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1. Introduction

BMus Music and BMus Popular Music Studies (PMS) are broad programmes that embrace a wide range of skills and understandings: their programme aims, and module learning outcomes encompas the contextual/historical, theoretical, creative, technical and practical. The student experience is accordingly diverse, with opportunities to develop a wide range of skills, many of which are directly relevant to the idea of complex achievements, underpinned by subject-orientated knowledge and understanding related to academic and practical methodologies. These are developed across a total of 58 undergraduate modules offered by the Department (2007-08); 35 available to PMS and 46 to Music.

Rather than identify one isolated area for investigation, this review was therefore an opportunity to re-launch, focus and document what is an ongoing discussion about formative assessment, complex achievements, student learning & attainment, grading criteria & level description. These discussions focus on identifiable ‘pathways’ within the BMus programmes; these pathways are implicit in the modular structure of the programmes. The overall aim is to be able to share examples of good practice (i.e. across the range of informal pathways) and to identify common issues that may require future consideration and action. The discussions followed the framework outlined in Section 2 below, although in practice were more wide ranging and did not follow the structure of the questions/topics as listed. Most discussions focussed on formative assessment, student experience and course structure. Every effort has been made to best reflect the views of staff involved in the reports in Section 3 (these views are not necessarily those of the author).

Pathways & modules discussed

PMS Practical and Creative (Dr J Halstead, I Gardiner)
Level 1: Practical Popular Music Studies; Folk and Urban Musics

Level 2: Ensemble Performance, Performance: Taking Solos; Songwriting; Film Music

Level 3: Advanced Popular Music Performance; Applied Composition & Songwriting

PMS/Music: Theoretical/contextual (Prof K Negus)
Level 1: Analytic and Contextual Studies, Approaches to 20thC music

Level 2: Music, Communication and Identity, Culture, Media and the Music Industries

Music: Performance (Dr S Cottrell, Prof A Ivashkin)
Level 1: Performance and Critical Listening

Level 2: Classical Performance

Level 3: Advanced Classical Performance

Music: Historical Musicology (Dr B Eichner, A Pryer)
Level 1: Western Art Music: Repertory and Development

Level 2: Musical Style and Historical Culture, Hiustory of Performance, Music Aesthetics

Level 3: Principles of Advanced Historical Studies, Mozart’s Operas.

Music/PMS: Studio and music technology (Dr John Drever, Ian Stonehouse, Rick Campion)
Level 1: Introduction to Music Technology

Level 2: Studio Techniques, Studio Composition, 

Level 3: Phonography, Live Electronics

Music: Composition (Roger Redgate)

Level 1: Composition

Level 2: Composition:Creative Strategies, Composition and Performance

Leve 3: Composition for Ensemble-in-Residence, Composition for Large Ensembles/ (Creative Research Project)

2. Discussion questions/framework

2.1 Feedback & formative assessment
1. To what extent is feedback central to learning activities, i.e. integrated into the module? (Evaluate the role of formative assessment to credit achievement, make corrections, encourage ‘emancipation’). Methods:

a. formal: individual written reports (free); individual written reports (structured/form-based); common to cohort – written.  

b. informal: individual; peer discussion; common to cohort.

2. Staff-to-student feedback:

a. how do (or could) we ensure consistent feedback (e.g. when VTs are used)?

b. to what extent does feedback reference specified grading criteria?

3. What opportunities are there for peer-to-peer feedback? occurs informally – requires preparation for peer assessment

4. What evidence is there that students respond to feedback (demonstrates learning, acts upon advice etc)?

5. What changes could be made to the curriculum/course structure to allow for more & better formative assessment (possibly in place of summative assessment)?

6. What opportunities are there for structured (staff-monitored) and accurate self-assessment (& with what advantages/disadvantages)?

Ib Assignments & Assessment: MESA Case Study model (2005)

A Setting assignment:

Is there constructive alignment between teaching, learning and assessment? 

Does the assignment allow students to demonstrate appropriate skills, knowledge and understanding? 

B launching assignment

Are there opportunities for verbal briefings and Q & A sessions? 

Are students offered samples of high, medium and low standards of work? 

C assisting with assignment 

Are there formative feedback opportunities?

Does the teaching and learning prepare students for the mode of assessment (e.g.  presentation development if assessment is via a presentation)? 

Does it provide opportunities for practice and to learn from any mistakes? 

D feedback on assignment

Is there a tight marking turn-around time so that students can learn from this assignment?

Are there any opportunities for students to discuss their marks and feedback comments with lecturers? 

Does the written feedback and numerical grade match on each assignment? 

Can the students understand the feedback comments? 

Can the students apply the learning from the feedback to other areas of their work?

E review of assignment

Were there sections of the assignment brief that caused confusion? Should the brief be redrafted for next year? 

Was there any external examiner feedback on this assignment? 

2.2 Graduateness – Complex achievements – Employability 

To what extent does the course foster, develop, assume the facets in the 11 categories below?  

Are they directly taught and/or demonstrable in assessment?

