CHAPTER I

INTRODUCTION

Music is one of the most significant manifestations
of humanity's fundamental needs for more than mere bioclogical
existence. Existing is not the same as living, for living is
making life interesting, satisfying, and meaningful. Music
‘ create. It is a kind of

aesthetic experience, The chavu€ifristics of aesthetic expe-
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educati®n for those aspiring to be a musician or performer.
Music skills consist of listening, singing, playing, moving,
creating and reading. These skills should be included in
music learning activities (Bergethon and Boardman, 1979 :
Lament 1976).

Creating is one of the important activities in music

learning. This activity will help the learners 1learn the



music subject matter and at the same time also develop their
thinking and their abilities to create something for their
own. When the learners have the opportunity to use their
thinking to create, cognitive development of the learners
should be improved. In music, creating can be divided into

2 categories (1) improvisation implies extemporaneous music
making : a person has to create at that moment, he has no
opportunity to mould and perfect his material. The creation

son composes a phras z
whole completed s :
and relating of mue & E1én ‘55 T . permanent design and
notation the fina 3Ci - orde N preserve it for future
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5-4-3 ofl Yamaha Grade Examination, a music improvisation part
will reflect a person's overall music abilities, This part is
the most problematic part in the examination which causes an
examination failure. Other parts of the music examination are
repertoires and sight playing. The learners' failure in doing
improvisation is primarily due to their inadegquate methods to
analyze the given melody, and the management of music elements

and playing technigues.



Success in improvisation relies on structural grasp
and also the ability to rapidly choose appropriate, yet novel,
elements to fill the slots in a basic script (Sloboda, 1987).
However the problems which confront most of the music learners
in doing improvisation are how to use and combine all the
music elements and techniques they have learned to create a
novel music statement in an appropriate and successful way.
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I Information-processing Model

The information-processing approach relies on the
computer as a model for human learning. Like the computer,
the human mind takes in information, performs operations on

it to change its form and content, stores and locates it,

and generates responses to it. Thus, processing involves



gathering and representing information, or encoding, holding
information, or retension; and getting at the information

when needed, or retrieval. Figure 1 shows a schematic repre-
sentation of a typical information processing model. The three
boxes depict cognitive structures where information may be

held and transformed. The arrows indicate the flow of infor-
mation. The long oval shape at the top of the figure represents
he flow of information through-
vin, 1988).
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Figure 1 Information Processing Model (Woolfolk, 1990, p.231)

The sensory register is where the information is held
in raw sensory form for no more than 1 to 2 seconds. Informa-
tion is then catagorized and passed on to the short-term
memory or forgotten altogether. The short-term memory is a
temporary working memory of limited capacity. This limited
capacity can be demonstrated with a memory span task in which



individuals are asked to recall stimuli in the order they
are presented. Adults' span for digits is nearly 8; for
letters, 6:; and for words, 5. Rehearsal is used to transfer
information from short-term to long-term memory : a limit-
less, permanent storehouse of knowledge of the world. Once
information reaches long-term memory, very little is lost.
Failure to remember at this stage is due to the inability to

retrieve information rathe han an actual loss of the infor-

mation. ///
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1932}ﬁ:ﬁﬁﬁﬁ}l§mﬂﬁﬁﬁﬁrwyﬁa &iholagist to
refer 1!::: knowledge about and control over thinking and learn-
ing activities (Baker & Brown, 1984 : Babbs & Moe, 1983;

Cross & Paris, 1988; Flavell, 1976 : cited by Woolfolk, 199%0).

Flavell defined metacognition as "one's knowledge concerning

one's own cognitive processes and products or anything
related to them..... " (Flavell, 1976, p.232 : cited by Garner,
1987). Meichenbaum and his colleagues described metacognition

as people's "awareness of their own cognitive machinery and



how the machinery works" (Meichenbaum, Burland, Gruson &
Cameron, 1985, p.5 : cited by Woolfolk, 1990). Costa described
metacognition as people's ability to know what they know and
what they don't know. It is the ability to plan a strategy
for producing what information is needed, to be conscious of
their own steps and strategies during the act of problem
solving, and to reflect on and evaluate the productivity of

their own thinking (Costa, Ths
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compati 111ty between the person as a learner and the learn-
ing situation. It refers to the stateable knowledge in that
cne is able to reflect on the processes and discuss them

with others, and the stable knowledge one possesses about
his/her own cognitive processes in that one would expect that
a person who knows pertinent facts (e.g., that organized
material is easier to learn than disorganized material) would

continue to know these facts if interrogated properly. It is



the knowledge and beliefs that a person has accumulated through
experiences and stored in long-term memory. The strategies in
the first component, knowing what to do, include identifying
the main idea, rehearsing information, forming assocciations
and images, using mnemonics, organizing new material to make
it easier to remember, applying test-taking techniques,
outlining, and note taking.

The ability to xi one's own cognitive pro-
cesses, to be aware gf one's ivities while reading,
solving problems, an is aTdte-development skill with

important implica -effectiveness as an

active, planful aware of what is

possible for h:i.m;"har
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Y a g an ongoing attempt
to solve problems, T miéms, knowing how and
when, include ch@(in

predicting outcomeq, evaluatlng he effectiveness of an

attempt at ﬁﬁﬂn?%mﬂ ‘sesting strategies,
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sense that although those skills are more often used by older

her t& person understands,

children and adults, they are not always adopted for their
usage, and the guite young children may monitor their own
activities on simple problems. Effective learning regquires
an active monitoring of one's own cognitive activities. These
regulatory mechanisms can be thought of as a part of the
executive control processes on the flow of information
through memory systems in the information processing model
(see Figure 1, p. 4).



In general, metacognitive abilities begin to develop
around ages 5 to 7 and improve throughout schools. But there
is a great variability even among students of the same age.
Most children go through a transitional period during which
they can apply it on their own (Brown, Campione, & Day, 1981:
cited by Woolfolk, 1990).
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control (Flavell

Metacognitigh 3 fJJ”,,f ;gfiications in the field
of education (Baker, Brown, 1984; Brown,
Bransford, Ferrara, F /i 3 1 ione, 1983; Flavell, 1979,
1981: Markman, 1981: E : :u_ acobs, Oka, DeBritto,
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message- (c) focusing attention on major content rather than

‘h's and activities

trivial; (d) monitoring ongoing activities to determine
whether comprehension is occurring; (e) engaging in self-
questioning to determine when failures in comprehension are
detected (Brown, 1980 : cited by Baker & Brown, 1984).

In recent years, metacognitive research has made sig-

nificant contributions to the understanding of metacognitive



process in reading comprehension. Since a good deal of the
knowledge available to students in schools is packaged in the
form of written materials, reading comprehension is important
to all school subjects. Reading comprehension is a much more
complicated process than just "reading the words". Comprehen-
sion is the result of an interaction between the text itself
and the cognitive structures (story grammars, other schemata,

propositional networks, strategies) that the reader draws on

and applies to during the rocess. This interaction

could be examined fram s in metacognitive skills

between experienced'iUvuﬁ‘ ette¥) readers and novice or
unskilled (younge . ; ‘swliWoolfolk, 1990).

Kreutzer, rnd
initial effort to A Jes s O lementary school chil-
dren's knowledge : pled from person,

task and strategy rom four grades

(kindergarten, ‘ terviewed individually
for about 30 minutes @ _;“vﬁn:“' n nformal session. It
was found that the D'd!“;rfzjﬁi“‘ grade 3 and 5) differred
from the younger chlld{?gEWk}, ;;_- ten and grade 1) in a
number of importAn' 8] vas ths . jconceptualizing

memory ability as some Bdth occasions and
with individualslﬂh seco : g ﬁgﬁ the older children's

understanding the-ngPrmatiﬂn gelshort term memory is suscep-
table to ra was that the
older childﬁm? Mﬂqﬂmﬁructure to memo-
rize a cture at older
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children. A fifth difference between the older and younger
children was the older children's awareness of the difference
in difficulty between gist and verbatim recall tasks. Clearly,
the major finding of this important investigation was that
younger children know substantially less than older children
about the variables affecting their own performance (Kreutzer,
Leonard, & Flavell, 1975 : cited by Garner, 1987).
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Myers and Paris (1978) modelled their investigation
after the Kreutzer et al. (1975) study, but focussed on meta-
cognitive knowledge about reading processes. They found that
the younger children (second grade) showed a lack of know-
ledge about critical reading parameters. Compared to the
sixth-grade readers, they mostly did not know the following:
(a) readers have special skills, (b) motivation is linked to
reading performance, (c) reading silently is faster than
irs ast sentences of a para-
impor g, (e) retelling a story

t,’i __J rather than at

verbatim level, ( --sfn-‘i; idang the words that yield

reading aloud, (d) the

graph are particular.

is more efficientl

the most informatj text is an important

strategy for resol failures. The young
children focussec on the decoding rather

than on the compz reading process.

