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ABSTRACT 

This study invest1gated the effects of three syllabic 
• 

recitat10n systems o'n 1mproving abi.!.tities ln reading 

rhythmic nota t ion. Subjects vere 160 second- and third-

grade children enrolled iD public schools in southern 

Maine. Twelve rhythmie patterns eontaining half, quarter, 

eighth,' and sixteenth no,tes vere used. Random combinat ions 

of the twelve patterns vere c,ombined into complete measures 

of 4/4 or 6/8 •. Subjects vere tested on their abilities to 

recognize. vri te. and clap these pat terns. Eval uation of 

these three skills vas based on experimenter-des1gned 

t~sts, and 8 pretest-posttest experimental design vas used. 

Resu1 ts suggested that a sylla bic system which 

differentiated betveen binar~ and ternary subdivisions of 

the beat ~mproved recognition skills to a greater degree 

thsn one vhic h did not. Fur thermore. a system which 

a8signed specifie vorde to intact rhythmic patterns 

i.proved ,performance and nota t 10n skills to a grea ter 

degree than did the tvo systems wh1ch used monosyllablea. 
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Abst rac t 

'" 
Cette étude a examin~ en de,tail les effets des 

systèmes de récitation de trois syllables sur 

l'am~lioration des habiletés a lire la notation rhyth~ique. 

Les sujets de' cette expérience étaient 160 élèves du 

deuxième et du troisième niveaux lnser'Hs aux écoles-
~ 

publiques dans le Maine- méridional. L'auteur a employé 

douze ll,Iodèles rhy'thmiq ues dont chac un con tenai t des rondes, 

ties blanches, '" des noires, des croches et des doubles 
~ 

croches. 
, 

Des 1 combinai'1sons de ces modè,les ont été mises au 

hasard dans des mesures de 4/4 et de 6/8. Les sujets on t 

été eva1ués sur leurs habilètés de reconnai tre ces 

combinaisons. de lea écrire. et de les battre à la main. ,-, 
Cette evaluation, basée sur des épreuve~ çréées par 

l'auteur: et ai f qonnee et avant et apr~§/ -r<xpe r ;'çnc e. Les 

resultats ont suggéré qu'un' système différenciant fntre les 

subdivisions binaires et tertiares du battemen\ a mieux 

dévUoppé la capacité de reconna! tre ces combinaiso'ns que 

les systèmes n'ayant pas cette distinction. De plus, un 

système assignant des "mot specifiques aux combinaisons 

rhythmiques intactes a mieux dévéloppé les, habiletés 

d'exécution et de notation que ceux employant des 

monosyllables. 
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1 

If one accepta functional music literacy as s primary 

goal of the elementary school music curriculum, a choice of 

.ethodology for teaching musical notation becomes critical. 

When compared vith the existing controversy over the 

relative merits of various tonal systems (Brown, 1974), 

methods of teaching rhythmic notat1on appear to be less 

clearly defined, and are less frequently subjected to 

e.pirical research. 

Re1chenthal categor1zed the four most popular methods 

of teaching rhythm as definition, action words, mnemonics, 

and number counting. Radocy and Boyle (1979, p. 96), in 

their analysis of methodology 1ncluded pe'rformance 

techniques su ch 8S counting aloud, tapping the underlying 

beat, using the Metronome, tapplng or clapplng the'phrase 

rhythm, and cond uc ting. There seems to be general 

agreement aIDong music educa tors ' that 

mal.hematicai-fractionai definitions alone, which rely on 

children's comprehension of the terms "haIf, quarter, 

eighth, sixteeenth,", etc.. are Insufficient for cOl1veylng 

the durational relationships implied by the visual symbole 

(Brown, 1974; Chokay, 1979; Gorodon, \1971~ 1980; Hicks, 

1 980 ; Lan dis and Car der, 1972 ; Na s h , l 974) • Cu r r ~ nt 1 Y 

utilized alternatives to the traditio~al whole-note 

def ini ti on have employed kinesthetic activities and 
\ 

verb-alizations. Gordon (1971) and Bebeau-(1982) in fact 

claim that fractional definitions should be 1n~rodu.ceêi on1y 

1 
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after ·students can pe~for. aimple rhyth.ic configurations 

usin8 an alternative recitation syatem. 

Methods of Teachi ng Rhy th.ic Notation 

Tva com.on approaches presentl, u~ed ta te.ch rhythmic 

,notation are those' used by practitioners of the lodaIy and 

Orff methods. In the lodaly sy~tem, rbythmic readin8 
, 

begins vith combinati~~ of quarter notés and tvo elghth 

notes. reci ted on tbe syl1ables "Ta" aoit Tit~"t 

res pee tivel y. Elongations and subdivisions of these two 

basic configurations are then tau8ht. Elongations are 

recited by extending the vovel sound of the quarter 'note 

.yllable. 

assigned 

Subdivision~1 of the quarter note pulse are 

sy1lables according ta the ,~laeelDent of the 
\ 

sixteenth note within each pattern. The Iodaly syllable 

system does Inot diff erentis te betveen biner y and ternary 
/~ , 

J. tn subd i visions of the metrieal pulse. For e,xample, 

and J. m both elicit the response "Tai - Ti Ti Ti". 

