Embedding Skills for Success in your course: key themes to bring out in your teaching

1. PDP as a process   
Useful for…
· Encouraging students to consider what they want to achieve, or could achieve, beyond gaining a qualification whilst still a student - and offering a framework for achieving this
· Encouraging students to begin to consider career planning and CV building from as early as possible – so that they are more competitive when they start to apply for jobs
· Breaking PDP into manageable and recognisable steps
· Clarifying what is expected of students in terms of PDP, whether as part of the course or alongside it, and why
· Emphasising the message that PDP isn’t a ‘one-off’ activity
· Reassuring students that they have time to learn, or fine-tune, skills and attributes and clarifying how these can be developed through the course
· Raising the relevance of the PDP process not only to their futures, but also to their current study or other areas of their lives.
Things to do
· Clarify what is meant by PDP.  Clarify what is meant by PDP, emphasising that it is a process. Go through the process diagram with students indicating the key steps (PPT slide provided). Point out that these are not necessarily always sequential, and that we tend to go back and forth between steps, learning as we go - not least from our mistakes (pages 00). Ask for examples of activities students could undertake at each step whilst on their course.
· Indicate how the course helps. Point out which aspects of this process, if any, are being covered this year, semester or term as part of the course or module. Ask students for their own ideas about how the process, or particular aspects of it, would be useful if applied to their academic studies. Be prepared to offer your own ideas on this.
· Consider potential benefits. Provide an opportunity for students to consider/discuss the potential benefits of being proactive in planning and preparing for time after the course (pages 00)
· Address potential challenges. Provide an opportunity to consider/ discuss potential challenges and to share ideas on how they can deal with these (pages 00)
· Encourage a personal focus. To help provide a personal focus and sense of purpose, ask students to complete the Self-evaluation ‘Do I need personal development planning?’ (Chapter 1, page 00) and What are my PDP priorities? (Chapter 1, pages 00-00). The self-evaluation Priorities whilst a student (page 00) can also help students to decide where to focus their energies.                            
· Highlight opportunities. Bring out the opportunities available for personal and professional development through the institution or in the locality. This can be a good time to bring in experts such as student support services, student union or careers staff. Encourage students to pin down which opportunities they intend to use- or at least try out. (Chapter 1, page 00)
· Discuss relevance to employment. If students are already in work, draw out parallels between PDP and the appraisal or equivalent processes used where they work. Encourage them to consider how each process can support the other. If students are on courses leading to professions where reflective practices are prized, invite a practitioner to talk through what this means and how it helps  
· Promote action. Ask students to formulate an action plan based on their priorities. Pages 00 and 00.
Points to bring out
· That PDP is a way that students can influence what happens in their future – it is up to them to take charge of the process 
· The earlier they start, the more they stand to gain – such as in CV building and for developing attributes over time
· That they are likely to use similar processes when in work, as part of work-place reviews, appraisals or equivalents. 
· Employers are usually keen to understand how students used opportunities for development whilst a student – as an indicator of how active they will be in pursuing professional development on the job.

