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Adapting Trust–Based Relational Intervention on Students Living with Autism Spectrum Disorder: Exploring General Education Teachers' Experiences

Abstract
This study aimed to explore the lived experiences of general education teachers in adapting and implementing TBRI strategies to mitigate the behavior of students with ASD in their classrooms. This further employed a qualitative approach to explore the lived experiences of eight general education teachers. Using an Aide-Memoire during interviews, the research gained an in-depth understanding of the teachers' perspectives. Data were analyzed using a phenomenological method. Results indicated that the lived experiences of general education teachers in adapting Trust-Based Relational Intervention to students with ASD highlighted the teachers' relational support empowerment, relational behavior shaping, adaptive, resilient efforts, and inclusive adaptive support. The findings of this study demonstrate that the adaptation of TBRI principles in the classroom not only empowered teachers but also enabled them to become transformative educators, significantly enhancing their ability to support and engage students with ASD through enhanced responsiveness, a strengthened role as behavioral shapers, fostered adaptive resiliency and increased inclusive supportiveness. Future research could examine the long-term effects of TBRI principles on teachers' growth and its impact on the academic and social outcomes of students with ASD, focusing on how enhanced teacher qualities influence both teacher effectiveness and student development. 
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Introduction
Teaching students with ASD in a general education classroom can be a challenging and often stressful process. However, it is the responsibility of the teacher to help every student reach their greatest potential (Broderick, 2017). According to recent studies, researchers have documented an increasing worldwide trend in the rate of autism spectrum disorder (ASD) diagnoses over the past few decades (Li et al., 2022; Lord et al., 2018; Pensado-López et al., 2020). ASD is characterized as a lifelong neurodevelopmental condition typically manifesting as challenges with social communication and interaction alongside restrictive or repetitive behaviors and interests (World Health Organization, 2023). As the population of students with ASD being served in general education classrooms continues to grow substantially, mainstream teachers face the mounting responsibility of meeting these learners' diverse array of academic and social-emotional needs (Al Jaffal, 2022; Cui et. al, 2023). 

As defined by the World Health Organization (2023), autism, also known as autism spectrum disorder, is characterized by a degree of challenges with social interaction and communication, including difficulty transitioning from one activity to another and atypical reactions to senses. Approximately 40% of children with autism were put in general education classrooms for at least 80% of the day in 2015 when approximately 91% of students with autism in the United States were in this setting (U.S. Department of Education, 2019). Furthermore, 1 in 36 children in the age group of 8 years old had autism in 2020 (CDC, 2023). 

Since the Individuals with Disabilities Education Act outlined the rights and services available to children with disabilities, which contributed to schools being more inclusive, individuals with autism spectrum disorders are now able to engage in traditional educational settings (Cui et. al 2023). Due to this, educational interventions usually make use of social cues, which comprise nonverbal signs, including body language and facial emotions (Yandell, 2021). Research has shown that people with autism spectrum disorder struggle to relate to other people, particularly when their absence of social cues is the main cause of their lack of trust (Yang et al., 2016). Although it was once proven that supportive relationships in the lives of people with autism spectrum disorder have been built on trust, data still show that the quality of relationships between people with autism and their support providers can be an important element in effective support, which necessitates that there is much to learn about the social worlds of individuals with autism (Robledo & Donnellan, 2016). 

According to O'Nions et al. (2017), behavioral issues are common in the social environments of people with autism, especially with traits like self-harm, aggression, running away, and property damage. Additionally, inappropriate behavior in public spaces, such as extreme irritability, frustration, distress, meltdowns, and persistent insubordination, poses challenges for parents, caregivers, and educators. Nonetheless, social and communication difficulties, as well as repetitive and restricted behaviors that vary in intensity between individuals, are the hallmarks of autism, which makes it challenging to address in a general education classroom setting (Lord et al., 2018). Although interventions are critical to supporting students with ASD, there is limited evidence exploring classroom applications. Trust-Based Relational Intervention (TBRI) has emerged as one approach showing promise in fostering the social, emotional, and academic development of vulnerable youth, including those with ASD (Hirota & King, 2023; Razuri et al., 2015). 

Children with autism may struggle to establish meaningful social connections because of a wide range of social interaction issues, which include issues with social communication, a lack of awareness of social cues, a lack of empathy, repetitive behaviors, routine adherence, and intense interests (National Institute on Deafness and Other Communication Disorders, 2020). Inclusion practices will permeate general education teachers to foster social learning, acceptance, and social standing for students with autism and are made possible by safeguarding children's access to education through practices that frequently focus on better social acceptance and social communication—where peers play a crucial role in the outcome (Campbell, 2023). Through IDEA, the Special Education Act was created as direction for educators on how to offer early intervention and related services to qualified students with learning disabilities to guarantee disabled students' families that their children or wards are evaluated, watched after, and helped in all areas of school (Ellis, 2013).

It has been known that autism spectrum disorder is a lifelong condition where the individual benefits from interventions that can reduce symptoms and increase skills and abilities (Wang & Krata, 2017). Peer-mediated techniques, group-based social skills training, and adult-led, customized skill training are common intervention strategies used in education to support social outcomes for children and youth with autism (Odom et al., 2021). Also, developmental interventions are examined as they involve focusing on abilities that children on the autism spectrum either lack or exhibit slowly but are thought to be essential to learning. Examples of these abilities include taking turns during play sequences and observing and mimicking the actions of others (Hirota & King, 2023). 

According to Cui et. al. (2023), autism spectrum disorder is based on social and communication deficits and repetitive behaviors, so TBRI is used to help these individuals build trusting relationships, empowering them by providing basic needs, security, and predictability, correct their maladaptive behavior, and achieve better outcomes moving forward. However, there is still a hunger for understanding how TBRI is implemented by general education teachers and perceived to impact students' behavior on students with ASD (Stipp, 2021). To address this, the present study aims to qualitatively investigate the experiences of general education teachers applying TBRI strategies in inclusive school environments, focusing on adapting methods and perceiving influence on student behavior outcomes. Consequently, educators must adjust to meet the needs of these students while adhering to the laws and regulations that mandate that qualified teachers teach students with autism in the least restrictive environment possible (Al Jaffal, 2022; Omoogun et. al. 2025). Teachers now have greater responsibilities to understand how traits linked to ASD can affect student performance, academic profiles of individuals across content areas, and interventions proven to be effective in improving academic outcomes in order to address the social, behavioral, and academic needs of these students (Hammel & Hourigan, 2020).