In orde,r ~ place accent on the. proper syllable. the 
{"J,) 

atudent must understand 'and internalize the rhythmic stress 
~ 

implied by the meter. The syllables themselves do not 

provide a clue as to the placement of a metrie accent. 
( 

Tne Orff approach differa from the Kodaly approach in 

that the basic "buildin8 block" patterns vhich conaiat of 

one, two, or three notes are learned by reciting a' variety 

« 
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of poems and proverbs. Meter, anacrusis, Bnd accent are. 

aIl introduced through rhythmic speaking. For ~xample, the 

pattern n J can be matched to the phrases "apple tree", 

"sycamore", "bramhle bush" or "golden rad". It is assumed 

tbat the setting of each pattern to a variety of rhymes, 

viII resul t in learning patterns ,independen t ly of any 

particular ward or combinat ion ~f words. 
~ 

Exercis-ee in 

compound met,er ofte~ employ the 8ame word s' a8 ex-4i ses in 
'PI. ;r 

l!Jimple meters: 

6 
8 

2 
4 

J t J J J 
,Pear tree ap]ile tree. 

J ) j n J 
Pesr tr.ee app~e tree. 

1 

1 

J~ tf J J J 
Plane tree bramble bush 

) ( ) 
Plane tree 

, 

ln 
brambl'e bush 

Some music educstors suggest pa1ring specifie words to 

I!Jlngle notes or 1 ntact rhythmic patterns t 'so tha t the 

selected word or phrase has a durational value closely 

resembling the deslred souad. In tpese systems, the chosen 

word or phrase ,serves as a mnemonic trigger for remembering 

. the sound of 8 partl~ular pattern • Choices of word 

"categories" include names of months and days (Cheyette, 

1953) and names of English football teams (Gib-bs, 1973). 

Cobb (1962) proposed the word '"pie" for a quarter note, 

"âpple" for two e~ghth notes, "gooseberry" for three eighth 

notes, and "huckleberry" for four sixteenth notes. 

Heffernan (1968) developed an "action word" system for 

sillple meters whose worde, suggest some of the bbdy 
o 

movements used, for note values in the Dalcroze method. A 

sillplified "speech-eue" method whieh incorporates f~atures 

f ~ 
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of Iodaly, Orff, and 'Heffernan vas 1nvented by Bebeau 

(1982) • No one, however, has created a comprehensive 

onomatopoeic method in vhich a great variety of patterns 

are deal t vith. 

UnI ike the Ioda ly, Or ff. Heffernan, or Bebeau methods. 

a number, of sy1lahie recitation methods do provide the' 

student vith a consistent referenee point for metrie accent 

• ,implied by the time signature. These methods differentiate 

betveen 
.1 • 

simple and compt>und meters by vaI;Ying the syl1ables 

used for binary anil' ternary subdivisions of the beat. For 

example. the Gordon "(1971) and Winslov-Dall1n (1975) 

methoda a8s1gn numbers to the acceated meter beats vithin 

each measure. AlI other notes are chanted on syllables. 

Another approac~ QU8gested by Gordon (1980). used the 

syllable "du" for the meter beat ~ithin each measure. 

Figure 1 shows 8 ta buler comparison 0 f th,e a bove-mentione~ 

methods. 

Related Research 

There ia little empirical research dealing vith th~ 

efficac.y of any of the above-mentioned methods. Palmer 

(1976) compared the effec ti veness of the [odaly s yllables 

vi th Gordon' s system in which numbers are used to ideatify 

meter beats. Both of the experimental groups of 

four th-grade subjects scored significantly higher than did 

• • 
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.; lodaly 

Orff 

Cobb 
Cbeyette 
Gibbs 

Heffernan 

Bebeau 

Gordon(l97l) 

jnJJJJ j ·m m 
Ta Ti ti Tiri Tiri Ta-ah Ti Tiri Tiri Ti 

n n n .J 
Rats desert a sinking ship • 

• 1. ~ J J J J < 0 )-J J. 
Health is not val ued t i l sickness comes. 

j J J ) J J J J ) ), # 

Children and fools must not play with edged tools. 

Jn ) J , J 1 , 
Pie Apple Huckleberry Goose berry 

) n o. J .. 0 n 
Walk Run Run Slow Hold-2-3 St"op 2-3-4 Skip-ty 

) ,r) d 0 J J ) ), 
Tahn Tata Half Note Watermelon Tri pele't Tahndot 

n J J J J ln J"). m J J J ) ) ) J. 
lHe 2taHeta 3taNe 4; 1 2HaNi 1 taNa taNi ta 2 

Winslow-Dallin 1 & 2 e & a 3 e & 4; 1 2LaLi 1 eLa eLi e 2 

Gordon (1980) DuDeDutaDetaDutaDe Du; Du DuDaDiDJ\taDataDitaDu 

Figure 1 - Methods of Teaching Rhythmic Notation 
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6. 

th~ control group on standardized açhievem~nts tests and 

èxperimenter-designed performance measures. In addition, 

'athe comparison of Koda!y and Gordon in terms of performance 
1 

achievement gain scores revealed that the Gordon approach 

produced greater gain than did the Koda!y approach (p<.03). 
c5 ,\ 

Siemens compared the Orff approach to a traditions! method. 

