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ABSTRACT
Mentorship in secondary schools can affect the course of students’ academic and personal
life trajectories. Human association based on trust is the paste that connects students’
academic and individual lives and helps them sort out their fates. The purpose of my
study was to determine how strong mentoring relationships between adults and children
at risk for social and academic failure have been associated with improvements in
academic performance, school attendance, and self-image. My study explored the
efficacy of the development and implementation of one specific school-based mentoring
program for students with disabilities. Through this study, I endeavored to demonstrate
the merits and difficulties of a school-based mentoring program for students with
behavioral disabilities.

v
PREFACE
Through this dissertation, I aimed to introduce and demonstrate a new approach to
supporting students with disabilities through school-based mentorship programs. The
school-based mentorship process is shown in this dissertation through an illustrative
analysis of how the same or similar attributes that mentorship has on general education
students can be examined and proven to have on students with disabilities. The specific
options considered include the school-based mentorship program receiving increased
support in funding from schools and programs being conducted according to the needs of
their student population, as well as students, parents, and teachers becoming aware of the
program’s offerings and school leaders, including the mentorship programs in the longterm strategic plans of the school. The unique contribution of this work is the ability to
close the mentorship gap between students with disabilities and general education
students and the mix of capabilities that it brings together, especially the ability to
explore the implications of divergent educators’ opinions.
This dissertation should interest decision-makers in the school system and the
community, specifically in the private school sector. It ought to likewise interest people
who can serve as good examples while assisting with supporting students in their
scholarship and vocational aspirations. It was vital for me as an educator to understand
the barriers students with disabilities face as a result of their disabilities and the impact
that school-based mentorship programs can have on students’ performance in Exceptional
Student Education programs with new forms of increasing responsibility aimed at
producing competent students.
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Chapter One: Introduction
Prior to legislated mandates, many children with disabilities were discriminated
against and denied access to formal education. Four decades of disability legislation
developed a structure to erase this inequity. Enacted in 1965, the Elementary and
Secondary Education Act addressed the inequity of educational opportunities for
economically underprivileged children. In 1966, this was amended with a grant program
to help with the improvement of programs for handicapped children (Wright & Wright,
n.d.). This was again amended in 1970 including Title VI, the Education of the
Handicapped Act, Public Law (P.L. 91-230), which was another grant program. Neither
of the grant programs had any mandates for the use of the funds.
In 1975, the Education for All Handicapped Children Act, (EHA) became a standalone law and provided Federal funding for special education. Congress reauthorized the
law in 1983 and 1986 and expanded services. In 1990 congress enacted a huge rewrite of
the Act and it was renamed the Individuals with Disabilities Education Act known as
IDEA. IDEA has four parts: A, General Provisions; B, Assistance for Education of All
Children with Disabilities; C, Infants and Toddlers with Disabilities; D, National
Activities to Improve Education of Children with Disabilities. Of these four parts A, C,
and D must be periodically revisited and reauthorized but part B is permanently
authorized. Under Part B is the right of all children, including children with disabilities,
to a free and appropriate public education, FAPE (Hulett, 2010). As a result of their
disability, IDEA offers students the option to enroll in either traditional or separate
schools for students with disabilities (IDEA, n.d.).
In 2000, the Developmental Disabilities Assistance and Bill of Rights Act (DD
Act) expanded the focus on the needs of individuals with disabilities. The Act addressed

2
the right of individuals with disabilities to fully participate in their communities and the
ability to make personal decisions and advocate for themselves. The goal of this act is to
provide individuals with disabilities the opportunity to develop the skills needed to make
informed choices about their lives, to pursue meaningful and productive lives, and to
have interdependent friendships and relationships with other persons (sec 101.16). The
Act recognizes that community members play an important role in enhancing the lives of
individuals with disabilities (Sec 101.9) (Title VI).
From the school year 2009-2010 through 2019-2020, the number of students in
the United States ages 3-21 who received special education services under IDEA
increased from 6.5 million, or 13% of total public-school enrollment, to 7.3 million, or
14% of total public-school enrollment. Disability types varied with 33% with a specific
learning disability, 19% with speech or language impairment, 15% with another health
impairment, 11% with autism, 7% with developmental delay, 6% with an intellectual
disability, 5% with emotional disturbance, 2% with multiple disabilities and the
remaining 2% with either hearing impairment or orthopedic impairment (U. S.
Department of Education, 2021, National Center for Education Statistics, Students with
Disabilities, para. 1).
These statistics are staggering; yet even more concerning are the dropout rates
associated with special education students:
Individuals with learning disabilities are three times more likely to drop out of
school, the NCLD [National Center for Learning Disabilities] found — 18.1
percent compared to 6.1 percent for the average dropout rate of all students. These
students are twice as likely to be suspended. Additionally, chronic absenteeism is
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a problem, with 19 percent with IEPs missing three or more weeks of school each
year. (Ravipati, 2017, para. 6)
The school under study offers a Special Day Program (SDP) for students with
disabilities. It has 69 students in grades 6-12 with a student-teacher ratio of 4 to 1. The
school ranked within the bottom 50% of all 3,633 schools in the state where it is located
(based on combined math and reading proficiency testing data) for the 2017-18 school
year. According to state test scores, 10% of students were proficient in math and 10% in
reading. The state standard assessment (SSA) scores for the 2017-18 school year were the
only scores available in that the school administration selected the private school option
for the school’s students not to take the SSA or any other End of Year Assessment for the
following years including the 2021-22 school year. This lack of extant data made the
comparison of data difficult for potential mentor program effects.
The 2017-18 school year diversity score, a measure intended to determine how
much “diversity” a school or district has among the ethnic groups in its student
population, was 0.65, somewhat less than the diversity score at the state average of 0.70.
The Special Day Program students participated in the general education curriculum but
received accommodations outlined in their Individual Education Plan (IEP) as required in
IDEA Part B.
Special Day Class (SDC): Term used to describe a self-contained special
education class which provides services to students with intensive needs that
cannot be met by the general education program, RSP or DIS program. Classes
consist of more than 50% of the student’s day. (Hancock, 2019)
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The Special Day Program under study focused on helping children develop social
skills and self-control with attention to the academic curriculum. However, children who
needed a particular day’s class were often intellectually capable of learning the material,
but their disability interfered with the learning process. For example, learning disabilities
may be a symptom of emotional problems, and the teacher and child have to address the
emotional issues before the child can fulfill their academic potential.
The anticipated beneficial outcome of the Special Day Program under study is its
effective support of participating youth as they integrate into a larger school setting and
community. Most educators aim to get children to the point where they can return to
traditional schools with their peers and eventually live a healthy and productive life. I
evaluated the school-based mentorship program in the Special Day Program designed for
students with disabilities to understand if it offered the students enough emotional
support to bolster the areas in their lives that need the most improvement.
Purpose of the Program Evaluation
The purpose of this study was to examine and research a school-based mentorship
program for students who had a disability and the proven impact of mentorship. There
have been many prominent evaluations of school-based mentoring programs. However,
these studies were primarily in public schools, and the mentors did not serve special
education students.
Mentoring is one promising mechanism that may help enhance the inclusion of
students with disabilities in educational opportunities and workforce readiness as well as
greater inclusion in society. Mentors can serve as role models and share experiences
while helping support students’ academic and career development. The meta-analysis of
Dubois et al. (2011), which included mentoring programs serving youth of various ages,
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found evidence of favorable program effects on youths’ grades, attendance, school
behavior, and other academic growth.
Rationale
The significance of this study is fundamental as it contributes valuable knowledge
and theory to the successful implementation of mentorship programs for students with
disabilities. In my professional experience, very few mentoring programs have included
or specifically targeted students with disabilities. Mentoring is regularly one segment of
an inclusive program that provides different components, for example, coaching,
fundamental abilities, preparing, and instructing. The solid and sound connections shaped
between mentors and mentees are both quick and long haul and add many advantages for
mentees. Mentoring can help youth matriculate through adolescence to adulthood by
incorporating the skills of managing unpleasant changes at home or progressing to
adulthood.
Close, solid, strong connections between mentors and mentees that continue for
an extended period are fundamental to progress. The lack of mentoring programs
implemented with fidelity and the use of mentors unfit to address the mentees’ issues can
create a risk of hurting youngsters. Programs implemented without commitment can have
characteristics such as associations with guides that last under 90 days; where there is
sporadic and conflicting contact; where there is a distinction between the characters,
interests, and assumptions of the tutors and mentees; where coaches are ill-equipped and
need abilities to identify with youth; and where there is no enthusiastic connection
between the coach and mentee. In my professional experience, I have observed such a
lack of fidelity and oversight of mentoring programs to be destructive to youth.
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I have been told over the years that mentorship programs at a school for students
in special education will fail. I have seen educators demonstrate a reluctance to mentor
students with disabilities in a one-on-one program, such as the program I implemented at
my school. I have seen such reluctance cause mentoring efforts to fail. These issues have
inspired me to conduct this research. I have instructed students with disabilities and
learned that mentorship is a proven method to support special education students’
fundamental social skills and emotional literacy and to bolster their ability to reside and
partake in school, home, and community life appropriately as could be expected.
Goals
My program evaluation goal was to fully understand the impact of school-based
mentorship programs in the Special Day Programs under study. The use of results of this
study can develop improved mentoring models, environments, and implementation
strategies to promote the effective use of mentorship in special education. Mentoring can
take a wide range of structures. It can happen in one-on-one and small gatherings, with a
different mix of coach/student matches. Mentoring can occur through family gatherings,
email transactions, phone discussions, letters, or other types of communication. Perhaps
the most prevalent models are one-to-one, local-area-based models, such as those
associated with Big Brothers/Big Sisters. Based on my professional experience,
mentoring can also occur in gatherings at schools, organizations, or local area offices.
In group-based mentoring, volunteers from the local area are coordinated with
youth, with an overall spotlight on building connections and upgrading students’ social
exercises. However, most activities happen outside of school and workplaces. In schoolbased mentoring, adults coordinate with youngsters through homeroom classes. The
central part of exercises occurs during school hours, frequently with an academic or
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vocation-related center. For instance, special education students may meet with mentors
within a particular study hall period. It is even conceivable that lunchtime mentoring
could be coordinated.
Electronic mentoring is another mentoring model I have discovered through my
professional experience (also called E-mentoring or tele mentoring). In this format of
mentoring, the guide and protégé, or mentee, communicate through E-mail. For the most
part, the school organizes E-mentoring and includes concentrations concerning vocation
or scholastic accomplishment and improvement as often as possible.
While mentors hope a student’s academics and discipline improve, it is not
expected that quick fixes will occur overnight. The objectives are to support both
educational goals and personal development. Mentors fill in as trusted adults who help
students complete their studies and help students become independent students and
change experts. They express students’ desires and fears and support their prosperity as a
backer for students’ well-being.
Definition of Terms
In my narrative, I used three terms that are uniquely defined in my study.
•

Child with a disability is defined by IDEA as a child evaluated in
accordance with §§300.304 through 300.311 as having an intellectual
disability, a hearing impairment (including deafness), a speech or
language impairment, a visual impairment (including blindness), a serious
emotional disturbance, an orthopedic impairment, autism, traumatic brain
injury, another health impairment, a specific learning disability, deafblindness, or multiple disabilities, and who, by reason thereof, needs
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special education and related services (IDEA Part B subpart A section
300.8). IDEA §§300.304 through 300.311 are evaluation procedures
defined in IDEA Part B, Subpart D that must be conducted by a public
agency to assess disability. (IDEA, n. d.)
•

Near-peers are mentors who are proximal in age and experience to
mentees.

•

School-Based Mentoring Programs are programs that take place in a
school setting, have involvement and oversight of school personnel, enlist
mentors to meet with a mentee at least one hour per week, and include
academic and social interaction.