Individuals with autism spectrum experience all programs and procedures implemented in regular schools, which include the Trust-Based Relational Intervention that aims to meet the complex needs of vulnerable children since interventions are applied and used with youth of all ages and at all risk levels (Crawley et al., 2020; Uljarević et. al., 2023). In line with these, the teachers' and caregivers' understanding of how to adapt TBRI to the unique needs of individuals with autism spectrum disorder is critical to creating a predictable, trusting environment for a child in desperate need of stability (Naigles & Fein, 2017). The Trust-Based Relational Intervention (TBRI) is a model that trains caregivers to provide efficient support and intervention for vulnerable individuals (Razuri et al., 2015; Uljarević et. al., 2023). A variety of behavioral issues in children can be treated using the Trust-Based Relational Intervention (Ní Chobhthaigh & Duffy, 2018; Uljarević et al., 2023). 

Uljarević (2023) assert that TBRI has a solid foundation in the humanitarian principles of neuropsychological theory and research and is created for children who, in one way or another, have relationships in their homes, foster placements, or institutions that are frequently linked to maltreatment and neglect. In addition, the principles are applied in many schools and other contexts, and children and adolescents of all ages and at-risk levels respond favorably to them (Uljarević et. al., 2023). 

TBRI contains three sets of guiding principles: connecting, empowering, and correcting. Connecting is the creation of engaging approaches to make bonds with the students (Uljarević et al., 2023). Since the TBRI focuses on developing relationships, teachers must be able to target four skills, which include the ability to give, the ability to seek care, the ability to negotiate, and the ability to feel at ease in one's own skin (Morrison et. al, 2020). As it unites the relationship between teacher and student, the idea of connection also plays a significant part in at-risk behavior handlings (Dombo & Sabatino, 2019). Students' emotional, social, and intellectual development may increase after teachers learn to connect with them (Uljarević et al., 2023). Empowering is stated as focusing on meeting the child's bodily needs in order to make the kid feel safe, making it a core tenet of TBRI (Fleming, 2017; O'Byrne, 2018). It has two strategies: the first is physiological, which addresses the child's physical needs by addressing things like sensory needs, blood sugar, and hydration; the second is ecological, which includes daily rituals and routines like transitions, scaffolding, and other guided support and facilitation of learning that are appropriate to the child's level and address the child's external environment (Broom, 2015; Fleming, 2017; Uljarević et. al., 2023). Correcting is a positive strategy to mold the child's beliefs while defusing anxiety because the foundational idea of TBRI is that it is effective when the process is focused on teaching and strengthening the relationship rather than the opposite and that this can be done while correcting and addressing a child's behavioral issues (Fleming, 2017; Uljarević et. al., 2023). Although this method of correcting is structured and simple to understand, the process may be difficult because the first objective of correcting should be to keep the teacher or parent connected to the child and not disrupt the relationship, the second objective is to ensure the child's contentment by ending the episode of behavior without being discouraged or shamed, and the third objective is to change the behavior to a positive change (Fleming, 2017; Oliver et al., 2011; Uljarević et. al., 2023).

When experienced teachers report higher levels of emotional distress for themselves and their students, Stipp (2021), in his study, has proven that TBRI is socially acceptable and valuable. Further, Stephenson and Yost (2023) noted in their study that the participants listed a number of benefits of TBRI, such as improved child outcomes and self-development. Also, a strong correlation was found between the student's attachment level and the caregiver's TBRI expertise, indicating that higher levels of TBRI principles' expertise were positively linked to higher self-reported attachment levels between caregivers and their children (Nielsen, 2014). Finally, teaching and applying trust-based relational intervention (TBRI) has proven successful in 50 states and 40 countries, including adoptive families, biological families, courts, schools, care communities for survivors of sex trafficking and exploitation, juvenile justice systems, residential treatment centers, institutional care (orphanages), law enforcement, child welfare organizations, foster care agencies, and foster families (Skellenger, 2014).

This research was guided by several theoretical foundations. The constructivist theory and epistemology are significant philosophical presuppositions that are pertinent to this investigation. McCarty (2021) and Salari et. al., (2022) are two theories in this area of research. Constructivist theories emphasize how information and skills are acquired by children gradually and as a part of normal developmental stages (Morrison et. al, 2020). Also, social constructivist theories contend that children learn most of their information and abilities via self-discovery and are the main sources of inspiration for developmental procedures (Cheroni et. al, 2020). 

In order to call for a whole-school approach that is inclusive of all, including the vulnerable, and enable them to adopt a highly structured classroom that eradicates fear, trauma, and discrimination, the TBRI was primarily introduced to benefit children's safety and good relationships to school (Lackey, 2021). With these, TBRI has been implemented in the school of the target respondents for more than three years, where results showed that teachers understood TBRI and provided specific tools to help students feel safe in the school environment, thereby improving academic performance (Lackey, 2021) and case studies have been completed (Kinney et al., 2017; Uljarević et al., 2023; Walsh & Bernstein, 2022). The school of the target respondents’ practices inclusion that permeates general education teachers to foster social learning, acceptance, and social standing for students with autism and is made possible by safeguarding children's access to education through practices that frequently focus on better social acceptance and social communication—where peers play a crucial role in the outcome (Campbell, 2023). Teachers receive training on the use of TBRI every school year during pre-service, according to the former principal of the target school respondent, as documented in the school's development plan which included the pre-service, in-service, and post-service training. She added that in order to strengthen the technique throughout implementation, this training is extended every month through in-services that center on classroom monitoring. Lastly, she reaffirmed that post-service trainings are held with the faculty, staff, and administrators at the end of every school year to evaluate the highs and lows of implementation (A. Scott, personal communication, October 3, 2023). 

The efforts made in schools to be TBRI-informed in order to counteract student behaviors have been analyzed by a number of academic domains using a range of study techniques; however, the contributions made by general education teachers with students of ASD have gotten less attention (Thomas et al., 2019). Further, McNally (2021) recommended conducting research to examine what teachers or therapists for people with intellectual disabilities would look like and what effect it would have as an intervention in their scope research review on the experiences of people with disability and their behavioral implications. In addition, the majority of the studies on TBRI (Belsky, 2019; Nelson et al., 2020) were conducted using a mixed method of research, and case studies have been completed in terms of academic growth (Kinney et al., 2017; Uljarević et al., 2015; Walsh & Bernstein, 2022), but a full analysis of the reactions and practical experiences of educators managing the behavior of kids with autism spectrum disorder has not yet been conducted.

