	Writers in Schools:

A three-way mentoring 

Pilot Programme



	an evaluation

Commissioned by 

Scottish book trust

and written by 

maureen finn




TABLE OF CONTENTS

SUMMARY
3
INTRODUCTION
7
EVALUATION OBJECTIVES AND METHOD
9
FINDINGS
12

HIGHLIGHTS, CHALLENGES AND DISCUSSION
21
CONCLUSIONS
27


SUMMARY

Introduction

1. This evaluation report has been commissioned by Scottish Book Trust and undertaken by Maureen Finn. 

2. The specific context of the study is Scottish Book Trust’s intention of expanding the pool of writers available to carry out extended projects in school settings in Scotland. This comes in the light of developments in Scottish education through Curriculum for Excellence.

3. The programme comprised three projects set in two secondary schools and one primary school. Each project was designed around a three-way mentoring partnership involving a mentor writer (an established writer with experience of working in schools), a developing writer (one who may be established as a writer but who wishes to develop schools experience) and a teacher.  Scottish Book Trust coordinated the matches between writers and schools as well as the organizational logistics.
Aims

4. The aims of the research were to discover:
· To what extent were the mentoring programme aims shared between project partners and understood?

· What was the impact of the model on the developing writers, specifically did they:
· Increase their confidence and improve their delivery

· Understand their own role within the classroom and the role of the teacher

· Develop knowledge of schools organisational context 

· What was the impact on schools and teachers, specifically on:

· Teachers’ practice; their knowledge, skills and values
· Belief in the value of professional collaboration

· Level of spin-off and impact on whole school

· Did the programme develop good practice models in terms of delivering both mentoring partnerships and effective schools projects?
Key Findings

5. The key findings are based on interviews with three writers, three developing writers and associated school staff.

· The programme motivated all partners.  Through early involvement in the planning they understood the value of the model. There was some variation on partners’ interpretation of the aims; teachers generally needed to be prompted to reflect critically on the actual mentoring process as their main focus tended to be on the pupils’ experiences.

· The issue of low levels of commitment from schools has been known to hinder projects such as this one.  However, senior management teams at the three participating schools took measures to ensure that the organisation of the projects ran smoothly.  In some instances senior staff actively participated in workshops. This level of managerial endorsement was vital to the organisation of the projects and also raised their status throughout the school communities.

· The developing writers described the positive impact on their practice.  They reported raised confidence and a deeper knowledge and awareness of how schools operate.  Following the project they felt that they were equipped with the skills to plan, and run long-term projects in the context of a busy classroom.  The key things that contributed to this were:

· Being aware of the project expectations

· Being able to set their own goals 

· Support through the planning process 

· Freedom to take risks and learn from their own mistakes

· Regular sessions to reflect and modify plans

· Feeling secure in the knowledge that the teacher and mentor would give support when needed

· An open and honest relationship with mentor

· The selection of positive mentor writers was key to the success of projects. Mentors were flexible in their input and continually responsive to the developing writers’ needs.  They were confident in allowing the developing writers a large degree of freedom to experiment and make their own mistakes, while knowing at what stage to intervene. 

· In the main, teachers had a limited view of their own potential contribution to the three-way partnership at the beginning of projects. Usually this was limited to an organisational role and sharing information about the class. What was unexpected for them was that the presence of the writers impacted on their own attitudes and values and made them aware of their own creative potential. 

· The process raised teachers’ awareness of the many ways that writers can have a positive impact in the classroom.  They gave anecdotal evidence of changes in pupil’s attitudes, and levels of confidence and achievement.

· Forming positive relationships was central to the programme’s success. Participants appeared to gain real pleasure out of the team opportunities provided by the model.  Their roles appeared to be interchangeable; they assumed them, played them out, and exchanged them depending on the situation. Observations revealed high levels of respect and admiration. It appeared that all participants felt that their own contribution was valued. Each team had clearly developed the trust, empathy and reciprocity required for success in mentoring. 
· The programme was significant for Scottish Book Trust as it was highly strategic in straddling two areas of the organisation’s activity; education and support for writers. Scottish Book Trust’s overarching role was seen to be vital to the success of the programme.  Arranged properly, this scheme has the potential to be transferred to new situations, giving positive benefits for all involved.  However, the pilot has not been able to provide a definitive approach or model that can be reused. Each partnership was unique. Success and innovation appeared to arise from the meeting of the three different agendas of writers, mentors and teachers, and ultimately through the process of negotiation.

Considerations for future planning

6. This programme was able to overcome challenges as they arose however participants suggested considerations for future planning:

· Communication between the writers and the schools was a recurring issue. It is helpful to identify how this will happen and agree at the planning stage.

· Create a simple template where writers and teachers can record aims and goals.  Expose writers to the evaluation process from the beginning but ensure that this does not become too time consuming. 

· Formalise a session for teams to evaluate success, modify and plan together without pupils.  It is too risky to rely on the goodwill of other staff or management to offer time.

· Consider whether the mentor should be present at all sessions.  Perhaps the developing writer could run the penultimate session with the teacher and be joined by the mentor writer at the final session for reflection and feedback.
· Consider additional costs to improve the programme, including purchase of materials, fees for writers’ time to research project themes, and read pupils’ work and provide feedback.

· Share project plans, activities and resources with other writers and teachers through Scottish Book Trust website. Teams could be payed to write up projects, including curricular references.

· Design larger events for professional exchange.  Writers enjoyed the culminating session where project ideas were exchanged.  This may also involve other members of school communities, addressing issues of legacy.