Self-management  – time management skills  : 

Communication  – interpersonal skills  – self-confidence

Managing others  – negotiating

Decision making  – taking responsibility  – problem solving under pressure  

Applying imagination  – creativity – originality 

Open-mindedness  – willingness to learn  –coping with uncertainty  – adapting needs time – allows time

Critical thinking  – intellectual development  – argumentation  –literacy

Information handling  – investigative skills  – ICT  – numeracy

Professionalism  – attention to detail  – presentation skills subject related – musical skills

Insight (evaluating strengths and limitations)  – self-theory  – reflectiveness

Maturity  – emotional intelligence – political/ethical awareness

2.3 Level Descriptors: comparison of Intermediate or non-honours (Year 2) and Honours (year 3) descriptors. (H descriptors italicised)
SEEC (2001) 

Knowledge and Understanding
Knowledgebase: has a detailed knowledge of major theories of the discipline(s) and an awareness of a variety of ideas, contexts and frameworks.

 has a comprehensive/detailed knowledge of a major discipline(s), with areas of specialisation in depth, and an awareness of the provisional nature of knowledge. 

Ethical issues: is aware of the wider social and environmental implications of area(s) of study and is able to debate issues in relation to more general ethical perspectives. 

is aware of personal responsibility and professional codes of conduct and can incorporate a critical ethical dimension into a major piece of work. 

Cognitive/Intellectual skills 

Analysis: can analyse a range of information with minimum  guidance using given classifications/principles and can compare alternative methods and techniques for obtaining data. 

can analyse new and/or abstract data and situations without guidance, using a range of techniques appropriate to the subject. 

 Synthesis: can reformat a range of ideas and information towards a given purpose 

with minimum guidance can transform abstract data and concepts towards a given purpose and design novel solutions. 

 Evaluation: can select appropriate techniques of evaluation and can evaluate the relevance and significance of the data collected. 

can critically evaluate evidence to support conclusions/recommendations, reviewing its reliability, validity and significance. Can investigate contradictory information/identify reasons for contradictions. 

 Application: can identify key elements of problems and choose appropriate methods for their resolution in a considered manner. 

is confident and flexible in identifying and defining complex problems and can apply appropriate knowledge and skills to their solution. 

Key/transferable skills 

Group working: can interact effectively within a team / learning group, giving and receiving information and ideas and modifying responses where appropriate.

 can interact effectively within a team / learning / professional group, recognise, support or be proactive in leadership, negotiate in a professional context and manage conflict. 

 Learning resources: can manage learning using resources for the discipline. Can develop working relationships of a professional nature within the discipline(s).

with minimum guidance can manage own learning using full range of resources for the discipline(s). Can work professionally within the discipline. 

Self evaluation: can evaluate own strengths and weakness, challenge received opinion and develop own criteria and judgement. 

is confident in application of own criteria of judgement and can challenge received opinion and reflect on action. Can seek and make use of feedback. 
 Management of information: can manage information; can select appropriate data from a range of sources and develop appropriate research strategies. 

can select and manage information, competently undertaking reasonably straight-forward research tasks with minimum guidance.

 Autonomy: can take responsibility for own learning with minimum direction. 

can take responsibility for own work and can criticise it. 

 Communications: can communicate effectively in a manner appropriate to the discipline(s) and report practical procedures in a clear and concise manner in a variety of formats. 

can engage effectively in debate in a professional manner and produce detailed and coherent project reports. 

Problem-solving: can identify key areas of problems and choose appropriate tools  methods for their resolution in a considered manner. 

is confident and flexible in identifying and defining complex problems and the application of appropriate knowledge, tools / methods to their solution. 

Practical skills 
Application of skills: can operate in situations of varying complexity and predictability requiring application of a wide range of techniques.

can operate in complex and unpredictable contexts, requiring selection and application from a wide range of innovative or standard techniques. 

 Autonomy in skill use: able to act with increasing autonomy, with reduced need for supervision and direction, within defined guidelines. 

able to act autonomously, with minimal supervision or direction, within agreed guidelines. 

QAA (2001)

 Non-Honours /Honours degrees are awarded to students who have demonstrated:

i knowledge and critical understanding of the well-established principles of their area(s) of study, and of the way in which those principles have developed;

a systematic understanding of key aspects of their field of study, including acquisition of coherent and detailed knowledge, at least some of which is at or informed by, the forefront of defined aspects of a discipline;

ii ability to apply underlying concepts and principles outside the context in which they were first studied, including, where appropriate, the application of those principles in an employment context;

an ability to deploy accurately established techniques of analysis and enquiry within a discipline;

iii knowledge of the main methods of enquiry in their subject(s), and ability to evaluate critically the appropriateness of different approaches to solving problems in the field of study;

conceptual understanding that enables the student 

to devise and sustain arguments, and/or to solve problems, using ideas and techniques, some of which are at the forefront of a discipline;

to describe and comment upon particular aspects of current research, or equivalent advanced scholarship, in the discipline;

an appreciation of the uncertainty, ambiguity and limits of knowledge;

iv an understanding of the limits of their knowledge, and how this influences analyses and interpretations based on that knowledge.

the ability to manage their own learning, and to make use of scholarly reviews and primary sources (eg refereed research articles and/or original materials appropriate to the discipline).