There is limited research on how general education teachers adapt and implement TBRI strategies to mitigate the behaviors of students with ASD in the classroom. The experiences and perspectives of these teachers have not been thoroughly examined. Thus, this research aimed to explore the experiences of general education teachers in adapting and implementing TBRI strategies to mitigate the behavior of students with autism spectrum disorder in their classrooms. Specifically, this study sought an answer to the question: 
What shared experiences do general education teachers have when utilizing trust-based relational intervention (TBRI) to address the behaviors of students with autism spectrum disorders?

It is imperative that more thought be given to how intervention strategies complement neurodiversity, which encompasses people with autism spectrum disorder (Leadbitter, 2021) and assistance for ASD children in conventional classroom settings (Hastings et al., 2021). With these, the use of TBRI was implored to reduce behavioral problems effectively, so future researchers were encouraged to examine behavioral improvements, particularly among individuals with risky behaviors (Razuri et al., 2015). Also, this study will encourage educators to conduct their own research on trust-based practices, which would increase the quantity of TBRI literature. Research in this area will contribute to the understanding of this phenomenon by examining the methods teachers use and the first-hand knowledge they share with children with ASD. The importance of mitigating challenges from shared experiences gathered in the research will be beneficial to reinforce the importance of making connections across relational interventions (Parsons, 2018) especially for individuals with autism spectrum disorder. Findings from this study could also improve general education teachers' understanding of how special education teachers interact with students when using TBRI in the classroom. Since TBRI is being used for the social and academic development of students with ASD, the findings of this study will be helpful to general and special education teachers. Teachers in special education and general education can increase their understanding of how to deal with and affect the learning of children with ASD by examining the shared experiences of the teachers. The findings of this study will highlight the need for support services to meet the needs of individuals with ASD in schools (Casseus, 2022). Finally, this research can be an agent to transform a school's policy in developing an intervention of their own practice to improve the quality of education (Hofmann & Ilie, 2022).

Methodology: 
Study Design 

This study utilized a phenomenological approach, with an Aide-Memoire that was used during interviews to explore teachers' perspectives on their experiences implementing Trust-Based Relational Intervention (TBRI) for behaviors of students with autism. An Aide-Memoire is a concise summary of key elements that improve the logical flow and comprehensiveness of a work (Salari et. al., 2022). A priori coding was completed in designing the interview question set, referring to pre-existing concepts that guide the study (Saldana, 2021). Fraenkel and Wallen (2003) pointed out that providing an understanding of the situation in which the story is told is a qualitative study. Furthermore, Patton (1990) stated that in order to avoid errors associated with a particular method, researchers must use multiple methods by providing cross-data validity checks because strengthening the information that has been collected is always desirable.

Further, this study utilized a descriptive phenomenological method to gain an in-depth understanding of teachers' experiences in implementing Trust-Based Relational Intervention (TBRI) for behaviors of students diagnosed with autism spectrum disorder. Unlike relying solely on existing literature, a qualitative approach using the descriptive method allows participants to freely share their personal narratives without being restricted by pre-set objectives (Creswell, 2007). Aligned with phenomenological research, this study aimed to advance current knowledge by attaining a deeper grasp of the phenomenon of implementing TBRI for autism spectrum disorder students from the teacher's perspective (Merleau-Ponty & Smith, 2018). Specifically, it examined teachers' first-hand experiences in applying TBRI principles to autism spectrum disorder students. As Creswell (2013) highlights, it is important to first document participants' experiences before analyzing the underlying mechanisms of a phenomenon. 

This research gathered rich, descriptive data on implementing TBRI for autism spectrum disorder students by taking a "fresh" perspective of teachers' lived experiences. Bracketing one's initial thoughts, emotions, and perceptions can enhance openness to an event (Cheroni et. al, 2020). Accordingly, this study documented participants' experiences in the intervention, particularly for students with autism spectrum disorder. Additionally, it analyzed the pedagogical approaches and encounters of teachers in general education classrooms during the implementation as an integral part of the research process. The goal of phenomenological research is to elucidate specific lived experiences (Clandinin, 2007). 

Participants

To accomplish this goal, the researcher collected data from general education teachers in one of the elementary schools on the west side of Jacksonville, Florida, who used Trust-Based Relational Intervention (TBRI) with students diagnosed with autism spectrum disorders, drawing on their real-world experiences for three (3) school years. The overall group of students with ASD that general education teachers work with in the general education classroom has high-functioning autism (Broderick, 2017) or comorbid with other neurological disorders (Broderick, 2017). The participants in the research were the school's general education teachers who have received specialized training and coaching on how to use TBRI with ASD children in inclusive classrooms. Studying TBRI teaching strategies is worthwhile, as demonstrated by the responses from general education teachers. Thus, the chosen teacher respondent satisfied the requirements of handling children with ASD particularly and can produce a wealth of data for the current phenomenological investigation. 

Procedure

According to Malik-Soni et. al., (2022), a researcher can gain a better understanding of the phenomena and information by devoting enough time to capture the full range of the participants' voices. In line with this, the researcher sustained a prolonged engagement with the participants to substantiate the data gathered and then summarize the content of each question to analyze all the data-driven insights by supporting it with vast concepts and statements from experts at the same time ensuring that all of the participants' experiences and perspectives are truthfully archived, recorded, and represented.

Interviews were conducted with general education teachers who qualified for the criteria and were continued until the data reached a satisfactory saturation threshold. McCarty (2021) suggests that phenomenological research should include 3 to 10 participants. Criteria sampling was used because all participants must have experience implementing TBRI with students with ASD. The study requires the identification and selection of educators knowledgeable about the phenomenon of interest (Creswell & Plano Clark, 2009). The participants' understanding, commitment, appraisal of significance, and depth of involvement, along with their capacity to express their experiences in an engaging, relevant, and insightful way, were considered (Bernard, 2013; Spradley, 2016). Since the research made use of inclusion, the criteria were focused on general education teachers who have taught at least one student with ASD, have been practicing TBRI for three years or more, can communicate effectively, understand the study's goal, and have given their voluntary consent to participate. Teachers in general education who have students with ASD but have been using TBRI for less than three years were excluded. 