Subjects were 458 fifth-grade students. She found that the 

Orff approach generated more student inter est than did the 
J 

traditional approach (p<.OOl). However, students receiving 

traditions! instruc tion scored higher on standardized 

achievement tests (p<.05). Unfortunately, a control ~roup 

vas not included in the study. and students vere not 

p.retested prior to treatment. 

R~cently t' Bebeau (1982 ) 'compared a simplified 

speech-cue method to a traditional mathematical explanation 

approach for teaching rhythmic no'tation to third-graders. 

"St udents clapped· va riou·s .. 4/4 combina tions of the symbols 

which ranged in length from one to ten measures. Only the 

students in the" mathematical explanation grotip were 

required to main tain a steady observable pulse response 

while clapping the examples. Bebeau's decision to include 

this feature vas based on research findings by Boyle 

(1970), who found thst foot tsppfng significantly improved 

th~ rhythmic reading a~ili~y of high ~chool band students. 

Stud~nts in both the traditionsl and speech-cue groups made 

significant g~ins in rhythmic reading accuracy from pretest 

to posttest, but neither vas compared tp s control group. 
:/ 



o 

( 

7. 

Research by Palmer. Seimens. and Bebeau 6uggests that 

alternative me t ho d 5 mi g h t b e' jus t , a.s-. e f f e ct i ve a 5 a 

traditional mathematical approach. However, no research ta 

date has compared alternative methods ta one anothe,r. The 

present study was designed ta determ~ne the relative 

effectiveness of three recitation systems on improving the 

rhythmic reading ~bility of elementary school children. 

Recent research suggests that rhythmic reading ability is 

dependent on a number of apparently independent cognitive 

and mo to rie s kills. The ability to determine whether two 

patterns are the same or different does not indicate an 

abiUty to perform them aecurately (Van Zee, 1976). 

Recognition of a patternls notation is unrelated to the 

abiUey ta write the notation of the same pattern (Gordon. 

1980) • Further differences in auraI perception abilities 

arise when melodic variations are imposed upon the same 

rhythmic figures (Zimmerman and Sechrest, 1968). 

In the present experiment, three skills were chosen 

for evaluation: (1) the ability to recognize the notation 

of a complete measure of either 4/4 or 6/8 upon hearing it. 

(2) the _bil ity to _ri te th. n~Of the me .. ur. by 

adding the proper stems and beams to a given number of note 

heads, and ( 3 ) the ability ta clap the entire measure 

correctly without the aid of a given pulse. No attempt was 

made to determine if these three ski Ils were 

intercorrelated. Instead. data were analyzed to determine 
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if any of the methods were more or less effective than the 

othees on improving each of the skills. 

The Kodaly method p the Gordon (1980) method, and the \ 

word method were selected because each could be present~d 

in an intact-pattern format without the aid of mathematical 

explanations. Subjects were taught to read combinat ions of 

notes as units rather than individüal notes in re~ation to 

one another. Rhythmic reading was limlted to six binary 

and six ternary rhythmic patterns. The author hoped to 

flnd out whether or not differences in recitation syllables 

would have any effect on improving rhythmic reading skills. 

\~ 
Of the three methods chosen, the Kodaly system ls the 

" 
only one which Jdoes not differentiate between binary and 

/ 
ternary subdivisions of the beat by a change of syllable, 

. 
consonant, vowel, or word. For purposes of this 

experiment, it was necessary to lsolace and extract the 

rhythmic component of the Kodaly curriculum. Rhythmic 

notation was not taught in strict accordance with the 

Kodaly philosophy; the recommended sequence of rhythmic 

patterns was altered, and no attempt was made to teach 

children\ Many rote songs containing rhythmic figures whose 

notation they were about to learn. 

\ 

Il 
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The Gordon ( 1980) system differs from the Kodaly . -.... -, 

system in that i ts thrust i5 primarily metrical. Each 

Q 

with the "Du", of\the ( pa't te rn begins syllable regardless 

" value of the no te ~n which the metrical st re s s occurs. 

Thus, the st U'de n t is given a sense of metrical accent by 

realizing that aIl "Du's" are equidistant from one another. 

In addition, Go rdon provides for binary and ternary 

subdivisions by changing the vowe-ls following the ini"{!ial 

"d" or lit" consonant on the-,second or third subdivision of 

each beat. - Binary subdivisions of the quarter and eighth 

note in compound meter are consistent with binary 

subdivisions in simple meters. 

The mnemoni c word a pp r 0 a chi n cor p o.r a tes f e a t ure S 0 f 

( both the, Kodaly and Gordon methods. Each pattern is 

represented by a specifie word or phrase whose 

pronunciation allows for proper placement of the metric 

accent. DLfferences between simple and compound meters, as 

well as binary and ternary subdivisions, are accommodated 

by using a different ward Qr set of words for each intact 

pattern. Words are chosen whose "natural" pronunciation 

closely resembles the desired sound of each pattern. When 

encountering each pattern, the child must remember a 

specifie word or phrase for the pattern's soùnd, rather 

than recall the correct order and combination of 
" 

monosyllables. Th~ word method provides both a consist~nt 

metrical pulse and a 4ifferentiition between duple and 
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triple subdivisions of the beat. The consistent pulse 18 

inherent in the pronunciation of the twelve chosen words or 

phrases, each having its accent on tne first syllable. 