Research Questions
The overarching question that drove this program evaluation was, “What impact
does the school-based mentorship program in my study have on the lives of the students
the program serves?” In addition, I identified three research questions to drive my
program evaluation research. These questions are as follows:
1. What is the documented effectiveness of mentoring for students with disabilities?
2. What factors condition or shape the effectiveness of mentoring for students with
disabilities?
3. What intervening processes are most important for linking mentoring to outcomes
for students with disabilities?
Conclusion
This research study has eight chapters. Chapter one includes the Introduction,
Purpose of the Program Evaluation, Rationale, and Research Questions. I developed a
clear idea of what I wanted to learn through my program evaluation endeavor and gained

9
a more comprehensive understanding of the importance of the potential knowledge I
would obtain. The process provided the context for clarifying three critical considerations
before implementing the program evaluation. First, I thought about what I mean by
school-based mentorship as an idea. Secondly, I considered measures of school-based
mentorship and my collection and use of data. The third consideration encompassed the
identification and research of mentor-mentee relationships that provided the foundation
of the school-based mentorship program in my study.
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Chapter Two: Review of the Literature
This chapter presents the rationale for researching relationships between schoolbased mentorship programs and students’ academic and personal life trajectories.
Educational researchers have studied the impact of mentorship programs on students for
several years. Researchers have reviewed mentorship programs and school-based
curricula within the framework of student achievement in those studies. Through my
research, I sought to build upon this body of research through the combined lenses of
teachers and parents. I studied human association based on trust as the paste that connects
students’ academic and individual lives from the perspectives of these key contributors in
the educational organization.
The following literature review represents the literature pertinent to my research
study: the link between mentorship and student achievement, the implementation of
school-based mentorship programs, and the impact of school-based mentorship programs
on students with disabilities. Specifically, this chapter is organized into seven sections:
(a) History of Mentorship,
(b) Mentorship in Schools,
(c) Mentoring Programs for Youth,
(d) The Link Between Mentorship and Student Achievement,
(e) Students with Disabilities,
(f) Development and Implementation of School-Based Mentorship Programs, and
(g) The Impact of School-Based Mentorship Programs on the performance of
Students with Disabilities.
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History of Mentorship
In The Linguistics Origins of Mentorship, David Clutterbuck (2017) stated that
the word “mentor” comes from the characteristics of Mentor in Homer’s Odyssey. In the
epic poem, “Odysseus,” before he goes off to fight in the Trojan War, he gives the care of
his young son to his friend Mentor. Both Clutterbuck and Roberts (1999) referenced
French cleric Francois Fenelon as contributing to today’s concept of a mentor in his 1699
novel, Les Adventures de Telemaque calling Mentor a “guide and instructor” and linking
the concept of mentoring to the Middle Ages stating that it was common practice for
young people to acquire skills through apprenticeships and support from more
experienced professionals (McKimm et al., 2007). This historical context provides a
framework for the basic idea of mentorship while also attributing varying qualities to the
practice of mentoring.
Young people remain in need of those they can respect and view as role models.
Youth can imitate and learn from individuals who become positive examples. In addition,
this individual can turn into a mentor more than a good example. Mentors come from a
wide range of societal structures, including but not limited to instructors, companions,
relatives, and community members The sky is the limit. A mentor helps children and
young adults learn new things, receive guidance, feel seen and heard, and gain support
(Rockit Live Foundation, 2022).
Mentors are typically more established in their personal lives and careers than
mentees and have more involvement within a community and a network of colleagues
and friends. Through mentoring, they utilize their experience and information to help
mentees learn new things, gain new abilities, and develop personally. Mentors
additionally give their mentees counsel and direction that assists them with sorting out
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what they need and how to accomplish their identified goals. Likewise, assuming a
mentee is interested in or uncertain of something, they can ask their mentor for advice
regarding this situation. This can guide the mentees as they explore new life challenges.
By providing constructive support, mentors empower mentees to continue pushing
toward their goals. “A mentor provides information, shares their experiences, or
expresses an opinion. However, it is always the mentee that decides, acts, and produces
outcomes” (Rolfe, 2021, p. 90). A strong mentoring relationship fosters the selfconfidence necessary for independent growth.
The mentoring movement in relation to youth with disabilities began in 1983.
Rebecca Snowden, a Boston social worker, began Partners for Youth with Disabilities.
By 2004, the program served more than 600 young people. The federal government had
its first National Disability Mentoring Day in 1999. This focused on school-to-work
activities. The American National Association of People with Disabilities assumed
leadership of National Disability Mentoring Day in 2001. The program initially served
1,500 youth from 32 states in 2001 and in 2003 served more than 8,000 students and job
seekers (Weiss, 2010).
Mentorship in Schools
Mentoring in education includes a connection between two individuals where the
mentor assumes a substantial role for the student. Mentors act as an ideal accomplice for
students in their educational process and enable students to become independent learners
and specialists in their change. The mentor is a trusted advisor to the mentee and upholds
them in growing new abilities, exploring social conditions, testing thoughts, and
empowering a scholarly turn of events. The responsibility of a mentor is to appropriately
wield their influence and understanding as a parent, teacher, guide, uncle, big brother,
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and others would do. There is enormous potential for a young mind to be led astray by
others based on acknowledgment and trust alone (Sabree, 2018).
Mentorship has many advantages for students. It assists them with laying out
objectives, leveling up abilities, reinforcing trust-based connections, and fostering selfassurance. Furthermore, it works the alternate way, as well. Instructors benefit from the
potential chance to associate one-on-one with students, show students opportunities for
their future, and offer a much more seriously rewarding experience. As has been
demonstrated:
Statistics by mentoring.org show that at-risk students with mentors are 55 percent
more likely to apply to college, 78 percent more likely to volunteer regularly, 90
percent more likely to want to pass on their experience by becoming a mentor
themselves, and 130 percent more likely to hold future leadership roles than their
un-mentored peers. (Make Time for Mentoring, 2019, para. 3)
Mentoring Programs for Youth
Educators know instinctively that mentoring programs connect individuals
(mentors) with explicit abilities and information with people (mentees) who need or
desire similar skills and benefits to grow in work, skill level, or school performance.
Research upholds that mentoring can assist youth through challenging life advances,
upsetting changes at home, or progressing to adulthood (Bayer et al., 2015). Beyond
connecting youth with individuals who can support them, there must be a relationship
beyond assisting a youngster in inspiring them. Students with close relationships with
their mentors appear to have more substantial academic outcomes than mentored students
without close mentor relationships (Bayer et al., 2015).
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Successful mentoring programs require careful forethought to avoid the pitfalls of
failed mentor/mentee relationships. It is important to assure that the program supports
regular ongoing communication between the mentor and mentee. According to the
National Center on Secondary Education and Transition-Creating Opportunities for
Youth with Disabilities to Achieve Successful Futures (NCSET), this communication is a
critical factor for youth with disabilities because a lapse in contact can create frustration
for the mentee and potentially cause withdrawal from the mentoring relationship
(NCSET, 2002). Rhodes et al. (2002) emphasized the need to allocate sufficient resources
to the mentoring program. The most successful programs had adequate supports in place
that included screening, training, and oversight.
The Link Between Mentorship and Student Achievement
The meta-analysis of Dubois et al. (2011), which included mentoring programs
serving youth of various ages, found favorable program effects on youths’ grades,
attendance, school behavior, and other academic growth. Their findings support the
findings of prior studies that there is a correlation and a causal link between mentorship
and student achievement. The authors indicated there is beginning to be evidence that this
concept of original purpose may transcend general education students’ academic and
social achievement and students with disabilities.
Mentors assist youth with applying information acquired in school to regular daily
existence and interpret life encounters into learning opportunities. They improve
academic skills by helping with school projects and encouraging the use of libraries and
community resources (Dondero, 1997). Strong one-on-one connections allow adolescents
to explore career paths and expand their perspectives (McClanahan, 1998). One
important aspect of the mentoring experience for mentees was the emphasis on “strong”
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one-on-one connections. An analysis of Big Brother/Big Sister programs indicated that
longer-lasting relationships had better outcomes. Youth in relationships that lasted less
than three months felt less confident and had lower self-esteem which suggests that
relationships that dissolve quickly could be detrimental (Grossman & Johnson, 1999).
Students with Disabilities
There must be profound knowledge and awareness to ensure that students with
disabilities have the quality educational opportunities and choices they need in order to
thrive and learn. Primarily, because of the increasing number of services required.
According to the U. S. Department of Education, National Center for Education Statistics
(2021):
From the school year 2009–10 through 2019–20, the number of students in the
United States ages 3–21 who received special education services under IDEA
increased from 6.5 million, or 13% of total public-school enrollment, to 7.3
million, or 14% of total public-school enrollment (U. S. Department of
Education,National Center for Education Statistics, 2021, Students with
Disabilities, para. 1).
Many students require intensive programs such as a special day class for students with
greater needs who demonstrate the need for higher levels of accommodation:
A “Special Day Class” aka SDC is basically a self-contained classroom with a
special education instructor and various support personnel, such as aides. An SDC
is usually located in a comprehensive/regular school but is separate from the main
student body. SDC students do not usually change classrooms for subjects unless
they leave to go to mainstream classes for instruction at some point.
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An SDC is the most restrictive placement for a special needs student physically
located in regular public schools (e.g., as opposed to non-public schools), as it is
an isolated classroom where no general education interaction occurs. (Ball, 2021,
para. 2 and 4).
Because of the intensive care a special day program provides, and the small number of
students served in these programs, the cost of services increases. Being self-determined
has been linked by researchers to many quality outcomes that include an enhanced
quality of life. Research supports the theoretical links between the quality of life and selfdetermination for people with disabilities (Wehmeyer, 2020). The Developmental
Disabilities Assistance and Bill of Rights Act of 2000 (DD Act) actually defines selfdetermination activities. Partially included in these definitions are activities that result in
the individual being able to communicate and make personal decisions, and the
opportunity to make choices over the type of supports received (Stat. 1677). Mentoring
may be a means to shore up much needed support for students in a SDC setting,
especially in the ability to recognize and strengthen self-confidence as a building block
toward self-determination.
Mentoring can help students build confidence to become their own advocate and
take greater self-efficacy toward learning such as asking a teacher for assistance. This is
especially difficult for student with disabilities. The LD Resources Foundation (2022)
recognized that for self-advocacy to develop, students with disabilities have to become
experts on their own disability and identify the support they need. Mentoring can help to
develop the ability and confidence they need to seek accommodations.
One of the motivations for my selection of this study topic was to pursue
coordination of efforts by bringing stakeholders together and establishing conversations