In-depth, face-to-face interviews with general education teachers were conducted in order to get insight into their experiences using TBRI to support students with autism spectrum disorder in the classroom. The proficiency and understanding of the general education teachers in the application of TBRI were described using qualitative measurements. After the approval from the Dean of Saint Louis University's School of Advance Studies, the participants who met the criteria were asked for their willingness to participate in the study. The school administrators' consent was also acquired before any data was collected. The consent of the participants was then acquired after the research locality had given its approval. 

Each participant was interviewed lasting 30-60 minutes on average (Berry et. al., 2018). Through the interviews, the researcher can ascertain the various experiences and challenges encountered in implementing the TBRI approach. Subsequently, a comprehensive analysis of the findings was presented with a detailed discussion. Prior to interviews, participants received consent forms ensuring the confidentiality of their information. The researcher established a comfortable environment for participants to share their lived experiences naturally. The primary method of data collection for this phenomenological descriptive research was a semi-structured, in-depth interview that begins with open-ended inquiries and moves into a casual, flexible approach. During the interview, each participant was assigned a pseudonym to use as a guide for evaluating and classifying their answers. When the participant unintentionally mentioned the names of students or individuals involved who were at risk, the researcher hid that information in the transcription and removed it from the tape after the data had been collected and examined. 

Further, the research included semi-structured and informal interview questions directly related to teachers' real-world experiences implementing the intervention for autism spectrum disorder students that included documentation. Interviews adhered to established ethical research guidelines and protocols.

Ethical Consideration: 

Within the parameters established by the school district of Florida, the present principal of the school gave her approval for this study. Participants who were general education teachers got information about the study's objectives, findings, and interview transcripts. Prior to the collection of data, each participant was given written informed consent that personal information would be kept confidential and was assured that the data gathered would be used solely for research purposes only. Participants were informed that the data gathered during the interview would not be shared with anybody outside research, and nothing would be attributed to their names. They were also assured that the knowledge that will be gathered from this research will be shared with them and the community before it is made widely available to the public. The researcher also clarified that participants are free to leave the study at any time without facing any consequences, even after providing their consent. A token of appreciation was sent to each participant as a thank you for their participation in the study.

Information and data obtained during the study were kept confidential. Participants were assured that all their personal information, including the data collected, would be kept secure and used solely for research purposes. This is to ensure that participants will be protected. Furthermore, the researcher also provided an approved researcher-participant agreement for the collection and protection of research data, as well as participant protection against harm caused by breaches of confidentiality. 

Data Analysis

The data gathered were categorized, archived, and analyzed using Colaizzi's methods in descriptive phenomenology. Important statements related to the topic being studied were taken from each transcript. These statements were recorded, with the pages, lines, and numbers noted; from these important statements, meanings were developed; these meanings were then grouped into themes and categories; the study's conclusions were combined to provide a thorough explanation of the phenomenon being studied, followed by a description of the phenomenon's basic structure. Furthermore, the researcher exchanged the experiences and findings with other researchers throughout the process of gathering and interpreting data, creating trust in the findings by eliminating reflections on biases, assumptions, and prejudices.

The data and documents collected from the interviews were collated; therefore, multiple sources of data collection were used, i.e., different data sources were used to verify and cross-check the findings (Patton, 1990). Data were analyzed to answer research questions and were cross-referenced with similarities and differences among participants. In addition, documentation refers to any information that exists in written or printed form for public or private consumption and is available for researchers to analyze (Fraenkel & Wallen, 2003). Thus, the participants' interview results, messages, and printed versions of the class layout were collected as data sources. The researcher attempted to examine closely what the participants were saying in the interview to the typical class layout where a student with ASD is placed in the classroom. Finally, validation of the findings was sought from research participants to compare the researcher's results with their lived experiences. 

Results

	The interview produced rich and varied lived experiences of general education teachers in adapting Trust-Based Relational Intervention (TBRI) for students with ASD. A phenomenological approach using Colaizzi's method was employed to analyze how teachers' perceptions and practices evolved through their interactions with students. The shared experiences were organized into four themes: (1) Relational Support Empowerment; (2) Relational Behavior Shaping; (3) Adaptive Resilient Efforts; and (4) Inclusive Adaptive Support.

Relational Support Empowerment

It was evident that the participants are attuned and creative teachers who adapt to the unique learning needs of students with ASD by offering tailored support to promote academic and personal growth. In addition, most of the statements of participants convey the idea of teachers who are sensitive and proactive in addressing the needs of their students with ASD. Meador (2019) described that a structured classroom tends to be safe, allowing learners to have fun while concentrating on their studies and learners are most likely to flourish and make academic and personal progress in an organized learning environment. Most of the participants had a strong structure in their classroom when they adapted and applied TBRI techniques to connect, empower, and correct concepts for their students with ASD. The participants shared the idea that the adaptation of TBRI allowed them to use their creativity to create a classroom structure based on rituals and routines. They shared that they have created an environment-friendly classroom and arranged the placement and locations of students with ASD to make each student with ASD feel like he or she belongs. Participant 8 noted that they have a strong structure in the classroom to set the setting, and they have to make sure to have rituals and routines practiced and observed daily to aid the needs of students with ASD. Consequently, adaptation of TBRI allowed them to follow a structure without disregarding the set standard by the school district. They adapted it to support the district's expectation and to have each student with ASD reach his or her full potential as stated in their Individualized Education Program. In Florida, general education teachers are required to attend to the needs of students with special needs with reports on supports and strategies for behavior management especially if behavior interferes with the student's learning or the learning of other students in the classroom (Solodev, 2022). TBRI contains three sets of guiding principles: connecting, empowering, and correcting. 

Connecting is the creation of engaging approaches to make bonds with the students (Uljarević et al., 2015). The connecting principle of TBRI with their consistent adaptation aids them in giving maximum supervision and full support to a student with ASD, as exemplified by the following responses.