Relevant chapters /slides
· SLIDE: PDP as a process (page 6).
· Introduction, pages xviii-xix
· Chapter 1: taking charge of your future provides the core material for introducing PDP to students.
· Chapters 2 and 3 provide a broader range of material that is useful for helping students to formulate what is important to them, so that they set personally relevant goals
· Chapter 2, page 40. Achieve the vision: set interim goals looks at action planning in the context of a personal vision of ‘success’.
· Chapter 9: Managing tasks and projects is useful for looking at process in terms of strategy and planning and tools that can help. 
· Chapter 12, pages 287-292 helps students to recognise and use different process models, and to devise their own.  
· Chapter 14, pages 331-5 is useful for bringing out the relevance of process, looking more specifically at the process of career development.
2. APT-S framework and conducting a skills audit 
Useful for…
· Clarifying to students the kinds of skills that are needed in order to succeed on the course and, if relevant in their chosen professional area. 
· Clustering skills into four key areas, academic, people, task and self (the APT-S framework) to provide clarity and focus. Slides of this are provided.
· Identifying which skills and attributes students are intended to develop as part of their course, module or in support sessions, indicating how these are relevant to study and/or employment and professional life
· Emphasising the ongoing nature of academic, personal and professional development: higher levels of competence and intellectual understanding are expected for each level of study and for progression in professional life
· Helping students to understand their apparent current levels of ability in different skills by contextualising development.
[bookmark: _Hlk52187081]Things to do
· Indicate relevance. Bring out the relevance of self-management, task-management and people skills to success on the course – alongside academic skills. 
· Draw out links between academic and work-based skills. Draw out links between skills relevant to academic success and skills in demand by employers and/or useful to have when in workplace contexts (see Chapter 13, page 313-9). Discuss with students how typical academic tasks that they will undertake such as writing an essay or report, or undertaking lab work, can benefit from applying skills in all APT-S skill groups. Bring out how even apparently independent academic tasks such as writing an essay can benefit from discussion with others, as well as good time-management, organisation, and emotional coping strategies.      
· Consider factors that impact on learning and development. Using either one or both of the APT-S framework slides provided, ask students to 
· consider the impact of different factors affect learning (and/or work) environment on how individuals learn and perform to at their best – or are prevented from doing so
· consider which of these have had the most significant ongoing impact on them and whether and are having an ongoing negative impact.    
· Conduct a skills audit. Ask students to undertake an audit of their current skills, using either the priorities list (Chapter 1, page 19), or the skills list (Chapter 15, page 373) or a skills list devised by your institution or professional area. Alternatively, they could complete the more detailed self-evaluations of the various skills found within the relevant chapters.
· Use the audit to identify priorities. Ask students to use their skills audit to identify the skills that they need or want to develop during their time as a student. encourage them to select a small number to focus on in the first instance. Use this as an opportunity to identify which skills students most want, or need, to develop, to assist with ongoing course development.
· Promote personal commitment. Link this work on identifying skills priorities with that on writing a personal statement (Chapter 12, page 297). In this instance, the statement can focus on what students commit to undertake to do on, or alongside, the course –  considering why and how. 
Relevant chapters /slides
· SLIDE: diagram of the APT-S framework in a learning environment.
· SLIDE: diagram of the APT-S framework in a workplace environment 
· What are my PDP priorities? (Chapter 1, pages 19-22).
· Ingredients of success (Chapter 2, pages 44-7) 
· Personal statement (Chapter 12, page 297)
· Translating academic skills for the workplace (Chapter 13, page 313-9).
· Current skills and personal qualities (Chapter 15, page 373). 

Points to bring out
· Most complex tasks for study or in working life require aspects of all four of the APT-S skills groups – i.e. the ability to: 
· apply thinking skills such as problem-solving, reflection, decision-making, innovation, etc. (academic/ intellectual skills)
· manage tasks and projects in an organised systematic way (task management)
· work effectively with, around, or in communication with others (people skills)
· sort themselves out, coping emotionally, flexibly and efficiently with whatever arises (self-management)
· Skills in one skills group impact on abilities in other skills groups.  For example, if someone is disorganised and unreliable because of poor time-management, this can affect their relationships with others, so becomes a factor in their people skills. It might mean that others become less keen to work with them, or to choose them for groups, or to arrange to meet them socially. 
· Some skills such as time-management can fit into more than one skills group, such as self-management and task management. 
3. Reflection 
[bookmark: _Hlk52187277][bookmark: _Hlk52187500]Useful for…
· Clarifying what is meant by ‘reflection’ and why reflective ability is a useful attribute for study and working life
· Making ‘reflection’ more accessible to students  
· Encouraging a deeper approach to learning, whether academic or work-related.

Things to do
· Clarify the purpose and value. Ask students to identify ways that reflection is important to the course -and more generally - such as in evaluating and improving personal performance, understanding personal strengths, informing decision-making, underpinning future planning, avoiding making the same mistakes, etc. If you think this might be too challenging for them, provide some examples first. 

· Personalise. Ask students to identify a situation they have found themselves in more than once which might have been avoided or better handled if they had reflected more on what they were doing themselves that enabled this to arise. Suggest that they focus on situations related to their studies or to their jobs.  Use the material on avoiding recurrent events, such as page 156.