Binary and ternary subdivisions are accommodated by using 

different "sets" of words for eac)l. 

n 

" 

'. 

) 
/ 

, l 



'C 

( 

- ._. '~I----

/' 

,11. 

---- METHOD 

Subjects 
r 

Subjects vere 160 second- and third-grade children ~ & 

, 
enrolled in public schools in southern Maine. Schoole vere 

chosen from tvo neighboring towns with similar 

soc~o-economic backgrounds. Due to lim~ed enrollmente in 

the available schools, it was necessary to use 120 subjects 

in the Wells ,Elementary School for the three experimental 

groups, and 40 subjects from the Lincoln Elementary School 

in Sanford as the control group. Three second- and three 

third-grade classes were randomly assigned,to receive one 

of the three metho~ of instruction. One second- and one 

third-grade class was sssigned'to each experimental group. 

The second-
~ 

and third-grade classes lat the Lincoln 

Eleml}"h tary School received no instruction. in rhythmic 

" notation. during the course of the experiment. \ 

c:::/ 
Equipment 

'Te~ting equipment consisted of a pre-~ecorded cassette 

tape of the test instructions and musical examples, and a 

cassette tape recorder. AlI test examples were played on a 

bongo drum. 

Equipment used in the treatment sessions consisted of 

30 pairs of rhythm sticks, 94 7.5cm x 35cm flash cards, a 

guitar, a bongo drum, and 30 popaicle stick kits. The kits 

each contained 20 popsicle sticks, 10 popsicle stick 

halves, six dried white navy beans, and ~five 2cm 
~ 



\ 

· . 

li 

12. 

metal-rimmed key~tags vith paper centers. In addition, the 

experimenter used recordings of Leroy Anderson's 

"Syncopated Clock" (RCA LM/LSC 2638) and Mozart's German 

Dance, 1. 605, '3 "Sleigh Ride" (MUS 4289). 

Procedure <... 

The experiment, vas conducted durlng el..!!en veeks of 

the subjects' vee~ly general music classes. AlI testin~ 

and instruction vas done by ~he experimenter. Pretests 

vere adm1'nistered 

and third veeks 

to aIl 

of 

eight classes during the second 

'0 
Oc tober, 1982. . Post tests vere 

administered during the second and third weeks of February, 

1983. The scores of 20 students from each class vere 

randomly chosen for statistical analysls. 

Pre-and posttests ~ 

Recognition and dictation tests vere given to each 
~ 

en~ clsss simultaneously. The performance tests vere 

given to each child individually. For each of the three 

messures, the pretest and posttdst vere exactly the same. 

Recognition Test. The recognition test (Appendix l} 

consisted of 20 multiple choice items in vhich subjects 

vere require~ to choose the notation for the example they 

heard from three notated exampl~s. This test vas designed 

to measure subjects' understanding of beams, flags, aQd 

note heads. The' three ch~ices in each test item had the 

same number of note heads to pre vent children from simply 
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"counting the t dots" ta match the "number of taps" on the 

drum. Note heads vere equidistantly spaced on the page ta 

insure that children vere recognizing each symbol acsording 

ta tts actual durational meaning" rather than ta its 

proportionsl placement vithin each box. Ten of the test , 
\ 

items vere 't complete measures of 4/4, and ID items vere 

complete measures of 6/8. To-construct each 4/4 measure, 

the six binary patterns included in the experiment vere 
< 

vritten once each on four separate p1eces of paper, folded, 

and put into four piles. One "beat" of each measure vas 

random!y chosen from each of the four piles ta form a 

complete measure. ... 
to the piles, and 

The 

the 

pieces of ~aper were then returned 

process-;-.r" was repea ted un til 10 

complete 4/4 measures had been formed. The proceàs was 

then repeated 
\ 

complete 6/8 

with the 

measures. 

six, ternary 
., 
pa~terns to form 10 

The order of the 20 completed test 

items vas determined randomly. The tvo incorrect measures 

on each test item verè comprised of the 12 patterns whicho 
" 

vere ta be taught during the course of the experiment. 

Test directions and musical examples were prerecorded 

OD a cassette tape. Each test item was played three times 

on a bongo drum (m.m.; ~~O). A five-second silence 

folloved 
., 

both the first and second playing, and a 

ten-second silence folloved the third playing. Subjects 

vere required to vrite the let ter of their choice in the 

corresponding blank on their ansve~ sheet. In arder to 

avoid confusion between the numbered roys and thé lettered 
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columns on the test sheet, the experimenter asked the 

children to pl~~e a ruler directIy under the appropriate 

test item and to move the ruler down th~ page as the test 

progressed. After the test papers and answer sheets had 

beei colIected, students vere given the r~ythmi~ dictation 

test. 

Dictation test. The dictat10D test (Appendix 2) 

measured subjects' ability to notate a complete measure of 

either 4/4 or 6/8 by. adding stems and beams to a given 

number of note heads. The same twenty measures that had 

been used in the recognition test were used for the 
~ 

'dictation test. 

oprerecorded on 

three times on 

Test directions and musical examples were 

o cassette tape. Each test item was played 

a bongo drum (m~m. ).60). A five-second 

silence folloved both t~e first and second playings. 