	P4: I tell and show my student with ASD that I care for him a lot. Asks questions during class meetings about how he's doing. Most of the time, the student with ASD responds in a weird way, but I have to let the classmates listen and be respectful to whatever he mentions in order for us to gain his trust; we try to connect by understanding his statements and actions in context.
	P5: I provide a constant response to her emotional needs. It is draining me but it is better than having a power struggle with her because it is my way to continuously gain trust from her so that the structure in my classroom will not be disrupted.
	P1: I developed a personal attachment style because she also is so attached to me. Like, I have instincts on how to get her attention, and I have to let her feel that I will always be available for her but strategize ways in order not to take the important time of the rest of her classmates too.
	P2: Because ASD is such a huge spectrum, I learned and can attest that it is about seeing what need they have that needs to be filled. Every year, a kid that has ASD, when I reflect on how they were at the beginning with a lot of challenges, there were significant improvements at the end of the year. Examples are seeing them sitting with a buddy, I see them at least doing their work! And that is fulfilling to me as a teacher I also learned that I can automatically empathize with a person on the spectrum. 
	P3: I bond with the students but have to make sure that we are not co-dependent on each other. We conversed about their interests like dinosaurs and the like.
	P8: I usually dig into her wants and preferences to know her more, and I let her feel that I know her by asking her how she is every day with mindful listening and responding. 
	P3: It is transformative in the sense that, at least in my proactiveness, I have made a difference in the life of my student with ASD. Meeting the personal relationship with the students with ASD and their understanding that I care about them is already making a difference.

Empowering is stated as focusing on meeting the child's bodily needs in order to make the kid feel safe, making it a core tenet of TBRI (Fleming, 2017; O'Byrne, 2018). The Empowering Principle of TBRI, with their consistent adaptation, aids the participants in meeting the physiological and ecological needs of a student with ASD, as exemplified by the following responses.

P2: I make sure she's hydrated; I provide a water bottle for her and for the whole class and plenty of sensory toys.
P5: I maintain the daily routine, keep him hydrated, and make sure to give him a heads-up before transitions or unexpected changes and movements to prevent meltdowns.
P1: I read her a book on a routine schedule and developed transitioning actions like clapping or even rhymes. I ask what she learns from the book read and acknowledge her answers with celebration, no matter how simple it is.
P3: I have a sensory bin for him to have venues to express and play because sometimes, these sensory toys can aid in their way of expressing themselves.
P4: The significant experience I would say is the achievement of my student with ASD when he scored above and beyond the expected score from him during the end-of-the-year assessment. I am sure the strategies and the adaption of TBRI practices have aided me and my ASD student to get through the year with high colors. Finally, seeing him interact with other classmates towards the end of the year is an awesome fulfillment for me. Those significant growth academically and socially are evident to me and are definitely fulfilling.
` P5: The fact that I was able to draw recommendations about my student with ASD, that she would be better off in a setting where there is less aggravation, is a significant experience for me. While one of my students with ASD has to be referred to another setting, I take it as an advantage for her. I was positive and implemented all the needed TBRI principles with her, and it has helped her survive each day in school. Every student I had with ASD was unique from each situation, but I always thought of those experiences as my foundation to deal with the next student with ASD that I will be handling. If a student with ASD trusts you, they will soon follow.

Correcting is a positive strategy to mold the child's beliefs while defusing anxiety because the foundational idea of TBRI is that it is effective when the process is focused on teaching and strengthening the relationship rather than the opposite and that this can be done while correcting and addressing a child's behavioral issues (Fleming, 2017; Uljarević et. al., 2023). The Correcting Principle of TBRI, with its consistent adaptation, aids the participants in diffusing anxiety while correcting and addressing the behavior of the student with ASD, as exemplified by the following responses.

P7: I usually give incentives to reward but I may take away some incentives to make her feel the degree of her mistake and then talk to her calmly about it. Tantrums or meltdowns are expected but better than ignored.
P8: I correct her mistake instantaneously and consistently with calmness.
P6: I talk to him calmly and explain things in a sweet voice so that he will not be aggravated. Sometimes, diversion to a different task would work to instantaneously stop the inappropriate behavior.
P4: I always encourage him to behave and do what is right by modeling and rehearsing it with him in a kind and respectful voice. Also, I have to know him more for him to accept the corrections. The behavior chart also works for him because he at least knows the set expectations, and he knows if he did not do it because there is no check mark on it.
P3: I talk to him gently without yelling, I make sure he listens to me when I'm correcting his behavior, so I must be near him. Proximity is important for him because he doesn't acknowledge a general reminder.
P7: Seeing my student with ASD finish the whole school year despite all the challenges is, to me, the most significant experience because, without TBRI, my student with ASD might have been in the worst situations or me as a teacher into burnout condition.
	P8: My way of having my student with ASD identify his emotions for us to help him regulate it is a significant experience with the aid of TBRI.

Relational Behavior Shaping

It emerged from the participants' lived experiences that they have strategic methods for assessing the behavior of students with ASD, coupled with a strong dedication to shaping these behaviors to enhance the classroom environment. Furthermore, the participants' experiences convey that the teachers actively influence and guide the behavior of their students with ASD. In addition, the participants mostly observed a gradual impact of TBRI on the change of behavior of students with ASD, thus affecting a manageable classroom culture. Examples are when Participants observed that implementing TBRI principles contributed to reduced behavioral issues and fostered a more inclusive, manageable classroom environment. The impact of TBRI on students' behavior with their consistent adaptation helps the participants create a manageable environment and a positive classroom culture as exemplified by the following responses.

	P6: I noticed a lesser power struggle. My students with ASD have been understood by most of my regular class so that they don't need to compare my treatment of him over my treatment of them as regular students.
	P7: Over the years, the tendency of regular kids is to bully a student with ASD. The bullying aggravates the student with ASD, and then chaos arises because the student with ASD begins to throw tantrums, be angry, or have a meltdown. The worst is when he tries to hit his classmates. With TBRI, most of the time, there is a give-and-take relationship, and much understanding and accepting behavior is observed.
	P2: Well, it was always chaos at first, but having TBRI implemented religiously slowly tamed everyone – not completely, but at least there is not much chaos. I do give my students needs in terms of physical and environmental. I do fit it when I can to teach her to regulate her emotions. But I make constant adjustments, and it depends on what triggers her.
	P3: It was on a generally acceptable classroom culture, at least. Well, it will never be perfect, but at least there is direction. It was built from the relationship that I have established with him, so when I looked at them with the proper eye contact, he would understand that the behavior was either appropriate or inappropriate.
	P6: It is with great joy to witness my student with ASD collaborating with classmates without altercation; that, to me, is the significant contribution of using TBRI in my classroom.