Canney and mw-&ﬁ¥5? HTTQ, investigated second, fourth,
1Jﬂ 1
sixth and eighth grag rshiaé #ption of reading, using both

5 . "’u
interviews and tests. ThHEY alse €oncluded that younger and

poorer readers treatedﬁgggﬂ
than as a meanipe r e interview part of
their study, st*ﬂ- \*1 reading ?" At all
grade levels, beiger‘c- ‘ehenders aeégrmined by teacher
judgements in comh}natian with tandardlzed test scores) were

more aware mi m mwgﬁﬂg ading than
poorer cnmpﬂ\ ﬁ ended more to the
mechanical, decodin asped& of readin th

e VoA Fh o] S SRR comre-
henders lincreased with age (Canney & Winograd, 1979 : cited
by Armbruster, Echols, & Brown, 1982).

decoding process rather

Differences between good readers and poor readers in
decoding versus comprehension emphases were also examined by
Garner and Kraus (1981-1982). Students in grade 7 at two
reading levels were asked eight gquestions about reading in

one session and were administered on an error-detection task
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in a second session two weeks later. A sample of responses
illustrated the distinctive different emphases found in the
two groups. To the question "What things does a person have
to do to be a good reader ?" good readers gave such responses
as "understand what you are reading" or "get the idea",
whereas poor readers provided such answers as "pronounce the
word right" or "know all of the words". To the question "if

I gave you something to read right now, how would you know
\ep d readers responded with

"if I could understand it wi ‘sading it over and over
again" or "if I didfi®t-ha uém&tting the point". Poor
: : ith "if I didn't pause

i . Finally, to the
question "What make€ sOmgt Ndiffic to read 2" the good

readers respond

much" or "if I

reader responses o f.g‘: 2jj‘la‘ amiliar with the important
ideas" or "badly ‘ ideas are hard to
get" can be contrj , "a lot of big words",
or simply "long words'S me ‘:h;'ﬂ 3_.R»0r readers. For the
error-detection tasSkj} t i samalpeadars who emphasized decod-
e | ailed to detect investi-

in text,

ing at the expense ¢

gator-inserted comprehens icles

"fble purpose of reading
is to get the meﬂ} g}ow how to modify
their reading behﬁyicrs apprnprlately in response to various

o e U W
poor) to re etails and general

impressions. After readind, the students wereldnterviewed

oot BRARAGSN LU MBI IV SARE) cwo aseserent

purposeﬂ_ The good readers reported that they adjusted the

ing,

procedures they used according to the purpose. They claimed
to use a variety of processes and, in general, the specific
procedures used for the two purposes were different. On the
other hand, the poor readers made only slight variations in
their approach when reading for the two purposes. In addition,
the good readers were more successful than the poor ones in

keeping the purpose for reading in mind.
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In a study of Forrest and Waller (1979), third and
sixth graders read two different stories for each of four
different purposes : (a) for fun, (b) to make up a title,

(c) to find one specific piece of information as quickly as
possible (skim), and (d) to study. After reading each story,
the children were given a comprehension test. The result was
that the ability to adjust reading strategy in response to
the assigned purposes increased with age and reading ability,

comprehension test within
1979 : cited by Baker

as reflected in performance

the four conditions 13.

‘\H 4
and Brown, 1984).

gult tasks, the
is necessary for know-

Realizin
strategy of wise
ing when and where pt. This strategy
involves (a) ev omething has been
understood, remembe '~f-‘f‘ hgﬂ ately, and so forth,
and then (b) planf dégn £ine f‘whequent activities on
the basis of this 3 :uﬁ,.

(1973) investigated thd ianagement o
task by subject in graf JJ;JM_- college.
subjects spoke.£ or further study,
but the most fredquent sel : Ribn for the third-
grade and callegé]subj- s was fo SEiiE on the items they

had just failed tc;recall.

AU mﬂmnmn@

selectinwhe important ideas i xt. In%é study by

seown, QRO TT DO LI 3T B VR rcsee were

asked ta evaluate the importance of the idea units of complex

lcIntyre, and Flavell
resources for a memory

No first-grade

folk tales by rating them according to four levels of relative
importance to the theme of passage. After students had finished
reading one story, they read and recalled another story.
Results showed that the ability to distinguish relative
importance was strongly related to age. Eighteen-year-olds
could reliably discriminate across the four levels of impor-

tance, while the eight-year-olds made no reliable distinction
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between levels of importance in their ratings. Brown and
Smiley (1978) found that when given an extra period for study,
children from seventh grade up improved considerably their
recall for important elements of text while recall of less
important details did not improve. Children below seventh
grade did not show such effective use of an additional study

time.

Readers' mportant parts of the text
enables their efficient al ¥ attention and efforts
in the focussed study.of re ht information. Winograd (1984)
investigated diffic 1 on of eighth graders.
It was found that ‘paor comprehenders absorbed
strikingly differe I iens of ith":jt sentences in the

given passage. T clected important

sentences contai . gifically were of
highly visual natu \j' 3, C iprehenders, in contrast,

selected main ideas o - Sehtences. Moreover, their choice

of important senten raltelle > that of adult readers.
—
Markman (1977) studi developmental changes in
il ""“-.-'-
comprehension mohitoring. gre asked to serve
as editorial co 1Ei¢h instruction

on performing a information had

been deleted. The measure of Hhether or not the children
noticed the ﬁ W{ structions
depended upﬁ 1121 mﬁ mﬁftn ‘Er request addi-
tional lnformatlcn from the investigator. The gfirst-grade
cni1or W6ar 1) G BUTASAPH pde ) o posn ot
which tHey realized instructions incomplete. They did not
demonstrate much awareness that their comprehension of
instruction was faulty. Markman (1979) studied the detection
of textual inconsistencies. In his investigation, children
from grade 3, 5, and 6 were asked to be editorial consultants
and assigned to conditions of either implicit or explicit

inconsistencies. The results were that the implicit condition

was more difficult for children than the explicit one. There
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were no grade differences of inconsistency detection for the
latter as well. However, when specifically warned about the
inconsistencies, a greater proportion of children, sixth

graders in particular, reported them.

Children have some difficulty in detecting even gross
violation of logical structure. Danner (1976) presented chil-
dren in grade 2, 4, and 6 with short expository passages which
were either organized around thige topics or arranged randomly.
The children were asked@ ff“”vfn' everal tasks including the
recalling of the pasSages ie-deteérmination of which more
ieilad to justify their

difficult passage

answers. For all gl passages were re-

called better than lthough the majority
of children reporte Jassages were more
difficult to rem lrén attributed the
difficulty to diff +« The younger children
had less awareness e canse’of s differences in

difficulty.

Owings,

Peterseﬁfﬁﬁm'
also showed that \le
the text and tasak

i, Morris, and Stein (1980)

tel awareness of

‘ e .factors should be
taken into accoun C
affected by the stﬁpctura of the text. Owings et. al. manipu-

lated the 1 ﬂﬂ?wﬁ ﬁ?ﬁﬁ‘lﬂ rying the extent
to which de cally related to
their behaviors. In "nnnarﬁltrar " sersions ofl.the stories,

subjecia] S8 DAY bbb o bolkobr) b o Ghrhstent vith

each other. For example, the hungry boy had eaten the

*ent@}ugh their memory was

hamburger: the sick boy had gone to the doctor. In the
"arbitary" version, the subjects and predicators of these
sentences were re-paired, generating such strings as : the
sleepy boy had eaten hamburger; the hungry boy had played
basket-ball. Successful and less successful fifth graders
read and studied "arbitrary" and "nonarbitrary" versions of

stories, rated them for difficulty and justify their responses,
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then recalled the stories. All children remembered the logi-
cally structured passages better than the arbitrary passages,
but only the more successful students consistently recognized
that the arbitrary passage was more difficult and justified
their answers appropriately. Furthermore, the better students
spent more time reading and studying arbitrary passages, while
the less successful students spent equal amount of time for
the two passage types.

Younger and p orer so have few strategies
at their disposal 1ag 'y failures to understand
the text, even if awarewof problems (Baker &
Brown, 1984). ‘ sked the second and the
fifth graders of \\* prehension failures at
the word and sent ers tended to say they
would resolve a ctionary or by asking.
Younger readers h or deciphering the meaning
of unknown words on's more insensitive to

(1981) obtained severdl mea \rés 6f the comprehension moni-
toring and studi:ed stné@ £ ©Ff good and poor readers in the

......

ch was provided with

blank paper, a pgl 15

ask questions. Guqd reader asked more questions, took more

L ﬁﬂﬂ“’?ﬂ“ﬂ MINEINT

From the stu-ﬂ% cited abava§ the development of metacog-

niciomlidfel fled £} Dokl bRy 1) WeBITA| B gemeran,

ynunger" and poorer readers have less adequate understanding

narﬁ and asked to write or

of how the various factors involved in the learning situation.
Furthermore, these readers also tend to be less adept at using
the knowledge they do have about characteristics of the learn-
ing situation to enhance their learning. In other words,
younger and poorer readers tend to be deficient in both com-

ponents of metacognition (knowledge and control).