· The process of writers drawing on their own processes to develop schools sessions may provide the subject for training for writers.

INTRODUCTION

Background

7. The specific context for this study is Scottish Book Trust’s intention of expanding the pool of writers available to carry out extended projects in school settings in Scotland.  This study reports on a pilot programme of three projects, set in different schools involving teachers, mentoring writers, and developing writers
. 

8. Scottish Book Trust has built a track record of running projects in school and community settings using well-established writers who have experience of working in these areas.  The writers use their own creativity and imagination to inspire and motivate the young people they work with. 

Writers in classrooms
9. Projects involving writers in schools have been known to produce remarkable results in pupils. Teachers have reported increased confidence and self-esteem, increased interest in books, reading and writing and unexpected levels of attainment.  Much of this has been related to the creative approaches used by writers in the classroom.  Language work with writers is often viewed as more fun with more opportunities for innovation and new experiences.  Relationships between pupils and writers are less formal and pupils can feel more empowered to take responsibility for their own learning. 
10. Demand is growing for writers in schools; some of this is due to a developing climate of change in the Scottish education system.  In recognizing this, Scottish Book Trust is concerned about finding writers with the necessary skills and experience for schools-based work. An additional concern is that although, to date, many schools sessions have taken the form of one-off visits, and many writers are usually equipped to provide this, the expectations on writers is set to change with schools preferring to develop deeper relations through more long-term initiatives. In these situations writers require additional sets of new skills to those used during one-off visits. 

The Scottish Schools Curriculum

11. Recent years have seen Scottish Government’s phased introduction of a new curriculum – Curriculum for Excellence, which offers guidance for learning for 3–18 years. The purpose of the new curriculum is encapsulated in the four capacities - to enable pupils to be successful learners, confident individuals, responsible citizens and effective contributors. To support the development of the four capacities, specifically in Literacy and English, pupils are expected to have opportunities for enjoyment and choice, developing tools for writing, organizing and using information and creating texts.
12. More importantly for the purposes of this project teachers are expected to design a curriculum offering:
· Relevance; where pupils understand the purposes of their activities. They should see the value of what they are learning and its relevance to their lives, present and future.
· Challenge; pupils should find their learning challenging, engaging and motivating.

· Breadth; pupils should have opportunities for a broad range of experiences. The curriculum should be organised so that they will learn and develop through a variety of contexts within both the classroom and other aspects of school life.
13. For some teachers, it has been difficult to understand the value of having a writer in the classroom.  A packed timetable and pressures to examine and achieve targets in line with national guidelines have, in the past, produced a fairly rigid curriculum.  Teachers have been reluctant to invest too much time in qualitative experiences, such as those offered by writers, at the expense of a known learning framework. However, there is an expectation that these attitudes are set to change with the full implementation of Curriculum for Excellence.
the Mentoring context 

14. The majority of research into mentoring has been concerned with youth settings, however, some basic knowledge can be applied to this three-way mentoring programme. Traditionally, mentors were put in place to support young people through challenging stages in their lives. What is known is that there is usually a required ethos for a mentoring relationship to be successful.  Typically, this will involve trust, empathy and reciprocity. Without having these in place the relationship may fail to succeed.  It is also necessary for mentees, in this case the developing writers, to feel secure in accepting criticism as well as to believe that their own contribution is valued. 
15. The mentoring context for this project is challenging.  It is difficult enough to develop the building blocks of trust, empathy and reciprocity between two parties.  Here, they are required within a complex set of interrelationships between teacher, mentor, and developing writer.  This study is interested in the quality of relationships, how they develop and in what patterns. 
Evaluation objectives and method

Aims of the evaluation

16. The aim of this evaluation study was to assess and demonstrate the benefits of a three-way mentoring partnership and to identify ways in which the programme could be modified or improved.  The research focussed specifically on the following issues.
· To what extent were the programme aims shared between project partners and understood?

· What was the impact of the model on the developing writers, specifically did they:
· Increase their confidence and improve their delivery

· Understand their own role within the classroom and the role of the teacher

· Develop knowledge of schools organisational context 

· What was the impact on schools and teachers, specifically on:

· Teachers’ practice; their knowledge, skills and values
· Belief in the value of professional collaboration

· Understanding of what can be achieved

· Level of spin-off and impact on whole school

· Did the programme develop good practice models in terms of delivering both mentoring partnerships and effective schools projects?
17. It was not within the remit of this study to describe benefits to pupils. However, several pupils’ experiences have been recorded to help illustrate some of the report’s main concerns and to provide stimulus for future projects. 
Methodology

18. The evaluation used semi-structured questions based on the key themes. The research was entirely qualitative and was designed in a way that would gain the richest feedback from the small group of contributors.  It included a range of approaches including:

· Observation of class sessions and informal discussion with participants

· Face-to-face interviews

· Questionnaires distributed by email or conducted as a telephone interview
· A feedback workshops using both structured elements and informal discussion 

19. The evaluation sought the views of the following:

· Three participating teachers

· Three participating developing writers

· Three participating writers with schools experience

· Senior school management

· Staff at Scottish Book Trust

Programme overview

20. The programme comprised three projects set in two secondary schools and one primary school. Each project was designed around a three-way mentoring partnership involving a mentor writer (an established writer with experience of working in schools), a developing writer (one who may be established as a writer but who wishes to develop schools experience) and a teacher.  Scottish Book Trust coordinated the matches between writers and schools as well as the organizational logistics. 