· Maintaining a journal. Encourage students to keep a journal and to make regular entries for their own use. If you set reflective assignments, this will help them in selecting good examples about which to write. Apart from that, it helps to generate a more thoughtful, analytical approach to experiences from which they can abstract some learning or personal insights. See Skills for Success page xix on keeping a journal. Pages 269- 86 provide students with different approaches for undertaking reflection. Let them know if you consider certain approaches are more fitting for your course.
· Discuss theoretical models.  Skills for Success introduces several models of reflection. This provides a starting point for reflective assignments that require a theoretical dimension.  Ask students to identify similarities and differences between the models – and which they find useful. 
· Consider the Core Model of Reflection and its various stages (Chapter 12, pages 290-2). The first stage refers to selecting a relevant focus; this stage is often missed out in models of refection. When choosing items as a focus for reflction, students don’t always put enough thought into choosing really good examples. As a result, they end up narrating events from  which there is little to learn, which is a waste of their time and effort. It also makes their reflection harder to assess in a constructive way, as it generates a feeling of ‘so what?’. Encourage students to catch meaningful, puzzling or disappointing moments during the course of their day or work, and to jot down notes down at the time or soon after so that they capture the flavour. The core model provides lots of prompts that students can select from to help structure their reflection.   
· Encourage students to create personally useful models. Models can seem rather abstract or alien, so Skills for Success encourages student to create their own staged model, deciding for themselves which steps or stages they find most useful when they are undertaking reflection for an assignment or for work. The Core Model of reflection (pages 290-2) provides a generic outline that they can adapt either by adding or collapsing stages. It is called the Core Model as it provides a structure and prompts from which students can generate alternatives that might suit them better. 
· The  number and names of stages are not as important as how they make use of these and where they wish to put their emphasis during reflection. Ask students to consider whether they find it easier, in practice, to produce rich, useful reflection when working with many stages and prompts- or fewer. This is a personal decision, and can be a useful insight into how they prefer to operate generally.  Designing their own model indicates to student that these are not the preserve of ‘others’ or some special kind of person – they can create their own,such s to improve workplace practices. 
· The Core Model provides many prompt questions. Encourage students to devise some prompts of their own to share with the group– along with reasons why they feel these are useful. 
Points to bring out
· A key purpose of reflection on past events and circumstances is to help us to understand better why things unfolded the way they did and to identify one’s own role in events in order to take action that leads to better outcomes. ‘Outcomes’ in this context could refer to such things as increased understanding, changing how we feel about something, being better able to cope, saving time on unnecessary tasks, being clearer about what is expected, avoiding obvious mistakes, being more supportive of others or achieving better grades.  

· A common error in reflective work is giving in to the temptation to find blame in others rather than focusing on our personal role, taking responsibility, and deciding what we could do differently ourselves if similar circumstances arose again. This doesn’t mean that we are admitting we were necessarily ‘at fault’ or the only person to be so. It is, rather, a recognition that we have the power to change our own behaviours and thought patterns. 
· Reflective assignments can be challenging, not least because people underestimate the time they need to think things through in a meaningful way.  It usually involves two phases. The first is about clarifying in our own minds what happened, and how we feel about that. This phase generally involves more emotional response and a broad range of detail.  The second phase involves standing back from that first reflective response and sifting through the detail. In effect, this means reflecting on our initial reflections and drawing out what there is to learn from the experience, especially our own responses and actions. 
· For reflective assignments, students need to find the right balance between description and critical analysis leading to conclusions. That right balance depends to a large extent on the course of study – some professional courses value a high level of astute detailed observation. Others put a premium on drawing conclusions for action. Clarify what you expect (see pages 00 -00).  
· If using the prompts from the Core model, they should be selective. It would take a long time to respond to all of these.
Relevant chapters /slides
· SLIDE: The Core model of reflection (page 290)
· SLIDE: Kolb Experiential Learning Cycle (page 287)
· [bookmark: _Hlk52871786]SLIDE: Boud, Keogh and Walker (1985) reflective model (page 289)
· SLIDE: What is reflection (Chapter 12, p271). 
· Chapter 12, The art of reflection.
· Introduction, pages viii-xix.

4. Personal performance and ‘SHAPES’ 
Useful for…
· Recognising that learning (i.e. the ability to take in new information, take on new skills) and performance (i.e. the ability to apply or demonstrate such learning and skills at a given time or under certain circumstances) are different. Some students might feel, for example, that they ‘know’ material but cannot demonstrate this in ‘performance’ contexts such as exams, presentations or interviews. They benefit from developing the ability to do both (page 69).
· Encouraging students to recognise that, as adults, they can take steps to organise many aspects of their studies so that the experience suits them better and even improve their outcomes.
· Identifying factors that influence both learning and performance.
· Enabling students to consider in depth what might impact on their ability to do their best whilst on the course (or at work, on placement, etc.). This puts them in a better place to personalise the way they approach tasks, reducing barriers that have negative impact for them.