17
so that resources and supports may be intentionally provided to students in both an
individualized and cost-effective way. Stakeholder cooperation and common ground will
allow for the creation of economies of scale to change the status quo for students with
disabilities in traditional and private school schools. School-based mentorship programs
are one such promising strategy to meet disabled students’ needs.
Implementation of School-Based Mentoring Programs
School-based mentoring programs often struggle to find their proper place in the
school environment (Collins, 2022). Frequently, participants misconstrue the objective of
school-based mentoring programs and perceive the focus to be scholastic support.
School-based programs may likewise experience issues accumulating the support of
administrators, instructors, and other school staff who view the program as another thing
to add to their already lengthy list of obligations. However, the effort to implement a
school-based mentoring program can be worthwhile in terms of behavioral support as an
element of a school-based mentoring program for at-risk middle school students
(Converse & Lignugaris/Kraft, 2008). Likewise, the National Mentoring Resource Center
(2021) views school-based mentoring as an opportunity for reaching larger numbers of
children. While, because of the setting, it can emphasize academic gains, they noted that
many school-based programs emphasize nonacademic goals such as future planning and
goal setting.
Research has shown that every child who winds up doing well has had at least one
stable and committed relationship with a supportive adult. A school-based mentor
program can provide just that for some students by matching students from
difficult backgrounds with an adult community member to serve as a role model,
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supporter, and friend. A mentor program can be an effective tier 2 or tier 3
intervention for students needing additional support. (Kirk, 2019, para. 1)
Students with disabilities encounter many challenges and barriers to participation
in society and in school life. They are at risk for bullying and social isolation as well as
physical exclusion. Implementation teams must carefully consider context when starting
a school-based mentorship program for students with disabilities. Context is the
overarching skillset needed to produce the desired change and is dependent on the
societal, state, federal, and community expectations (Wagner et al., 2006). Training for
all stakeholders is an important consideration in the alignment of community
expectations in the context of the school-based mentoring program.
Students with disabilities experience multiple difficulties, which upon
identification serve to inform the structure of a beneficial mentoring relationship.
Although the program implementation may take many forms, The National Mentoring
Resource Center noted such programs as effective and cost sensitive:
Regardless of the structure, staffing, and goals of the program, mentoring
programs in schools have shown to be a cost-efficient way of increasing the
positive relationships students have in their lives while also having the potential to
boost factors that can lead to educational success, such as connectedness to the
school environment and peers, improved relationships with teachers and staff,
improved feelings of academic competence, and greater access and use of other
supports, such as tutoring, credit tracking, counseling, and postsecondary
planning. (National Mentoring Resource Center, 2021, p. 1)
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The anticipated potential benefits are great and the cost low. Mentoring is a means to
many ends including connections to learning, community, supports, and life-changing
self-efficacy.
The Impact of School-Based Mentorship Programs on Students with Disabilities
Students struggling with learning disabilities, and attention deficit issues often
have social and mental health challenges. A study by Haft et al. (2019) finds positive
impact of mentoring on socio-emotional and mental health outcomes of youth with
learning disabilities and attention-deficit hyperactivity disorder. Haft et al. evaluated the
impact of a near peer mentoring program. Students with disabilities who participated in
the mentoring program were compared by researchers with non-mentored students with
disabilities. The mentored group of students demonstrated decreased depression and
increased self-esteem; the non-mentored group showed decreases in self-esteem and
increases in depression. Additionally, mentoring programs can also help youth with
disabilities graduate and transition to postsecondary education or employment (Lindsay et
al., 2015).
Conclusion
The body of academic literature provided a strong foundation for this study. Solid
mentoring relationships between adults and children at risk for social and educational
failure have improved academic performance, school attendance, and self-image. The
seven areas researched in this section revealed:
1. Mentoring has a strong historical foundation;
2. Mentorship in schools provides positive advantages for students;
3. Mentoring programs for youth can help young people cope with life challenges;
4. There is a link between mentorship and student achievement;
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5. Students with disabilities can receive support through Special Day Programs and
can learn to self-advocate through mentorship;
6. School based mentoring programs face unique organizational challenges;
7. School based mentoring programs for students with disabilities provide positive
benefits for children.
Johnson and Pryce (2013) asserted that when children are loved, nurtured, and
given purpose, they can blossom, despite their origins. Educators will not close the
achievement gap with three-ring binders or announcements about the latest initiative;
caring mentors will close the gap with immediate wins, visual recognition of what works,
a focus on effectiveness rather than popularity, and a direct appeal to the values that
brought educators into this profession in the first place (Reeves, 2009, p. 93). Mentoring
can open the classroom door to expand the learning horizons for students and enable
teachers to develop external partnerships in the care and education of their students.
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Chapter Three: Methodology
The primary goal of this study was to examine research on school-based
mentorship programs for students with a disability and the documented impact of
mentorship on said students. The principle of mentorship is to build relationships with an
individual who has a lot of knowledge and experience with someone who has not attained
expertise or experience. For many students with disabilities, classroom mastery level
depends on appropriate adaptations, accommodations, and modifications to the
instruction and outside activities. If there is a way to help students with disabilities excel
academically and socially, collecting data to determine the viability of mentorship being
a component of student success will give parishioners and community advocates a great
start in the research at hand. There have been many prominent evaluations of schoolbased mentoring programs. Yet, individuals in public education schools did not serve
special education students with mentoring programs (Haft et al., 2019).
Research Design Overview
In this chapter, I presented the methodology employed to answer my research
questions. My organization of the chapter includes five sections:
(a) participants,
(b) data gathering techniques,
(c) data analysis techniques,
(d) ethical considerations, and
(e) limitations.
In this study, I employed a qualitative and quantitative data collection and analysis
methodology. “Qualitative evaluations use qualitative and naturalistic methods,
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sometimes alone, but often in combination with quantitative data” (Patton, 2003, p.1). I
explained these two methodologies separately.
In this study, I included surveys for quantitative data collection. The surveys
involved a questionnaire with scalable answers. The qualitative method of data collection
incorporated virtual and phone interviews and observations. Patton (2003) explained,
“Qualitative methods include three kinds of data collection:
(1) in-depth, open-ended interviews;
(2) direct observation; and
(3) written documents” (p. 1).
The interview questions were primarily open-ended, so I was able to collect detailed
information. The interview is a flexible method for gaining qualitative information about
people’s experiences, views, and feelings. As a researcher, I also wanted to know what
people do under certain conditions. The most straightforward way to get this information
was to observe them under those circumstances.
Participants
I included two stakeholder groups in my program evaluation. The primary
stakeholder group in this program evaluation was teachers. Through emails, I invited
teachers I knew who taught students in special education programs to participate in my
study. These teachers were from various schools and not from the school under study. I
invited them to participate in my survey (See Appendix A), and interview (See Appendix
B), or both.
The second stakeholder group in this program evaluation was parents. Through
emails, I invited parents of students who attended the school under study to participate in
an interview (see Appendix B), as the school-based mentorship program would impact
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their children. I exerted no pressure on teachers or parents to participate in the study.
Participating in the study was solely based on volunteerism.
Data Gathering Techniques
The basic thesis of this methodology was that “such integration permits a more
complete and collaborating usage of data than do separate quantitative and qualitative
data collection and analysis” (Patton, 2015, p. 86). This evaluation provided an ideal
opportunity for a mixed-methods study to contribute to learning about best practices in
data collection and assessment to ascertain the effectiveness of mentorships, which may
lead to a significant component of student success. I implemented a mixed-methods
design using survey data, semi-structured interviews, and observations.
Surveys
I used a digital platform called Google Forms to create my survey. The survey
was for teachers and consisted of responses from 1to 4 on a continuum, with 1 being
strongly disagreed, and 4 strongly agreed. It also included questions that required openended responses. There were a total of 10 questions and statements on the survey. I
emailed a link to the online survey for those who volunteered to participate. The consent
form was on the first page of the survey, and participants had to consent by clicking on
the response “agree” before accessing the survey questions on subsequent pages. Of the
teachers invited to participate, three teachers of all genders between the ages of 30-60
agreed to participate in the interviews. In the survey, I asked teachers about the
importance of mentors. I also asked for input and suggestions to attract mentors for
students with disabilities. My goal for the survey was to collect data from teachers to
determine the effectiveness of the school based mentorship program for students,
especially those with a disability, participating in a school-based mentorship program.
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Semi-Structured Interviews
I conducted semi-structured interviews via Zoom and telephone. The interviews
lasted approximately 30 minutes. I was in a private room while conducting the
interviews, and I asked the participants to do the same to protect their privacy. To protect
anonymity and confidentiality, I did not reveal the names of the interviewees. There were
five guiding questions with the possibility of follow-up questions in the semi-structured
interview format. I interviewed three teachers and two parents of all genders between the
ages of 30-60. With the participants’ permission, I recorded the interviews. Then, I
reviewed the responses and analyzed them for common themes.
Observations
During the classroom observations, I was a non-participant observer and did not
interact with students. Instead, I observed two classes with teachers and students in their
classroom settings. The observations lasted approximately 30 minutes. Based on my
professional experience, observations can provide more detailed and precise evidence
than other data sources. For this study, I sought to verify what occurred in the academic
setting for students who had participated in a school-based mentorship program.
Data Analysis
The data I collected during the evaluation supported my rationale and answered
the research questions to determine if school-based mentorship leads to a significant
component of student success. My quantitative data analysis included numerical ratings I
obtained from items 1-10 on the survey. “The qualitative data analysis comprised
analysis for similarities and differences, coding and categorizing, and constant
comparison” (Lunenburg & Irby, 2014, p. 202). I carefully adhered to word-for-word
accuracy as I taped and transcribed the five virtual and phone interviews; using the
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constant comparative method, I compared interview responses to each other as I collected
them to determine similarities and differences. I formed categories, coded, and
triangulated the interview data, using a color code representing different themes that
emerged from the data.
Ethical Considerations
Participation in the study was voluntary, and participants could discontinue at any
time without penalty or bias. I kept all identities, including that of the school,
confidential. I did not attach identity to the data and ensured that I reported data
anonymously without identifiers that could connect data to individual participants. Only I
had access to all field notes taken during the observations. I secured all field notes in a
locked cabinet in my home office and digital files in a password-protected folder to
ensure confidentiality. Only I had access to the data. I will destroy the data three years
after the completion of my study. Before interviewing participants, I emailed them a copy
of the consent form to ensure they felt comfortable participating in the study. The
participants signed the consent form and returned it to me via email before the interview.
Limitations
I collected data from the parents and students who attended the specific school
under study. I limited my selection of educator participants to those who taught in the
special education field and were from various schools, not the school under study.
Therefore, the results obtained in this study may not apply to students outside of this
designation. Due to the COVID-19 global pandemic, I faced a limitation in the number of
participants for each data collection form. For this study, digital interactions served as a
limited stand-in for meeting with participants who had limited or no access to technology.
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Conclusion
In my study, I intended to examine research on school-based mentorship
programs for students who have a disability and the documented impact of mentorship on
said students. I examined data in order to determine if mentorship would lead to a
significant increase in student success. I presented the results in the Chapter Four.
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Chapter Four: Results
In this study, I intended to investigate the effects of school-based mentorship
programs for students who have a disability. Mentoring is one hopeful component that
could upgrade the incorporation of students with disabilities into society. In this chapter, I
presented the results of my data analysis for the three stated research questions.
Findings
I examined the power of school-based mentorship programs on special education
students’ academic and social achievement in the school under study. In the review of
literature, I found that these mentorships could lead to improved academic performance,
access to a close relationship that was typically a positive role model for the student, and
improved self-worth and determination. I used the As-Is diagram (Wagner et al., 2006)
(see Appendix C) to answer three research questions that were the focus of this study:
1. What is the documented effectiveness of mentoring for students with
disabilities?
2. What factors condition or shape the effectiveness of mentoring for students
with disabilities?
3. What intervening processes are most important for linking mentoring to
outcomes for students with disabilities?
In this chapter, I set out the survey results, which included responses from ten
teachers. I followed this with an analysis of the remaining variables and aspects of the
survey and interview under the headings of:
1. Attitudes toward school-based mentorship,
2. The effects of school-based mentorship programs on students who have a
disability, and
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3. The perception of mentoring a student with a disability.
Referral and Absentee Data
There was a total of 50 Students with Disabilities (SWD) in the school. There
were 30 Students with Disabilities who participated in the mentoring program. The total
school population was 150 students. Based on the information I received from the
school's principal, the number of discipline referrals the school processed during the
previous year was 174 compared to the year of my study having 139 referrals. That
means the referrals decreased by 20%. Additionally, the number of school absences the
previous year was 270 compared to 189 in the year of my study, which reduced
absenteeism by 30%. Though disaggregated data were not available to analyze mentoring
program participant referral and absentee data, a general connection may be made that the
mentor program improved school performance in these areas in that the mentor program
was the only new program implemented that year.
Student Academic Data
As a private school, the school administration had the option to select for the
school’s students not to take the State Standards Assessment (SSA) or any other End of
Year Assessment after the 2017-2018 school year, which was the last academic data
available. This made the comparison of academic performance data difficult for potential
mentor program effects.
Positive Relationships and Self-image Increases
School-based mentorship participants’ positive relationships and self-image
increased by 50%. Improving academic and social achievement was the program’s
overall goal, and findings indicated middle school participants benefited more than the
high school participants and did not experience a decline in academic performance.
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Teacher Surveys
In Statement 1 of the survey, I found that most participants agreed that mentors
could be adults or older students and did not necessarily have to provide tutoring to affect
students’ academic outcomes. With 70% agreeing and strongly agreeing (see Figure 1), I
ascertained that the perception seemed strongly in favor of mentoring without tutorials as
effective; yet the 30% who disagreed, selected “strongly disagree” indicating they had a
strong opinion that tutoring is an important part of mentoring success.
Figure 1
Teacher Survey Statement 1: Mentors can be adults or older students and do not have to
necessarily provide tutoring to affect students’ academic outcomes

Strongly Disagree,
3, 30%

Strongly Agree, 5,
50%
Disagree, 0, 0%

Agree, 2, 20%

Strongly Disagree
Note. N = 10

Disagree

Agree

Strongly Agree
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In Statement 2 of the survey, 80% of participants strongly agreed or agreed that a
mentorship program strives to encourage and help prepare students for the challenges
they face in life (see Figure 2). Only two of the teachers did not agree that a mentorship
program goal is preparing students for life challenges.
Figure 2
Teacher Survey Statement 2: A mentorship program strives to encourage and help
prepare students for the challenges they face in life.

Strongly
Disagree, 0, 0%
Disagree, 2, 20%

Agree, 1, 10%

Strongly Agree, 7,
70%

Strongly Disagree

Disagree

Agree

Strongly Agree

Note. N = 10
In Statement 3 of the survey, most participants (90%) agreed that an effective
mentor could challenge and support a mentee and should not judge them (see Figure 3).
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This sense that mentors serve both the role to challenge students to “do better” but not to
judge them or point out their deficiencies speaks to the supportive nature of the role.
Figure 3
Teacher Survey Statement 3: An effective mentor is someone who can challenge and
support a mentee and not judge them.