Thirty seconds eIapsed after the third playing 80 that the 

children would havé enoug~ time to complete their answers. 

Hany of the chl1dren expressed frustration vith the 

dictation pretest because t~ey did not understand the 

meanlng of the terms "stem" and "be'flm". ' They were told to 

do their best, and to leave an item blonk if they did not 

understand 1t. 

Performance test. The performance teat (Appendix 3) 

lIeasured the subject's ab11ity to accurately clap a 

complete measure of 4/4 or 6/8. Each of the tventy 

' .. 
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_easures used in the recognition '" an~ dictation test vas 

printed on a 7. 5cm Je 35cm flash ca rd vi th note heads 
). 

equidistantly spaced. A testing station was set up in a 

sec1uded corner of a school hallway. The station consisted 

of a student desk, a chair on either side of the desk, and 

a partition vh1ch prov1ded privacy from the rest of the 

hallvay. The subject sat across from the experimenter. 

Immed1ately after the student clapped a response to each 

card, the ex~nter recorded this response as correct or 

incorrèct on the performance score sheet. The stack of 

flash cards vas held directly in front of the score sheet 

so that the subject rece1ved no feedback concerning whether 

his or her response vas correct. Total testing time for 

the performance tests varied from subj~ct to' subject, 

depending upon the tempo at vhich ~he su~ject clapped each 

cardo The totsl time required for each subject to perform 

the 20 flash cards ranged approximately from o~e minute to 

three and one half minutes. 

Pretest ~coring. On aIl three pretests, one poin~vas 

avarded for each correct response, mak~ng the highest 

" \ 

possibl~ score on each test 20 points. No partial credit 

vas given on either the dictation test or the performance 

test. In order for a notated test item to be scored as 

correct, the en tire measure had to he notated correctly. 

In order for a performed item to b~ scored as correct, the 

entire measure had to be performed at the same tempo, and 

" 

.. 
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the notes 
t 

hsd to be'in correct proportion to esch other. 

When aIl pretesting was completed, scores from the three 

tests vere recorded on the student data sheet (Appe~dix 4). 

Treatments 

Treatment sessions for each group were identical 

except for the recitation system used (See Figure 2). Ni ne 

lessons were taught. to each of the six classes. Patterns to 

be taught were presented in the order shown in Figure 2. 

Thè terms "note head", "stem", and "beam" were 

introduced in Lesson 1. Tvo duple patterns vere introduced 

each yeek in Lessons 1, 2, and 3. Lesson 4 wss devoted to 

a review of the six duple patterns. Two new triple 

patterns were introduced each week in Les sons 5, 6, a~d 7. 

Lesson 8 was devoted to a review of the si~ triple 

patterns, and to a discussion of the difference between 

"duple" and "triple" patterns. In Lesson 9, aIl twelve 

patterns were reviewed. Each les Son ,.was 35 minutes in 

length. Five minutes were devoted to review and/or 

introduction of new material. The remaining time was 

~lvided equally for practicing recognition, dictation, and 

perf~rmsnce skills. 

Initial practice in rhythmic p~rformance consisted of 

numerous rote echo exercises, each comprising a complete 

messure > performed st approximate1y J -60 m.m. or J.'. 60 

m.m. t depending on whether the' exercise was in duple or 

triple time. The echo exercises were often accàmpanied by 

• 

( 

./ 

(, 
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IodaI y 

.. 
Gordon 

Word 

... 

• 
1"'-'" • 

te' 

Duple Patterns 

J n , 

fffi 'j ~,rn m 
IodaI,. Ta TiTi TiRiTiRi Ta-ah TiTiRi TiRiTi 

Gordon Du DuDe DutaDeta Du-u DuDeta DutaDe 
> 

Word M.ine [ans.s MississiPli Ha-ine No-body Anyone 

Triple Patterns 

J. ' m J f JJJJJJ n J J' J JJJ 
Tai TiTiTi Ta Ti , TiriTiriTiri Tiri TiTi Ti TiriT! 

Du DuDaDi Du Di DutaDataDita Duta DaDi Du DataDi 

Wells Washington Boston lnickerbockermaker Very Easy Not Difficult 

~ 

Figure 2 - Treatments Used vith Expèrimental Groups 
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kinesthetic movements su ch as clapping, stamping, snapping 

fingers, etc. Children were then asked ta perform rhythms 

from flash cards containing combinat ions of previously 

learned patterns and new patterns ( Append:i?x 5) • 

Opportuni tes were given for bath group and solo 

performance. The performance readings were often --
accompanied by recordings or ostinato 'chord progressions­

CP 

played by the experimenter on a guitare 

Dictation practice consisted of three basic exercises. 

'i 
Using the popsicle stick kits, students vere first as'ked 

to notate rhythms by construçting the, configurations of 

stems, beams, and heads on certain flash cards from the 

day's lesson. The key tags vere used for half note heads 
, 

and the beans were used for dotted notes. Quarter notes, 

eighth notes, and sixteenth notes vere construc~ed with 

stems only, Second, the exper imenter played three or four 

examples on a .bongo drum for the children to l10tate with 

popsicle sticks. The experimenter chanted the accompanying 

. syllables or words while playing the patterns on the drum. 