019304
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Metacognition has made important contribution to the
field of learning-disabilities (LD) in three specific areas :
(1) through highlighting the critical role of phonemic aware-
ness in the child's process of learning to read, metacognition
provides understanding of the failures of certain children to
learn to read; (2) metacognitive skills underlie efficient
reading and effective studying. LD students lack these skills,
and their poor scholastic achievements reflect not only
deficient basic skills, : ficient metacognitive skills-
(3) metacognition is. oh ibutors to the failure of
learning skills/

t insights into the
MR) students' failure
(Wong, 1986).

LD students to maint®
strategies. It al
reasons for educa
to generalize lea

ored in the field of
studied gifted grade-
ognitive strategies while

Metacogn
giftedness. Chatm
four students'
solving problems. red interview to assess
awareness, none of the ‘dubijec ;f verbalize their thought
processes. In a seccnd,«g:g#_&ﬁ__ With the same sample, the
children were agked whether particular & .'=tegies could have
ltilough many of the
‘fateﬁ}es could have helped,

only few reportedly‘- utilized th . This result suggests that

while gift Hﬁtﬁ%ﬁﬁ]ﬁ%ﬂﬁ?ive knowledge,
they may inc e it (Chatman & Williford, 1982 :
cited by Sh Dover [ that acade-
e A AT R R s

their meiacognltlve abilities. Twenty-five gifted and twenty-

been helpful in‘s
students understo

five nongifted children in grade five and six performed
Luchins's (1942) Einstellung water-jar task. Comparison was
made among the groups on flexibility, accuracy and speed, and
on a measure of metacognitive knowledge assessed by a struc-
tured interview about their solution processes. Gifted
students performed the task more quickly, as expected. They

also gave the alternative solution more often when it was
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available. They demonstrated more superior problem-solving
skills, greater awareness of their solution processes, and
more efficient monitoring skills (Dover, 1983 : cited by
Shore & Dover, 1987).

Metacognition and Training

Successful metacognitive skills training programs

include three factors ing and practice in the use

of task-specific str 11 raining), (El_is?itr.ﬁctiun
in the orchestration cai @onitaring of these

skills (self-reg -
concerning the sigmiT.i€ance i : " It _ e, of these activities

3) information

and their range o aining). Students who

received only skil to use them intelli-
gently and on t they do not appreciate
the reasons why s 4 | ful, nor do they grasp
where and when to uge [tieits Afif&dditignal instruction in
"awareness", or knowledg T‘ ;‘;' A, skill's evaluation, rational,
and utility greatly a-‘- S Es positive outcome of training
“land McVey, 1982). This is to
how to use a strategy

& Brown, 1984).

studies (e.g., see P:
instruct student

in a variety of &

Brown, Camplone and Il (1981) identified two
approaches ﬂy %ﬂi}ﬂim zas labelled as an
"informed t :g‘r m th induced to use
a strate nd also_given ﬁame infoPmation co rning the sig-
nlflcaﬂgwmtﬂﬂsm %Mqlanw&l;] ééastructinn
was a "sSelf-control training" where students were explicitly
instructed how to monitor and self-regulate their use of

strategy (Brown, Campione, and Day, 1981 : cited by Paris,

Wixson, & Palincsar, 1986).

Informed strategy training emerged in part from
research on the development of memory strategies. Paris,

Newman, and McVey (1982) showed that first-graders who were
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informed of the usefulness of memory strategies maintained

the strategies without prompting more often than children
simply directed to use the strategies. Informed training also
led to increased recall and increased metacognition about the
strategies. Thus, children's understanding about the benefits
of strategic learning can provide a personal rational for
action that motivates continued use of the effective strategies.

f literal (80%) and

rdinary" story

students received
inferential (20%)

introductions. "practice-only"

treatment in which only inferential questions

following their rdinary" story intro-

ductions. The thir .t)\‘strategy training" in

which students receilfefl #H& ‘CEa8 tional assortment of questions;

however, prior to rea ere asked to use their own

L5
o

experiences to predict &hd

and actions. This f}nﬁﬁ#ﬁﬁ?.

help students tob e of the "known" £g/ new" people, and to
Y
§

story characters' problems

presented an attempt to

o

allow them to ap@l ‘t reading. The

results of this sthdy indIcated that bo the practice-only
and the strategy tqq&ging grnupigemonstrated improved perfor-

mance on faﬁﬁﬁrﬂa%g%éjﬁ gfqyﬁ%-.siun including

a standardi evement test. subsequent study, Hansen

AL <R YA FaT R AL lo kAN

classroc% teachers to administer the treatments. The results

of this study indicated that the informed strategy training

was most effective for poor readers.

Raphael and McKinney (1983) examined the effects of
a ten-week program designed to heighten fifth- and eighth-
grade students' awareness of information explicitly stated

in text, information implied by text, and information found
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only in the individual's knowledge base. In addition, the
relative usefulness of prompting students to think of these
relationships between guestions and sources of information
was examined. Results indicated that while the training pro-
gram was effective at both the fifth and eighth grades, the
eighth-grade students benefited as much from a 10-minute
orientation to the concepts. Prompting students to use their
knowledge of gquestion-answer relationships, it was helpful
in the fifth grade, but -1;‘E'v' e in the eighth. In another
study of informed strat

Raphael and Pearson

(1985) designed an imstrlucti glience bssed on (1) model-
ling, (2) guided i) an@ependent practice, and

(4) direct feedba ‘ ts ?f' taught to identify different

intrained control group

types, on evaluating

Trulr performance.

s 2 ! ional intervention

to promote compréﬂe -adgEF They provided
students with self?contral traa&ing regarding story schemata

o e BTN T

did the story take place ?f (3) Whatedid the m&¥n character
o 7 (A I RE1PE) BN HUA 4 19 EAY Ghbene main
charactet feel ? This was compared to ah attribution condi-
tion which students recited to themselves positive state-

ments such as "Enjoy the story", "Try hard", and "Give your-

.
self a pat on the back". Skilled and unskilled fourth-grade
readers were assigned to one of these groups or to a group

that received both kinds of metacognitive training. It was

found that strategy training on story grammar gquestions

enhanced comprehension significantly and that self encouraging
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statements had no impact on ehension. Although less-
skilled readers maintained the strategy of asking wh— gquestions,
there was no evidence of increased awareness about reading or

generalization of the strategy.

Interventions that combine informed strategy and self-
control training procedures seemingly resulted in transfer of

Day (1980) trained groups

training to appropriate settings.

of junior college stude ge and poor reading and

writing ability to usg" b of summarization. There
were four condition ichy I&nta were assigned. In
the self-managemepq ] 8. received only the
most general guidg e completed by inclu-
ding main idea in ‘ economy with words.
In the rules conditdo A £5 were taught the definition
of a summary and summary. Students in
a rule plus self- ceived the same
instruction as thoseg wo but they were not
provided informaticn % to dategtate these rules. Finally,

a fourth group receivedithe d self-management instruc-

tion and also rece1qu~g&gi ixyd

use each of the .

tions regarding when to
the effectiveness

of implementing<h E}J‘measured perfor-

mance on written Summaries aecording tolthe use of the sum-

marization rules, '{h&data indi@ted that rules plus self-

management ﬁﬂﬁ ?%ﬁ%ﬁ%ﬁé}ﬁ ?r those students

who had no learning problems order to implement
successfu the summariza ule with learn-
ing proﬂﬁ wuﬁfﬁgﬁgﬁmag necessary
to enhanée th21r summarizatlon skills (Day, 1980 : cited by

Paris, Wixson, & Palincsar, (1986).

Kurtz and Borkowski (1985) were also interested in
the relationship between metacognition and strategic behavior.
They included a separate condition in their intervention
program comprising meta cognitive components. Their population

of sixth graders was evaluated to determine knowledge about
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memory, reflectivity or impulsivity, and skill with the task
summarization. The students were then assigned to one of
three conditions : (1) strategy condition in which thestudents
received instruction on the use of superordinates, identifi-—
cation of main idea information, and invention of topic
sentences for the purpose of summarizing; (2) an executive
condition, in which the students, in addition to the summari-

zation instruction, received instruction regarding the value

of monitoring reading perfo! : the importance of deli-
berating strategy seleection l£11:1113= use of strategies,
and the need to workK '®ie Yyga an attention control

pdents rea id summarized the

instructional ma indicated that the
students in the tyd" ist n€ion conditions performed better
than the attention £ou! s on the summarization task.

Further, those s; ‘ \- condition who
received the metagh ive’inStrua --- herformed better than
those who had receiffed M im “ s-:*‘lq instruction only (Kurtz

& Borkowski, 18985 ed. incear & Brown, 1987).