Typically, holders of the qualification will be able to:

v use a range of established techniques to initiate and undertake critical analysis of information, and to propose solutions to problems arising from that analysis;

apply the methods and techniques that they have learned to review, consolidate, extend and apply their knowledge and understanding, and to initiate and carry out projects;

vi effectively communicate information, arguments, and analysis, in a variety of forms, to specialist and non-specialist audiences, and deploy key techniques of the discipline effectively;

communicate information, ideas, problems, and solutions to both specialist and non-specialist audiences; critically evaluate arguments, assumptions, abstract concepts and data (that may be incomplete), to make judgements, and to frame appropriate questions to achieve a solution - or identify a range of solutions - to a problem;

vii undertake further training, develop existing skills, and acquire new competences that will enable them to assume significant responsibility within organisations; qualities and transferable skills necessary for employment requiring the exercise of personal responsibility and decision-making.

qualities and transferable skills necessary for employment requiring: the exercise of initiative and personal responsibility & decision-making in complex and unpredictable contexts; and the learning ability needed to undertake appropriate further training of a professional or equivalent nature.
sources

Brett, A. Cohn, S. 2007 Proposals for Feedback on Assessment.

Knight, P. & Yorke, M. 2003 Assessment, Learning and Employability. OUP.

HEQC: Quality Enhancement Group Report 1995 What Are Graduates? Clarifying The Attributes Of 'Graduateness'. 

Smith, B. et al. 2005. Managing Assessment: Staff and Student Perspectives. Higher Education Academy.

QAA 2001. The framework for higher education qualifications in England, Wales and Northern 

Ireland
3 Reports

3.1 PMS: Practical and creative courses

Formative assessment is felt to be strongly integrated into the ethos and structure of performance- and composition-based popular music courses.

At all levels this occurs mainly through regular workshop sessions in which student groups perform their work in progress to their tutor and peers, prior to summative group assessments and/or and individual assessment for technical skills and overall contribution. In composition-based courses, this may additionally take the form of a replaying work produced on CD or computer (Logic Audio). 

Assessments are initiated by a series of introductory input sessions. For example, in Practical Popular Music Studies there are three sessions that explore instrumental technique and resources, repertoire listening (comparative recordings), ensemble awareness, performance skills/physical presentation. Students are then assigned to work in small groups to create a new performance of an existing song, requiring some basic research/information retrieval skills, aural transcription/emulation skills, an understanding of music harmony, appropriate use of instrumental/vocal resources, and abilities to engage collaboratively in creative problem solving. These projects are developed with tutor-group tutorials initially, leading to (around Term 1, week 8) the first of three feedback sessions: these function both as a ‘mock’ for the final summative assessment (which is conducted at a later date in a near-identical fashion) and as an opportunity for tutors to provide detailed, rigorous formative feedback through verbal reports. Peer feedback is then encouraged, and these sessions provide time for this, however it is noted that, especially at L1, there is variation in students’ willingness to volunteer comment and their critical depth. These formative sessions are not documented in written reports by either students or staff, and interim performances are not recorded.

For composition courses, fortnightly feedback group workshops are used, to provide opportunity for peer feedback, in which the role of tutor is to guide rather than direct, an open, critical discussion. There are also tutor-student tutorials, leading to a summatively assessed presentation of work-in-progress (a.k.a ‘a pitch’) in which tutor and peers offer critical response to evidence. This approach helps support task based projects in which a shared assignment brief and agenda leads to a diversity of individual responses, and this encourages students to compare, positively, each other’s work and  helps emphasise the possibility of a variety of solutions to any given task. Final work is assessed and feedback given in detailed written reports.

In performance-base courses, summative assessment/feedback often occurs in the form of a verbal report to individuals by tutors, which is not otherwise documented or recorded. The rationale for this recognises the particular sensitivities when presenting comment to individual performers that is necessarily personal (and potentially theraputic) as well as technical and musical. These face-to-face sessions help develop a trusting relationship between tutor and student, fostering an atmosphere in which students feel able to take risks. They also allow students to immediately respond to feedback, and encourage a sense of student as a stake-holder in his/her assessment (rather than just a recipient), as well as develop abilities for critical self-evaluation and reflection. 

Some final assessments provide written feedback: as a number of instrumental tutors are involved in this, all tutor reports are vetted and if necessary edited by course co-ordinators.  Although this is a time-consuming process, it is felt necessary to preserve the benefits described above.

Such extensive opportunities for feedback are in lieu of any explicit, specific grading criteria for these performance and creative courses. Other strategies e.g. model-based learning are felt not to be appropriate for courses that foster creative investigation and emphasise the process and novel problem-solving.

Although self- and peer-evaluation are felt to be intrinsic to these courses, a more formal approach to formative assessment is felt to be incompatible with their tone and ethos: written/documented formative assessment would require appropriate tutor-guidance at the outset and throughout and structure, for which time is not available in the current structure of these courses.  Some form of individual (e.g. online) written documentation might be appropriate.