Finally, ~ the claBs was given a written rhLthmic dictation 

worksheet (Appendix 6). 
Il> 

Recognition practice consisted of â recognition game 

and the use of a recognition worksheet (Appendix 6). In 

the ~~cognition game, three students vere chosen ta stand 

in 'front of the class holding one flash card each. From 

behind the group, the experimenter clapped and chanted one 

of the cards. The class vas asked to guess which of the 

" 
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three cards had been clapped. Three new students vere 

chosen, and the process was repeated seven or eight -times. 

The entire class was then given the recognition worksheets. 

Recognition vorksheets requir?d children to choose the 

notation of performed rhythms from among three choices. 

Treatments 

Treatments qiffered only according to the sylla bic 

system with which the subjecta were taught to remember the 

sound of each pattern. The Kodaly subjects learned each 

patterns as a different pombination of monosyllables, each 

beg1nning with the letter nt". The vovels and consonants 

following 

Dot the 

sixteenth 

the initial ".t " varied, according to whether or 

patterns contained quarter notes, eighth notes, or 

notes. The Kodaly syllables remained constant 

for half notes, quarter notes, eighth notes, and sixteenth 

notes, regardless of changes in meter, subdivisions of the 

beat, or placement of the notes within thç pattern. 

The Gordon subjects learned to begin each pattern vith 

the syllable "Du", regardless of the value of the initial 

note. The sylla~les used for the remaining notes in each 

pat,tern 

duple or 

varied according to whether the pattern was used in 

triple meter. In ~ddition, the vovel sounds of 

the syllables changed depending on whether the subdivison 

of the beat was binary or ternary. 

Subjects in the word group learned to mat~h specifie 

vords or phrases to each of the tvelve rhythmic patterns. 
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A different wor~'or phr~se ~a$ used for each pattern, with 

the exception of the word "Maine", vhich was used for both 

Othe quarter note and the half note. 

N~ne of the subjects vere taught the terms ~quarter; 

eighth, s1xteenth.," etc. Mathemat1cal explanations such 8S 

"half as fast" or "tvice as long" vere not used. 

Instead, 'nqte patterns were referred to by their syllable 

or vord names. For instance, when the pattern contain1ng 

fou~ sixteenth notes ~~s introduced, su~jects in the Iodaly 

group learned to"'\ chant i t and refer to i t as a "Tir1 riri". 

Subjects ,in the Gordon group vere taught that 1t was a 

"DutaDeta"r and subjects in the Mnemonic Word grou9 refered 
J 

to i~ as a "Mississippi~. 
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RESULTS 

Analysis of Pretest Scores 
.' 

Recognition scores. 

Hean pretest reco8n~tion 
1 

scores vere calculated for 

the four groups (Table 1). The data indicated that the 

groups might have been unequal prior ta treatment. lt vas 

therefore necessary to determine if the dtfference betveen 

groups vas significant. A one-vay analysis of variance vas 

performed on ~he recognition pretest data to test for 
\ 

equality betveen groups. 

(. Tabre 1 

Recognition Pretest Scores 

n Hean sn 

160 8.02 2.55 
Control, 40 7.47 2.48 
Ward 40 9.05 2.30 
Gord'on 40 8.15 2.57 
lodaly 40 7.40 2.58 

Results from the analysis of variance (Table 2) showed 

a significant difference betveen groups in terms of their 

pre-treatme-nt recognition skills (p< .012). Since i t was 

imposai hIe to regroup, the st uden ts for purposes of this 

e:r;periment, it was necessary to compensate for 

pre-treatment, differences st8tistically in the analyses of 

posttest data. 



( 

" 

( 

\ Table 2 

Analysis of Variance Summary Table for 

Source SS DF MS 

Treataents 70.369 3 23.456 

Error 962. ?60 156 6.170 

Total 1032.929 159 6.496 

Dictation scores. 

Recognition 

F P 

~ 

\ 
\ 
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Pretest 

3.802 .012 _ 

Table 3 shows the results of the dict~tion pretests 

for the four groups. The mean scores indicate that the 

dictation test was rather difficult for aIl four groups of 

subjects, consi~ering that the highest possible score was 

20. The Gordon group, however, seemed ta have an advantage 

over the control group and the [odaly group. A one-way 

analysis of variance was performed on the dictation pretest 

data to t~st for equality between groups. 

Table } 
~ 

Dictation Pretest Scores 

n Hean SD' 

160 .3 .73 
Control 40 .1 .38 
Word 40 .4 .92 
Gordon 40 .5 - .78 
loda1y 40 .2 .69 

.Il 
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Resulte from the analys18 of variance on the d:1ctation 

pretest scores are shawn in Table 4. Because the 

difference between the groups appraached signif1cance 

(p<.058), the four groups were considéred to be unequal 

pr10r ta treatment for the analysis of dictat10n post test 

data. 

\~s 

Table 4 

Analysis of Variance Summary Table for Dictatio,n Pretest 

Source SS DF MS F P 

Treatments 4.000 3 1.333 2.549 .058 
Error 81. 599 156 .523 
Total 85.599 159 .538 

Performance scores. 

Table 5 shows the mean scores of the four groups on 

tbe performance pretests. Tbe Word group mean score 

1ndicated that this group may have had a possible 

pre-treatment advantage aver the other three groups. A 

one-vay ana1ysis of variance vas performed on the 

performance pre-test, data to determine the sign1f1cance of 

the difference between the meaD pretest scores. 