Things to do
· Consider ‘peak performance’ approaches.  Discuss the approach to events taken by elite athletes, or use examples such as students would find relevant. Some students are likely to have had some experience of this they can share, from sporting events, preparing for concerts, etc. Small changes in many minor aspects can have a significant impact on performance, enjoyment, well-being and/or efficiency. The activities in Chapter 4 enable students to consider many different factors that might impact on their performance – enabling them to make better choices about how they undertake study and other tasks and to adapt conditions to better suit their preferences. 
· Introduce SHAPES.  SHAPES stands for Skills, Habits, Attitudes, Preferences, Experience and Strategies. Combined, these make us distinctive in how we learn and perform. Ask students to consider the two examples provided, complete the SHAPES self-evaluations and use these to identify their own SHAPES profile for academic study. Ideally, do this towards the start of the course or study module, and again towards the end, so that differences can be analysed.  The examples provided offer explanations to account for the two students’ profiles. Ask students to provide explanations of their own SHAPES profiles, having undertaken the reflection and observation on page 77. Encourage students to look at their profile in more depth, such as by examining the influences of their preferences or past learning experiences more closely. 
· Identify significant preferences Ask students to complete the performance factors evaluations on pages 80-9, from the perspective of academic study first of all, or for a particular aspect of that study such as lab work, clinical practice or undertaking assignments. The self-evaluations cover such factors as preferences for structure, external direction, level of pressure, social learning, etc. They can draw these together to map out their personal performance profile (page 90) and use this to identify their personal performance formula (pages 92-3).   Then ask students to complete these evaluations with a different focus in mind, such as another aspect of study or when undertaking tasks in their workplace.  Understanding our preferences, and how these might differ when undertaking diverse activities, can help us to achieve our ‘peak’, or optimal, performance in each (pages 94-97).
· Consider their ‘learning history’. If you are working with a cohort or group that is struggling academically, it can be useful to ask students to consider their learning history in more depth. This can help to identify where blocks to current performance might lie. Activities for this are detailed on pages 59-61.   
· Apply their insights Once students have looked in depth at the various factors that could be affecting their performance, ask them to decide how they will apply their insights. This might be changes to the way they undertake study or tasks in general, or particular aspects of these that they have found difficult or onerous. 
Points to bring out
· The chapter enables students to consider a wide range of the most common factors that can impact on individuals’ learning - but it is not exhaustive. Students might be aware of very other conditions, or particular combinations of factors, that they need in order to work at their best for particular tasks. If so, they should take these into account too. 
· Just because something works for one student doesn’t mean it will work for another – we are unique. 
· There are not ‘better answers’ to these self-evaluations. The right answer is what is right for the individual. What they then do with the insight is up to them, taking on board the requirements and culture of the course or their professional area. 
· It is worth checking that student are focusing on ‘what works’ rather than only what they like. See page 97. 
Relevant chapters /slides
· SLIDE:  Personal Performance and SHAPES.
· Chapter 4. Improving your personal Performance.

5. [bookmark: _Hlk39506187]Self-management 

Useful for…
· Emphasising the importance of behaviours and attitudes that contribute to effectiveness, efficiency and well-being, such as taking personal responsibility, using their initiative, being well-organised, exercising self-care, gaining self-awareness and developing emotional intelligence.
· Helping students to manage their time as students 
· Promoting initiative and self-reliance, so that they are better able to cope with setbacks and to avoid unnecessary problems
· Underpinning other skills that contribute to academic and work success.  