Aim of pilot programme
21. The aim of the programme was:

· To expand the pool of writers available to carry out extended education projects

· To provide professional development for developing writers

· To provide examples of good practice

Participating schools

22. The following schools and classes participated in the programme.

	School


	Stage
	No of pupils
	Period

	Notre Dame HS, Glasgow
	S2
	20
	5 x 1hr and 1 x 2hr sessions over 8 weeks

	St Peter’s PS Pinkie, East Lothian
	P7
	
	6 x 90 min sessions

	Boness Academy


	S2
	
	6 x 1hr sessions over 3 weeks


Project descriptions
23. The projects’ formats were discussed and planned at an introductory meeting involving writers, teachers, school management and Scottish Book Trust staff. A range of themes and approaches were planned, mainly reflecting each class’s interests and the school environment.  The following list gives an indication of the types of activities that the pupils were involved in.

· Shared writing workshops where teachers, head teachers and writers developed their writing along with the pupils

· Scots language poetry project in which pupils explored and wrote about their local town.  
· Pupils created shaped poems on all community aspects of town and produced them as place mats, mouse mats and dishtowels to be sold in the community and in school.

· Pupils explored language and were introduced to a variety of poetic forms including haikus, tankas, ballads and shape poems.
· Poetry exercises based on sensory walks around the school environment

· Identification of ‘totems’, personal attributes based on nature and taken from African culture

· Praise poems based on the African tradition and belief that every family has their own poem

· Use of personal journals and notebooks for continually recording thoughts and ideas

· Pupils created a ‘what we do as writers’ list before and after the project for comparison 
· Created a fictional class character

· Explored a local setting for stimulus and wrote notes using senses and imagination (Pinkie doocot)

· Made writing storyboards 
· Read stories to an audience (small groups from P3)

· Evaluated the project

Findings

Programme aims

Were the programme aims shared between project partners and understood?

24. Experience of previous projects suggested that for the three-way mentoring programme to succeed it would be important that all partners were seen to understand the programme’s aims. Scottish Book Trust initiated an introductory meeting for all involved as an early route to achieving this. Although some participants found the meeting a bit daunting, particularly one teacher and this may have to be addressed in future projects, it was a useful forum for predicting early problems. 

25. All partners were willing and committed to the programme although there was some variation on their interpretation of the aims. Teachers generally needed to be prompted to reflect critically on the actual mentoring process.  Although all teachers said that they had understood the programme aims, their main focus tended to be on the pupils’ experiences, rather than also considering the mentoring team.  This was to some extent understandable and may have been due to the practical nature of the programme.

Impact on developing writers

Did the project increase developing writers’ confidence and improve delivery?

26. The three developing writers reported that their confidence levels had increased and that they felt they could take the lead in future projects.
‘My mentor’s feedback was invaluable in raising my confidence. This was particularly the case on occasions when the level of chat in the class made it seem to me that the pupils were not engaged but my mentor and the teacher reported otherwise: the chat was all on task and the pupils were all paying attention.’

‘I don’t feel so worried now and I know I can lead much longer sessions.’
Did developing writers feel that their personal goals had been achieved?

27. The developing writers were clear about what they were trying to achieve and were able to articulate how this had happened.

‘My personal goals were achieved.  They were to develop skills in planning and delivering high-quality, creative, inspiring sessions, evaluating the success of sessions and handling classroom dynamics’
 ‘My mentor was great to work with. She understood my goals perfectly and supported me tremendously in achieving them. She was deeply knowledgeable and highly encouraging.’
 ‘I was already experienced at one hour sessions in schools, and I wanted to gain the skills and confidence to offer longer projects.  I definitely feel that I have achieved that goal.’

Did developing writers feel supported by the mentors?

28. The mentors selected for the programme were highly experienced in bringing writing into classrooms.  Their confidence enabled them to relax and allow the developing writers a large degree of freedom.  They knew at what stage to intervene. The mentor writers offered a range of different types of support; they were flexible in their input and continually responsive to the developing writers’ needs.  In addition, their commitment to the programme went beyond what was initially expected, often making themselves available outwith working hours.

‘It was a very positive and assuring experience working with my mentor, as she was very open and approachable. I felt like I could contact her anytime to discuss any issue.  In addition to advice, she helped me by giving me reading materials that I could draw from to help me in my sessions.’ 

‘… there wasn’t an imposed plan for six sessions written at the start which we then stuck to.  It was a very flexible process, and I was allowed to try it out myself and make my own mistakes (to discover what would and wouldn’t work!)’
‘I benefited greatly from the support of my mentor (both in the classroom and also outside the classroom) in planning, delivering and evaluating the sessions. Being able to communicate with my mentor by phone was very useful in this process.’
29. Only one writer described the teacher in a mentoring capacity.

‘The support from the teacher was invaluable as I was welcomed into the classroom and given freedom to conduct the sessions in the way I planned. At the same time, also having an input on how better to approach things. 

Did the developing writers increase their knowledge of the schools organisational context? 

30. The developing writers described how they had developed a new awareness of how schools operate and shared experiences of their areas of potential weakness within this context. 
‘In one of the earlier sessions I found it difficult to maintain the momentum in the session. The experience of the two mentors came into play with them helping to support me through this by recognising this and giving suggestions, without affecting my confidence.’
‘Discipline was not a problem in this school but this is a potential problem for the future and I hope this is something I can develop more experience in dealing with in the future if need be.’
31. Timekeeping was an issue, particularly in secondary schools and, by extension, some had to develop an awareness of the packed curriculum and how difficult it was to find extra time to be with the classes when planned work was not completed. 
‘Timekeeping – this was a particular challenge for me as I found I often had a lot more material than what fitted the time. I got better at planning as time went on. My mentor also was reassuring explaining to me that this was not an uncommon experience.’
32. The developing writers also spoke of the challenge of learning how to communicate effectively with the teacher and the school between sessions.