• 

, ft 
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Table 5 • 
Performance Pretest Scores 

n Hean sn -
\ 

160 .5 1.07 
Control 40 .27 1.01 l 
Ward 40 .75 1.25 ~ 
Gordon 40 .40 1.00 
[ods!y 40 .57 .98 

)0 

Results from the analysis of variance on performance 

pretests are shown in Table 6. These results indicate that 

the pretreatment difference between groups in terms of 

performance skills vas non-significant (p<.2!7). 

--- -

Table 6' '-

( Analysis of Variance Summary Table For Performance Pretest 

Sourcè SS DF MS F P 

Treatments 5.150 3 1.717 1.497 .217 
Error 178.849 156 1.146 
Total 183.999 159 1.157 

Analysis of Gain Scores 

Sinee the analyses of variance on the recognition and 

dictatidn pretest data indicated that the groups vere not 

equal in these tvo skills prior to treatment, it vas 

neceasary ta compenaate for these differences in the 

analyses of poattest and gain score data. For bath the 

( 

recognition and dictation measures. the p~8ttest scores 
) 

vere evaluated using the pretest score as a covariate o~ 

the post test score~ For the performance measure, a one-way . . 

( ft 
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-:r 
1 

analysfs of variance was performed on the gain scores of 

the four groups. 

Gain scores vere calculated fo~ each subject bJ 

---~ubtracting the pretest score from the posttest score. 

Mean gain scorea for the four groups vere then derived. 

Table 7 shows the mean gain score of each group for 

recognition, dictation, and performance. 
, 

Table 7 ~ 

Gain Scores 

n Mean SD 

Recogni tion 160 2.76 3.7 
-Control 40 .9 3.31 
Word 40 4.10 3.62 
Gordon 40 4.12 3.43 
Iodaly 40 1.92 3.47 -

Dictation 160 1.27 2.10 
Control 40 .20 .46 
Word 40 -~. 70 2.52 
Gordon 40 1.55 2.37 
Ioda'Iy .40 .62 1.42 

Performance 160 
li. 

3.03 4.85 
Control 40 -.02 .16 
Word 40 8.55 6.08 
Gordon 40 2.10 2.42 
IodalJ 40 1.50 '3.02 

" 
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The analysie of... covariance on the recognition < 

postteste revealed a significant difference between groups 
" ' , 

at the .0001 level (Table 8). A Newman-Ieuls test vas then 

applied to the mean gain scores to determine which of the 

aethoÀs were ~ore effective than the others~ 

Table 8 

Analysis of Variance 

Post-Recognition vith Pre-Recognition as Co-Variate 

Source 

Co-Variate 
Main Effects 

88 

321.9 
460.367 

DF 

1 
3 

HS 

321.918 
153.456 

F 

32.9 
15.7 

The Newman":'Ieula procedure revealed 

P 

.0001 

.0001 

no significan t 

difference betveen the Word and Gordon methods for 

iaproving recognition ski11s. Both the Word and Gordon 
\ 

method vere significantly more effective than the Iodaly 

lIethod. The Iodaly subjects, however, did not make 

significant gains in recognition abi1ity when compared to 

the subjec ta who recei ved no inst ruction. Reaul ts from the , 
Newman-Ieuls procedure are shown in Table 9. The 

underUned scores in Tables 9, 11 , and 13 indica te 

non-aignificant differences betveen groups. AlI other 

compartsons are significant. 

_ ----<- - ---- .. 

~ 
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Table 9 

Newman-Keu1s Procedure-~co8DitioD .... 
Control lodaly Gordon Word 

.90 1.92 4.12 4.10 

The 8na11s16 of covariance on the dictation measure 

revealed a significant difference between groups ~t the 

.0001 level (Table 10). 

applied to the dic tation 

A Newman-Keuls procedure was 

gain scores to , determine the 
Cl 

relative differences between the four methods. 

" Table 10 ' - , 

Analysis of Variance 

Post-Dictation with Pre-Dictation 8S Co-Variate' 

Source SS 

6.019 
183.551 

CDF MS F p 

Co-variste 
Main Effects 

Resulta from 

.dictation task are .... 

the 

shawn 

1 
3 

6.019 1.97 .162 
61.184 20.022 .0001 

Newman-leu1s procedure on the 

in Table 11. A significant 

difference existed between the Word and Go!:don methods for 

this task, vith the Word method proving superior. The 

gsins made by the Gordon subjects vere si8nifica~tly 
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greater than those 'Of the Iodaly subjects. There was no 

significant difference between the gain made by the Iodaly 

subjects and that of the control group. 

\ 

Table Il 

New.an-Keuls Procedure-Dictation 

Control ,Iodaly Gordon Word 

.2 .625 1.55 2.7 

Table 12 ahows the results of a one-vay analysis of 

variance applied to th~ performance gain scores. The 

di fference betveen groups was ai8ni fitan t 'at the .001 

level. 