Things to do
· Being organised and managing time more effectively Consider the kind of time-management challenges that arise, typically, for students on this course – such as managing to submit assignments or prepare effectively for exams even if several fall at around the same time. Ask students to consider time-saving tips (See Skills for Success, pages 127-31) and offer your own ideas for time-management relevant to the course. Ask students, in groups, to discuss potential other ways of saving time and discuss these in the class as a whole. Also ask students to consider their use of time across the duration of the course, such as for CV-building, gaining work experience and preparing ahead of time for end-of-course long assignments, exams or shows. Activities that help students to focus on where to take action include evaluating their ‘time character’ (page 128) and their current use of time, page 129. There are day planners they can download from the student companion site. Alternatively, a student academic diary/planner and/or wall-chart are available from Macmillan publishers.  
· Taking the initiative for self-management Select for consideration a few key aspects of self-management that are most relevant for students on your course or in your professional area. For example, if course staff find themselves wishing students would take more initiative, use the material on pages 101-4 to clarify what this involves and for students to self-evaluate potential gaps in their use of initiative.  It can be useful to direct students to pages 112-3 on looking for solutions, rather than becoming over-focussed on difficulties. 
· Developing self-understanding: using the eight-level framework. The eight-level framework can be useful for helping students to clarify why they struggle with parts of the course (or placement) or under-achieve. It helps them to move beyond identifying what they find difficult, to considering why that might be the case. What they think is a lack of ‘ability’ might relate, in practice, to a range of other factors such as their current behaviours, beliefs about the task, or lack of a sense of purpose. Ask students to consider the framework in general, as well as the speech pattern that can help them identify which level(s) are most pertinent to what they are experiencing. These can also be useful for teaching staff, to identify what is going on for individual students who are struggling.   See pages 105-9. When considering the role of level 6 (beliefs), it is useful to consider the impact of optimism and hope on individual performance (pages 110-11); research suggests these make a difference.
· Developing emotional intelligence. Encourage students to value their emotions and to pay attention to what they these are signalling to them – rather than suppressing them as if they were signs of weakness. Page 119-20 can help with this.  In particular, they will benefit from being more aware of when emotions are affecting their behaviours, potentially adding to stress, undermining their relationships with others, or making it harder to focus on their studies. To help students to focus on their emotional intelligence, ask them to use the self-evaluation on pages 115-7.

Points to bring out
· Emphasise the links between the 5 areas identified on the diagram shown on the slide (page 100), such as the impact of poor planning and time-management on stress levels. Students could be asked to provide examples, and/or you could use the opportunity to look at issues that typically arise on this course. 
· Usually, improvements to self-management require changes to ingrained habits or ways of thinking. That means that it takes time and repeated efforts in order to bring about change.  They should not feel discouraged if they find they started to drift from implementing their best intentions nor assume that changes they wanted to make are impossible for them. They should take such ‘drifting’ in their stride, take up again from where they left off, and recognise that their efforts so far will contribute to reinforcing change if they keep going. Encourage use of a habit-tracker, such as those provided in the Macmillan student academic diary/ planner (see slide).
· Developing better emotional intelligence, in particular, takes time and thought. That is true whether from the perspective of self-awareness, managing emotions or acting more effectively when feeling emotional. The benefits are life-long and across the board. If they want to effect change, they need to be prepared for this and to take it in their stride.
· It can be hard to make any change and so they may well find themselves resisting doing so, making excuses or feeling uncomfortable. That is understandable – we usually want to stay in our comfort zone if we can. In order to keep going with actions they have decided upon, they may need to keep reminding themselves of why they are looking to make changes, and what benefits these will bring to them. Pages 122-6 can help when considering this. Also, see pages 42 and 103 and on self-motivation.
Relevant chapters /slides
a) SLIDE: Aspects of self-management 
b) SLIDE: Eight levels: motivators and inhibitors 
c) SLIDE: Habit tracker from the Macmillan Student Planner
d) Chapter 5.


6. Coping with set-backs / learning from experience
Useful for…
· Helping to manage expectations, such as lower grades or not gaining jobs or role they wanted
· Building a mindset of ongoing learning and development that increases personal potential 
· Building resilience and coping skills, supporting student well-being
· Providing students with some practical tools for dealing with setbacks and disappointments
· Encouraging students to make best use of feedback, whether on their work or from peers 