Struction, informed training,
and metacognitiwi W mplified in an expe-—
m l8usion called Informed
Strategies for Lgrn 1q, daris mCross, & Lipson, 1984).
ISL was designed ‘tp‘l:each chilg;en directly about what
strategies ‘ ' L hey should be
applied, anﬂmmlf[mlgmgﬂ. The purpose was

to promote children's metfcognitiomsabout rea@in strategies

wnich, A bulrh| Wb41d dokbhoké ek o) sft atedlif dehaing ana

camprehﬁmsion.

rimental curric

Two of the key features of ISL were the use of
metaphors to teach strategies and the use of group discussions.
For example, students and teachers discussed how they could
be "reading detectives" and how they should "plan their read-
ing trips". The metaphors provided concrete examples of cog-

nitive strategies that could be used before, during, and
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after reading. In addition, the metaphors stimulated group
discussions about thinking: they provided shared insights
into children's understanding of reading and thinking for

both teachers and peers.

The instructional techniques incorporated in ISL
included : (1) informing students about particular strategies;

V

explicitly among the "ex 4) practising the strategies

(2) using metaphors and vis displays to illustrate concrete

analogs of reading str discussing strategies
immediately and recewwving fe nd (5) using reading selec-
tions from wvariou atonts hreas sci€nce and social studies)
to promcte general across the curriculum.
The srtategies omprehension processes :
q @{mprehension, and iden-
tifying meaning. ranged sequently and
organized in wholé

Palincsar, 1986).

‘Paris, Wixson, &

In the first s;;" < third- and two fifth- grade
classrooms were Wice ~ week for 4 months.
Compared to child: ; children who
received metacogmitiv reading increased
their awareness about comprehension strategies significantly
(Paris & Jacobs, 1984). Thﬁiqalﬂb exhibited significant

advantages u%]eqmeﬂ- %ﬂgqﬂ? that required

strategic refdd ing, but th%re were nn dlfferences on standardized

e N AR MR SR

instructional study designed to improve students' use of
reading strategies by increasing metacognitive knowledge
about reading. Approximately 500 third-graders and 500 fifth-
graders received an experimental curriculum that explicitly
taught them to use reading strategies. An additional 600
children participated as controls. Again, findings indicated
that subjects in experimental group classrooms made signifi-

cantly greater gains in awareness about reading than controls
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and demonstrated superior strategic skills. The results gained
in Paris and Oka (1986) were alsoc found in the study of Cross
and Paris (1988). These studies show that principles of cogni-
tive strategies and self-regulation fostered by metacognition
can be translated into practical classroom instruction that
helps students to read better.

Considerable attention has been focused on the role of

scaffolding in cognitive \strd inatructiun. Scaffolding has

been described as instruc k tance that enables someone
to solve a problem, ©€EF 'Gq’ a 0T achieve a goal that
food, Bruner, & Ross,

ar, 1986). The instruc-

in which teachers can

the person could na
1976 : cited by Pz
tional problem is | : : _
assist students to e .f competence to the

next so that, i i gtudents will bke'able to apply problem-—
solving strategiesfin8ap "!If apd judiciously. The hallmark

of scaffolded instr) o S5 thé terplay between teachers
and students in the a task.
An 1nterventﬁ9& ' sflects the essence of scaffolded

instruction is b{. Palincsar and Brown
(1984) to teachuij _‘enhance and monitor
their understand%ﬂg P -‘icquFE, called "reciprocal
teaching", is best‘repreaented a dialogue between teachers
and student qmmziﬁmﬁ role of the
teacher. ﬁypﬁ is rrive at an under-
standing of the text heingfread Th&s. dialo facilitated
vy e NP 08 FL D G V1 VLI B scsivacing
relevan@ background knowledge for the purpose of hypothesizing
what the author will discuss; (2) question-generating, or iden-
tifying key content, framing that information in a question,
and self-testing for understanding and recall; (3) clarifying,
or noting when there has been a failure to comprehend, identi-
fying the source of the breakdown, and taking the appropriate
steps to restore meaning; and (4) summarizing, integrating

information across sentences, paragraphs, and pages of the
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text. The person who is assuming the role of teacher for a
segment of text gives predictions about what might occur next
and, following the reading of the text, generates a guestion
to which the others in group respond, notes or solicit points
to be clarified, and summarizes that portion of text. Other
members participating in the discussion comment and elaborate

upon the teacher's contributions (Paris, Wixson and Palincsar,

O l//

Series of in tiona s in reciprocal teaching

had been conducte? - n (Brown, & Palincsar,
1984, 1986 : cite a1y  ='» 1987). During the

initial days of
tained the dialos

initiated and sus-

instruction, the

and coached them
dialogue each day,

Before beginning the
what strategies they

were learning, why ey were leat , and in what situa-
tions they should be he truction took place over a
period of 20 coﬁ ' middle school

Y
students partic -d‘. re typically acheiv-

ing two years be _- :-:‘ of comprehension

while their deca ing skills, in contrast, were generally grade

appropriate of mea uﬂds were used to determine the
effectiveneﬂ'ﬁ i%ﬂgﬂ%icated that, with

guided pract ce, the stud ts hecame adept with the indepen-
en

e :E;mmmm:tmm .

comprehension that maintained over the time and generalized

to improve classroom performance.

The trainings of metacognition discussed above, are
mainly used in the areas of reading and comprehension and aim
to promote students' strategic reading and comprehension. Each
of the trainings seems to be effective. In the informed
training, students are both induced to use a strategy and
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also given some information concerning the significance of
that activity. This would cause the students to understand
the benefits of strategic learning and would lead them to
continue to use effective strategies. In the self-control,
students are explicitly instructed how to monitor and self-
regulate their use of strategy. The Informed Strategies for
Learning (ISL) is a blend of direct instruction, informed
training, and metacognitive self-management. The use of

metaphors to teach stra the use of group discussions
are the key features oOf phors provide concrete
analogs of reading ~.1,,<iiaf e group discussions

provide shared i Jites ng.of reading and thinking
of teashers and p . 2 3L NS ﬂ‘“l* procal teaching, a

to students with cafipsedansion’difficulties, is emphasized in
scaffolded instrn :
and students. At

play between teachers
the teacher

to solve each prob _
clarifying, and summ _“he students take turns
assuming the role of AS.the training days go by,
the teacher Lﬂ 1 3 rs | i redponsibility for the
dialogue to the 5tudents enabling _Taiadapt the strategies

of solving the égﬁhle

I S AR o

it should also be a Eiplledfto studesits who have’difficulties

i o IOV D LB T FHE Fobbucn 1ese

than go%d comprehenders about the variables affecting their

own performance. They attend more to mechanical, decoding
aspect of reading rather thanm on the comprehension aspects

of the reading process. They are neither aware of the reading
purpose nor efficient in the allocation of attention and
efforts for different task difficulties. This is because of
the lack of the awareness and regulation of their cognitive
processes (Armbruster, Echols, & Brown, 1982; Baker & Brown,
1984; Garner, 1987).
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As for music improvisation, from the researcher's
experience and contacts with music learners, it might be
concluded that poor improvisors also know the variables
affecting their own performance less than good improvisors.
They emphasize just on note reading without being aware of
the flow in melody and harmony that must be considered in
doing improvisation. The allocation of attention and efforts

to various parts of the piece ,are not efficient. Therefore,
| | attractive. It is just
only a sound, not mus &4 Apar j sthe performance skill
training, the musicg ‘ so trained to be aware
processes for doing

isation ability would

of and to regulat
improvisation. T

be eventually im

IITI Music Impro

Meaning
The word "impr’ means to compose and recite or
perform without pre tfer (Davidson, 1950). In music, impro-

visation is theg --=.:r,_;:.;j ing or recreating
o :
the whole or a Murd, 1980). It is an

extemporaneous music=making. Itgoeccurs on the spur of the

movement wiﬁ% ﬁ@l%%@ w Mﬂ ‘g trainitory nature

(Bergethon &gBoardman, 19?9} Improvisation is a result of

v LT SIS Y Ay e

prehens:. n of concepts (Thomas, 1980).

Jagues-Dalcroze had stated improvisation as the study
of the direct relations between cerebral commands and muscular
interpretations in order to express one's own musical feelings
(Jaques-Dalcroze : cited by Abramson, 1980). Improvisation has
been described as the spontaneous expression of musical images
that directly reflected the immediate ideas, emotions, and
sensations of the improvisor (Dobbins, 1980).
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Overall, improvisation could be defined as a sponta-
neous music-creating. In this research, music improvisation
will be defined as a spontaneous performance in developing
one-staff score of the song given to be performed, and as a
fully completed song (2-3 choruses with introduction and
ending) through the keyboard instrument, electronic organ.

Basic Elements

Although the vocabularies of various
historical periods-and-eul tu BS -ig-h' vastly different,
certain basic char® ' mprovisation seems
strikingly unive ity for improvisation
in an advanced m ‘ a musician must
come to a clear ungde ‘*"?iﬁ‘“; & relationships between
the basic elements ' i\d harmony (Dobbins,

1980).

mply a succession of
tones. All too often, unie 4 4?_ y, 1t is treated as no more
than that. An o er‘_,-u «ﬁfﬁgf- eh to the understanding
of melody entirgdy o =3 _The cmotio r tnfditive aspects that
enable a musicic : : n an actual per-

formance, meludy Zdan convey an a most vocal transmission of

tones and shapes tHpeugh an insgrument. A thorough understan-

aing of ton@PidBIY) W T LR Fion, ana aynanics

is, therefor8l essential 1f the maludlc content of musical

Y m“m SEMiNgNa e

he most convincing melodies seem to follow certain
basic schematic designs. The most general of these patterns
involves a gradual stepwise movement, ascending or decending,
through relative long melodic sections. This stepwise move-
ment is often disguised through decorative use of melodic
embellishments, arpeggioes, octave displacement, and chro-
maticism. The most communicative melodies are usually

developed from short motivic fragments of extreme clarity
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and simplicity. Complex and overwritten melodies are less

likely to make a lasting impression on the listeners.