Many complex achievements are felt to be intrinsic to learning outcomes and assessment. Several of these assignments rely on students’ ability to develop action plans and manage their time effectively. They also rely on students to engage constructively in group work, communicating and negotiating effectively. Research skills, ICT, numeracy etc are not directly relevant. All creative and performance work of this nature requires and develops presentational skills and self-confidence, as well as abilities in problem-solving under pressure and the application of creative and original thinking. The attributes of adaptation, open-mindedness and coping with uncertainty are become increasingly relevant, and are evidenced strongly in L3 courses. However, it is felt that many soft skills are best fostered indirectly and with caution, if not left alone entirely,  allowing the learning process over three years to grow to naturally, and for learning experiences to settle without direct tutor or 3D Graduate explicit intervention. Professionalism, in various senses (presentational, emotional intelligence, ability to reflect and evaluate) is at the core of these courses that deliver a vocational, practice-based degree programme, from which most graduates continue into careers in music.

3.2 PMS/Music: Theoretical/contextual courses

These courses are delivered to relatively large groups (c.40-70 students) through interactive/ dialogic lectures that incorporate ad hoc group discussions (along with the planned group work). Typically there are one or two additional weeks for group or one-to-one tutorial meetings. There is a wide range of supportive materials, listening and reading resources for these courses, with some use of learn.gold. However there is evidence that a significant proportion of students fail to assimilate much of this information. 

Students’ ability to write imaginatively and creatively is encouraged. There is close linkage between lecture sessions and assignment tasks (3000 word essay or 3-hour exam). Lectures promote active involvement using timed group exercises.  A typical ‘pyramid’ task, to launch an assignment, is for student groups to discuss and evaluate a secondary source that is closely linked to a summatively assessed assignment, these discussions based on individual reading and preparation. Group outcomes then feed into an open class discussion. These tasks foster confidence and ability in the critical evaluation of sources.  There is no formal mechanism for ensuring that students have prepared for these discussions, or that individuals have contributed effectively to them.

Formative assessment is not especially central to these courses but is employed at key points. There is opportunity for informal peer feedback and discussion, for instance student/group presentations in which students present work in progress to their peers. At L1 workshop are used to prepare for tutorials – students are arranged in groups according to their choice of essay questions, A, B, etc and ‘don’t knows’.  Each student speaks to the group for c 5 minutes to identify what issues, arguments, problems are relevant. These sessions encourage peer support and comparative interrogation of the task set, but they are not consistently tutor monitored or recorded.  Sometimes, a tutor’s presence in discussions can be inhibiting (less so in later L2/L3 courses). Problems (e.g. taking the wrong direction or approach in answering an essay question) may not be addressed adequately in peer feedback, and are still in evidence when assignments are marked. This lack of overall control or monitoring might be addressed with a more structured/documented approach e.g. with pro-forma guidelines to establish criteria.

Tutorial sessions provide clear tutor guidance, although attendance can be variable; often the students who attend are either highly confident and committed to the topic (i.e. seeking reinforcement and positive feedback) or, at the other extreme, students who believe they are struggling and are very low in confidence (and are seeking explicit guidance and instruction): a significant ‘middling’ proportion do not attend reliably, i.e. those who have an overly optimistic self-theory. There is a close relationship between success at the summative assessment point and prior attendance to these sessions.

There is good evidence of correlation between success in summative assignments and attendance and participation. There is no formal opportunity for students to discuss summative feedback.

There may be a case for reducing the content of these courses to provide more time for tutorial or other forms of formative assessment and feedback.  The nature of the assignments is ‘end-loaded’, but other forms of writing might be considered to develop progression across a one-term course.  Alternatively, there is a good case for re-introducing unseen exam assessments, supported by preparatory formatively assessed exercises. Essay writing skills are integrated into summative assignments, however even at L3 some students evidence need and awareness of need for quite basic study skills e.g. understanding how to edit and revise their work. 

Assumptions are made too readily at L3 about the knowledge and skills acquired by students, sometimes there is a lack of evidence of their ability for self-evaluation (e.g. what they want from of a tutorial, how to use their time effectively).

3.3 Music: Performance

The classical performance pathway offers practical tuition that allows students to develop a range of skills pertaining to instrument- or voice-specific technical proficiency, presentation skills, abilities to listen and reflect critically and skills in musical interpretation (underpinned by a knowledge and understanding of particular genres and musical styles). These are the constituents of a well-established professional/vocational skill base in classical music. 

Students are assessed as individual performers through formal recitals (examinations) to different levels according to the criteria of each course.  There are technical and group-based or collaborative assessments that support students’ development, able to engage as practical musicians in a wide range of contexts.

All the courses are 1CU year-long modules, providing a coherent programme of learning experiences: every student receives one-to-one tuition from a relevant specialist (there is an extensive list of VT tutors for performance) between 15-21 hours contact across the year, depending on the course, which constitutes a considerable investment for the Department. In these lessons students receive ongoing, extensive and detailed formative assessment/feedback from their individual tutor, relating both to the specific demands of the instrument/voice concerned and their personal development (technically, physiologically, musically). However this process is not documented by either student or tutor and does not feed directly into summative assessments. For this assessment to be effective, students are expected to practice/rehearse between lessons, although there is no mechanism at present to monitor this or offer opportunity for self-assessment or formal target/action planning.