Strongly
Disagree, 0, 0%

Disagree, 1, 10%

Agree, 2, 20%

Strongly Agree,
7, 70%

Strongly Disagree

Disagree

Agree

Strongly Agree

Note. N = 10
In Statement 4 of the survey, all participants agreed or strongly agreed that more
students would benefit from having a mentor (see Figure 4). It is an important finding in
that all of the teachers were in agreement with the importance of mentoring for all
students. Teachers seemed to understand how important and necessary the mentoring
experience is for student development.
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Figure 4
Teacher Survey Statement 4: More students would benefit from having a mentor

Strongly
Disagree, 0, 0%

Disagree, 0, 0%

Agree, 3, 30%
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Strongly Disagree

Disagree

Agree
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Note. N = 10
In Statement 5 of the survey, the participants were equally split, 50%, about
whether effective mentoring would require that a student with a disability have a mentor
with the same disability (see Figure 5). This is an interesting disagreement among
teachers and would make an interesting inquiry as to disability identification influence on
mentoring effectiveness. A review of 40 studies conducted by Lindsay and Munson
found the importance of having a mentor with the same disability (Lindsay & Munson,
2018).
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Figure 5
Teacher Survey Statement 5: A student with a disability must have a mentor with the
same disability

Strongly Agree, 4,
40%

Strongly Disagree,
3, 30%

Disagree, 2, 20%

Agree, 1, 10%
Strongly Disagree

Disagree

Agree

Strongly Agree

Note. N = 10
In Statement 6 of the survey, I discovered that 40% of participants were agreed or
strongly agreed with the idea that students with disabilities are statistically more likely to
drop out of school and 60% disagreed (see Figure 6). The teachers who perceived that
disabled students are more likely to drop out seemed to understand the difficulties that
these students have in finding success in school. As reported by Ravipati (2017), students
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with learning disabilities are three times more likely to drop out of school than the
general student population.
Figure 6
Teacher Survey Statement 6: Students with disabilities are statistically more likely to
drop out of school

Strongly
Disagree, 3, 30%

Strongly Agree,
2, 20%

Agree, 2, 20%
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Disagree, 3, 30%

Disagree

Agree
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Note. N = 10
In Statement 7 of the survey, 30% of participants strongly agreed that mentorships
are widely promoted for students with disabilities for the same reasons they are promoted
for other students while 70% disagreed or strongly disagreed (See Figure 7). This
difference in opinion may be the result of a lack of awareness among teachers about
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mentor program promotion or a perception that mentoring for students with disabilities
has a different purpose.
Figure 7
Teacher Survey Statement 7: Mentorships are widely promoted for students with
disabilities for the same reasons they are promoted for other students
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Questions 8, 9, and 10 of the survey were all open-ended questions, which elicited
statements from the participating teachers (see Figure 8). In Question 8 of the survey, I
found teacher participants believed the benefit of mentorship programs for students is that
they bring mentors and students together to enrich their lives and futures. In Question 9
of the survey, I discovered among three teachers that most of them trust that a
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participating student with a disability will grow in their ability to reach their academic
and career goals. In contrast, another teacher believed that students with a disability
would gain from a relationship with someone beyond their household who cares and
believes in them. In Question 10 of the survey, most teachers indicated they thought that
a challenge for mentoring a student with a disability would be excessive time and energy.
Figure 8
Teacher Responses to Questions 8, 9, and 10
Participant
Coded
with a
Number

Question 8
How do students
benefit from
mentorship programs?
Help them with their

1

2

fears

Tutoring
Having somebody to

3

check on them

Question 9
What will a student
with a disability gain
from a mentor?
Get encouragement so
they don’t feel inferior
about their disability

relationship

the student

Being helped

Keeping mentee engaged

someone beyond their

advocates for student

families who care

success

about them and their
well-being

5

formation

students with a disability
Remaining patient with

Mentorship programs

Positive identity

Being able to relate to

Having a positive

Relationship with

4

Question 10
What would be a
challenge for mentoring a
student with a disability?

Career advancement

Building their confidence
if their self-esteem is
already low based on their
disability
Dealing with the mentee’s
negative experiences
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Time to allocate for
Knowledge gains

6

Supports

student and mentor
meetings

7

8

Support student’s

Have access to a

Setting boundaries for the

well-being

positive role model

relationship

Social and emotional

Empowerment in

Ability to identify with the

support

personal development

student
Identifying mentee’s

Great for their

9

physical health

Confidence

motivations for
participating in the
program

10

Empowers students

Correction in their
gaps in skills

Setting reasonable goals

Note. N = 10
Teacher and Parent Semi-Structured Interviews
The interviews among teachers revealed that school-based mentorship programs
tend to be unsuccessful as school leaders fail to supply needed resources, evaluate
mentoring program results, or reward mentors. The interviews among parents showed
they wish for schools to coordinate mentorship programs that allow students to discuss
their ideas with someone who shares their interests. One parent said that some of the
barriers their child faced with attending other mentorship programs were the mentoring
activities taking place after school, on weekends, and off-campus. The words and phrases
that I heard over and over were “challenges and support.” The general consensus seemed
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to be that school-based mentorship programs have to involve more than teachers and
students and go beyond the classroom setting. I identified three trends among the
responses from the interviews I conducted:
1. Academic performance
2. Positive relationships
3. Self-image
Teachers’ responses to the semi-structured interview questions are presented in Figure 9.
Parent responses to the semi-structured interview questions are presented in Figure 10.
The teacher and parent semi-structured interview questions are provided in Appendix C.
Figure 9
Teacher Semi-Structured Interview Question Responses
Interview Question
1. In what ways can
mentors and teachers
gain guidance on
facilitating the inclusion
of students with
disabilities in schoolbased mentorship
programs?

Teacher 1
Mentors and Teachers can

Teacher 2
Mentors and Teachers can

gain guidance on

attend mentorship training.

facilitating the inclusion of
students with disabilities in
school-based mentorship
programs through
professional development
training.
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Interview Question
2. What do you hope
students with disabilities
will gain from a schoolbased mentorship
program?

Teacher 1
I hope they gain support

Teacher 2
I hope they will gain

for their personal

opportunities to prepare

development.

for their future and
heighten their career
aspirations.

3. What suggestions do
you have to recruit
mentors for students
with disabilities?

4. What are the benefits of
serving as a mentor?

I suggest schools recruit

School staff members and

mentors for students with

family members of students

disabilities by taking

with disabilities can

advantage of the circle of

personally ask people to

friends and colleagues

mentor their student or

your current mentors give.

child.

The benefit is mobilizing a

The primary benefit would

system for change.

be taking delight in helping
students with a disability.

5. How can mentors
acknowledge the needs
of students with
disabilities while
helping them develop an
orientation toward
success?

Mentors can let them know

They can identify the

how well they are doing

student’s interests,

through positive praise and strengths, and goals.
provide continuous
feedback on how they are
progressing toward their
goals.

Note. N = 2
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Figure 10
Parent Semi-Structured Interview Question Responses
Parent Interview Question
1. How have school-based
mentorship programs
affected you or your
child?

2. Why should schools
make provisions for
including students with
disabilities in
mentorship programs?

3. Should school-based
mentorship programs
require parents to sign a
consent form permitting
the student to participate
in the program, or
should the decision be
up to the student?

Parent 1
It has helped my child

Parent 2
It has helped her build her

better his attendance by

confidence by having

giving him a reason to

someone besides her family

want to go to school.

care about her well-being.

Because Students with

They should make

Disabilities need help too,

provisions because our

just like the regular kids.

students deserve the same

They need someone to look

opportunities to enhance

up to and help them better

their education as any

themselves.

other student.

They should have parents

I think it should be my

sign a consent form, so

daughter’s decision. I can’t

parents know what’s going

make her do anything she

on with their child at

doesn’t want to do or

school. Half the time, my

doesn’t feel comfortable

kid doesn’t even know what with doing or participating
he agrees to.
4. Do you believe mentors Yes, they should accept
should accept students at
their current level of
them where they are, while
development while
holding high
pushing them to get better.
expectations for future
achievement? Why or
why not?

in.
Yes, they should accept the
student as they are, so they
don’t set unrealistic
expectations.
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5. How can you support a
mentor-mentee
relationship with your
child?

I can support it by helping

By letting her know it’s

my child understand the

okay to have a mentor

benefits of them having a

because they are here to

mentor.

help.

Note. N = 2
Contexts
Context is the overarching skillset needed to produce the desired change and is
dependent on societal, state, federal, and community expectations (Wagner et al., 2006).
To articulate the context, a basic understanding of mentorship is needed. Mentors must
understand contextual information to be instrumental in providing the guidance and tools
to help students with disabilities develop the skills necessary for academic success.
During my classroom observations, I used the Delaware Teacher Classroom
Observation Framework (Appendix F). I was a non-participant observer and did not
interact with the two students that I observed (Figure 11 and Figure 12). Instead, I
observed two classes with teachers and students in their classroom settings. For this
study, I sought to verify what occurred in the academic setting for students who had
participated in a school-based mentorship program (Appendix F).
Figure 11
Observation Results for Student with Disabilities 1 during a Math Center Activity
Student with
Disabilities
Student in General
Education

Relevant

Unproductive

Disruptive

Aggressive

50%

50%

10%

0%

90%

10%

0%

0%

Based on the Delaware observation, the student with disabilities 1 exhibited relevant
behaviors moderately less than his peers in general education. His unproductive rating
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was higher than his peers due to his tendency to become unresponsive when directed to
answer a question during small group instruction and remain on task. However, this did
not distract him from being able to complete a directive of putting measurements in
order. The student with disabilities appeared comfortable in his learning environment but
did not work well with others. When working independently, he benefited from
consistent reminders to work toward the completion of the task. The teacher provided
him with redirection during small group instruction, as he was measuring lengths to the
nearest whole and half-length. The teacher made several statements about what he was
doing wrong, saying, “That’s not right,” and asking him, “Why can’t you pay attention?”
However, he benefited from a few specific direct instructions, such as “show me your
pencil and paper” and allowing him to take a break. This was more than the peers
received.
The classroom was well structured and a safe, student-centered learning
environment. The teacher implemented redirections for this student by repeating
directions and offering strategies to keep his attention, explicitly stating, “Let’s try it
again.” My recommendation was that the targeted student be assigned a role model as a
source of positivity through the school-based mentorship program.
Figure 12
Observation Results for Student with Disabilities 2 during a Math Center Activity
Student with
Disabilites
Student in General
Education