The principle function of rhythm is that of framing
the melodic content and its accompaniment in figures that
are appropriate to the tempo, mood, and general style of the
music. Rhythm is probably the most communicative element in

n, has great potential

for an improvisor cﬁhg the development of
melodic ideas. Rhy#Hn :‘:fﬁ?ffﬁt!h be developed inde-
g h as call and response,

o

pendently throug

repetition, exte , as well as augmen-

tation and diminutgond (o 5" values, within a given figure.
Harmony ig nos# deyeloped element in Western music.

"ipe and North America

3
these musics tend to be i i_wan¢ed in terms of melodic

al harmony, although

and rhythmic developmént €ingly harmonic progressions

are usually comg SE --==‘m‘-T$‘ dent melodic lines
that, together, ™ S ‘sﬁ in relation to an
implied tonal ce-y~r or key. Harmony caW@ be used effectively

to increase the colom, and density of the melodic and rhythmic

concent iAo BT [ b e Pureneraore.

the tendencié$ of resolution inherent in common harmonic pro-

¢
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A skilled improvisor in any tradition, then, must be
able to deal with the relevant elements of melody, rhythm,
and harmony in a spontaneous and expressive manner. These
music elements must be thoroughly understood and assimulated
technically, aurally, and kinetically, as well as theoreti-

cally.
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Music Teaching Methods

There are 4 teaching methods that have been widely
used in music education. '

1. The Dalcroze Method

Emile Jaques-Dalcroze ,(1865-1950), a Swiss musician,

believed that the development ‘pusical feeling was as
important as the acquasi ' qﬁgg;hl knowledge (Hargreaves,

1988) . He developed of ﬂtiun based on the
thecry that the huma

on which we expre ‘

using this instr #'shguld precede,all, others.

musical instrument

eofre, instruction

Although”e

Dalcroze method,

\ \ ‘thought to be the
\\M three aspects. The

other two are ear and improvisation.
Eurhythmics consists : Sxerc] 4 oF the physical response
to music. Students are tie _' Become sensitive to rhythm
by responding with eir entirelt Les . sical concepts are
internalized b ﬁﬁzzﬁfff--JT=“ﬁ===WZTZX$}“ (Mark, 1986).
Jagues-Dalcroze {ige fean a balance and
ratio of the flo
theory, rhythm exists, in time-space-energy context, but is

produced by ﬁ:uly ’ge%ﬁ%‘s W%}.’}ﬁ ‘ﬁany elements of

motion. Somefimes these elements work together (for example,

e e TS U R

several different layers of rhythm may produce extremely

among body, mind, an-.'u eelings. In his

complex waves of motion (Choksy, Abramson, Gillespie, & Woods,
1986).

The second aspect of the Dalcroze method is solfage:
solfege - rhythmique. Just as Eurhythmics suggests the ear
and body as ideal instruments for the study of rhythm, solfege
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suggests the ear and body combined with the speaking and
singing voice as the ideal instruments for the study of
musical tone, tonal combinations and tonal relationships.
In Eurhythmics lessons the body and the ear are taught to
perform efficiently. In Solfége lessons the ear is trained
to listen, discern, select and remember many gualities and
combinations of sounds and motions through singing, reading

and writing (Choksy, Abramson, Gillespie, & Woods, 1986).

Improvisation is the & and final part of Jaques-
Dalcroze's :nmplet-' : to produce skillful
ways of using mow m) and sound materials
(pitch, scale, h spontaneous, and

personally expres reate music.

The tool
story, song, perc

movement, speech,

piano, or all of

poetry and story. A ' {; I can be built from movement,
stories, poetry; al sound ‘o even visual images.
The driving fo :

. lsation is limited
only by a teacheiﬂs imag

' codgage. An improvisational
approach in the hap of a wel ~-trained teacher allows for

individual tﬁ %mwa&*f‘aﬁstudents The
traine n

teacher mus ta create a develop many variations

e o SRtV EIL Wikt (] e

model n artistry for the students.

In the classroom, students use improvisation in every
lesson in many ways. They improve movement expressions to
demonstrate what they hear. They use speech, clapping, song,
and percussion to develop and play with the ideas and

materials of the lesson. In more advanced lessons, rhythm
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and pitch are combined in increasingly complex variations of
musical grammar and syntax, leading to studies of variations
of phrases and periods. In turn, these lead to the simpler
sectional form (two-part, three-part, and compound song and
dance forms); then to the rondo and theme and variations:

and finally to the larger forms of sonata and concerto. Later,
more sophisticated improvisations are made, combining rhythm

and pitch; and finally, stu ws progress to instrumental

d piano.

Z

improvisation on recor

On the fun‘f n, Jagues-Dalcroze
wrote : 7 —

Improvisa i, ion is. 1 SWdevelop rapidity

of decisiggfaptffutedpretation; effortless con-

centratiofl, nmedd “con eption of plans,

A "\ . b
L ‘ W h
X ons etween the

and to setgupl i
soul tha@ffe *\\_\.. imagines and
ms, hands, and

coordinategd, o! \ '.‘ x
breath that gnferpr &_.- '§ €o the nervous
system whic] : #&he particular senses -
hearing, sgeifig, feeling, tou

ing, and thinking
in time, enefgy .=
e

el

lcs", p.371 : cited by

{Jaques—nalcro':
& Woods, 1986).

y A
The intefac ,f time, space, and
energy of rhythm nd pitch 1s represen ll on the base-line
of the triangle. Méledy and hagmony are created by the inter-

action and ﬂeuﬁ%eﬂﬂ%%wgﬁ PE3 1arge triangle.

In the JagueglDalcroze Method, improvisation is represented

by theiwﬁlaﬁﬂr?iu}lﬁ;limﬂ Téﬂg triangles.

|
|
|
|
I
!
I
i
1
I
1
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Any lack of training or experience or lack of
technique in those areas along the baseline of this triangle
will lead to difficulties on the sides or at the apex.

When improvisation is added to Eurhythmics and Solfége
there is a synthesis of all the elements which comprise the
musical universe, and the study of music centers on the pre-

sentation of ideas and fi ngs, through sound. Improvisation

es of Jagques-Dalcroze's
of the effectiveness

mamn . composer, educator,
and musicologist be ducation should be
patterned on the mankind. Children
must relive the hisg : leyelopmént! of music in order to
develop musicality wi At 5 s, Orff used the word
elemental to refer both to fSic of early man and to the
music of young childrémn ;' re misid young children is unso-
phisticated andyir " capable of develop-
ment. Improvisat Lon ot & elemental music,
must be intraduc' at the child's level
developed into a mdtmre form. this meant beginning

citn woyeom LI I BIUEIHID o sror vt o

it. He devisédd simple rhyt?ms and chanta to serve as the

o N e e i YRR e

The patterns come from chants, games, and the vocal sounds

before it can be

that are already part of the child's vocabulary. The patterns
are chanted, clapped, danced and sung.

Orff's emphasis on rhythm suggested to him to need
for percussion instruments in music education. He developed

an ensemble of percussion and stringed instruments that
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include xylophone (soprano, alto, and bass), glockenspiels
(soprano and alto), metallophones (soprano, alto, and bass),
drums, cymbals, woodblocks, rattles, viola de gamba, and
lutes. The instruments are designed to create the proper
instrumental timbre for the music contained in the Schulwerk.
Children are encouraged to develop sufficient technigques to
play them correctly so they can be used expressively.

Children are engct imitate and improvise
e their own music both

the sound of their

vocally and instrument
from inner feelings

environment. They le ive to sound and to

use them as sour of other sounds.

Rhythm serves as answers to contrasting

rhythms, and melo g,E].

Keys to expleoration and

experience. The el re gradually explored in

their simplest, rough experience, these

elements are refined anuz;-w
: e J%Ja
exploration and-gxperi 57 ss at every level

to more complex levels of

includes explo "'
¢
of sound through’ﬁ
«visation.

‘ment, exploration
.,Ernd exploration of

form through imp

In ﬂfusﬂ. ’Mﬂkﬂ %@Mﬂ’] 349 to insurea role

model for cra'LtJ.\uty The ‘teacher in Schulwerk is like the

et U e N4k e YL W (0 i

dence and finally demonstrate the ability to solve their own
problems and answer their own questions through the process :

observe —eimitate —wexperiment —wcreate.