Adaptive Resilient Efforts

	In their journey of adapting interventions, it was evident from the teachers' shared experiences that they have become resilient, persistently navigating challenges in their ASD students' behavior. They not only adapt interventions effectively but also modify them as needed to meet the student's needs. As proof of being perseverant, the participants consistently adapted TBRI strategies and incorporated individualized modifications to address instances of aggression such as personalized behavior charts and tailored incentives. The consistency of implementation made a radical change in behavioral issues like aggravation in the classroom. The participants went above and beyond by using interviews with parents and creating inventories of the student's likes and dislikes. Also, the participants maximized their resources by using the general population of the classroom to model appropriate behavior to the students with ASD. For instance, classmates were encouraged to demonstrate behaviors such as raising their hand to speak, using polite greetings like 'please' and 'thank you,' and appropriately responding to social cues, such as making eye contact or waiting for their turn in group activities. These peer modeling strategies helped the student with ASD observe and replicate social interactions and classroom expectations, providing concrete examples of acceptable behaviors in various contexts. The use of their personal instincts was also boosted in building trust and further relationships with the students with ASD. Since the participants observed a challenge in the progress of students with ASD in terms of their academics and social growth, they empowered them by giving immediate rewards for simple achievements. They gradually train the students with ASD on the value of patience and self-sufficiency, especially in regulating their meltdowns. The intensification and modification of TBRI in dealing with the student's behavior, accompanied by the participants' consistent implementation, empowered the students with ASD in regulating their behavior, as exemplified by the following responses.

P7: I empower my student with ASD by providing her with a calendar, a schedule, and a behavior chart to let her know what is expected and teach her to be accepting when changes occur.
P1: I did a behavior management plan with social skills to check if she at least did one or two tasks for at least 5 minutes. I reward her for small success in the classroom, like when she was seated for 5 mins in the reading corner without disrupting me as the teacher and the classmates.
P2: I usually set conditions for him by having access to the calm corner with all the sensory stuff. He may take time in there because I understand it's hard to pinpoint what triggers the meltdown but after calming down, I need to be firm to direct him to listen to me to be able to proceed to his academic lessons. I had to adjust at any point at any time.
P3: It depends on the need of the child with ASD, so most of the time, finding the interest that builds the bond is to be used like an inventory check for the reward and incentive. But if I am doing my reflection, it is the building of a relationship with them that I use my instincts not necessarily to let them like me but also me like what they want.
P4: I push him to do more than what is expected of him. I usually include him in a group during small group activities to enhance his social skills. I also prepare a goal chart for him that has simple tasks and gives him to choose what he wants to work for the day, and he will choose the type of reward that he will be getting if he gets the task done.
P5: Most of the time, I use my personal ways and expenses to make compromises. Bargaining agreement is mostly of reward for example, when she stops disturbing the class, I'll give her time to play with her favorite doll. Since the type of autism that my student has needs a lot of movement, and she's Level 2 non-verbal, I have to find ways to interpret her actions. I have been asking for a buddy that she wants to be with and I at least give venues for her to interact socially. It worked at some point in the days. I also spent lunch with her to continuously gain her trust.

Inclusive Adaptive Support

The teacher participants have developed flexibility in adapting to the needs of students with ASD, as evidenced by their lived experiences. Their adaptable and responsive qualities effectively support the needs of students with ASD, capturing the essence of the teachers' agility in addressing these needs. Participant 1 specifically mentioned that resiliency as a teacher is important from the beginning to the end of the school year. For example: "Teachers observed frequent meltdowns early in the school year and increasing aggression toward the middle and end of the year, prompting adaptations in teaching methods and classroom management." Meltdowns can be worse as they pose a lot of challenges in academic teaching, but as teaching goes along, accompanied by the adaptations of varied teaching methods, a better classroom environment comes along. Participants kept reinventing themselves as they continually used TBRI principles in making adjustments towards the end of the school year with their undivided attention by making a lot of compromises, doing team building, developing further personal relationships with the student and his/her family, by managing and organizing their schedules, and the like. The adaptation of teaching methods in creating a classroom environment enhanced the participants' resiliency, predictability, and consistency by allowing the release of emotions or meltdown, by giving time to process and regulate emotions, by having predictability of schedules to accommodate the needs of students with ASD as exemplified by the following responses.

P3: First, I start with building a relationship with the parent, too, because I wanted to make sure we go hand and hand with the parent to let the child with autism see the consistency
P4: A goal chart is important for my student with ASD to have every day. Each task has at least 5 minutes to be marked accomplished like sitting on a designated chair, following the rest of the classmates in line, etc.
P6: I nurture relationships with students and between students so that my student with ASD feels that he belongs. I encourage them to be a friend to him by creating team-building activities that inspire the student with ASD, considering his aggravation with noise. We use Lego to form bonds and to create conversation.
  P1: It is fulfilling to see the progress of the child with ASD, grand or small. Knowing things about her makes me more involved in her life on a positive note, I empowered her through my TBRI strategies, so she makes me feel more connected to her life, too. I may have given her a lot of tough love, but I don't push her.
P8: I make sure that the physical environment in my classroom is organized and not overwhelming with sensory tools, colors, and other materials. I posted the classroom schedule and gave a warning if there was going to be a change, and I gave undivided attention to every student, including my student with ASD, making eye contact and performing handshakes or high-fives.

Finally, the participants' shared experiences revealed transformative and fulfilling journeys, bringing a sense of purpose and growth. Their accounts highlighted themes of strength, autonomy, confidence, and the ability to influence change. Furthermore, their experiences convey that they have undergone personal growth and now feel a deep sense of purpose and fulfillment in their work. These have been evident in the participants' descriptions of experiences in TBRI as transformative, emphasizing the sense of fulfillment gained from observing students' behavior and academic progress. To the participants, being a part of the life of the student with ASD means a lot in regulating their behavior. Participants saw consistent care and sustenance as a critical factor in fostering students' academic progress. 
	
Discussion

	This study aimed to explore the lived experiences of general education teachers in adapting TBRI to students with ASD. The holistic insight revealed that adapting TBRI directed the participants to be empowered transformative teachers by managing the behavior of students with ASD into a controllable scenario to minimize distraction in the teaching and learning process in the classroom. These findings extend previous problematic behaviors of students with ASD because each student varies in characteristics and needs. Moreover, this study confirms theoretical proposals that TBRI principles are promising to promote social and emotional teaching practices, offering strategies to unite the relationship of general education teachers and students with ASD. However, it all lies in the consistency of practice, partnership with parents, and nurturing perseverance of the teacher. As Uljarević (2023) asserted, TBRI is grounded in the humanitarian principle of neuropsychological theory. This assertion is further supported in the following discussions, which examine the extent to which the findings reinforce the capacity of general education teachers to effectively manage students with ASD versus the displacement of students with ASD because of the lack of the teacher's capacity to handle their behavior as well as potential implications for future research. 