Relevant

Unproductive

Disruptive

Aggressive

75%

25%

0%

0%

90%

10%

0%

0%

43
Based on the Delaware observation, student with disabilities 2 exhibited relevant
behaviors discreetly less than his peers. His unproductive rating was slightly higher than
his peers due to his tendency to look away from the Promethean board as the instructor
modeled the lesson to be completed. However, this did not distract him from being able
to participate in the small group lesson on ratios. In the lesson, students had to create and
recognize different ratios. The activity was designed to be completed in groups of two.
The targeted student appeared to be comfortable in his learning environment. He worked
well with his partner for the duration of the activity by waiting his turn to use the
gameboard. However, when working independently, he benefited from some reminders
to work toward completing the task. The teacher provided him with one redirection at the
start of the lesson, as he was looking down at his desk and not giving his undivided
attention to the Promethean board. He did benefit from a few specific direct instructions;
however, they were not different or more than that of his peers.
The classroom was well structured and a safe, student-centered learning
environment. Since his participation in the school-based mentorship program, the student
with disabilities has received a decreased number of redirections. During the observation,
the teacher implemented one redirection for this student by offering a strategy to keep his
attention, explicitly stating, “I need your attention.” I recommend that the targeted
student receive verbal praise when he is on-task and working well.
The context of my research program evaluation is rooted in the various benefits of
mentorship for students with disabilities. The overall purpose of the mentoring
experience is to provide opportunities for students with disabilities to learn and benefit
from the knowledge, wisdom, and expertise of more experienced individuals. I wanted to
know if mentors can provide the support, guidance, and tools to help students with
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disabilities integrate into academic and social life, connect to resources, and develop the
skills necessary for academic success. With the lack of educational and social
achievement for students with disabilities, the school-based mentorship programs are one
possible method to provide academic, personal, and social support to students with
disabilities. The context includes mentor assistance for students with disabilities to
become more engaged and socially integrated into society. Socialization can easily be an
avenue for learning the expected behaviors, values, norms, and social skills.
Culture
Culture is the overall mindset of stakeholders in the school understudy, the
prevailing way of work accepted as the norm. It encompasses the shared values, beliefs,
assumptions, expectations, and behaviors of the community that set the tone for the level
of engagement of the district by teachers, administrators, and staff (Wagner et al., 2006).
Culture also plays a role in the quality and sincerity of relationships among all
stakeholders (Wagner et al., 2006). The documented effectiveness of mentoring for
students with disabilities partially depends on the school’s culture because participation
in a school-based mentorship program depends upon perceived value among all
stakeholders. In order for school leaders to determine if school-based mentorship
programs improve students’ grades, strengthen relationships between faculty, staff, and
students, and increase students’ confidence, they must be fully aware of the program’s
offerings, see a perceived value, and access availability.
The school’s current culture under study is where school-based mentorship
programs for students with disabilities have little perceived value. According to my
survey and interview responses, school-based mentorship programs and mentors are not
always considered resources contributing to students’ academic and social success. To
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date, school-based mentorship programs are not mandated or funded by schools.
Conditions
Conditions are the tangible external parameters affecting organizations such as
time, space, and resources and can also include explicit expectations such as assessments,
contracts, laws, and policies (Wagner et al., 2006). My first related research question
asked, “Does participation in a school-based mentorship program predict higher
academic and social achievement levels for students with disabilities?” The level of
involvement was directly affected by school partnerships. For example, the school under
study required that students participate in a mentorship program associated with their
school off-campus. The school-based mentorship program was subject to this stipulation
because mentors were unwilling to meet students on campus during school hours. All
students were required to attend sessions at a neighborhood community center, arrive on
time, and participate in community service projects after-school hours and on weekends.
Subsequently, students without private transportation to the neighborhood community
center or unavailable after hours and on weekends, were not able to participate.
Traditionally, school-based mentorship programs occur on the school’s campus
during school hours. However, the school’s association with a mentorship program
through a neighborhood community center was a new concept for the students and
parents of the school under study. The trustees of the school under study granted that The
Youth Social Impact Initiative provide intentional support and opportunities to close the
disparity gap affecting at-risk minorities, including students with disabilities, and develop
youth who grow into adults who become leaders in their families and communities
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(Citation withheld to protect confidentiality).
Competencies
Competencies are educators’ skills and knowledge to influence student learning
(Wagner et al., 2006). I explored mentors’ competencies and how they impacted the
implementation and perceived value of the school-based mentorship program. Mentors in
the community usually have a focus on transforming youth into physically, emotionally,
and spiritually empowered, developing compassion for others, and learning valuable
skills and knowledge. They have a selection process that includes students meeting the
criteria for program participation. Throughout the school year, mentors attend training
sessions to strengthen their craft. While mentors were well-versed with the adequacies of
serving as a mentor, many were unfamiliar with the goals of the school and the varying
exceptionalities of students. The disconnect often led to a lack of general awareness of
school-based mentorship programs and competencies of mentoring students with
disabilities.
According to the interview participants, they perceive that principals seldom
receive professional development or training on school-based mentorship programs. The
subject is not traditionally explored as a part of educator university programs. Yet, it is
logical that the perceived value of school-based mentorship programs is often influenced
by a principal’s individual experiences and preferences. Principals influence how a
school-based mentorship program is promoted and how mentors are aided in their
promotion efforts. The school-based mentorship program under study had limited
community participation, and the levels of potential mentor involvement were partially
affected by the people’s misconceptions of their ability to mentor students with
disabilities.
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Interview and Survey Data Analysis
An analysis of the interview and survey data revealed several key findings which
can serve as a road map for improvement of the school-based mentorship program in
future implementations:
1. The school-based mentorship program should have more of a connection to
the school. Rather than operating as a stand-alone program, mentee activities
and schedules should accommodate teachers and students at the school under
study. Some mentee activities should align with the school curriculum, and
mental health activities should be added to the school-based mentorship
program. Hence, teachers and administrators view the school-based
mentorship program as a resource.
2. The school-based mentorship program should operate on a consistent schedule
with school hours. The primary need and want from stakeholders are mentors’
accessibility to students in a secure, familiar environment, during a time that is
not an inconvenience to the parents of the participants.
3. Increasing program participation should be a primary focus of the school
understudy. Various methods were suggested, including frequent marketing
and school call-out reminders of the day’s mentors who are meeting with the
mentees., subsidizing/providing transportation to program sites, rewards, and
incentives.
A clear path forward is one form of a return on investment for stakeholders. My
interview and survey data analysis revealed an overwhelming desire to continue the
school-based mentorship program at the school understudy. The school trustees can use
the information to modify the mentors’ meeting schedule and location and possibly
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provide funding for additional days, sites, and mentors to operate the school-based
mentorship program.
Interpretation
I investigated the effectiveness of the school-based mentorship program in terms
of its impact on participants’ academic and social achievement. I sought to learn about
the program from the perspective of the teachers and parents. The school-based
mentorship program did not significantly impact academic performance from the first to
the second nine-week term among students with disabilities; however, the program did
benefit participants and produced a return on investment to stakeholders. School-based
mentorship participants’ positive relationships and self-image increased by approximately
50% based on my conversation with the school principal. Improving academic and social
achievement was the program’s overall goal, and findings indicated middle school
participants benefited more than the high school participants and both age groups did not
experience a decline in academic performance.
There are several factors to consider when interpreting results. First, the length of
the mentoring program under study took place over one term (9 weeks) only, due to a
lack of mentors. The duration of the treatment may not have been long enough to produce
significant results. Second, school participation was limited, and consequently, a small
sample size of students with disabilities was obtained. Third, policies and procedures
requiring students to attend sessions at a neighborhood community center and a lack of
school-provided transportation further limited student participation.
Judgments
My primary research questions were:
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•

What is the documented effectiveness of mentoring for students with
disabilities?

•

What factors condition or shape the effectiveness of mentoring for
students with disabilities?

•

What intervening processes are most important for linking mentoring to
outcomes for students with disabilities?

My related research questions were:
•

Does participation in the school-based mentorship program predict high
academic and social achievement levels for students with disabilities?

•

What are the participants’ attitudes toward the school-based mentorship
program?