‘We arrived for one session to find that the teacher had been off ill the previous week and had not picked up my e-mails at all, so the follow-up work had therefore not been done and the equipment we had requested had not been sourced beforehand. On subsequent occasions, I phoned the school towards the end of the week preceding the session (sessions took place on Mondays) to check whether the work had been done and discuss plans for the session. This proved invaluable.’
Were developing writers able to identify with the role of the class teacher and build productive relationships?

33. One developing writer described the early stage of the relationship with the teacher.

‘The challenges of teacher participation are mainly to do with the role of the writer in the classroom, which can cause potential power conflict between the writer and the teacher.’

34. The writer went on to describe how any potential conflict was tackled: 

‘the planning meetings beforehand gave an opportunity for breaking the ice and also forging the partnership at an earlier stage and the ongoing shared planning, and evaluation of each session meant that the input of all involved was part and parcel of the overall process’

‘Reassurance and guidance from the teacher as to what might work best etc was very helpful and such a teacher-writer relationship in the classroom is one to strive for in every situation.’ 
35. Although all the teachers were supportive of the programme, their involvement was noticeable in various ways.  One teacher and head teacher were totally immersed in the programme, writing their own stories alongside the pupils and writers.  This clearly had a positive impact on the pupils but it was also reassuring for the developing writer to feel this level of support.  In another situation the support was still there but took a different form:

‘The class teacher did not involve herself greatly in the sessions, although she was enthusiastic about the project and supported it by keeping discipline and doing the follow-up work with the class in the week between each session.’ 
36. The developing writers felt that the teachers had an invaluable ‘database of knowledge’ on each child as well as the class and group dynamics. This was hugely important to the success of the project. One writer jokingly mentioned the common teachers’ phrase,  ‘Don’t worry, they’re always like that’.

What did mentor writers gain from the programme?

37. The mentors described their positive relationships with the developing writers and how they felt more like two equals in a partnership offering a different range of skills and learning from each other.  One mentor had recorded her own goals for the project.  She had recognised the skills that the developing writer could share with her and wanted to benefit her own practice.

‘…to learn from (developing writer) some of the most engaging elements of folkloric stories for children.’

38. The mentor went on to describe how she had learned from the developing writers processes.

‘I found (developing writer) very reflective and communicative about her learning which made it very interesting, and helped me to reflect too, and consider other ways of doing things. Her desire to learn and change her practice helped enormously in making the mentoring as well as the project itself a success.’
‘I learnt from (developing writer) the techniques she used, particularly in how the story can be made more exciting and how the magical can be made to seem real. I was struck by the potential of a project in which a children’s writer both gets the children writing their own stories, but also writes alongside them, in the process providing them with their own customised story which includes recognisable elements of their ideas and discussions but leaves them a story to treasure and pass on within succeeding generations of the school.’ 

Impact on teachers

Did teachers share the programme aims? 

39. The three teachers agreed that they understood the aims of the programme.  Again, the preparatory planning sessions appeared to be central to this understanding. They felt that it provided a necessary forum where goals and logistics were discussed.  However, during post-programme interviews all of the teachers described the benefits of the programme mainly in relation to pupils rather than to themselves. It is possible that teachers would have gained more from the programme if they had reflected more on their own experiences. 

‘It was a fabulous way of working.  It really took (pupil) out of her shell for the first time in years.’
How did teachers understand their role in the collaboration?

40. The teachers described a variety of their different roles, primarily their ability to share their experience of teaching and their knowledge of the class.  They described their understanding of pupils’ abilities, knowing how and when to push them to achieve more.

‘I know them and I know what they are capable of achieving.  It would be difficult for the writers to know them over such a short period.  Quite often I stepped in and challenged the pupils or I made them explain more clearly what they were trying to say.’

41. Teachers also felt that they took responsibility for creating the space in which the project happened.  In a packed timetable they often had to negotiate time from other subject areas.  They also continued to progress the project in between writers’ visits, endorsing their belief in the value of the writers’ work with the pupils. 

‘At the time that this happened it had to compete with national testing.  I believed in it.  It was important because it benefited all pupils – from gifted to neglected.’   

In what ways did the project impact on teachers’ practice? 

42. When prompted the teachers were usually able to describe the benefits to their own practice.  One teacher was particularly enthusiastic; saying that working with the writers was the best thing that had happened in many years teaching. 

‘This had a huge impact on me.  It was a bright light in my life.  It has reenergized me and made me reassess how I approach my own practice.’
43. The writers’ processes provided teachers with new ways of thinking about teaching creative writing.  One teacher reflected on her own practice and suggested that although she had done lots of poetry reading and criticism with her class she had not felt confident in her approach to teaching creative writing, and particularly poetry. 
44. The teachers absorbed the writers’ own methods and were able to transfer them into class activities.  In one case the teacher described how she benefitted from experiencing a structure.  She was able to see the various stages in the writing process and would apply ‘revisioning’ in future classes. 

‘Previously we didn’t tackle writing in such depth.  Here, we went over everything over and again until the results were brilliant.’
45. A teacher also described how the writers had influenced her pace of working.
‘I realised how I rush through the lessons.  What I hadn’t realised was how important the final session is where everyone reviews what has been achieved.  Without this 90% is lost.’