Things to do
· Responding to setbacks. Whether students have a personal history of success up to now or have had to deal with multiple barriers, it is useful for them to develop good personal strategies for dealing with the inevitable disappointments and setbacks that they will encounter. They might not always gain the high grades they expected for their effort, or exams might go wrong for them or they don’t get the job they want. They might find it hard to settle into the course or to make friends at first. It is important for students to hear that these are not unusual circumstances and that they won’t be the only person going through such setbacks. It is important how they respond to disappointments and challenges - how they decide to think about them, how they set about minimising the impact of these, and whether they recognise that setbacks can be more useful than immediate success in developing understanding and learning lessons for next time. 
· Learning from apparent ‘failure’. Bring this point home by asking students to undertake the ‘Best failure’ activity on Chapter 3, page 62. Invite them to share positive aspects with the class.
· Current personal setbacks. Ask students to consider what is getting in the way of their personal ‘vision’ (Chapter 3, page 62). Encourage them to support each other in coming up with potential ways round barriers, either in small groups or through a discussion board. Alternatively, use this for work on Action sets (Chapter 11, page 266-7).
· Motivation. Naturally, students tend to find setbacks de-motivating. Encourage students to clarify what are the main sources of their motivation currently. See Chapter 2, pages 40-2.
· Morale.  Setbacks can also be demoralising. It helps if students can touch back into a sense of personal value. An activity that can help with this is Your top 40 - Chapter 3, page 58. Typically, people will say that is impossible to find 40 items. However, if they persist, and start to consider subtler aspects of who they are and what they do, they can find 40. The smaller, more personal aspects tend to be more significant than the few more obvious items that they list first. 
· Learning from feedback. It can be a challenge for students to hear, accept and learn from feedback they receive from others, whether tutors, peers, at work or in life. It can help to focus on the benefits of feedback and to experience being on either side of giving and receiving critical feedback. See pages 144-5 and page 286.  
· Coping with distress. There will be times when students do feel distress. It can help if this has been acknowledged before the point at which this is experienced. 
· Emphasise the importance of talking through distress and excess stress. Encourage students to consider who they would feel most comfortable speaking to if they start to feel excess pressure or stress. 
· Invite someone from counselling serviced to talk about managing stress/distress before it becomes too overwhelming
· Consider with students the ABCD model, pages 120-1.
[bookmark: _Hlk54777545]Points to bring out
· If students find that they are struggling and that their initial strategies don’t seem to be working, it is better to raise this early on when there are usually more options for resolving difficulties than might be the case later on. 
· Clarify who they should speak to and the confidentiality that applies. 
· Most people benefit from help and support at some point, so students need not feel any reluctance to ask for help if they need it. 
Relevant chapters /slides
· Chapter 3.
· Learning from experience 
· Giving and receiving constructive criticism
· ABCD model of coping with distress


7. Team-work 
Useful for…
· Clarifying why team-work is important generally and, if relevant, for this course.
· Helping students to understand why they are set group tasks 
· Providing students with practical ways of managing the kinds of situations and interactions that, typically, create difficulties for them when asked to work in groups/teams

Things to do
· Clarify the purpose and value. If groupwork and/or team assignments are part of the course, explain the rationale for these. If relevant, provide examples of team-working in their professional area or invite a speaker to talk about this and the qualities and skills that are useful to develop.   See pages 16-7 and 320-4 in Skills for Success for examples of the value of team-work and people skills to employers. 
· [bookmark: _Hlk54776839]Being part of an effective team. Ask groups or teams to consider what makes a team effective. Draw together and discuss their ideas. Chapter 7, pages 161-5 in Skills for Success can provide a useful point of reference for this. 
· Understanding personal contribution to team-work. Ask students to consider their own strengths when working in teams: see pages 164-6 and 172-3 in Skills for Success
· Making it work.   Encourage students to note when their group isn’t working well and to use tools that and help them to work out what is going on, so that the group can take action to improve this. See pages 167-9 in Skills for Success. It can be helpful for students to understand that teams that work together for some time go through stages. They don’t need to become anxious if early harmony seems to be waning – according to the Tuckman model, this can be a typical way that teams and groups evolve (see page 167). A slide of the Tuckman model is provided.) 
· Managing difficulties in teams.  Some of the difficulty in team-working is avoided when everyone feels, and is treated as, an equally important part of the team. Each person’s contribution might be different – and the team usually works better when that is the case (page 163-4).  Pages 168-71 provide practical guidance on how to create inclusive team dynamics, deal with conflict and raise difficult matters with team members. For a useful TED talk for students to use on this, see Kwame Christian (2017) Finding Confidence in Conflict.

