amongst a spectrum of college students and high school students to make 
correlations between the high school and college resiliency. 
 
In this study, you will be asked to complete a survey about factors in your life as well as 
indicate what clubs, activities and other commitments you had in high school.  There will be 
survey questions that relate to how you handle stress and change. 
 
Risks of Participating in the Study: Your risks of participation are minimal and comparable 
to the minor discomfort encountered in any standard psychological testing atmosphere. If you 
feel unable to complete the study at any time, you are free to stop as you choose. 
 
Benefits of Participating in the Study: The results of this study will be used to determine 
what experiences and opportunities can be provided to a student both at home and at school 
to create a more resilient student. 
 
Disclosure of Appropriate Alternatives: You may choose not to participate in the study at 
any time. 
 
Confidentiality: The information you provide during this study will be accessible to Mrs. 
Toohey, and her dissertation committee. Access will also be available to the Creighton 
University Institutional Review Board. The information that will be available includes all the 
questionnaire data. In all other instances, any data that is disclosed will be presented in a 
manner that does not reveal the participant’s identity, except as may be required by law. Your 
confidentiality will be protected and your name will not be used. You will create a code 
number, which is not tied to your identity in any way.  
 
Compensation for Participation: None 
 
Contact Information: Please feel free to contact the Primary Investigator, Mrs. Susan 
Toohey, at 402-934-1053 with any questions or concerns regarding participation or 
participants’ rights. 
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Appendix E 
 

Homeroom Message 
 

Hello Class of 2013!  

I want to thank those of you have already completed the survey that I sent out 

previously that is helping me understand what we can do to better prepare you for 

college. If you have not had a chance to complete the survey yet, I ask that you 

consider taking it. It only takes about 15 minutes and the results are very important 

not only to my research, but more importantly to Marian as we continue to empower 

young women to be confident, independent, thinking leaders. 

You will find the link t the survey on your Marian email account. 

Thank you once again! 

Mrs. Toohey 
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Appendix F 
 

Bill of Rights for Research Participants 
 
As a participant in a research study, you have the right: 

1.  To have enough time to decide whether or not to be in the research study, and 
to make that decision without any pressure from the people who are 
conducting the research.  

2. To refuse to be in the study at all, or to stop participating at any time after you 
begin the study. 

3. To be told what the study is trying to find out, what will happen to you, and 
what you will be asked to do if you are in the study? 

4. To be told about the reasonably foreseeable risks of being in the study. 

5. To be told about the possible benefits of being in the study. 

6. To be told whether there are any costs associated with being in the study and 
whether you will be compensated for participating in the study. 

7. To be told who will have access to information collected about you and how 
your confidentiality will be protected. 

8. To be told whom to contact with questions about the research, about research-
related injury, and about your rights as a research participant. 

9. If the study involves treatment or therapy: 

a. To be told about the other non-research treatment choices you have. 
b. To be told where treatment is available should you have a research-related 

injury, and who will pay for research-related treatment. 

 

 