46. After being inspired by the developing writer in the classroom, two teachers from one school attended a literary event hosted by the writer.  This was an evening event for the general public and the teachers attended in their own time, saying how stimulating it was for them.  
How did teachers view the contribution of the writers within the collaboration?

47. A teacher described her surprise at the positive and creative atmosphere in her class during the sessions.

‘It was genuinely collaborative.  He (the writer) developed good relations and strengthened bonds between the kids.  They seemed to have a common purpose in what they were doing. I hadn’t seen them work in this way before.’
‘The structure was brilliant, beginning slowly in a circle and listening to his music before they even started. And the games really kept them interested.’
48. One teacher also mentioned the advantage for pupils of seeing the thinking processes of two writers in action at the same time.  They commented on how this empowered the pupils to understand that their own approach is never wrong and that there are an infinite amount of ways to tackle creative writing. 
49. One of the teachers compared the different attributes of the two writers.  

‘(the developing writer) was really creative and full of ideas but (the mentor) really kept us on track – she knew exactly what needed to be done.’

What was the impact of the programme on the wider school community?

50. In one school several departments became involved and representatives participated in the writer-led sessions, including the librarian, the technician, the art teacher, the PSE teacher and in some cases the head teacher.  The art teacher changed her timetable to allow the participating class to work on the visual aspects of the project when they were with her. 
‘We had the involvement of other departments – the art department and the library.  This was very useful because young people could link themes and ideas from our sessions into other classes.’
51. One school was particularly proactive in sharing the results of the project. They posted the pupils work on the school website for the whole school community to see, they published poems in the school newsletter for parents, and they set in place a creative mentors scheme to enable the participating class to mentor a similar class the following term.  They also described the knock-on effect on pupils.

‘They meet me in the corridor and ask when the writer is coming back or whether they can show me the latest thing in their personal journals.’

52. In another school the mentor writer stated, 

‘We have left a legacy of stories which the head teacher plans to publish, and I hope we have also left, with both the staff and the class, a legacy of enthusiasm and new writing skills.’  

53. However, one head teacher was concerned that the impact of the project on the teacher was probably only medium term and that thought would need to go towards finding ways to sustain it and to benefitting the wider school community. 
What is the relevance of the way of working to Curriculum for Excellence?

54. Programmes, such as this one, which bring writers with new experiences and skills into a classroom environment, contribute to many of the learning outcomes and experiences required by Curriculum for Excellence.  Particularly relevant was the approach of the writers to encourage pupils to take responsibility for their own learning and understand its value. 

‘The Abigail Bond character was the pupils’ idea.  They had real ownership of the approach and way of beginning writing.  They were all effective contributors…they were listened to and they collaborated in meaningful ways.’
55. In two of the projects the pupils were taken outside their normal learning environment to encourage them to become active learners.  Pupils reported noticing new sounds, smells and objects, which they had previously taken for granted.
‘They took a completely different approach to writing.  The pupils got physically involved in the environment before they started writing.  This was an active learning approach, which we had never used before.’
56. The model has opened up new ways of thinking about offering pupils personalization and choice.  
‘They learned that poets are not dead and that they, too, can actually earn a living in this way.’

57. One school used the project to develop enterprising activities.

‘The class has continued to work on the poems produced during the project, and the school plans to print them on mouse mats, coasters and tea towels.’ 

58. One school suggested it has raised their awareness of the possibilities of collaborations beyond the school, for example with other literary organisations or even other art forms. 

‘The specialists can see possibilities that we can’t.  We need to start to find ways to build all this in.’

59. Two of the projects were able to establish a cross-curricular element in the school.

‘For me, highlights were the creativity of the ballads that the pupils wrote and the diversity of their approaches to writing shape poems based on photographs of the town. The latter was particularly successful because it involved a cross-curricular element through collaborating with the art department in the taking of the photographs and integration of the poems with the pictures.’
‘In the school I was involved in, it evolved to us having the involvement of other departments – the art department and the library. This was very useful because the young people could link themes and ideas from our sessions into other classes.’
Success of the model
What was the effect of Scottish Book Trust’s role in the programme?

60. The programme was significant for Scottish Book Trust as it was highly strategic in straddling two areas of the organisation’s activity; education and support for writers. After designing a programme structure, they undertook the processes of matching developing writers to mentor writers and then matching them with appropriate schools.  They also organized meetings to introduce and plan for the projects’ development and ultimately evaluation.  Scottish Book Trust’s overarching role was seen to be vital to the success of the programme. 

‘The single most important thing the Booktrust did was pick the perfect mentor, and also the perfect head teacher, so that the personnel were all in place and we worked together as a team.’  
‘What was really good was the preparatory work, before the project itself got going in the classroom. The meetings for planning and developing a rapport between the people involved were invaluable.  I felt that throughout the whole process there was very good and open communication, as a result of the coordination of the Book Trust.’
61. Perceptions varied on Scottish Book Trust’s role following the set up of the projects.  Some participants would have preferred more involvement while others appreciated a fairly ‘hands-off’ approach. 
‘We were largely left to get on with the project, which was good. However, Scottish Book Trust did not communicate directly with the school as much as my mentor and I expected it might. This may in part be because I came to the scheme having made contact with the school and having already had initial discussions about such a project.’
‘Constant requests for updates and reports would have got in the way of the practicalities of the project.  Instead we concentrated on the pupils, the teachers and ourselves, and didn’t worry about the wider management.  And I am confident that if we had had any problems, the Booktrust would have swung into action when requested.’

62. The developing writers from two of the projects, which had started before the involvement of the evaluator commented that this was an issue and that they would have liked Scottish Book Trust to raise awareness of the evaluation at an earlier stage.