There is very good evidence that many students who take this pathway progress well from level-to-level: Level 1 performance is compulsory for the entire year-group; subsequently, the most proficient performers tend to be a self-selecting cohort. Level 2 was previously capped according to prior L1 attainment, but this is no long the case.  Level 3 now has two streams; this allows students to opt to be assessed principally in performance or through a combination of performance and written study (the latter more appropriate to those who wish to explore a particular performance-related topic as an academic study, and/or are less suitable to present solely as performers – the course co-ordinator may vet students to ensure the most appropriate choice is made).

All these courses incorporate regular seminar sessions and student-led concerts (non-assessed). These are designed to encourage peer feedback and review, and foster students’ critical awareness and listening abilities.  Peer discussion is supported by tutor feedback, so these sessions constitute another significant opportunity for formative assessment.  Students are encouraged to develop self-critical approaches e.g. through mock exams and recording sessions, although there is some doubt as the efficacy and practicality of the latter.

Summatively assessed projects also encourage collaborative practice. For instance, in addition to technical test and recital, level 1 performers collaborate in groups of c.7 to produce and perform a concert programme of their own devising. This chamber music task requires students to devise a convincing musical concert given explicit criteria and restrictions (e.g. minimum of 3 players together for each concert item). There are seminar inputs to initiate the assignment, and groups are arranged by the tutor to ensure good spread of instruments. Students may have to make own arrangements (not original compositions) and there is additionally a research element; i.e. encouraging students to explore new repertoire.  Three tutors are assigned to groups to assist with planning: tutors are reactive in term 1, allowing opportunity for students to devise and implement their own action plan. Coaching sessions in term 2 are more ‘hands on’. A discussion forum on learn.gold allows for staff-monitored group discussions as these projects develop, however it seems this resource is under-used by students (who may, possibly, be reluctant to volunteer and expose their ideas/concerns to the entire cohort).

Summative assessments incorporate the peer/collaborative element, combining marks for individual attainment, electronically-submitted peer-evaluations (concert reviews), and a peer assessed mark (vetted and averaged by the tutor) in which students propose grades for each of their individual group collaborators.

There are specific and explicit grading criteria, although there is potential to integrate these further into the feedback process (e.g. by explicitly incorporating these into feedback tutorial sessions – not currently part of the course – written recital reports and mock exams). 

At level 2 there is a composer/performer collaboration in which students collaborate with a peer on the other course (see RR/MY report).

Students clearly need to implement a wide range of complex achievements , particularly in the areas of self-management and confidence, group work, taking responsibility, applying their imagination and developing professional skills and attitudes.  Much of the learning and assessment experience directly fosters these skills, although none are directly taught.

3.4 Music: Historical Musicology

These courses focus on the repertory of Western art music and introduce students to a range of methodologies pertaining to historical study, musicology and aesthetics, as well as study skills that are generic and/or subject-specific (examples: listening skills, dealing with primary and secondary sources including musical scores and recordings, bibliographic and literary skills, essay writing, research skills). They seek to foster through lectures a complex array of intellectual abilities:  how to justify narratives about material, understandings of the validity of evidence, how to extract issues from material, how to martial a body knowledge, how to present persuasive arguments, the principles of historical accuracy, the nature of knowledge.

All these courses use the written essay as the exclusive means of summative assessment: usually one assessment for a 0.5 CU module, 3000 word essay.

Courses are delivered almost exclusively by staff-led lecture sessions to the whole group: lectures provide a range of content (established at the outset of the course) that is aligned to assessment choices (ie. essay questions) although this is not necessarily an explicit or one-to-one mapping:  students are intended to develop skills in synthesising a range of sources (including, potentially, several lecture inputs) when responding to an assessed task. Generally, lecture notes are disseminated at the start of lectures to allow an active reflection and discussion during the session: tutor-led open, class-wide discussion is characteristic. Students are expected to learn by witnessing examples of good practice, so, a non-interactive approach is not necessarily seen as passive: lecture activities by the tutor may invite problem-solving and foster the internal intellectual development of the individual student (which is evaluated only in the summative assessment).

Students are expected often to choose an essay topic from a number of alternatives; the choice should initiate a process of investigation and assimilation by the student (i.e. bibliographic research, reading, note taking, essay drafting).  The essay question choice is largely an unsupervised and unmonitored process: students are encouraged to ask questions in lecture sessions that may help them in their choice, but there is no mechanism to ensure that every student actual makes use of this opportunity.  

Ideally, the single opportunity for one-to-one staff contact, which typically occurs mid-term, provides formative assessment about progress thus far, allowing the student to proceed more effectively. However in practice, the tutorial serves only to fully initiate the assignment e.g. students may present no work in progress and may even have failed to decide on a topic.  There is consequently a perceived need for more tutorial support, e.g. to introduce an assignment ‘launch’ tutorial that will encourage early progress and better use of the later ‘developmental’/feedback tutorial. Howver it is strongly felt that there is no opportunity to exchange lecture/input sessions for such types of contact: there is a minimum of content and a minimal knowledge-base that must be addressed for these courses to be effective, and lectures are the only way to ensure this is addressed.