Points to bring out
· Clarify how and why teamwork affects assessment. This can be a key concern for students when asked to undertake group assessments.
· Emphasise that effective teams don’t usually just ‘happen’. It is important to put time into creating a great team, especially at the start. That means not skipping important steps such as getting to know each other, agreeing the rules of play, finding out each other’s strengths, and being clear who is to do what and by when.
· Students can worry about what to do if someone isn’t pulling their weight. Talk this through, pointing out what they can do upfront to help avoid this and the importance of the whole team supporting each other to work out problems as they arise. 
· Encourage students to keep good records of their roles and experiences in team-working, for use in job applications and job interviews.  See pages 174-5 in Skills for Success.    
Relevant chapters /slides
· SLIDE: The Tuckman Team Model, page167
· Chapter 7: Team work
· Chapter 6: People skills. This provides generic material on working with others that is also helpful for team-working. In particular, note material on:
· Skilful, active listening, pages 140-1    
· Constructive criticism, pages 144-5 
· Assertiveness whilst respecting others’ rights and needs, pages 146-49
· Dealing with difficult people and situations, pages 150-3 and 156. 

8. Task-management  
Useful for…
· Helping students to approach study (and other) tasks in more confident, systematic and thoughtful ways – and to avoid some unnecessary difficulties and stresses 
· Providing practical steps in forward planning, enabling students to manage time better through being well organised
· Familiarising students with tools, strategies and processes that they are likely to encounter in working life, that also assist effective study. 

Things to do
· Identify strengths and aspects to improve. Use the self-evaluation on page 200 to help students to recognise many of the key features of good task-management and to pinpoint aspects where they already have strengths and where they could improve. The self-evaluation tool directs the student to pages in Skills for Success for each aspect. Note that most of us tend to be better at certain stages of a task and not so great at others – such as getting started with enthusiasm but then trailing off, or being slow to get going but good at then maintaining the motivation and energy to complete the task on time. Pages 210-11 looks at procrastination, page 211 at keeping going on a task, and page 212 at completing it. 
· Use the OPAL Strategy.  Ask students to identify a practical focus for this chapter, such as a personal project, goal, or forthcoming assignment.  Introduce the OPAL strategy (Cottrell, 2010) as a way of conceptualising complex tasks and their component parts. It can be applied both to project management and to specific tasks. This is used in the book to introduce PDP (page 6). OPAL stands for Orientation, Planning, Action and Learning. Ask students to use this to work through the task they have identified (above). Details of each stage are provided on pages 202-4.  Further tools that can assist with each stage, such as SWOT analysis, target-setting and action-planning are provide in the chapter.
· Setting SMART-F targets. As part of working through the OPAL strategy, check that students know how to use SMART-F targets (see page 207). 
· Ask students to set and evaluate SMART-F targets for the task they identified above. An activity is provided with answers they can check for themselves, as well as resources to evaluate their own targets as SMART-F. Templates for setting and evaluating targets are available on the Companion Site for students.   
· Action Planning.  Ask students to draw up a realistic action plan based on their targets (see pages 208 and pages 387-90). Templates for action planning are available on the Companion Site for students. Two variants are supplied, so they can choose which they prefer.
· If students are required to complete a project as part of their course, see pages 208-219. Ask students to complete the self-evaluation on page 200 from the perspective of that project. For longer essays, dissertations and projects, students might find it helpful to use the step-by-step approach detailed in Dissertations and Project Reports (Cottrell, 2014). 

Points to bring out
· Clarify what is meant by a task’ in this context – i.e. any project or brief students might need to undertake such as assignments, preparing for exams, lab tasks, running an event, or completing a work-based brief for an employer. Students can approach any aspect of a study as a ‘task’.
· Emphasize that all tasks can be made more manageable – and that it is important not to over-complicate tasks in the effort to do better.  Page 201 provides guidance on this. It doesn’t have to take a long time to work through the OPAL strategy – they can use this as a speedy mnemonic for more everyday tasks, and in more detail for complex tasks and things they find difficult.  
· Students can usually save themselves time and unnecessary effort if they don’t launch straight into a task but, rather, pause and think through what is involved and how best to undertake it. The ‘orientation’ aspect of the OPAL strategy is not to be missed.
· It can be tempting to move on quickly to other things once a task is completed. Depending on the scale and novelty of the project, it is worth putting aside a few seconds, minutes or hours to think through what we have learnt from the way we went about this task (and the consequences), that could make it easier for us when engaging in future tasks and projects. This is picked up by the ‘learning’ aspect of the OPAL strategy. Also, in job interviews, employers often ask questions about what has been learnt from specific tasks or events; the companion site provided templates for recording their best examples, ready for used when applying for jobs or promotions at work.    
· Emphasize the relevance of good task/project management to many contexts, whether for managing everyday life, creative projects, career planning or in the workplace.