Lacking state testing data, due to the private school option to not test, I was able
to discuss student academic performance through my conversations with the principal. He
was able to share his school grade perceptions with me based on his knowledge. He told
me it appeared that, on average, students with disabilities who participated in the schoolbased mentorship program did not experience academic or social loss Compared to nonparticipants. In addition, the principal shared with me that participants had a higher
average attendance record between their first and second terms than their peers. Due to
the small sample size and the lack of student performance testing data, I cannot assert that
the school-based mentorship program increased academic performance. However, my
data showed the school-based mentorship program participant group’s average number of
referrals, while minimal, nonetheless established a pattern of improved behaviors as per
the principal’s conversations with me. For this reason, I suggest that the results are
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promising and show potential for a school-based mentorship program for students with
disabilities to result positively.
My qualitative data analysis found teachers and parents overwhelmingly
supported the school-based mentorship program for students with disabilities and
advocated for its continuation. Most teachers expressed the program’s perceived value
and benefits to students with disabilities. The two parents I interviewed indicated that the
mentorship program had value and benefit for students with disabilities. Both groups
identified opportunities and suggestions for improving the school-based mentorship
program for students with disabilities. The number one suggestion was to operate the
program consistently within school hours.
Recommendations
The school leaders of the school under study have an opportunity to incorporate
findings from this evaluation to improve student participation in the school-based
mentorship program for students with disabilities. Higher levels of involvement among
students in the program provide a higher return on investment for the trustee committee
and community partners as more students utilize a grant-funded program. In my data
analysis, I identified the benefits of the school-based mentorship program beyond
attendance records and behavior improvement. There is a need for the school to provide
better means of academic performance data through assessments whether state or other
academic assessments; this would provide quantitative data for mentoring evaluation.
While increasing academic and social achievement should remain a program’s goal,
another aim can be advocacy and awareness of school-based mentorship programs for
students with disabilities in the local school district and community. Assessments such as
surveys would provide perception and awareness indicators among all stakeholders as
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mentoring programming continues to be promoted and implemented by program team
members.
I found an overwhelming interest among teachers in seeing the school-based
mentorship program for students with disabilities continued and funded in future years.
With modifications, future program leaders can correct policies, align curriculum, and
support participation to create a school-based mentorship program for students with
disabilities that will make a statistically significant positive impact on students’ academic
performance, relationships, and self-image. My main recommendation for organizational
change is to conduct a school-based mentorship program for students with disabilities on
the school’s campus and increase the perceived value of school-based mentorship
programs across all stakeholder groups. A school-based mentorship program for students
with disabilities is one avenue to begin a culture transformation.
I recommend the school under study leverage the school-based mentorship
program for students with disabilities to include dedicated time during the school day for
mentors to meet with their mentees on the school’s campus. Aligning activities of the
school-based mentorship program for students with disabilities with the school
curriculum would allow teachers to use the mentorship program as a resource. Teachers
can incorporate activities that complement the program’s goals in their daily routine and
impact students’ academic and social achievement.
Conclusion
The purpose of this study was to develop an operational measure of school-based
mentorship programs for students who have a disability. The instrument empirically
identifies the successes of mentorship in schools and their dimensions. While more
narrowly defined, the achievements of mentorship in school-based programs in the school
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under study seem promising. One of my findings is that the overall awareness of the
benefits of mentor programs is lacking. Through my program evaluation, I want to raise
awareness of school-based mentorship programs and their relationship to academic and
social achievement to articulate value.
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Chapter Five: To-Be Framework
Through my evaluation of the school-based mentorship program for students with
disabilities in the school under study, I discovered several issues impacting access and
participation. Addressing the problems could lead to a significant increase in future
program participation. This increase in program participation should be possible by
stimulating the execution between the program and the school under study.
I found students who participated in the school-based mentorship program for
students with disabilities benefited from mentoring relationships. In addition, teachers
and parents identified value in the program and expressed a clear desire to see that it
continued. This aligned with a review of 40 studies (Lindsay & Munson, 2018) that found
that youth with disabilities benefitted from mentoring programs; in particular, and of
import to my implementation expectations, they found the following specific outcomes
beneficial for students:
1. development of post-secondary goals
2. improved transitions to adulthood
3. independent living skills
Lindsay and Munson recommend programs looking to serve youth with disabilities pay
close attention to mentee accessibility factors to better enable mentees to participate in
terms of both physical access to facilities and access to program materials (2018). The
consideration of accessibility factors such as facilities, time, scheduling, oversight, and
materials, necessitates buy-in, commitment, and involvement from administrative
leadership at the school under study. Through my study, I found only a small beginning
growth of administrator understanding of the impactful value a robust mentorship
program would have on the school’s students and performance. I identified this as a
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potential obstacle to a successful school-based mentoring program at the site for students
with disabilities. To benefit students with disabilities, mentoring programs have to be
well designed and implemented to effect “enduring and supportive” mentoring
relationships for substantive positive influence over the lives of adolescent students
(Rhodes et al., 2014). The support and long-term commitment required necessitates
resources, buy-in, and consistent implementation using a change leadership plan. I
propose a change leadership plan focused on an intentional alignment between the school
under study and a school-based mentorship program for students with disabilities. The
school will create a school-based mentorship program for students with disabilities as an
essential element of the school under study’s educational pedagogy. Leaders will alter
policies that affect access such as operating hours and mentoring program location.
Envisioning the Success To-Be
My vision of the To-Be for the school-based mentorship program for students
with disabilities in the school under study includes ideal contexts, culture, conditions, and
competencies (see Appendix D for a complete To-Be Analysis). In my To-Be
organizational analysis, school leaders will realize new aspects of the school-based
mentorship program for students with disabilities, most notably increasing student
participation. Additionally, the community, including directors of the Youth Social
Impact Initiative Program, will understand, and advocate fully utilizing mentoring
programs support resources across the school.
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Future Contexts
According to Wagner et al. (2006) context refers to the larger organizational
systems and their expectations. Historically, school-based mentorship programs for
students with disabilities took place on a school campus and operated during school
hours. This was not the case in the school where my program evaluation occurred. The
school under study has a Special Day Program. The program is designed to help children
with disabilities reach their academic potential and become successfully integrated into
their community. The classes are structured to enable students to stay in one or two
rooms the entire day to provide focused support. The aim is to bolster the academic and
social growth of each child, so they can transition to a traditional school setting.
Currently, the school is associated with the grant-funded Youth Social Impact
Initiative in which students participate in an off-campus location to interact with
community members. An ideal future context for the school under study is for the schoolbased mentorship program for students with disabilities to be held on the school campus
and operate during school hours. The mentors will meet with their mentees during an
elective class once weekly in a school campus room dedicated to their meetings.
Implementing the school-based mentorship program for the school will include a
shift in the organizational structure of the entire school. Teaching schedules will be
impacted. Administrators will dedicate time and effort to program design. The design for
the school-based mentoring will include alternate scheduling for students. Student safety
will be paramount in the design of a vetting process for potential mentors. All
administrators, including school Trustees, will attend workshops about mentoring, so
they are prepared to answer questions concerning the program. Trustees will work with
administrators to seek models of school-based mentorship that will align with the student
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population. Additionally, trustees will expand their focus to include community outreach
to engender support. Community outreach initiatives will include an outreach map with
scheduled contacts to identify and interact with key community partners.
As part of the new organizational structure, feedback systems will be developed
to progress check every aspect of the program. Trustees and administrators will review
products designed for volunteer management. One administrator will be assigned to
oversee the program. In addition to online data to oversee the program, this administrator
will meet biweekly with teachers to hear directly from them about concerns or positives.
Mentor application interviews will also be the responsibility of this administrator.
Teachers and teaching assistants in the school will also receive extensive training
in school-based mentoring systems and the communication paths that enable success.
When possible, teachers, teaching assistants, administrators, and trustees will co-train to
facilitate open interaction, foster a holistic view of the program’s organizational structure,
and develop a mutual understanding of each person’s role in the restructured system.
Future Culture
Culture, according to Wagner et al. (2006), means the mindsets and invisible
meanings held both individually and collectively in a system. Physically opening the
doors of the school to mentoring will require altered attitudes and beliefs. Currently
working in a closed, contained atmosphere, teachers will need support in order to
welcome change and value the inclusion of community mentors on the school campus.
The current mindset is that mentoring is an off-campus initiative that is separate from the
school. Beyond the details of how the mentoring will work within the school building, all
school personnel will engage in a study of mentoring to include what a mentor is, what a
mentor is not, and the benefits of successful mentoring.
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Participation in the school-based mentoring program for students with disabilities
will increase as the perceived value of mentoring relationships increases among all
stakeholders. Students, parents, and teachers will become aware of the program’s
offerings and access its available resources. In addition, school leaders will recognize and
acknowledge the values of mentoring relationships and include the school-based
mentorship program in long-term strategic plans.
School leaders will strengthen cultural competency by articulating a clear and
straightforward plan for including a school-based mentorship program for students with
disabilities in the overall strategic vision for the school. The mentorship program is often
assumed to be a part of the strategic plan but rarely is explicitly written into the plan. To
create a culture shift, school leaders will make the mentor’s roles explicit. In an ideal
culture, teachers, mentors, and administrators see in writing exactly how the school-based
mentorship program for students with disabilities integrates into the weekly schedule.
School leaders will create and disseminate a simple one-page student mentorship
plan to all stakeholders. In creating the plan, the initial step will be scheduling the
mentors to allocate space and time. Obviously, all mentors cannot be scheduled at the
same time or on the same day. Individual mentor locations in the school will be color
coded. In this way, for example, Mentor A always reports to the purple location; mentor
B will go to the blue location, and so forth. The one-page weekly schedule available to all
stakeholders will include days of the week, times in 30-minute intervals for student
movement, color codes for mentor locations, and designated teacher assistants to escort
students to and from the mentors. One-page focused and simple plans allow all
participants to understand roles and execute the plan (Reeves, 2009). When the school
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personnel are grounded in the concepts, expectations, and benefits of school-based
mentoring, parent training and student trainings will be developed.
With this initial training, designed to touch all facets of the school organization, a
new context of “school” will facilitate success for the mentoring program. The school
will not function in physical isolation from the community; teachers will welcome the
knowledge that they are not alone in their efforts to support the growth of students with
disabilities; administrators will expand their ability to communicate with teachers and the
community as they work toward a common goal.
Future Conditions
According to Wagner et al. (2006), conditions are the external architecture
surrounding student learning and the tangible arrangements of time, space, and resources.
External parameters affecting the school-based mentorship program for students with
disabilities include operating hours and location. Until this point in time, the level of
mentorship interaction was directly affected by the Youth Social Impact Initiative. Within
the Youth Social Impact Initiative, program participants were required to attend sessions
at a neighborhood community center, arrive on time, and participate in community
service projects after-school hours and on weekends. This precludes participation for
many students.
The school-based mentorship will remove those barriers to participation. School
leaders will begin to conduct the school-based mentorship program for students with
disabilities according to the needs of their student population. Increased support in
funding by the trustee committee of the school under study will be an integral part of the
mentoring program. The board of trustees, which serves as governance over the school,
will modify the funding allocation for extracurricular activities and provide funding for
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the school-based mentorship programs for students with disabilities. Outlined in the
future context previously addressed, trustees will engage in community outreach.
Part of this outreach will include fundraising for the school-based mentorship
program. School personnel and volunteer community members will form a grant
acquisition committee with the goal of bolstering funding to support the school-based
mentoring for students with disabilities program at the school under study. In future
conditions, spaces within the school will be redesigned to accommodate mentor-mentee
meeting places. Students will meet with their mentors in the same designated space each
week to provide consistency for both the student and the mentor.
Future Competencies
Competencies are the repertoire of skills and knowledge that influences student
learning (Wagner et al., 2006). While mentors may be well-versed with the needed
attributes to serve as a mentor, many are unfamiliar with the goals of the school and the
varying exceptionalities of students. The disconnect often leads to a gap between the
intentions of the mentors and the successful application of their efforts.
There also is a gap between what administrators see as the role of the mentor and
the application of the mentorship program in the school. Future administrative
competencies will include providing administrators with professional development
training on mentorship programs. The school under study will become a member of the
National Disability Mentoring Coalition (NDMC). A school administrator will attain
Disability Mentoring Certification which is issued by the NDMC. At the end of the fourmonth certification process, the administrator will be able to organize, lead, and operate a
mentoring program that is inclusive to youth, volunteers, and staff with disabilities. The
program administrator will hold documentation of the certification, which will add
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validation to the school-based mentoring program within the community. The
certification process includes an online curriculum, attendance at webinars focused on the
implementation of key learning gains, and the submission of an Inclusion Action Plan
designed specifically for the individual mentoring initiative. Sample topics covered
include Tips for Inclusive Communication, Understanding Disability Rights and the
ADA, Principles of Inclusive Marketing, and Developing an Inclusion Statement. As a
result of the targeted training, the perceived value of school-based mentorship programs
for students with disabilities will significantly increase as administrators understand and
appreciate mentor competencies.
Administrators will use an onboarding procedure for all mentors. This will be
developed from the National Mentor Resource Center website or another nationally
recognized source. Onboarding procedures will include a structured mentor training
program. Johnson and Gandhi (2015) stated that a mentoring training program improves
mentoring competency. Improvement reaches beyond essential “how to” into the realm of
the individual mentor’s self-assurance within the mentoring circumstance. Training aligns
expectations, gives the mentors more confidence, and communicates to the mentor that
they have administrative support (Johnson and Gandhi, 2015).
MENTOR, a 501c3 advocate and resource for mentoring founded in 1990, details
six evidence-based standards for sustaining mentoring programs in its publication,
Elements of Effective Practice for Mentoring (2015) written by Drs. Janis and Rebecca
Stelter of Mentoring Central, Dr. Jean Rhodes and Stella Kanchewa of the Center for
Evidence-Based Mentoring (CEBM) at UMASS-Boston, and Michael Garringer of
MENTOR/National Mentoring Partnership. These standards include recruitment,
screening, monitoring, training, matching, and initiating, and support and closure. The
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training standard provides for a minimum of two hours of pre-match in-person training.
This will be the minimum requirement for the school-based mentoring program in the
school under study. Topics listed in the Elements of Effective Practice for Mentoring
include but are not limited to ethical and safety issues, initiating the relationship, sources
of support, and the effect of developmental functioning on the relationship. These will be
incorporated into the school-based mentor training by school leaders for the school under
study.
Administrators will value mentors as instructional resources and support; and
encourage them to collaborate with teachers on lessons involving mental health, positive
relationships, and self-image. As a leader, the principal is uniquely positioned to engage
teachers in a new culture and advocate for the school-based mentorship program for
students with disabilities. A cohesive schoolwide focus is the byproduct of a shared
vision, mission, and beliefs among school stakeholders. Kotter (1990). Administrators
will support mentors’ efforts by providing feedback for continuous quality improvement
throughout the program. Additionally, they will promote the school-based mentorship
program for students with disabilities by interacting with the community through schoolbased events, appearing at community events, and scheduling appointments with local
business organizations. Through this outreach initiative, administrators will explain and
advertise the program. The principal will directly communicate with mentors to let them
know they are appreciated. By keeping the mentoring program at the forefront of
everyday school announcements, the principal will reinforce the school’s commitment to
the program.
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Conclusion
I discovered several issues impacting access and participation levels of the
school-based mentorship program for students with disabilities in the school under study
(Appendix C). Through my change leadership plan, I aim to increase student participation
by addressing issues of perceived value, program alignment, and school policies.
Therefore, I propose a change leadership plan focused on alignment to a school-based
mentorship program for students with disabilities, addressing school policies affecting
access, operating hours, and location of the program, and creating a culture shift that
includes school-based mentorship programs for students with disabilities as a significant
component of a strategic academic and social development plan (Appendix C).
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Chapter Six: Strategies and Actions
At the point when I consider the goals for my study, I set forward to develop my
program goals in line with the challenges I identified on my “As Is” 4 Cs Analysis
diagram (Appendix C), alongside my “Vision of Success To Be” diagram (Appendix D),
I understand that I must arrange a series of pragmatic steps to lead the school-based
mentorship program for students with disabilities toward success. Examining the
program’s difficulties is a solid starting point, and I did that first. Then imagining the
ideal form of the program is significant because it assists with starting to consider the
end.
Strategies and Actions
The following stage for me is to recognize research-based strategies and actions to
help all stakeholders in the school-based mentorship program for students with
disabilities understand that vision. Stakeholders include school-based personnel, trustees,
parents, and community members. The move to open the school to ongoing mentorship
will involve not only conceptual shifts but also intense planning to accommodate the
program. Kotter (2014) identified a path to successful change that I will use to guide the
strategies and actions needed to actualize the vision. A Strategies and Action Plan table is
presented in Appendix E.
Develop a Sense of Urgency
According to Kotter (2014), I must first create a sense of urgency. That will begin
with an examination of the data. The school under study has 69 students in grades 6-12
with a student-teacher ratio of 4 to 1. The school was ranked by the state as in the bottom
50% of all schools in the state where it is located based on the combined math and
reading proficiency data for the 2017-2018 school year. According to the state test scores,
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only 10% of the students were proficient in reading and 10% proficient in math. Since the
school opted out of state testing after the 2017-2018 school year, no comparison or trend
data were available for this study. In order to generate an understanding of the urgency of
the situation, I will discuss the historic state assessment data with the principal as well as
my survey findings and student grades information. Once the principal sees the urgency,
the next step will be to share that urgency with the leadership team comprised of the
assistant principal, dean, guidance counselor, and curriculum resource teacher (CRT).
The school under study is committed to helping their students become successfully
integrated within their community.
Baseline data as well as continuing data will be necessary to establish a sense of
urgency at the beginning as well as at various continuing improvement points as the
mentoring program is implemented. Working with each student’s Individual Education
Plan (IEP), the teachers strive to get the students to the point where they can return to
traditional schools, yet the process of getting students to that point as well as the role
mentorships has in that process must be continuously monitored and addressed. The
school leadership team will examine academic data as well as data that reflects students’
social and emotional growth as a factor for school performance review as well as for
mentorship program implementation for the students with disabilities subset.
One important tool for mentee needs assessments as well as insights into the
general behavior of mentees to possibly share with mentors will be derived from the
observation instrument based on the Delaware Teacher Classroom Observation
Framework called the Delaware Tool; samples of the tool used to collect disabled
students’ observations in the classroom setting are available in Appendix F. Though this
is a teacher observation instrument, the notes about what is happening in the classroom
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among students with disabilities in terms of student interaction and engagement with the
learning process will provide insight for student needs as they attempt to flourish within
that particular classroom environment as well as their observed behaviors (Appendix G).
These observations will serve to assess the overall instruction for students with
disabilities as well as provide insight into student mentee needs. All available observation
and school data will be leveraged to provide insight into student learning and needs. This
will include student grades, academic performance indicators as available, attendance,
and discipline referral data. A sense of urgency is not a one-time thing. The need to
continuously revisit urgency indicators is never-ending.
Build a Guiding Coalition
The guiding coalition will be tasked with addressing Kotter’s (2014) third step of
developing the change vision. The foundation of the guiding coalition will be the
leadership team. At least one member of this team will attain the National Disability
Mentoring Coalition (NDMC) Disability Mentoring Certification. In addition to that
team, a school board member (trustee) will be a key participant. Parent and teacher
representation in this coalition will bring important input to the change process.
According to Kotter (2014), this group can communicate the idea to many people with
the right vision. That includes working with families to inform them about how students
with disabilities will benefit from a mentorship program, the program’s strategies to
mentor those students, and how mentors will positively impact students with disabilities.
Form a Strategic Vision and Initiatives
The guiding coalition will create a written statement that clearly defines
prioritized strategies to initiate and maintain the school-based mentorship program.
Members of the Coalition represent diverse points of view which will enhance the scope
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of the statement and, at the same time, ensure its validity for all facets of the community.
This guiding statement will clearly state performance standards related to the schoolbased mentorship program for students with disabilities. In a meta-analytic review of the
effectiveness of mentoring programs, Dubois, et al. (2011) found that outcomes for youth
with personal vulnerabilities varied with program characteristics. It was found that poorly
implemented programs potentially have an adverse effect on vulnerable youth. A
cohesive clear vision statement with delineated initiatives will establish the focus of
program implementation. I agree with Kotter (2014) that I alone cannot create this
successful change within the organization of the school-based mentorship program for
students with disabilities. I will work with the guiding coalition to develop a shared
vision of what good mentoring looks like, specific to students with disabilities.
Enlist a Volunteer Army
Once we have a written statement that defines prioritized strategies, stated
performance standards, clear expectations of student results, and defined characteristics
of good mentoring, we will move together to Kotter’s (2014) fourth step of
communicating the vision for buy-in. The coalition members will disseminate
information to the faculty, mentors, students, and parents/guardians. Capitalizing on the
diversity of their membership, the coalition will use multiple means of communication to
build an army of support. Essential to this army of support is training. Training equips all
members of the volunteer army with the knowledge they will need to function effectively.
Mentors who received at least six hours of pre-match training benefited from a closer
relationship with their mentees (McClanahan, 1998).
The school leadership facet of the coalition will use emails and faculty meetings
to rally the school-based personnel. Parent members of the coalition will share
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information through PTA meetings and Facebook postings. Trustees of the coalition will
extend community outreach to business and social groups in the community through
presentations and one-on-one interactions. Gaining the trust and support of all
stakeholder groups to open the school to live mentoring will be essential to the forward
movement. The communication process involved in recruiting the volunteer army to
support the mentoring initiative will be a two-way process. Within this process, questions
and doubts raised by the stakeholders will be recorded. The guiding coalition will have
timely scheduled meetings to assess ongoing needs and document and celebrate progress.
Enable Action by Removing Barriers
Kotter’s (2014) fifth step is empowering broad-based action and removing
barriers. I believe that by implementing Kotter’s first four steps, using the approach I
described above, I, along with the guiding coalition, will be able to take actionable steps
toward removing barriers. The current school’s partnership with the Youth Social Impact
Initiative Program (YSIP) is a potential barrier. The school leadership members and the
trustees will meet with the YSIP leadership and clearly outline a connecting path between
the school-based mentoring program and current YSIP activities. This will eliminate any
perception that the school-based program will supplant the current grant-funded
initiative.
The Community Toolbox, a public service of the University of Kansas Center for
Community Health and Development has detailed information to help develop a mentor
training program that includes practical aspects to be considered (Center for Community
Health and Development, 2022). Barriers to the successful training of all stakeholders can
crop up unexpectedly unless basic practicality is considered. The Coalition will elicit
feedback from both school-based personnel and community members to determine the
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basic coordination of the training. Topics within the toolbox include the following: when
the training occurs, who does the training, where the training takes place, and how the
training occurs. In order to remove barriers for all participants (school-based personnel,
mentors, mentees, parents, and community members) the responses for the varied aspects
of the Toolbox will adjust to meet the varied needs of the stakeholders (Center for
Community Health and Development, 2022).
The communication process to recruit support for this initiative involved
community feedback which will be assessed to determine potential barriers to success.
School site barriers such as space, scheduling, and student movement within the building
will be addressed. The coalition will work with the larger school system to design and
utilize a rigorous mentor screening process. A valid screening process will alleviate
parent concerns about student safety. Doubts concerning the appropriateness of the
mentors would have been a large barrier to participation. Mentors will also have concerns
about their roles. David Clutterbuck (2011) stated that without training, less than onethird of mentoring relationships will succeed. Mentor and mentee training will be
essential to success.
The guiding coalition will generate a detailed budget statement to support schoolbased mentoring for students with disabilities in the school under study. Funding will
empower the guiding coalition to implement training for mentors, instructional staff, and
administrative staff. The training model will include immediate and ongoing
opportunities for training mentors of students with disabilities at beginner, intermediate,
and expert levels. The funds will also enhance opportunities to implement the parent
training events. Again, money will empower the work. The guiding coalition will assess
current school funding and, whenever practical and legally possible, reallocate dollars