At each step of the process the learners move from
imitation to creation, from part to whole, from simple to

complex, and from individual to ensemble. All of which
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supprots Carl Orff's ultimate goal of music life for children
(Choksy, Abramson, Gillespie, & Woods, 1986).

Orff activities awaken the children aeﬁseg and engage
the child's total awareness. Orff lessons usually start with
games and exercises designed to heighten the students' power
to differentiate between small variations in sound, a neces-

sary skill for any musiciag rff games also sensitise the

child's awareness of spaee, t] form, line, color, design,
and mood. In Orff precess,  « &' perform and create music
and movement acti each contributes with
an individual pa each other to fit
their individua

all children are

2. In Orff classrcom,
part of the ensemble -

moving, conducting ‘ .“;,} x\ 28 singing. Children are
not passive obs ' € ) ?ﬁ\ ‘\— practising constantly,
teachers can giveg nu ;* d ‘%i feedback (Banks, 1982).

orff approach is cleafly “child-centered", and amenable for

\

use with very young ‘-;;’9" a8 become well known and

widely adopted thruugh-i' E d (Hargreaves, 1988).

3. -heo 1 "“’I;___,
Zoltan KELEly (1882-1967), a fELvent nationalist,
a Hungarian composep, ethnomusdeologist, and educator believed

s mnsaffh b4 BHEIE P piones to cenc

the spirit &f singing to everyune ta educate all to be

music ﬂ use in homes
and ﬁﬁjnﬁnﬁmnﬁﬂﬂﬂj ﬂ audiences.

He was cnncerned with the creative, humanizing enrichment of

life through music and regarded the goal of music literacy
for everyone as the first step toward his ideal (Mark, 1986).

Zoltan Kodaly offered to the musical education of the
child precisely what Orff had not emphasized - music literacy,

a sequential approach of singing which leads to the under-
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standing of musical concepts, including notation. Kodaly's
basic aim is to teach children to read and write music through
singing. Exponents of the Kodaly concept are vitally concerned
with having children develop comprehensive musicianship, cul-
tivated through following a carefully sequenced plan which
focuses on preparing them for the understanding and identifi-
cation of concepts, as well as the reinforcement of these
learnings. Children are enag ged to participate in a variety

of musical activities, jdincludi inging games and dances, the
learning of a large repertoiréiof ngs for the cultivation of
in-tune singing, training, inner hearing
(internalization) ‘u chordal analysis,
Experiences are success and minimize
the risk of failj on previous under-—

niging, writing, reading,
recognition, di and composition. The
ability to read ultimately,the demon-

stration of the ing i '5. @onceptual understanding of music

The tools em ;;TT-' :tice are (1) tonic
solfa, (2) han-ﬁﬁﬁﬁ"-'__ﬁ“"‘"'Z'""T_'\‘ tion syllables
(Choksy, AhramSa: 1986: Wheeler &
Raebeck, 1985).

cofd WS T DS WHIAG - o, ce o, 20

, LA i - inmn whlch do is cun51dered tu be the keynote

e YRR S o

train the musical ear, since it focuses the attention initially

50

not on a specific pitch but on pitch relationships and pitch
functions within a tonal system. Children are begun with
relative - do, but once they are secure in that easier way of
singing, reading, and writing music, better means for the notes
are introduced and then sung interchangeably with solfa until

they too are secure. The absolute note names (A-B-C's) must

Annaans 0
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also be taught because they are vocabulary of the porfessional

musicians.

Kodaly's system of hand signs offer a vital ingredient
to the task of learning to sight reading, it gives the child
another way of expressing what he hears, through the visual
image. Using the basic system of hand signs developed by the
Englishman John Curwen in :-Ti Kndaly had developed a method

which enables children & “’j’ ‘general height or depth of
W\

the sound they hear.uf #used in Kodaly practice

in Fil dey are performed in an

e head and wrist.

r \§:§H\\ arm's length

above head)

to-day are illust

area more or less

S = . — e B

AY
I

ven with eyes)

i

(shoulder level)

ﬂy@ﬁ wwmﬁm

BRI INBABER eees

E%E Do or 1 (waist level)

Figure 2 Hand signs used in Kodaly practice
(Wheeler & Raebeck, 1985, p.15)
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Rhythm in a Kodaly approach is taught by pattern
and by relative duration over the beat as expressed in a
series of syllables adapted from those invented by Jagques
Chev in 1800's. These syllables are not names; they are
merely a way of voicing rhythm. Kodaly used the word "ta" to
represent the quarter note and "ti" to represent eighth note.
The notation, the notes are shown with stems only, for
example " | il | » (g L’ed "stick notation") (McDonald

and Simons, 1989).
Creativity omes from knowledge.

It is necessary te lary in order to

y of music aurally

be able to hear,

create music. One
and orally before
think, and write rganize them into

patterns, phrases§, compose (Choksy,

Abramson, Gillespae,

Comprehensiv

Comprehens' ) is a concept about

the teaching ar 8d6n the premis that
all facets of msr‘ &d ated and related.
It is an apprﬂacﬂ[tﬂ musical study in -Hich the source of
all music learningfis the litumature of music. CM encourages

students toﬁﬂ&}l’auﬂc&}.‘w—@:wg’%rﬂ %111 at all level

of instructi%n by synthe5121ng the musical materials they are
workin mb]ﬁ piﬁ]ﬂﬂpfﬁ'c’zj through
perfor ﬁj ﬁﬁ

CM is based on principles that are divided into three
broad catagories which include common elements, musical func-

tions, and educational strategies.

Through the common-elements approach to the compre-

hensive study of music, students can gain an awareness and
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understanding of the structural elements of music common to
any culture, tradition, or style. The common elements are
experienced in performance : reading and creating music
written by a composer, analysis : describing the music through
perceptive listening, and composition : understanding and
utilizing compositional technigques.

The CM approach str es that students should become

actively involved in th ments of music through

| pMers, listeners, and
.cativities that require

, discovery, and inter-

participatory experis
composers, and throus
their perscnal i
pretation of musi and cultures.
Students of CM a sibility for their own
\Fo formulate and
express their o d values (Choksy,

Abramson, Gilles

The aforemen q-a- (EEES ~eaching methods have appa-
rently included all th~ compone £S5 of a good music program
for children. T ey | 13 singing, rhythmic
movement, playis fs—and creafifig music. Yet they
are different il fyiﬁﬁ . ‘?' thmic movement is
the heart of Dal"oze instruction. The'arff approach empha-
sizes creativity afigyimprovisation. The Kndﬁly Method focuses

upon the deﬂl%n&l‘lq ﬂ%ﬁ%ﬁlﬁw&}% %d listening skills.

The Comprehefisive Hu51c1ansh1p {CH] is a tﬂtal and integrated

cienent) RIS TN TN, .

the actlvltles in these teaching methods, it still lacks a
specific systematic teaching approach. In doing improvisation,
the learners usually start by imitating what they hear or
observe, then they must take a chance to experience how to
perform the improvisation by themselves. Therefore, if there
is a specific systematic teaching approach for improvisation,

the learners could do much better in creating music. The



39

teaching model based on metacognition is to have the learners
to manage their cognitive processes, to think and plan earlier
well so as they could perform good and appropriate music

improvisation.

Improvisation with Electone

Electone refers to g lectronic organ, a kind of the

keyboard instrument. slsts of 3 parts : upper

keyboard, lower keyboar eybnard or bass. The

registration or tome &t , vi-q--musical instruments
and various Pﬂtt t! " included in this
instrument.

In improvi ‘the hree\fastors : feeling, playing
techniques appli€a and & e use of notes, must be

combined as one ood performance. The most
important thing in q \’ find the mood of a
playing piece for te q," 1 n*tuductinn, etc. which are

all determined from th =5 . of view. Therefore, it is
important to find o ' creating the most
suitable mood informations

(Masuzawa & Iwal

1. Understénd the moodgof a piece

AUYINENINEINT

is one's so¥fége abildt that hélps to under-
awmamm»ﬂmq NE VAL Ine neroar
in mlnd feel the sound in the head, and try to find a
suitable mood. The mood of any melody changes according to
tempo, rhythm, and style of performance. But normally there
is a most natural tempo, and a most appropriate rhythm that
should be determined from what the learners have experienced .
Light melody demands a considerable speed, and serene melody
demands a tempo slow enough to play it with much expression.
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2. Choosing the-alfbmpaniment rhythm

After the mood of a piece has been decided, accom-
paniment rhythm suitable to that mood has to be determined.
There are various styles of accompaniment. Besides the style
using chord, there is another style, the broken chord accom-
paniment. This kind of accompaniment style is often used in
» ven though the rhythm is

% the mood changes quite

s played when using

gentle, flowing piece. Mor

the same’ when written
a lot according to t
different articula

p— %
3. Style | \ \ " tone colors

approp: ‘ F a%- piece

The e will be reduced by
half if the style ! ;_5«- apprepriate to the mood of
the piece. The mood 7/’ tio -beatiplece played legato is

totally different fro t_ftli_ melody played with

staccato, and natura 13/"-‘--

accordingly. Thgrefnr;;*j:jjiﬁél_

has been properl#dinderstood, the tone'eélors to be used and

the manner to p M— W'lso be determined.
J )

The facturq- £ Electnne‘}mprovisatlan are as follows

S “ﬂ'ﬂ“ﬂ’) NENINEIND

aw“mﬁ%ﬁ“” FTURINYIAY

Bass is the most important part in determining the

©lor should be changed

where the mood of a piece

harmony. In order to maintain a smooth chord progression, the

correct bass must be played accurately.