Relational Support Empowerment

The intervention encouraged participants to become more responsive, fostering an environment where they were attuned to the needs of students with ASD. It also prompted creativity in adapting interventions, ensuring that students received the support necessary for both academic and social growth. On top of that, the general education teachers connect by creating a bond, giving and receiving care, negotiating, and developing personal attachment without being co-dependent on each other. This study builds on Salari et. al., (2022) by illustrating how TBRI not only establishes connections but also promotes self-reliance within relationships, differing from Attachment Theory by emphasizing balanced independence alongside connection. Further, his study extends qualitative evidence by Salari et. al., (2022) when it was highlighted that TBRI focuses on developing relationships, where teachers must be able to target four skills, which include the ability to give, the ability to seek care, the ability to negotiate, and the ability to feel at ease in one's own skin. Consequently, it further encompasses the qualitative evidence of Dombo and Sabatino (2019) that TBRI unites the relationship between teacher and student, and the idea of connection also plays a significant part in at-risk behavior handling. Then, TBRI directed the participants into celebrating small successes, providing physical and environmental needs like hydration, creative play, physical exercises and the like. This extends the qualitative evidence by Broom (2015), Fleming (2017), and Uljarević et al. (2013), where physiological needs tackle the child's physical needs by addressing things like sensory needs, blood sugar, and hydration and ecological needs, tackle the child's external environment, which includes daily rituals and routines like transitions, scaffolding, and other guided support and facilitation of learning. Finally, TBRI sustained the participants in correcting the student with ASD without yelling while maintaining proximity and observing immediate behavior rectification. This further embraces the qualitative evidence of Fleming (2017), McCarty (2021), and Uljarević et al.(2023) that this method of correcting is structured and simple to understand, but the process can be difficult because the first objective of correcting should be to keep the teacher connected to the child and will not disrupt the relationship, while also ensuring the child's contentment by ending the episode of behavior without being discouraged or shamed. The third objective is to change the behavior to a positive change.  

Relational Behavior Shaping 

The participants' lived experiences highlight that effective teachers possess strategic approaches for assessing and responding to the behaviors of students with ASD. These strategies demonstrate the teachers' commitment to fostering a positive classroom environment by shaping student behavior. Additionally, the participants' experiences reflect that teachers play a crucial role in actively guiding and influencing the behavior of students with ASD. This proactive involvement is central to creating an environment that supports both the academic and social development of these students. Also, TBRI directed the participants to regulate the emotions of students with ASD by creating activities and venues for students to learn and relearn how to act appropriately, build relationships, and to trust each other. With these, the classroom is calmer because ASD students have less aggression, lesser power struggles, and lesser physical aggravation where there is less hitting of classmates and teachers. This study builds on Robledo and Donnelan's (2016) work by demonstrating how structured TBRI interventions not only improve relationships but also reduce behavioral issues, a shift from traditional support methods. The findings further support the statement of Naigles and Fein (2017) that caregivers' understanding of how to adapt TBRI to the unique needs of individuals with autism spectrum disorder is critical to creating a predictable, trusting environment for a child in desperate need of stability.

Adaptive Resilient Efforts

	The teachers' shared experiences reveal a notable resilience in their journey of Adapting interventions for students with ASD. They demonstrated persistence in navigating the challenges posed by students' behaviors, particularly in instances of aggression. The participants not only adapted interventions effectively but also modified them as needed to meet each student's specific needs. A clear example of their perseverance was their consistent use of TBRI strategies, which they tailored to address individual behavioral challenges. This included the use of personalized behavior charts and incentives designed to manage aggression. The consistent application of these strategies resulted in significant improvements, leading to a noticeable reduction in behavioral issues such as classroom aggravation. Further, it was evident that the behavioral issues are extremely happening in a classroom where a student with ASD is around. Building on Lord et al. (2018), this study reveals how TBRI's proactive strategies provide a structured approach for teachers to manage ASD's varied behavioral impacts within general classrooms, which contrasts with more generalized ASD support frameworks. O'Nions et al. (2017) also highlighted that those behavioral issues are common in the social environments of people with autism, especially with traits like self-harm, aggression, running away, and property damage, so the participants' way of mitigating this boosted their instincts of building a personal relationship and gaining trust to be able to at least prevent these behaviors from happening.

Additionally, inappropriate behavior, such as extreme irritability, frustration, distress, meltdowns, and persistent insubordination, poses challenges to general education teachers. Empowering as the tenet of TBRI was then proactively used by the participants in regulating the behaviors of the students with ASD as their doorway to academic teaching. As Uljarević et al. (2023) qualitatively stated, students' emotional, social, and intellectual development may increase after teachers learn to connect with them. This is also an affirmation to Fleming (2017), Oliver et al. (2011), and Uljarević et al. (2023) where it was found in this study that the general education teachers' goal is to change the inappropriate behavior of students with ASD into a manageable behavior that could pave their path to learning socially and academically. 

Inclusive Adaptive Support

In realizing the teachers' lived experiences, it is evident that they have developed significant flexibility in adapting to the needs of students with ASD. Their lived experiences highlight how their adaptability and responsiveness are central to providing effective support. This flexibility not only reflects the teachers' ability to adjust their approaches but also captures the essence of their agility in addressing the evolving needs of students with ASD. Through these qualities, the teachers are able to create a supportive learning environment that promotes the students' growth and success. Additionally, the participants have proven in their lived experiences that TBRI Principles support students in the classroom. However, they should be accompanied by teaching methods, a desirable classroom environment, and a mindful approach to accommodate the needs of students with ASD. Also, the participants noted the importance of parental involvement to sustain the use of TBRI so that the principle will have consistency in its application even when the child with ASD is at home. Similarly, participant 4 reiterated having her language concrete and explicit to make her student with ASD comprehend instructions and directions. Building on Stipp (2021), this study illustrates how TBRI's structured support mitigates emotional distress in teachers and students, particularly through concrete, empathetic communication and consistent behavioral strategies. The result of this study is in solidarity with the quantitative statement of Stephenson and Yost (2023) that TBRI has a number of benefits, such as improved child outcomes and self-development. The lived experiences of the participants have proven the TBRI proactiveness and initiative of general education teachers in providing the physiological and environmental needs of students with ASD.