‘I would have preferred to have more information up front about what form the evaluation would take. What evaluation there was during the project seemed very ad hoc, but I am grateful that it has not involved writing numerous reports. 
63. Scottish Book Trust arranged an event to mark the culmination of the programme with writers, school staff and some other invited guests from the fields of education and literature gathered together to discuss the programme.  The debate was informative and humorous and some of the discussion has been fed into the evaluation report.
‘The fact that we all got information from the evaluation day was also very useful in revisiting that experience and also getting an idea of what the other writers’ experiences were like.’

64. However, the writer also suggested the benefits of an interim meeting:

‘If time permitted, it would be good to have a meeting midway through the process with all involved, to just assess the general progress.’
highlights, Challenges and discussion 

65. This section describes some of the highlights and challenges that were specific to the three-way mentoring programme and which affected each of the three participant types; teachers, mentor writers and developing writers.  It also discusses some of the other issues, which arose out of the pilot.

what were the highlights? 
Opportunities to learn in ‘real’ situations

66. The programme was designed in the knowledge that it would be take place in real teaching situations.  Planning processes ensured there was a structure in place to guide the pupils’ progress and to fall back on if problems arose. On the other hand, some of the highlights occurred when there was a departure from the plan, often in response to real needs.  These types of experiences cannot be planned into a programme; they are invaluable and more closely mimic real life.  

‘This resulted directly in one of the most successful activities we did.  (Teacher) told me that she felt the pupils didn’t make their stories exciting enough and didn’t take obvious opportunities to add tension and difficulties.  So in session four I used a storytelling exercise, a storyboard written by their head teacher, and both the head teacher and (mentor) as willing props.  We then spent some time deliberately stretching and adding obstacles to a part of the head teacher’s story.  This worked really well – we modeled both my way of adding obstacles to a plot, and (the mentors) way.  All the pupils got the idea really fast and had great fun playing with it as a group, and then almost all of them managed to apply it to their own stories.  We saw some pupils use my method and some use (mentor’s) method, proving that there is no one correct way to write and that exposure to a variety of writers and their methods helps pupils find their own way.’
Successful mentoring teams 
67. Each of the participants appeared to gain real pleasure out of the team working opportunities provided by the three-way mentoring model.  Their roles appeared to be interchangeable; they assumed them, played them out, and exchanged them depending on the situation. Observations revealed high levels of respect and admiration. It appeared that all participants felt that their own contribution was valued. Each team had clearly developed the trust, empathy and reciprocity required for success. 
Full commitment from schools

68. The issue of levels of commitment from schools has been known to hinder projects such as this one.  Many evaluations report on projects failing because schools have been unable to maintain the expected level of commitment.  This programme did not encounter any significant challenges relating to schools’ commitment levels.  This may have been due to organisers’ insistence on clarity about expectations on all participants.  As a result, each of the senior management teams at schools was supportive and took measures to ensure that the organisation of projects ran smoothly.  Not only was this managerial endorsement vital to the organisation of the projects, it also raised the educational quality of projects to a new level.

‘If the head teacher (who was covering for the class teacher for a few days) hadn’t both participated in the work of the class by doing a storyboard and writing a story himself, and then been willing to let a couple of visiting writers and a class of P5 try to improve his work (think about that again.  A head teacher.  Letting a class CRITICISE his work...) then the whole exercise would have lacked the specific challenge of working on a real story in progress and even more the class would have missed out on the drama and interest of working on the ‘headie’s’ story!’

‘We were lucky that the head teacher popped in regularly and fully supported the programme.’

What were the Challenges? 
Communication

69. Communication between the writers and the schools was a recurring issue.  Once the problem was recognised the planning processes identified a range of solutions, from email contact to telephone calls to the school at certain known times when the teacher would be out of class.  The greatest challenge, however, was to find time for both writers and the teacher to meet to evaluate progress and plan for the following sessions.  This was particularly difficult when the teacher was expected to teach a class straight after the writer session.  In all cases the problem was discussed and resolved.  Nevertheless, this may need to be taken into account in future programmes. 

‘The main challenge was communication. After the first session, the class teacher had to rush off directly to another class. We requested time for a follow-up discussion after the second session. From that week onwards, the school provided cover for the period following the session so that the three of us could review it and discuss outline plans for the following session together. The teacher provided some very useful feedback in these discussions.’ 

Raised expectations and time constraints

70. Although teachers felt that the projects had offered invaluable learning experiences for the pupils, one teacher raised the issue of how to maintain the momentum.  The outcomes were ambitious, relevant to the curriculum and in many cases had exceeded the normal expectations on the pupils. The pupils were motivated in new ways and might expect the innovative learning activities to continue. One teacher felt she would not be able to provide this with her own limited resources.  The reality was that the experience of three creative adults working together in the classroom was highly unusual. 

71. One teacher identified the project as providing the stimulus for a whole term’s work but suggested that there simply was not enough time to continue with the same depth.  She gave the example of wanting to present the work more professionally using ICT to do it justice.  However, there was an expectation that, with the full implementation of Curriculum for Excellence, this type of project will be more possible in the future.

Learning new skills in front of a live and potentially difficult audience

72. Two of the developing writers were quite daunted by the prospect of developing new skills in a real class situation.  Each writer was reflective in their practice and identified their own areas of weakness.  In the main, these were to do with planning, keeping the momentum going with the class, timing and discipline.  They were aware that a large class of pupils can be quite overwhelming. They were keen to balance learning from their mentors whilst also developing their own techniques for class management. The process witnessed each writer develop a range of solutions from playing music, to group games and circle activities.  What was reassuring was that, whilst developing these skills, the writers felt supported by the mentoring model.