There are many kinds of bass progressiocn such as
alternating bass, bass progression using the third note of
the chord, and melodic bass line.
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2. Counter Melody

Counter melody is brought out from the chord pro-
gression. It helps deviate the melody from monotonous, and it
has the effect to further enrich the harmony. Therefore, in
most cases, the note which is characteristic to each chord is

used to make up a counter melody.

The counter e used in case of dominant
motion, passing chords

sing chord, and cli

—

mood of the piec

3

ve in changing the

more attractive. Single
note has a tidy, te combined with ten-
sion notes or those sages are able to satisfy
these factors, but it k - find satisfaction musi-

cally with only the sin;H;_ orbE It is more difficult when

i
playing 1mprcv1:at1--*-r'JML2f*' f played with only single
notes all the ;j=3323333213313?1311712i‘ the performance will

l t""
be very monotondds. e performance away from

| I
monotonous and a J1 serve as oll to j-notones.

ﬁ%ﬂé %gwng{}ﬂ?e sixth of the

basic note iflvery often used Besides double nntEE there are
rotes, ARG BNULT SR 1Y =
notes

4. Fill-in

When the melody is sustained for a long time, or
when there is a long rest, a kind of rhythm pattern or another
melody is inserted to supplement the monotony of that part.
This is called a Fill-in.
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There are various kinds of melodic Fill-in depend-
ing upon the position of the long note, and it is important
to choose the appropriate one to suit the context. Rhythmic
Fill-in is also used when there is a long note, but the style
differs in accordance with the type of rhythm. The notes used
in this case should be 2 or 3 notes which are all within the
chord. The combination of rhythmic and melodic Fill-in is also

often used when there is a

g note. Furthermore, Fill-in can
serve as a link to the ‘ hen a new phrase starts, it
is sometimes linked 5 phrase by a scale or a
rhythmic pattern. ﬂnen the piece is built
up to climax. Som ;v ",'-fTEF!!!,Ed with the left hand
to gain changes : ' range. Sometimes,
Fill-in is played unigque effect. It is

used rhythmically or to connect with

the next.
5. Fake
The word Fa;j sed to mean trickery,
fraudulent deceptiong ifiitation or teunterfeiting. They all

give a very nega mm:’;;{_\ consults the
dictionary more €are z it means to play

extemporarily". Hawever, melody fake means changing the melody

to some extent, and it is something very important in popular

nusic. Hlthﬂ(ﬂlﬂ%l’ﬂﬂ%?ﬁ%ﬂlﬂ% change the mood

of a piece. Burthermore, Fake is a first step to ad-lib. There

;:s:;qmaﬁmm’nmmmﬁﬂm::z:::f

feel far it.

Fake can be done by using anticipation and synco-
pation, changing to dotted notes or triplets, using ascending
semi-tone ornament notes, using turns (&), using plural tril-
lers (» ), using passing notes, using adjacent notes, using the
chord tones separately as an ornament, modifying the melody by

maintaining its original feeling, and using glissando.
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Apart from various factors of improvisation, struc-
ture of the piece must be also determined. Each "note" that
makes up a piece has its own meaning, and the necessity of
its existence is inevitable. In other words, when one note
moves on to another, each note is a must, and when that note
moves on to the next there must also be necessity which over-
laps with that of the first note; and the same occurrence will

be when moving on to the next,..... and so on. Continuation of

evelops to the necessity of

ormed. Arrangement of

d better it is, the more
appeal it has ove ““it.

When plavyafig, L \\ﬂ\\\M\H necessary to orga-

o IQ%\ ch chorus beforehand.
?\ \ s if there is not any

factors are incorpo-

each phrase. This is’

these necessities

nize ideas in the
The performance
change between ch
left to do afterwards.
The followings are s sRanpl the overall structure for

@ Introduction rstl Chorus [~ H Third Chorus Ending
:2*“* Double Notes
i e
Py | AR :
@ Introduction Z o ﬂﬁ .‘ : Chorus Ending
Double Notes with
l'l'li.l:h\rihilw

Former part:same

ACCOMpaniment Triple Notes, a3 the First Chorus.
Change the tone Latter part: much
color of them. Fake with Triple and

Quadrmple MNotes.

Introduction is a means which introduces the general
view of the piece to the listeners for certain purpose so that

they can accept the music smoothly and be prepared for it in
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mind. There are various ways in making introduction : intro-
duction by vamp, using last four bars, using the motif of
the theme, and deriving from chord progression.

As for ending, it gives an impression of termination
to a piece. In other words, it is something that gives a
feeling of satisfaction to the extinction of energy. Ending

can be done by cutting methad sing chord progression apply-

A
ing and developing pla-f cadey I -1IV -1 ), repeating

froduction also for ending

Improvis 2loping the piece or

the motif given. ing of a melody
{ 1. or 2 bars ). alled motif improvi-
sation. The most he development of
motif is to deriw e motif and to keep
some kind of unity ‘ ling the motif within
one chorus. Also, it choose the rhythm pattern
and accompaniment pattei . Peet suit the feeling of the
motif. In some cCa actors suc 3. counter melody, bass
line, Fill-in a% ‘“olors and effects
used should als -Y"’-

To connectdand arrange ghe motif depends on the charac-

corssice o AHAIH AN PR e, ‘o

chnrus usual consists nf even number bars. Short ones consist

Y, A TSSO T e &by romie=-

A'- B', h - B-A (aa' - bb'- aa')/64 bars, or A - A'/32 bars,

etc. {Hasuzawa & Iwama).

Measurement

The measurement of musical performance is inherently
subjective. Music consists of sequential aural sensations:
any judgement of a musical performance is based on those
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sensations as they are processed by the judge's brain. While
many listeners may agree regarding particular judgements,

especially if they involved "right" notes, discussions invol-
ving correct tempi, phrasing nuances, execution of ornamenta-
tion, and tone gquality are the decisions of individuals func-

tioning as subjects, hence the decisions are subjective.

A musical performan especially of one distinct

i i
Al & d as an entity. It may
éﬂrries ("pass-fail",

a score, or be ranked

work in a given style,
be classified in one e
Wik - 2 = 3.~ & =
in relation to otHe e judge's impression,

whatever its basis | ‘}‘Qaﬁiuh. to be employing a

global approach.

one may explain

When the g 1 s\ employed,
the judgement in ‘ a : teria. Two judges may
use the same perso rive at rather different
decisions of they may use ratheér divergent criteria and arrive
at an identical decisi%;::; tal performances of a particular

work may be heard ative emphases given to

rhythm, intonatie L€ r aspects.
V. X
An approlﬂh based on i1temized Jutéils or specifics of
performance contraéts with a glpobal approach. A judge can

conior o cnfb ) AEIH 3 B FTjgen o comen ox

each of sevetal perfcrmance aspects such as artlculatlun

cereordloll & TP IR (WEh 1Y 6 A

the several identified aspects.

A balance of global and a specific approach is possible
where the particular performance as guidance but not necessarily
as specific catagories that must be qualified. The glocbal versus
specifics issue probably reduces to a matter of how much struc-

ture is desired in the performance measure (Boyle& Radocy,1987).
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Metacognition and Music Improvisation

From the review of theoretical background and research
work, the metacognition based on the information-processing
model appears to have the potential of being used for improving
music improvisation ability. In music improvisation, the
learners should be active learners, they have to pay attention
to what they are doing, t!}
regulate their cogniti

ve to organize, monitor, and

in order to plan for the
effective arrangemen"; ing 7‘ satlon

Hetacogniffgf-TfV fig the key feature in this research

study is the intrBspecifisel akareness of one's own cognitive
processes, and ' ‘ enables a person to
use suitable strag v dealing with the task
demands. To thin one's cognitive acti-
vities requires letacognitive function-
ing depends on accgs
one's thinking skil ;
tion, draw on their kno 8 ;* ,ﬁgnitive srtategies, personal
capabilities, tas e I sidering courses of action.
They evaluate -r7_'7“f7fffff7_f7"*’"*f{"en their efforts fail

to produce desirea ognitive skills can be

erience and be taught'!y cognitive behavioral
means (Brown, 1978 éncited iﬁ Bandura, 1986).