69
within the system to support the mentoring program. The newly formed grant acquisition
committee will seek external funding from both local and national sources.
Generate Short-Term Wins
Kotter (2014) recommends the generation of short-term wins as his sixth step.
Since the change I envision will be ongoing, the guiding coalition must establish specific
checkpoints and short-term goals due to the school’s stakeholders constantly changing.
The change process will be multifaceted. The coalition will note each area of success and
celebrate it as a milestone. If the school personnel have worked out the physical space for
mentor meetings, the school administrators will publicize the accomplishment to all
stakeholders. If a mentor is onboarded, that person will be celebrated. Students will
receive recognition for consistently attending their mentoring sessions. Administrators
will frequently and personally thank teachers for their support of the program and their
willingness to work with schedule changes and student movement in and out of the
classroom. Several times each school year, the guiding coalition will celebrate the
achievement with the appropriate stakeholder group(s) related to the various aspects of
the “As Is” 4 Cs analysis diagram, alongside my “Vision of Success To Be” (Appendices
C and D).
One of the purposes of the guiding coalition is community outreach to business
and social organizations. The community will support short-term wins. Businesses will
provide coupons, tokens, and discounts to mentors who finish training. Businesses will
enter the names of all participants who complete training into a drawing for prizes to be
awarded every six months. As training preparations are completed, announcements of
upcoming community training for parents and interested community members will be
provided through flyers and signs at local businesses.
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Sustain Acceleration
When those involved in the change process reach Kotter’s (2014) seventh step,
they will be well on the way to implementing change. Thus, step seven is critical because
it requires the leaders not to give up. This means that school administrators will need to
continue to meet with the guiding coalition to make sure that momentum is not lost and to
ensure that all the identified changes become part of the culture. The coalition partners
will provide feedback from the community and the parents to pinpoint any areas of need.
Parents and community members will have access to multiple short surveys to indicate
their support or concerns. Surveys will be available online and also on paper during
school events. Coalition members will coordinate efforts to address any concerns about
the school-based mentoring program.
Community partners and parents will be invited to attend open training sessions
about mentoring in general and the specific application of mentoring in the school under
study. Parents and guardians will also have access to training events explicitly designed
to address the benefits and parameters of mentoring for students with disabilities. These
options will further expand parents’ understanding of students’ academic and social
needs. If all participants maintain ongoing support for the school-based mentoring
program for students with disabilities, the students will reap the benefits.
Institute Change
Kotter’s (2014) step eight requires the leaders to make the change stick. That
means strategies must be in place to ensure that new school stakeholders receive the
education needed to seamlessly be part of the culture. I will provide the community with
information about school-based mentorship programs’ impact on the academic and social
achievement of students with disabilities and determine whether there is a relationship
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between school-based mentorship programs and individual academic success with my
program evaluation. All the values and expectations identified in the Vision of Success
will be verifiable, and stakeholders will see that the new way is superior to the old. For
example, stakeholders will see that program participants’ attendance rates improve, the
number of referrals they previously received decreases, and their confidence levels
increase through the school-based mentorship program for students with disabilities. In
addition, they will know what the school values because it will all be written and
continuously communicated. This change process began with communication. The
ongoing and expanding communication outreach (funding assessment, meetings, surveys,
data sharing, training, positive celebrations, and school events) will enable the changes
brought by the mentoring program to become embedded in school operations and culture.
Conclusion
There are factors that will promote the change needed for the school-based
mentoring program to thrive. I accept that the principal will have a receptive outlook
when I discuss with her the program participants’ academic and social achievement data.
The motivation for the program – to support the academic and social learning needs of
students with disabilities – is a factor that will engender the stakeholder consensus
necessary to open the door to initial discussion. The school under study, while small, has
a defined leadership group. The principal will enable her leadership group to turn into the
founding members of a guiding coalition which will expand to include others with direct
connection to the fundamental program purpose. The ever-widening assessment and
communication process will bolster the coalition’s efforts to lead the school through
Kotter’s eight-step change process. This will prompt the change required to institute the
components of the school-based mentoring program.
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Chapter Seven: Implications and Policy Recommendations
I am proposing a new school policy to school leaders to initiate a school-based
mentorship program for students with disabilities. I am proposing that the school leaders
take this policy before the Board of Trustees for approval. The new policy is designed to
improve academic and social learning for students by initiating a strong school-based
mentorship program. Students will, with the enactment of this policy, have access to
mentor support on the school campus during school hours.
Policy Statement
The new policy exclusively addresses the school-based mentorship program for
students with disabilities. It provides unique accommodations for students with
disabilities to receive their mentoring sessions on campus. In addition to students with
disabilities receiving mentoring sessions on the school’s campus, they will also have
mentoring sessions during school hours. The mentors will meet with their mentees during
an elective class once weekly in a school campus space dedicated to their meetings.
I recommend this specific policy because I found a need to increase student
participation in the school-based mentorship program for students with disabilities in my
program evaluation. I found in my data the barrier of meeting locations and hours
affected student participation directly. School leaders required program participants to
receive mentorship through the Youth Social Impact Initiative, a third-party group
associated with the school under study. All program participants were required to attend
sessions at a neighborhood community center, arrive on time, and participate in
community service projects after school and on weekends. Some students were affected
by the requirement of meeting at a neighborhood community center and consequently
could not access the school-based mentorship program due to a lack of transportation to
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the meeting location. The current practice directly affected the ability of some students
with disabilities to participate.
My policy effectively addresses the problem of low student participation by
allowing more students to attend on-campus mentoring sessions. Increasing access to the
school-based mentorship program for students with disabilities contributes to student
academic and social achievement. It reduces participants’ school absences as the students
who participated in the school-based mentorship program this past school year had a
higher attendance rate of 30% compared to those who did not participate in the program.
I found in my program evaluation through surveys and interviews that students
who participated in the school-based mentorship program were perceived to have
benefited from weekly mentoring sessions that covered topics pertinent to developing
qualities of people of character who positively impacted their families, their community,
and the world. Students with disabilities face many barriers in their daily lives. This
policy is focused on removing barriers that are currently blocking access to a potentially
life-enhancing mentoring relationship for these students.
Analysis of Needs
In the proceeding subsections, I analyze my policy recommendation through six
distinct disciplinary areas to better understand how my policy proposal impacts all
stakeholders. I consider my policy recommendation through educational, economic,
social, political, legal, and ethical lenses. My objective is to provide stakeholders with a
broad understanding of how my policy recommendation increases participation in the
school-based mentorship program for students with disabilities by creating equitable
access to support student academic and social achievement in the school under study.
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Educational Analysis
Student participation was low for the school-based mentorship program for
students with disabilities at the school under study. By breaking down barriers to oncampus mentoring sessions, increasing participation in the program can raise student
academic and social achievement at the school under study. In addition, I have found
through my professional experience that a mentoring program can support instructional
practices such as developing study habits and using technology to effectively assist
learning. Students exposed to the school-based mentoring program for students with
disabilities benefit from such instructional practices delivered by mentors during the
program.
Economic Analysis
The economic impact of a policy proposal to increase student participation has
many layers and ultimately benefits the school under study and society at large. The
policy’s more significant economic impact on removing a barrier that eventually
increases student participation in the school-based mentoring program for students with
disabilities may be realized through increased academic and social achievement, which
can predict high school graduation and economic success. For example, a researcher
found mentoring programs can also help youth with disabilities graduate and transition to
postsecondary education or employment (Lindsay et al., 2015).
Social Analysis
Social impacts of a policy proposal to increase student participation in the schoolbased mentorship program for students with disabilities include positive experiences with
mentors. Positive interactions with mentoring programs, including the school-based
mentorship program for students with disabilities, may foster positive relationships.
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Students with a positive experience with the school-based mentorship program for
students with disabilities may associate mentorship with a positive intellectual response.
Students with close relationships with their mentors appear to have more substantial
academic outcomes than mentored students without close mentor relationships (Bayer et
al., 2015).
Political Analysis
Due to the new policy, parents of students who can participate in mentoring
sessions on-campus for the school-based mentorship program for students with
disabilities may be more likely to advocate for future school-based mentorship programs
for students with disabilities throughout the district. Parents of students who participate
may also directly experience benefits to their children’s academic and social achievement
leading to increased parental support for mentoring programs. Furthermore, the schoolbased mentorship program for students with disabilities requires approval from the
trustee board of the school under study. In my professional experience with requesting
permission for non-curricular programs in the school, trustee members are more likely to
support programs with high parental and community support levels.
Legal Analysis
School leaders must consider the legal implications of a policy that allows
students to attend mentoring sessions on-campus rather than off-campus. According to a
state statute, students are under the school’s authority while participating in an authorized
school-sponsored event such as the school-based mentorship program for students with
disabilities (citation of state statute withheld to maintain the anonymity of the state and
district and confidentiality). As such, students are to be under the supervision of a
designated staff member (citation of state statute withheld to maintain the anonymity of
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the state and district and confidentiality). The school’s dean and the guidance counselor
serve as designated staff members who attend mentoring sessions with any student whose
mentor is not a staff member. In their official capacity as supervisors, and according to
state statute, they can expel a student from the program should inappropriate behavior
occur (citation of state statute withheld to maintain the anonymity of the state and district
and confidentiality). Therefore, school leaders must create a permission form that
includes explicit participation parameters and clearly states the expectations of parents,
students, and mentors. School leaders should also have a transparent stipulation that
unacceptable behavior from either a student participant or mentor will limit program
access or constitute removal from the program.
Moral and Ethical Analysis
The barrier to attending mentoring sessions off-campus may disproportionately
affect families with lower socioeconomic (SES) levels. Parents who work full time or
have issues with transportation may be less likely to take their child to a neighborhood
community center to participate in the school-based mentorship program for students
with disabilities. The new policy benefits such low SES students by allowing them to
attend mentoring sessions on-campus instead of relying on a parent who is at work or
does not have transportation during after-school hours. In addition, school leaders have
an opportunity to provide access equity through the policy and facilitate participation
regardless of income level.
Implications for Staff and Community Relationships
My policy to allow mentoring sessions on the school’s campus for the schoolbased mentorship program for students with disabilities will strengthen relationships
among students, parents, mentors, and school personnel. During my professional
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experience, I have come to an understanding that for overall effectiveness school-based
mentorship programs cannot be just about helping students with their homework; instead,
they must provide intentional support and opportunities to bolster self-confidence and life
skills such as future planning and goal setting. Consequently, school-based mentorship
programs for students with disabilities must include a community of mentor support:
school personnel, including principals, teachers, and school staff, who are present during
the school day working with mentors to serve a specific purpose of empowering students
with disabilities for academic and social achievement. From this perspective of wraparound support, family members are also essential; family engagement means mentors
and school personnel create trusting relationships with families to make them feel
comfortable coming to mentors with confidential information that may be used to support
students.
Conclusion
With this new policy, school leaders can remove the barrier of requiring program
participants to meet at a neighborhood community center for mentoring sessions beyond
school hours. The new policy will increase program participation by allowing mentoring
sessions on campus during the school day. School leaders, parents, students, mentors, and
the community have an opportunity to realize the educational and social benefits of a new
policy that creates equitable access to school-based mentorship and services to support
students with disabilities.
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Chapter Eight: Conclusion
I investigated a school-based mentorship program for students with disabilities to
understand the impact of school-based mentorship programs on Special Day Programs in
the school under study. My program evaluation informs my future vision for the school
under study and schools in general. My vision is that the school leaders realize new
aspects of a school-based mentorship program for students with disabilities, most notably
increasing student participation by incorporating my change leadership plan and other
findings from my program evaluation.
Discussion
In my study, my aim was to determine how mentoring relationships between
adults and children at risk for social and educational failure have improved academic
performance, school attendance, and self-image. The context of this inquiry was a small,
private K-12 school in the United States. I used a mixed-method approach to gather data
concerning mentorship in the school under study and specifically mentorship for students
with disabilities.
The mentorship program for students with disabilities at the school under study
was the focus of my study as I endeavored to analyze the program’s impact on student
academic and social achievement. I considered school absences and discipline referrals
and analyzed interview and survey data from teachers and parents.
I discovered several issues impacting access and participation levels of the current
mentoring program for students with disabilities. The mentoring program was taking
place off campus. Activities were scheduled after school and on weekends. This created a
disconnect between the school and the mentoring program and acted as a barrier to
participation for many students. Through my change leadership plan, I aimed to increase
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student participation by addressing issues of perceived value and school policies. A clear
strategic vision backed by a guiding coalition and ongoing communication to garner
support from all stakeholders addresses issues of the perceived value of a school-based
mentoring program. With a new policy in place, barriers to participation such as time and
distance are removed. The policy alters school hours and opens the doors to community
participation on the school campus.
Leadership Lessons
One leadership lesson I learned is the importance of systematically using the steps
of a change leadership process to implement an initiative. For my program evaluation, the
model I used was Kotter’s 8-step process (2014). As a result of using this model, I have a
greater appreciation for how to approach a plan to initiate change through his steps.
I have grown as a leader in using scholarly research to investigate a problem.
Research opens the door to new ideas and brings knowledge of proven strategies. I have
also grown as a leader in my ability to communicate my ideas in writing due to my
program evaluation dissertation. I have strengthened my ability to recognize bias when
reading academic journals and analyzing data due to my program evaluation journey.
I learned about the influence school leaders have over programs and new program
implementation as they set the tone for policies and programs for a school. For example,
in my program evaluation, I perceived among some stakeholders that a school-based
mentoring program for students with disabilities was not an approved activity for special
education students. Consequently, some teachers were hesitant to recommend their
students to participate in the program and activities. As in the case of the school-based
mentoring program for students with disabilities, I am now conscious there may be a
need to be explicit and direct with all stakeholders to clarify expectations. Successful
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implementation occurs when all stakeholders have access to training. I want to ensure
teachers are knowledgeable when mentioning a particular service or a program to their
students and parents. Above all, I learned the value of teamwork in the success of any
initiative.
Conclusion
School-based mentorship programs for students with disabilities can affect the
course of students’ academic and personal life trajectories. Therefore, these programs are
essential in supporting student academic and social achievement. As the National
Mentoring Resource Center has documented, so I have come to have confidence in the
efficacy of school-based mentorship programs:
Regardless of the structure, staffing, and goals of the program, mentoring
programs in schools have shown to be a cost-efficient way of increasing the
positive relationships students have in their lives while also having the potential to
boost factors that can lead to educational success, such as connectedness to the
school environment and peers, improved relationships with teachers and staff,
improved feelings of academic competence, and greater access and use of other
supports, such as tutoring, credit tracking, counseling, and postsecondary
planning. (National Mentoring Resource Center, 2021, p. 1)
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Appendix A
Survey Questions for Teachers
On a scale of 1-4, with 1 being strongly disagree and 4 being strongly agree, please
provide feedback …
1= Strongly Disagree, 2 = Disagree, 3 = Agree, 4 = Strongly Agree
Please provide written responses to questions 8, 9, and 10
1. Mentors can be adults or older students and do not have to necessarily provide
tutoring to affect students’ academic outcomes.
2. A mentorship program strives to encourage and help prepare students for the
challenges they face in life.
3. An effective mentor is someone who can challenge and support a mentee and not
judge them.
4. More students would benefit from having a mentor.
5. A student with a disability must have a mentor with the same disability.
6. Students with disabilities are statistically more likely to drop out of school.
7. Mentorships are widely promoted for students with disabilities for the same
reasons they are promoted for other students.
8. How do students benefit from mentorship programs?
9. What will a student with a disability gain from a mentor?