L1 courses provide opportunity for peer-to-peer discussion in small group tutorials, although this is tutor-led and there is no explicit requirement for student-to-student interaction or evaluation, rather the groupings are a means to expedite staff-student contact. There is no opportunity for students to evidence self-reflection other than in the summatively assessed essay writing tasks. 

Study skills are generally not taught in isolation, but are integrated into assignments, or implicit in an assignment’s requirements. This reflects the view that content, skills and complex achievements are inextricable.
The learning trajectory within Level 2 and, to a lesser extent, from Level 2-3 is an issue: there is some evidence of a linear development, e.g. generic study skills or certain soft skills, so that there is a perceived additional responsibility for term 1 courses to address these areas, and less need in term 2 (although many students can opt only for a term 2 course in isolation).  The modular structure of the BMus is therefore in a somewhat confused relationship with ideas of linear progression.

Complex achievements are felt to be embedded personal character traits that cannot be directly addressed or assessed. Lecture courses may engender a train of thought, help students reveal underlying value judgements, show students how to be self-reflexive/critical, and by example instruct students in methodologies of investigation.

3.5 Music/PMS: Studio composition & Music Technology

These modules allow students to develop an extensive skill and knowledge-base in studio-related techniques, music technology and computer music. These skills are developed for the purpose of exploring sound art practices, encouraging students to innovate, experiment and develop their own individual compositional interests and aims expressed through guided summatively assessed creative work (although not currently the case at L1). This is underpinned by an awareness of contemporary repertoire and creative concepts.  Level 1 also serves to introduce students to a number of skills that prepare them for more commericial/vocationally orientated projects, particularly in popular music studies programme.

These courses make use of dept. music lab and electronic music studios, requiring a fixed, termly schedule for student access which is a long–standing and successful system, although does require full-time+ staff cover of EMS space and and the Music Technician’s office. (10am-9pm during term). This means there is a (potentially) continuous demand for staff assistance, albeit largely technical, that is unmonitored and undocumented: such assistance may often pertain to students’ progress with an assessed task, and constitutes a considerable input of informal staff-to-student formative assessment. There is some informal evidence that students assist and advise one another; this is formally instituted as  a learn.gold discussion forum at Level 3,  in which students address questions and ideas to the whole cohort and staff; this has attracted some use but could be developed further and initiated earlier. This resource could also be used to encourage continuous and shared reflection – a blog-based approach might be particularly releveant to Phonography.

There is a large collection of online guides etc created to support either specific courses or general EMS use; in the latter case there is possibly a case to integrate such materials more explicitly into the taught modules, in a structured way.

Students’ use of the facilities is variable, and although these sessions are treated as equivalent to attendance at a taught lecture etc. lack of up take can be an issue: this is compounded by the increasing prevalence of student-owned equipment, which in some cases students regard as a viable alternative to that offered by the department. For courses with learning outcomes (and assessment requirements) that reference specific technical skills this can cause difficulties – e.g. the scenario in which a student uses their own software (which may or may not be appropriate) in the production of a submitted audio-based work. Further explicit grading criteria may need to be developed to address this concern.

Level 1 (new in 0708) serves to introduce a range of skills in sequencing, recording, editing and scoring. It is particularly innovative in its use of a learn.gold timed test (quiz) as a summative assessment, and also uses group collaborations for two other assessments. These have proven to be difficult to manage and the outcomes variable. One view is that a system of teaching and supervised workshops with continual / formative assessment would be far more appropriate and effective.

At L2 and L3 there are open discussion sessions in which projects are initiated, allowing immediate feedback; at level 3 time is allocated for further discussion of work in progress. Students have opportunity at points in these courses to present (play on CD, listen etc) work that is near completion for tutor and peer feedback. Although students are generally forthcoming at such sessions, the approach could be more developed – e.g. by referencing specific criteria for discussion. These forum sessions are supported by concerts (usually one a term) specifically for the performance of student-created work, although generally there is no explicit linkage between assessed tasks and concert programming (work submitted voluntarily). There is potential to integrate these concerts into the most relevant modules and their assessments: there are some circumstances in which student work and deadlines is out of sync with concert schedules, so completed work is not shown/heard. Overall, these sessions are an opportunity for peer-to-peer exchange and discussion, helping students develop critical faculties and gain an understanding about the effective nature of their own work; this is intended to further their creative development and help develop self-evaluative skills.

Apart from L1, all these courses incorporate timetabled tutorials, one-to-one, intended to discuss work in progress.  There is evidence, both for composition and written work of poor progress at tutorials – i.e. they are not functioning as feedback sessions, but as a means to initiate ideas and strategies. Group tutorials with some element of peer feedback or assessment may be more effective in ensuring that projects begin early and develop effectively. This may also be necessary as class sizes (especially noted at L3 ) increase. There is a perceived need for more tutorial time to monitor and advise individual student projects, but this would entail some restructuring/rebalancing of content, aims and assessment.