Relevant chapters /slides
· SLIDE: OPAL Strategy diagram from page 202 
· SLIDE: OPAL strategy and Reflection (box from page 202)
· SLIDE: SMART-F targets 
· SLIDE: Action Plan 
· Chapter 9, Managing tasks and projects.  
· Students might also find it useful to refer to Chapter 11, Practical problem-solving, and pages 127-31 on time management in Chapter 5.                                                        
	
9. Well-being
Useful for…

· Encouraging students to recognise that they have agency – and can take steps to manage the pressures of student life through taking a balanced approach 
· Helping to create an environment supportive of student well-being, by integrating consideration of aspects of this into discussions about their academic study, personal development and career planning.

Things to do
· Link to session 6 above on dealing with setbacks/learning from experience. 
· Ask students to consider the five facets outlined on page 23, and to think about how engagement with (or neglect of) each of these can impact on the rest. Ask students to complete the activity on page 24, comparing their current balance with what they would consider as ideal for them.
· Invite students to consider whether good health and a sense of well-being forms part of their view of success, their values and vision for their future lives (Chapter 2, pages 30-34 and 37-9). 
· Ask students to complete the self-evaluation, observation and reflection on well-being factors (Chapter 4, page 89). Follow this up with a discussion on how to make improvements, sharing their ideas. You might like to invite a student counsellor to lead this and to provide input about support and services available.
· Discuss self-care as an aspect of self-management (Chapter 5, page 100).
· For some cohorts, it is useful to discuss the notion of giving oneself ‘permission’ to be successful and/or to tackle self-doubts. For example, see the material in Chapter 5, page 11.  This can lead on to consideration of positive attitude and solution-focused mindsets (page 112), and the effect of distorted thinking, page 119. 
· Aspects of the academic environment, such as there not always being easy and ready answers available to complex issues, can cause unease. It can be useful to talk about this, emphasising the excitement and value of working at the cutting edge of knowledge. Material on pages 122-5 can be used to support discussion about coping with uncertainty and managing change.
· If students are anxious about academic study, then Chapter 10 can be useful for practical ways of enhancing brain power.  It also emphasises the value of well-being factors such as rest, sleep, exercise, attitude and hydration (see pages 228-34).
Points to bring out
· [bookmark: _GoBack]It is great to be focused on academic study and CV-building, but not at the cost of health, mental health and relationships such as friendships and family. The well-being factors considered in Chapter 4, page 00, are necessary to success as well as being valuable in their own right.
· Good planning can contribute to well-being. Once a relevant realistic plan has been formulated, this can act like a useful road map, reducing anxiety about which direction to take. It might need to be checked and updated from time to time so that it remains relevant and manageable.  
· Increased self-awareness such as can be gained through engaging with the personal development process also contributes to well-being, not least as it helps us to make the right choices for our circumstances.  See Chapter 1, pages 5-9 and 16-7.
· The attributes of successful people typically include several that are associated with well-being, such as self-knowledge, being able to manage personal stress, and being able to cope with change and uncertainty in ways that maintain personal integrity (pages 44-8).
Relevant chapters /slides
· SLIDE: Aspects of self-management. Chapter 5, page 2. 
· Take a rounded approach (Chapter 1, page 23) 
· Chapter 3. Know yourself – for improving self-awareness and responding well to setbacks.
· Chapter 4, Improving your personal performance, Self-evaluation and activities related to well-being (page 89). Consider also the other pages on performance factors (pages 80-87) and SHAPES (pages 74-9) from a well-being perspective. 
· Chapter 5. Self-management (see also session 6 above). 
· Chapter 10. Thinking creatively and productively. Pages 227-33. NB a mindfulness exercise is provided on page 234. If students like this, they can follow it up with Mindfulness for Students (Cottrell, 2019).
Skills for Success, 4th Edition
© Stella Cottrell, under exclusive licence to Macmillan Education Limited 2021