10. What would be a challenge for mentoring a student with a disability?
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Appendix B
Interview Questions for Teachers and Parents
Semi-structured Interview Questions:
Teachers:
1. In what ways can mentors and teachers gain guidance on facilitating the inclusion
of students with disabilities in school-based mentorship programs?
2. What do you hope students with disabilities will gain from a school-based
mentorship program?
3. What suggestions do you have to recruit mentors for students with disabilities?
4. What are the benefits of serving as a mentor?
5. How can mentors acknowledge the needs of students with disabilities while
helping them develop an orientation toward success?
Parents:
1. How have school-based mentorship programs affected you or your child?
2. Why should schools make provisions for including students with disabilities in
mentorship programs?
3. Should school-based mentorship programs require parents to sign a consent form
permitting the student to participate in the program, or should the decision be up
to the student?
4. Do you believe mentors should accept students at their current level of
development while holding high expectations for future achievement? Why or
why not?
5. How can you support a mentor-mentee relationship with your child?
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Appendix C
As-Is Analysis
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Appendix D
To-Be Analysis
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Appendix E
Strategies and Actions

Strategies
•

Actions
Meet with school administration team (principal
and assistant principal)

Create a sense of urgency

•

Share teacher survey results

•

Discuss teacher concerns

•

Data from my program evaluation

•

Present research

•

The administration will form the guiding collation.

Build a guiding coalition

This team includes the principal, mentor program
leader, and two experienced mentor/teachers
•

The guiding coalition will develop a strategic
vision for mentor program implementation

•

Form a strategic vision
and initiatives

The school leadership will develop a school-wide
plan

•

Professional development will be held for teachers
on mentor program and resources

•

School leaders will develop a plan of support to
train and assist mentors

Enlist a volunteer army

•

Experienced mentor/teachers will provide support
with the implementation of mentor program
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•

The barrier of not providing enough support to
mentors

Enable action by

•

The barrier of teachers/administrators not
understanding mentor program will be replaced by

removing barriers

professional development
•

The barrier of implementation struggles will be
removed and replaced with implementation support

•

Establish monthly structured mentor program
support meetings with the administration team,
teacher leaders, and mentors for check-ins to
analyze student achievement data, progress

Generate short-term wins

monitoring, answer questions/concerns
•

Generate greater sources of student data to share
with mentors and data to establish baseline and
student/program performance
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•

Provide consistent support with implementation on
a weekly basis

•

Provide professional development at the beginning,
middle, and end of the year for mentors

Sustain acceleration

•

Review/analyze data monthly for student
achievement and progress

•

Monthly check-in on mentors and program leaders
by the principal to ensure support is adequate and
meets the needs of mentors

•

Review mentor program plan and resources

•

Guiding coalition will meet annually to assess and

Institute change

revise plan of implementation
•

Consistent professional development
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Appendix F
Delaware Tool: Student Observations
Delaware Tool- Student 1 Observation
Student / Grade: Student with Disability/6th grade
Observer’s Name: Ranita Brown
Teacher’s Name: XXXXXXX
Observation Tool: Modified Delaware Classroom Observation
Date: 01/31/2022

Time: 2:15 p.m.-2:35 p.m.

Description of Observation Procedures:
The following procedures were used to compare the behavior of a student with disability
to the other students in the general education classroom setting. The target student was
observed for one minute, and then a randomly selected classmate of the same gender was
observed for one minute. The observation of the target student and his (male) classmate
was alternated for the duration of the observation session (twenty minutes). Every ten
seconds, the behavior was rated as Relevant (on-task behavior), Unproductive (passive
off-task behavior), Disruptive, or Aggressive. These ratings were used to calculate the
percentage of time that behaviors were exhibited by the target student in relation to his
classmate.
Results of the Observation:
Student with Disability was observed in a Math Center Activity for twenty minutes.
Relevant
Student with
Disability

50%

Unproductive
50%

Disruptive
10%

Aggressive
0%
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General Education

90%

10%

0%

0%

Classmate
SUMMARY:
Based on the Delaware observation, the student with disability exhibited relevant
behaviors moderately less than his peers. His unproductive rating was higher than his
peers due to his tendency to become unresponsive when directed to answer a question
during small group instruction and remain on task. However, this did not distract him
from being able to complete a directive of putting measurements in order. The student
with disability appeared comfortable in his learning environment but did not work well
with others. When working independently, he benefited from consistent reminders to
work toward the completion of the task. The teacher provided him with redirection during
small group instruction, as he was measuring lengths to the nearest whole and halflength. The teacher made several statements about what he was doing wrong, saying,
“That’s not right,” and asking him, “Why can’t you pay attention?” However, he
benefited from a few specific direct instructions, such as “show me your pencil and
paper” and allowing him to take a break, which was more than his peers.
RECOMMENDATION OF INTERVENTIONS:
The classroom was well structured and a safe, student-centered learning environment.
The teacher implemented redirections for this student by repeating directions and offering
strategies to keep his attention, explicitly stating, “let’s try it again.” I would recommend
that the targeted student be assigned a role model as a source of positivity through the
school-based mentorship program.
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Delaware Tool - Observation Student 2
Student/Grade: Student with Disability/6th grade
Observer’s Name:

Ranita Brown

Teacher’s Name: XXXXXXX
Observation Tool: Modified Delaware Classroom Observation
Date: 04/04/2022

Time: 2:15 p.m.-2:35 p.m.

Description of Observation Procedures:
The following procedures were used to compare the behavior of a student with disability
to the other students in the general education classroom setting. The target student was
observed for one minute, and then a randomly selected classmate of the same gender was
observed for one minute. The observation of the target student and his (male) classmate
was alternated for the duration of the observation session (twenty minutes). Every ten
seconds, the behavior was rated as Relevant (on-task behavior), Unproductive (passive
off-task behavior), Disruptive, or Aggressive. These ratings were used to calculate the
percentage of time that behaviors were exhibited by the target student in relation to his
classmate.
Results of the Observation:
Student with Disability was observed in a Math Center Activity for twenty minutes.
Relevant
Student with

Unproductive

Disruptive

Aggressive

75%

25%

0%

0%

90%

10%

0%

0%

Disability
General Education
Classmate
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SUMMARY:
Based on the Delaware observation, the student with disability exhibited relevant
behaviors discreetly less than his peers. His unproductive rating was slightly higher than
his peers due to his tendency to look away from the Promethean board as the instructor
modeled the lesson to be completed. However, this did not distract him from being able
to participate in the small group lesson on ratios. In the lesson, students had to create and
recognize different ratios. The activity was designed to be completed in groups of two.
The targeted student appeared to be comfortable in his learning environment. He worked
well with his partner for the duration of the activity by waiting his turn to use the
gameboard. However, when working independently, he benefited from some reminders
to work toward completing the task. The teacher provided him with one redirection at the
start of the lesson, as he was looking down at his desk and not giving his undivided
attention to the Promethean board. He did benefit from a few specific direct instructions;
however, they were not different or more than that of his peers.
RECOMMENDATION OF INTERVENTIONS:
The classroom was well structured and a safe, student-centered learning environment.
Since his participation in the school-based mentorship program, the student with
disability has received a decreased number of redirections. During the observation, the
teacher implemented one redirection for this student by offering a strategy to keep his
attention, explicitly stating, “I need your attention.” I recommend that the targeted
student receive verbal praise when he is on-task and working well.
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Appendix G
Delaware Teacher Classroom Observation
Framework
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Source: Delaware Department of Education, 2021.