Self-assessment is a feature of all these courses, in that students write commentaries to explain their technical and creative aims and evaluate the outcome: these can be successful and critical, but there is a tendency for such writing to become anecdotal, or like a concert programme note, or anodyne and self-congratulatory. Strategies to develop self-assessments might include student marking exercises (e.g of prior work as exemplars).

There are problems in specifying explicit grading criteria in that an inflexible set of value judgements might be inhibiting or overtly restrictive, especially when there is an aim to balance contemporary concerns/creative practices with a student’s own individual creative volition.

ICT time management (student EMS access) professionalism and presentation are all key areas that are directly discussed and assessed. Group projects, and projects that encourage composers to work with guest performers (peer or visiting professionals) foster various group working skills.

3.6 Music: Composition

These courses foster creative abilities, evidenced in score-based compositions. Students are introduced to contemporary compositional methods through listening, informal analysis of existing scores, discussion of technical approaches and devices. They are introduced to a number of methodologies for creating new work, including various technical approaches, understanding idiom and instrumentation, collaborative practice, engaging with extra-musical sources, improvisation. All the courses aim for students to hear their own work, and receive feedback from either peer or visiting (i.e. professional) musicians.

The courses are taught in a combination of lecture/seminars, tutorials (which may be either individual or in small groups) and performance workshops. The approach is generally that a lecture/seminar will initiate an assignment, with support class exercises or discussion and/or listening exercises.  Workshops/performances usually occur after summatively assessed work has been completed and submitted. Students present their compositions/sketches as work-in-progress at tutorial sessions, which allow discussion of their individual aims and allow the student and tutor to identify areas for investigation and development to assist in the completion of the work. Given that there is only one assessment deadline for some projects, and this is usually at the start of the subsequent term, it can be difficult to require students to produce concrete evidence of work in progress, or at least evidence beyond the roughest of sketches and text notes. For the larger cohorts (L1 and, sometimes, L2) students are divided into seminar groups: these have, traditionally, operated independently in parallel through out the course. I.e. it is only at the final assessment monitoring stage (i.e. second marking) when there is any comparison of groups.  There is potential to ensure a more consistent delivery of content, materials, issues and techniques across these modules, and some progress towards this has been made at L2.
At L1 students work both individually and (as of 0708) collaborate on a partly-improvised group composition which is assessed as a performance. This encourages a wide range of team work and creative skills that for most students often have only been previously experienced in informal/extra-curricula settings.  The task is supported and monitored by tutor/group tutorials.  Although students are encouraged to comment upon each others’ progress and the final performance, there is no systematic or documented mechanism to assist this or develop it further.

Level 2 composers collaborate with one or more L2 classical performer(s), producing a composition that is tailored, to some extent, to the needs and expectations of the player, whose performance is assessed as part of summative coursework for Classical Performance. Student allocations are decided by the tutors concerned, and although generally these collaborations have produced successful results there is evidence that the process of collaboration is problematic: there has been some experimentation with the respective scheduling of deadlines, in order to ensure that work is delivered in time for performers, and to ensure that an effective collaboration occurs.  The mechanism for this is still in review, pending course evaluations 07/08.

Performance and workshops are integral to the philosophy of these courses, in that music is created always with real-life scenarios in mind, rather than academic attainment alone, so that students develop an understanding of how practical and pragmatic awareness can relate to creative aims and endeavour. There is a sense that more could be done to integrate such experiences into the formative learning of students. For example, L3 courses introduce students to writing for visiting professional players. There have in the past been logistical difficulties e.g workshops occurring some time after submission of the compositions. The pre-2005 degree structure allowed some flexibility (i.e. submission of work in May after a workshop) that the term-bound current structure does not. The relationship between workshop schedules and module structure needs review.  Student compositions can be presented in a regular series of composers’ forum events, a platform for student performers to present work of their peers. It is becoming increasingly harder to rely on student participation in these events: one possibility is to more explicitly link student-led concerts with taught courses, either to provide a platform for completed/submitted work or to present work prior to submission.

Self-evaluation is a feature of all these courses, although this tends to be a description of the submitted product along the lines of a discursive programme note and technical analysis (to explain the compositional methods deployed that are not necessarily immediately evident in the foreground of the music). Students could be encouraged to develop a more critical approach in their writing, building more explicitly on their experiences in the course: progress of the work, documented peer feedback, evaluation of feedback from performers (peer or visiting). Strategies to develop self-assessment might include student marking exercises (e.g of prior work as exemplars) and would be assisted by the use of consistent and explicit assessment critieria.

Group work is a significant component of these courses, as is creative and imaginative skills are the main focus of discussion and tuition.  There is potential to develop a more systematic approach to ensure delivery of those key areas directly relevant both to complex achievements and the intellectual, academic and practical methods integral to creative practice.

4 Conclusions

The BMus programmes entail a wide range of strategies for formative assessment, involving tutor feedback, peer review and/or self-evaluation, some supported by electronic resources, which pertain either directly or implicitly to graded work. There is considerable variation of approach and attitude to the significance and role of these categories of formative assessment and this tends to accord with conventional delineations within the subject: musicology/contextual study, performance/practical, technical/creative.