Dynamics to successful relationships

73. To try to understand the dynamics of a successful mentoring relationship the evaluator challenged the writers and teachers to consider how they perceived their own professional roles and those of others within the classroom.  This was done through a group activity where a list of role ‘types’ was provided. The mentor writers, developing writers and teachers clustered in their groups to discuss the list of ’types’, which were selected to provoke discussion and contained extremes. The ‘types’ were: expert, trainer, facilitator, supporter, inspirer, interactor, imitator, assistant and negotiator.  Participants were asked to order them from 1-3 in relation to their view of themselves and their opposites, one being most appropriate. 
· The teachers saw the writers as facilitators, supporters and inspirers.

· The writers saw themselves as facilitators, supporters and inspirers.
· The teachers saw themselves as facilitators, negotiators and experts.

· The writers saw the teachers as facilitators, negotiators and supporters.

74. The exercise supported the view that there was little discrepancy between perceptions of roles.  In general, teachers were seen to have to assume the role of negotiator whereas writers were not. In addition, writers were seen to be inspirers and teachers were not.  This second point perhaps raised one of the concerns about teachers’ expectations of themselves.  The report has already discussed how teachers could have been more creatively involved and perhaps would have gained more personally and professionally.  They were generous in their support for developing writers but could also have gained from the process in their own terms.

‘So the main point I learnt from this was that teachers need to be involved in the detailed planning.  And that teachers need to be prepared to open themselves up to the creative process, and the risks involved in that process, if their class are going to benefit fully.’ 
How can The programme improve?
Structure

75. With regard to the structure one mentor writer suggested that the mentors may not have been needed at all school sessions and the developing writer would benefit from a session on their own.  This would also chime with a suggestion that some of the professional development issues could be tackled in more extended sessions without the pupils.

‘More discussion with the school and better communication could have improved the planning and avoided some of the hitches we encountered. However, these obstacles provided valuable learning for me as the mentee and I’m not sure that their removal would actually have improved the experience.’

76. Although the initial planning meeting succeeded in gaining commitment from management it appeared to an inappropriate forum for one writer and one class teacher.  They found the atmosphere too formal and were unable to express themselves.  The initial stages would benefit from two separate sessions, one to gain high-level management support and one to discuss the format.  The order in which these meetings happen and levels of attendance will need to be considered.

‘I felt retrospectively that the big meeting held in February didn’t reveal the true feelings and preferences of the class teacher. It’s impossible for us to know what the dynamics were that caused this, or whether she just need more time to think about it, but it’s worth considering how we ensure that teachers whose management are very supportive of and keen on a project get to shape the project themselves early in the process. Mentor writer and I began our own thinking on slightly false assumptions because of this.’
77. Each project took a different structure in terms of frequency, usually once a week and ranging over 3-8 weeks. One school described the benefits of condensing the project into three weeks, saying that it was useful to have the continuity at primary school level.

Provision of advance information

78. Formalisation of some of the processes through generic information may benefit future programmes.  Perhaps a standard outline of expectation on schools and writers could be sent in advance to offer participants time to reflect. How to evaluate the potential of a proposed project by asking the right questions about roles and communication and ensuring a good quality relationship with the teacher is feasible before a commitment is made.
‘It would have also have been useful to have a document setting out the SBT’s general expectations for the respective contributions of mentee, mentor and school/teacher. I have no issues with the mentor-mentee relationship, but I feel that a sheet of paper with this information might have helped secure more direct and active involvement by the teacher.’
‘So I would hope that any other projects I am involved in, and any others that the Booktrust set up, would stress to schools that the teacher’s complete and committed involvement, supported by the senior staff, is not optional, it is central and crucial for the success of the project.’

Professional development

79. Teachers may benefit from sessions where they develop a raised awareness of the potential of collaborative working.  This would enable them to get more from the programme and be more effective contributors to the developing writer.

80. The role types exercise could be used before and after the project to encourage teachers to describe their views of their own roles and those of others, for example:

· Mentor - needed to inspire, motivate, initiate

· Developing writer – needed to inspire, support, facilitate, motivate

· Teacher – facilitate, support, inspire, be open to new thinking, reciprocate, share classroom management skills, develop own creative writing skills, etc

81. The process of writers drawing on their own processes to develop schools sessions may provide the subject for training for writers.

‘The process of reflecting on our own methods as writers and converting them into activities suitable for children is an important one. (Developing writer) and I both became aware of how useful it was to be able to draw on other writers’ methods for this. This might be something worth considering as training for writers by SBT.’
Develop a bank of generic resources

82. Scottish Book Trust could use project outcomes to develop resources and make them available through the website.  These might include:
· Descriptions of projects and activities developed through writer and teacher partnerships with curricular references.  This would also begin the process of positioning writers as valuable resources to Curriculum for Excellence
· Simple evaluation tools that are easy for teachers and writers to use
Funding for additional requirements
83. One mentor writer provided extensive feedback on a range of additional requirements which may have a cost but which would improve the programmes:

· A small budget to allow for purchase of notebooks etc. In our case these were prized partly because we gave them to the children, not the school.
· Additional fees for writers for researching and developing projects outwith the £150 session fee.

· Additional fee for writers to read pupils’ work and give feedback.
conclusions
84. The aims of this evaluation report were to assess:
· To what extent the programme aims were shared between project partners and understood?