In the general sense, the participants' shared experiences revealed that their journeys were both transformative and fulfilling, providing them with a profound sense of purpose and growth. Their accounts highlighted key themes of strength, autonomy, confidence, and the ability to influence change in their students with ASD. This personal transformation was further reinforced by the participant's experiences with TBRI, which they described as deeply impactful. They emphasized the fulfillment they gained from witnessing the positive behavioral and academic progress of their students, underscoring the significant role these experiences played in shaping their sense of purpose in their teaching world. While Wang and Krata (2017) highlight ASD as a lifelong condition, this study adds to their work by demonstrating that TBRI can foster selective social connections and meaningful skills development over a school year, enhancing the practical application of their findings. The wide range of social interaction issues, which include issues with social communication, a lack of awareness of social cues, a lack of empathy, repetitive behaviors, routine adherence, and intense interests, have always been issues in the lived experiences of the general education teachers but the inclusion practices with the aid of TBRI permeate general education teachers to foster social learning, acceptance, and social standing. Results of this study coincide with Campbell (2023) when he quantitatively stated that success in social and academic upbringings is made possible by safeguarding children's access to education through practices that frequently focus on better social acceptance and social communication—where general education teachers and peers play a crucial role in the outcome. 

In line with these, the constructivist theory and epistemology, as foundational principles in Piaget's and Vygotsky's theories, as proven by Uljarević, Cross, and Pennings (2009), are crucial to the application of Trust-Based Relational Intervention (TBRI). Both Piaget and Vygotsky emphasize that knowledge is actively constructed through interaction, with Piaget focusing on cognitive development through stages and Vygotsky highlighting the role of social interaction and culture (Morrison et. al, 2020; Baird & Norbury, 2016). TBRI, which supports students with ASD, aligns with these theories by emphasizing the importance of relationships and the environment in learning with the teachers' lived experiences. TBRI mirrors Piaget's idea of active learning and Vygotsky's focus on teacher-student interactions, using trust and relational security to foster cognitive and emotional growth (Uljarević, 2023). The theory supports the intervention shared as individualized learning, reinforcing the constructivist belief that knowledge is context-dependent and shaped by social and developmental needs (Baird & Norbury, 2016).

Finally, the invaluable reward for general education teachers in proactively applying TBRI principles with their students with ASD is the sense of fulfillment they derive from the joys and transformations they witness, as evident in their lived experiences despite the challenges they have overcome. It is, therefore, timely to affirm that Trust-Based Relational Intervention (TBRI) is one of many strategies teachers can use to manage students with ASD. While it does not offer a miraculous solution or magical changes, it holds significant promise, as demonstrated by the lived experiences of teachers. These educators have shared how TBRI has enabled them to facilitate daily academic learning in the classroom better. If this intervention proves transformative for students with ASD, it follows that it can also profoundly impact their typically developing peers, fostering a more inclusive environment and helping all students reach their full potential.



Conclusion

The findings of this study demonstrate that the adaptation of TBRI principles in the classroom not only empowered teachers but also enabled them to become transformative educators, significantly enhancing their ability to support and engage students with ASD through enhanced responsiveness, a strengthened role as behavioral shapers, fostered adaptive resiliency and increased inclusive supportiveness. The study derived the findings from the following conclusions: 1) The intervention effectively allowed the participants to enhance their responsiveness and creativity by ultimately supporting the academic and social development of students with ASD; 2) The teachers' lived experiences emphasize the critical role of effective teachers in strategically assessing and shaping the behavior of students with ASD, actively guiding them to foster a positive classroom environment that promotes both academic and social growth; 3) The teachers' shared experiences demonstrate resilience and persistence in adapting and personalizing interventions to address challenging behaviors and reduce issues like classroom aggression; and, 4) The teachers' lived experiences demonstrate their noteworthy flexibility, adaptability, and responsiveness in addressing the evolving needs of students with ASD, enabling them to create a supportive learning environment that fosters student growth and success. The teachers' transformative experiences, particularly through TBRI, fostered a profound sense of purpose and growth as they gained fulfillment from witnessing the positive behavioral and academic progress of their students with ASD, reinforcing their autonomy, confidence, and ability to influence change. The findings of this study suggest that adapting TBRI principles in the classroom can significantly transform general education teachers' practices by enhancing their flexibility and enabling them to understand better and meet the individual needs of students with ASD, as demonstrated by the lived experiences shared. Also, these findings revealed the potential of TBRI to enrich general education teachers in developing a highly structured classroom to have a sense of handling the behaviors of students with ASD.  

Future research could focus on examining the long-term effects of using TBRI principles on teachers' professional growth and the continued success of these strategies in managing the behaviors of students with ASD. It would also be valuable to investigate how the improved qualities of teachers – such as increased responsiveness, stronger skills in shaping behavior, greater perseverance, enhanced supportiveness, and heightened empowerment impact the academic and social outcomes of students with ASD over time. This could provide deeper insights into how TBRI influences both teacher effectiveness and student development in the classroom. 

Limitations

	This study has provided in-depth insight into the impact of the adaptation of TBRI on students with ASD, holistically accounting lived experiences of general education teachers, perceived as influential. A key limitation is the small, qualitative nature of this study, in addition to the source study sample. The qualitative nature of the study means that the results may not be generalizable to other populations, particularly general education teachers who may have students with varied types of ASD. It is worth reflecting on the nature of the present sample being drawn from a general education and inclusive setting. The participants were trained, and their students with ASD are mostly level 1. It is further important to take note that the least severe kind of autism is level 1, which can nevertheless significantly impact a child's quality of life and is less disruptive than level 2 and 3 autism. This follows the direction of the field, as TBRI principles are consequential to the social and emotional development of students, often in conjunction with reflection on social and academic growth. Therefore, the results of the present study may not fully represent the effectiveness of general education teachers with or without TBRI training, as the cultural background of each school may also play a role. A broader context or longer timeline may be needed to capture TBRI's full impact. Thus, the researcher strongly recommends that future research explore the impact of adapting TBRI to students with other learning settings and other learning needs such as intellectual disability and the like. 
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