FAUBINENINENT

réness is the %bqllty to reflect on one's own cogni-

s RSN UM ETR L =

needed to perform a task effectively. A person has to know about

improved with exp

certain pertinent features of thinking, including oneself as a
thinker. The awareness could be enhanced by training and prac-
tice in the use of task-specific strategies; and also give in-
formation concerning the significance and outcome of the acti-

vities and their range of utilization.
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For the self-regulation, it is the ability to motivate
one's behavior by using internal standards and self-evaluation
reactions to one's own function. Bandura (1986) described the
subfunctions required if effective self-regulation is to take
place. Figure 3 shows subprocesses from Bandura's theory that
describes the cognitive processes through which a learner goes,

once a learner is motivated to initiate behavioral observation.

SELF-DBSERVATION SELF-REACTION

Performance Dimensions Evaluative Self-Reactions|

Quality Positive
Rate Negative
Quantity
Originality Tangible Self-Reactions
Sociability Rewarding
Morality Punishing
Deviancy
Reqularity gl Self-Reaction
Proximity
Acouragy

Flgu 3 The suhprncesses involved in the self-
latidn of behawior (Bandfifa, 1986)

ARANTTWAR AN E
First the leraner carefully observes one's own behavior
and compares it with that of the model. People cannot influence
their own actions very well if they are inattentive to relevant
aspects of their behavior. Self-observation provides the infor-
mation necessary for setting realistic performance standards
and for evaluating ongoing changes in behavior. Second, the

learner judges cne's own performance against that has been
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earlier set for oneself. Through a judgemental function,
actions give rise to self-reaction. The given imformation
of how one is behaving regardless of favorable or negative
impact depends upon the personal standards against which is
evaluated. Third, the learner provides oneself with self-
generated reward or punishment based on one's own judgement.
People pursue courses of action that produce positive self-

reactions and refrain from ving in a way that results in
self-unsure. The self-ince I ect behavior mainly
through their motivatdgnal fu Bandura, 1977). When

or~tangible gratifications con-
L‘¥~.-,';i-they motivate them-

people make self-sa
ditioning upon cer
selves to expend ain the requisite
performance. Bot actions of desired
provide incentiveés

of performance at

The self-reg %- is used by an active
problem, planning ing the effective-
ness of any atty evising, and
evaluating one' Baker and Brown, 1984).

The indexes mand training’ of metacognition for the

avarencas ofpb3d 8] A IABIAT BEEFE) Sna one'a sere-

regulation afié summarized .5"“ Table 1.

2890 TLNMIANEAAY . rcosns.

tive sk;&ls are relied heavily on the person's verbalizations :
talking about thinking. They are tools for the instruction
(McGuinness, 1990). All of the instructional efforts rely on
talk in the context of social interaction as a means for

prompting thinking.
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Table 1 The indexes and training of metacognition

Metacognition Indexes Training
(a) awareness 1. strategic knowledge 1. strategic training
2. attention 2. informed training

(b) self-regulation 1. observing oneself

M?\:\\\ / ‘/‘/’ 2. judging oneself

b
solinan 1 Lo m; 3. rewarding cneself
—

= -
,.///\
N

X om the performance

In music in
skills, good impre® hinkers as well.
They have to know rategies, and resources
tively. Conclusion from

1984; and Garner, 1987)

djiffer from the novice/

needed to perform im
metacognitive studies 5 Bak
indicate that t
poor thinkers b

5

.Ff-.-.-a-.'f—-.ff‘-—‘--w--~--r :, nowledge about
when and how to . rces. Good improvisors
differ from pnnrvprovisors in the abmty to analyze the
piece. They ugj %m d style of the
piece by anﬁt ﬁﬁﬂw gﬂaﬂ% of the accompa-

niment patte s to be used; and als& determlnvver the chord

i 0 AGR DT ) (AT A AL L oo
and tone color fied for use in developing the

piece. Good improvisors can monitor and evaluate their think-
ing and performance outcomes which serve them to think and
perform the improvisation more appropriate and satisfactory.

The factors of musis improvisation are summarized in Table 2.
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Table 2 Factors of M rovisation

(Adopted from Masuzawa & Iwama)

Factors Contents
(a) basic elements 1. melody
- mood
- tempo
- style
- key signature

- title signature
hythm
- accompaniment

—
- chord progression

{(b) playing techpia¥ic ndss progression

A .

- 'ﬂ" ' + ' | i 1
(c) developing idefis & ST AL ‘-\\‘ ture of the piece
e \ - introduction

P AT .~ = first chorus
: = - second chorus
2 AT/ - third chorus

e
o o

= camnAing
one £5lors

A
‘o L,

o e yiohigh i u e e

music learnes - Pe o inkidgYskill achieve-

ments. These could be dune‘hy enhanﬁnﬁ metacdgnitive skills.

e o Role) ) DR T T HEI) PR om meta-

cngniticﬂm which has been developed in order to improve music

s

improvisation ability.

The instructional techniques incorporated in this
teaching model include (1) informing learners of signifi-
cance and usefulness on metacognitive training; and a teacher
instructs students to monitor, to judge, and to reward them-

selves: (2) the teacher models the use of 3 strategies to
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analyze a piece (question-generating, clarifying, and summari-—
zing), giving ideas for developing the piece, model perfor-

mance, and evaluating the outcomes; (3) practising the strate-—
gies, developing ideas, performing and evaluating the outcomes

through discussion among the entire class.

The informing is adopted for learners' self-awareness
and self-regulation. If the

arners are aware of the purpose
and significance of tradn £ the relationship between the
learned strategy wi i ' rmance, and the strategic
applicability; theg wWill maik a:l::ﬂﬁ.be able to transfer a

i o | F-“‘E!ibesses of monitoring,

-‘*Qﬁ‘- lialong with the instruc-—
| ' teaching model. When

learned strategy.
judging and rews
tional technigquegg®
the learners pay their performance, they
tend to set goals esment for themselves.

Goal setting enlig reactions that mobi-

Teacher modellwk as a fac or for making thought
processes explie: E“¢€ognitive change, The
teacher models Cd eglesﬂlll question-generating,
to identify the impertant partgyand to think of the charac-

teristics :ﬂu:g ?Wgﬁﬁfw:wqﬁﬁlfying the unclear

part and usilhg relevant 1nformat10n to clarify the unclear

part; eﬁ ﬂf ion for the
whnlem‘famjmm‘je ﬁgjpj Ejeloping a
piece, hen models performances, and evaluates the outcomes.
These will help the learners to understand the way of using
the strategies for analyzing the piece, getting the ideas for
developing a piece, and concerning for the outcomes. After
the learners observe the thinking processes modelled by the

teacher, they will practise the instructional procedures

together, using group discussion. The teacher coaches and
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encourages the learners to think and eventually fades out

from the discussion.

The above is the description of the proposed teaching
model based on metacognition that might be effective in impro-
vising music improvisation ability. The instructional proce-

dures and technigues being used are summarized in Figure 4.

Sz
—

[ 51Nl 1-1_ TICE

us fu

7/ \\x::\\b-..h

i%&tﬁkk

Activity Activity 2

(1npmﬂviaat1nn asﬂ$;M %) (self-requlation aspect)

r*1. strategy |7 '¥1. monitoring

EAnems] LAUERS

— 2. givi eas for
dwalnpmg a piecé

AR1AAN I NI NY A

—+ 3 _.9improvisation performance

— 4. evaluating the outcomes 3. rewarding
I ; i

GROUP PRACTISING

Figure 4 Proposed teaching model
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Objective

This research aims at development of a teaching
method based on metacognition for improving music improvi-
sation ability.

Variables

teaching mehtods
(1) metaect - . s’ exercise training

Hypotheses

1. The musi “ov is Ak n performance score gained
at the end of the tr@at and at 4 weeks after
finishing the treatment =sess = s higher than that gained
before the treatmen ' experimental group
receiving metadogaitive plus exarcice twad ning.

Toiw O 9]

2. The mllic improv’ﬂation peraarmance score of the
experimental grauﬂfalceiving méf¥acognitive plus exercise

raining 150 a8 DK #L91S LIRS srour recoiving

only exercis¥ training hth at the end of the treatment

sess:l.oq Wqﬁq’ﬂw mil ml’:ﬂ mta?rent session.

Scope

1., Music improvisation will be confined to a sponta-
neous performance in developing one-staff score of a song
given to be performed as fully a completed one (2-3 choruses
with introduction and ending) through the keyboard instrument,
namely electronic organ (Yamaha Electone model HS-8).
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2. The subjects are persons who have been qualified
in Grade 6 of Electone Yamaha Grade Examination ( see

Appendix 1).

3. The contents and level of difficulties of improvi-
sation are based on the level of Grade 5 Yamaha Grade Exami-

nation.

Definition

2. Music a spontaneous. per-
formance ability -. - \ \\ 'f score of a song
given to be perform@dfag £ull completed one (2-3 choruses
with introductionfandé ér ';{” ough the keyboard instrument,

namely electronic g

Advantages

1. The -'_Emzm;m. uwledge for the
; of education.

application of mets eld

BF pr
J J
2. The tea€hing model Mased on metacognltion would

e n smenfi 5 A UNTHL A8} S orrovisation

in a systematic develﬂpmm};

VAIAND A UAANYIRL..eev .

teachlng and learning methods which eventually would improve

music improvisation ability.
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