There is evidence of dissatisfaction with the requirements and restrictions of a tripartite, term-based course structure with its attendant termly coursework deadlines, i.e. emphasis on single summative assessment points. There is also recognition that the mainly term-based modular structure of the 2005+ degrees presents particular difficulties in attempting to foster linear progress across modules and a fuly coherent learning experience.

Although some courses offer a range of opportunities for peer and self review, there is little or no evidence of a systematic or documented approach. This is compounded by the absence of explicit grading criteria for modules. Courses that deliver content to large groups (content perhaps regarded as ‘core’ or minimally essential) offer little opportunity for peer-learning or self-evaluation: as there is very little time allocated (or available) for staff contact, students are apparently trusted to develop a self-theory without intervention or monitoring. Courses with a strong emphasis on practical and peer learning do not however place any great emphasis on documentation/written reflection, although sound recording (sometimes videoing) has been used. Consequently there is much activity that passes by without reinforcement.

Many complex attributes (as listed above) are of great relevance to the BMus programmes as a whole, and there is a diverse range of learning experiences that foster these attributes. The modules, and informal pathways within the BMus programmes, demonstrate that students have a great deal of opportunity to develop distinctive strengths, skills and particular areas of interest, alongside essential generic skills in literacy and communication. Students have much opportunity to take responsibility for their own programme of learning, the modules they elect, the independent or collaborative tasks they undertake. Students meet a complex set of assessment deadlines, relating to course work and practical assessments (very few modules use a traditional unseen examination).  Students are encouraged to take risks and engage creatively with challenging tasks and learning scenarios. They are expected to develop critical and self-evaluative intellectual abilities, and these attributes frequently have role in assessment. These learning experiences accord well with the idea of the 3D Graduate.

There is potential for mapping subsets of complex attributes to specific modules. However, there is a prevailing concern, or uncertainty, as to how these attributes might be more positively, and directly, addressed (or mapped from the established content of the curriculum) and whether or not this would be effective or desirable. At present there is little or no opportunity for students to make and evidence claims about their skills and complex attributes outside the context of summative assessment.
5 Issues for Music LTAS Action Plan

5.1 There is a need to develop more detailed learning outcomes and explicit grading criteria to clarify and substantiate some modules presently described in generalised terms. It may be possible to address grading criteria to the established delineations; creative, performance, theoretical etc. 

ref Music LTAS Action B5.1
5.2 Complex attribute descriptors could be integrated into module descriptions, in addition to their subject-specific outcomes & criteria; many are clearly already implicit, and at times explicit in the expectations of staff, description of tasks and assessment criteria.

ref Music LTAS Action B6.1
5.3 A review of module requirements and standards may be useful to demonstrate our academic excellence. In particular, how L2/L3 learning outcomes and grading criteria address nationally recognised level descriptors (SAAC, QAA)

ref Music LTAS Action A4.1
5.4 Progression within Level 2, in the absence of co- or pre-requisites needs reviewing; looking at the curriculum and learning outcomes as well as student-course uptake etc.

ref Music LTAS Action A4.1
5.5 Arguably, there is a need to develop more formatively assessed, ‘hands on’ and peer-orientated tasks in modules that deliver to large groups (lecturers, seminars) especially where the summative assessment is a theoretical (i.e.text-based/essay) task. This could entail more formal guidance and criteria for peer review and discussion. Course content and aims may need to be revised (i.e. reduced) in order to allow more time and so provide more support for formative learning activities.

ref Music LTAS Action A5.1
5.6 There is a tension between time (e.g timetabling, staff and room availability) and opportunity: i.e to exercise best practice in formative assessment. Courses may need to be re-structured, to allow time for further student development and reflection and more ‘formalised’ formative feedback – e.g to extend the term as a quasi-semester. 

ref Music LTAS Action A5.1
5.7 Courses already using practical sessions, e.g. composer workshops and technician monitored lab activities may need to review the efficacy of these sessions and their scheduling.

ref Music LTAS Action A5.1
5.8 We need to look at how attendance at tutorial sessions might be positively promoted and ensured, and that students are satisfactorily prepared for tutorials (i.e. to maximise the learning opportunity for students).

ref Music LTAS Action A4.1
5.9 There is a case to see how formal/written elements might be used to support practical development and learning : e.g. lesson reports, use of learn.gold; however, any such such system must be clearly beneficial to students and tutors and not merely bureaucratic. 

ref Music LTAS Action A2.1
5.10 Student-centred approaches to assessment, particularly evidence-based/claims making approaches are entirely absent from our undergraduate programmes, and we should explore the potential efficacy of these and possible opportunities for implementation.

ref Music LTAS Action A5.1
5.11 Prompt and consistent feedback, ie. how ensure turn around times for reports and accuracy of reports:. VTs may need further guidance and induction, so course co-ordinator can delegate assessment tasks not just effectively but also time-efficiently.

ref Music LTAS Action C2.1
5.12 Customised pro-forma feedback sheets should be developed, for their time-saving benefits but most of all to show clear relationships between learning outcomes, assessment criteria, tutor comments and numerical marks.

ref Music LTAS Action B5.1
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