· The impact of the model on the developing writers 

· The impact on schools and teachers
· Models of good practice in terms of delivering both mentoring partnerships and effective schools projects.

85. It is clear that this three-way mentoring programme has been very successful.  The participants generally took on board the programme aims and the extent to which this occurred had a direct impact on the success of individual projects. 

86. Comments from developing writers provide evidence that they feel they are now equipped with the skills to plan and run longer term projects in the context of a busy classroom.  The key things that contributed positively to this were:

· Being aware of the project expectations

· Being able to set own goals 

· Support through the planning process 

· Freedom to take risks and learn from own mistakes

· Regular sessions to reflect and modify

· Feeling secure in the knowledge that teacher and mentor will give support when needed

· A good open and honest relationship with mentor

87. The writers were able to deliver creative activities on their own terms without compromising the content for the school setting.  Each project was unique and stimulating and most of the processes were different from those normally used by teachers. 

88. In the main, teachers had a limited view of their own role at the beginning of projects, usually they viewed themselves as organisers and information givers. What was unexpected for them was that the writers would actually impact on their own attitudes and values and make them aware of their own creative potential. 

89. Teachers’ comments suggest that the process has raised their awareness of the many ways that writers in the classroom can have a positive impact.  They gave anecdotal evidence of changes in pupil’s attitudes, and levels of confidence and achievement.

90. The dynamics of relationships within the mentoring teams were highly effective.  What is not evident in such a small study is whether this was due to the matching process or the project structure.  It will be prudent to put in place a system to ensure that positive relations are nurtured at an early stage, perhaps through training or advance information. 
91. Flexibility within roles appears to be of importance.  While mentors need to be able to share their skills and experience it is also important that they recognise and nurture the creativity and different experiences brought by the developing writer to the partnerships.  Most teams saw partnerships as reciprocal. 

92. Arranged properly, this scheme has the potential to be transferred to new situations, giving positive benefits for all involved.  However, the pilot has not been able to provide a definitive approach or model that can be reused. Success and innovation appear to arise from the three different agendas of writers, mentors and teachers, and ultimately through the process of negotiation. 

93. The following summarises some of the future considerations, which came through the evaluation process.

· Send more detailed description of programme expectations to schools in advance of planning meetings to ensure that they are aware of expectations.

· Create a simple template where writers and teachers can record aims and goals.  Expose writers to the evaluation process from the beginning but ensure that this does not become too time consuming. 

· Formalise a session for writer, teacher and mentor to evaluate success, modify and plan together without pupils.  It is too risky to rely on the goodwill of other staff or management.

· Consider whether the mentor should be present at all sessions.  Perhaps the developing writer could run the penultimate session with the teacher and be joined by the mentor writer at the final session.
· Create regular opportunities for professional exchange.  Writers enjoyed the culminating session where project ideas were exchanged.  This may also involve other members of the school community to benefit, addressing issues of legacy.

Annex 1 - Programme outcomes 

Each project will be influenced by pupil, school and writer context but it would be useful to preserve some of the outcomes from projects for the future.   Tried and tested successes in this programme were:

Successful activities, which were trialed 

· Circle time – this had an equalizing effect, encouraging everyone to feel confident, secure and supportive of each other.

· Totems – people really got to know each other

· Create a class character
Class management guidance, which some developing writers learned through the programme

· Giving instructions for tasks that are as clear and simple as possible.

· Knowing when to enlist the teacher as a task-setter, to ensure the class are concentrating on instructions etc

· Knowing when to change an activity from whole class discussion or modelling onto individual, pair, or group work in order to keep the whole class engaged
· The necessity of being able to tolerate a degree of chaos and frustration when extended story writing is happening and there are widely different paces and abilities in the class.

· Simplifying tasks and reducing choices in the activities that we set can actually lead to more, rather than less, creativity.

Annex 2 Developing writer questionnaire

Describe the project you were involved with in a short paragraph.
What impact do you think this project had on the young people?
What goals were set at the beginning of the mentoring project?  Do you feel they were achieved?

Did your confidence levels improve over the course of the project?

What were the key things that helped to achieve this?

What was it like to work with your mentor?  Did they understand your goals and support you?

Was there anything else that could have been done to improve your experience (more planning, discussion, time, information, consolidation)?

Comment on the role of your school/class teacher.  What were the challenges of the teacher’s participation?  Please tell us of any solutions that your 3-way partnership developed.
Comment on the role of Scottish Book Trust in managing the project.  What was good and what could have been done differently?
Were there any particular highlights?  Why were these elements successful?

Were there any particular challenges? Please explain why you found these areas difficult and any solutions you or your mentor put in place to address them.

Do you feel equipped to lead school sessions on your own now?  If not, why?

Annex 3 – Teachers’ questionnaire

Before the project how did you approach creative writing?

How has your practice changed?

What is your feeling about collaborating with other professionals in the classroom?

How did you benefit as a teacher?

What was the least successful aspect of the programme?

What was the most important thing that you were able to bring to the project? 

What concerns did you have?

In what ways can the programme improve?

Annex 4 - what writers do 

Ideas

planning

going outside

using senses

making notes

creating character

investigating

researching

day-dreaming

magpie-ing

thinking

writing

growing a story from notes

getting story in head

imagining

creating problems for our characters

thinking about character in your setting

thinking

redrafting

putting in adjectives

changing story

checking punctuation

using words with punch

linking words together

reading it out loud

checking it makes sense

thinking

� Pilot programme is the general term used to describe this Three-Way Mentoring scheme. The three individual initiatives are referred to as projects. 
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