Table 12 
"-
Analysis of Variance Summary Table for Performance Gain 

Source 5S DF HS F P 

Trea tments . 1720.369 3 573.457 44.145 .001 
Error 2026.462 156 12.99 
Total 3746.831 159 23.565 

The results fro~ the Newman-Ieuls procedu~e on the 

performance scores are shown in Table 13. ~ gains made 

in performance ability by the Word subjects vere-
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significantly greater th an aIl other groups. The gains 

made by the Gordon subje~ts vere significantly greater than 

those made by the control group. It appears, hovever, that 

the difference between the Gordon and (odaI, subjectè vas 

.arginai. 

Table 13 

Neliman Ieuls Procedure Performance 

Control X::odal y Gordon Word 

-.25 2.1 d 8.55 

Summary 

Resulta from this study can be sumaarized as follow.: 

1. On the recognition task, the difference betveen 

the improvement of the Word subjects and that o~ tbe Gordon 

subjects was non-significant. The performance gain of both 

of these groups, however, vas significantly greater than ' 

either the Iodaly group or the control group. 

2. The improvement of tbe Iodaly subjects in tbe 

recognition task was not significantly greater tbsn their . " 
counterparts in th~ control group. 

" 
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3. On the dictation measure, the achievement gain of 

tbe Word group was significantly greater than aIl of the 

otber groups. The improvement of the Gordon group was 

significantly greater tha» tbat of the Ioda1y group and the 

control group. 

4. The dictation gain of the lodaly subjects was not 
/ 

significantly greater than that of the subjects in the 

control group. 

5. In terms of performance ability, the gain of the 

Word group was slgnificBntly greater th~n that of the other 

three groups. The performance gain of the Gordon 8ubjects 

significantly grea ter than that of the control 

subjects. 

6. The performance improvement of the Go~don group 

was only marglnally grester than that of the Iodaly group, 

and the performance gain of the Iodaly group was only 

marginally greater than that of the control group. 
\ 

( • 

) 
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Discussion -----------

Experimental Hethodology 

The reeults of this study seem to indicate that 

teaching Methode played a significant role in affecting the 

subjects post-treatment rhythmic reading abilities. As in 

Many methodology studies conducted in,the pub11c schools, 

it 1s possible that the differences betveen the gain scor.es 

of the four groups May have been influenced by variables 

other than treatment. 

Differences in rates of learning may have been an 

influent al ~ factor in the achievement gain made by each of' 1 

the th ee experimental groups. The Word group had 

above-av rage me an scores on aIl three experimentai 

pretests The lodaly group had below-average scores on the 

recognit on and dictation pretests, and an average score on 
" -

the pe formance pret~st. Aithough the significant 

pre-treaJment difference betveen groups W8S accounted for 

by USinJ 8n ANCOVA, one cannot rule out the possibility 

that the children in the Word groups either had more 

pre-treatment ability, or learned st a faster rate than 

their counterparts in the other three groups. lt is 

possibl'e that the Iodaly subjects vere simply slower 

Iearners, and that given more time, their progress might 

have equaled that of the other two groups. 
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Student mati vation may have been a second reason for 

the ~differencefJ in the achievement gains of the four 

groups. The author noticed that the enthusiaslIÎ" 

demonstrated by the experimental classes varied ,a great 

deal betveen the six g ro.ups a s the experiment p rogressed. 

The attention span of atudents in both of the Kodaly 

classes seemed to diminish considerably by the third and 

four th veeks of instruction. They 'often expressed boredom 

vi th the tasks a t hand. and became confused and frust rated 

as more patterns were added to their repertoire. 

The enthusiasm of the Gordon subjects began to vane 'in 

Lessons six and seven. Fewer students volunteered answers 

to questions than in the earlier lessons. Although their 

attention span continue d longer than the Ko'dal y subj ects, 

they too became frustrated and bored as more syllables were 

added, and the combina tions of rhythmi c patterns became 
~ 

more c omplex. 

The majority. of subjects in the ~ord groups, however, 

remained interested and enthusiastic throughout the course 

of the experiment. The y seemed to acc'ept each Dew pat tern 

as a challenge, and seldom expressed dislike for the day's 

acti vi ties. They vere eager ta ,gi ve' their answers to the 

experimenter, and seemed to enjoy chantit;t8 and performing 

various combin,ations of rhythmic patterns, regardless of 

the pattern's complex i ty. They seldom experienced 

difficulty in remembering the corresponding word for each 

pattern. 

~" 
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It is possi ble that the di fferenee between the 

syllabic methods accoun ted for the level of st'udent 

interest, and consequen tly the relat ive level of 

achievement gain. It would' have been beneficial to have 

compared the relationship between student motivation and 

achievement gains. Moti vational factors vhich vere more 

ace urate ly measured by a pos t-trea tment s tuden t !nterest 

survey might have supported the notion that the students in 

any particular group enjoyed their learning experiences 

more than the other s, and consequen tly improved their 

skills to a greater degree. J 

The "experimenter-as-teacher" design of this study may 

have also influenced the r~sults of this experiment. The 

experimenter vas the regular music teacher for aIl six 

experimen tal classes, and had known the ehildren for two 

years. The students in the Wells school May have had the 

. advantage of familiari ty wi th the experimenter and thus may 

have felt more at ease during testing than did the control 

group. 

Limi tations of the design of this study 

notwiyhstandin g , there appear., to be some fundamental 

differenees betwee.n the effectiveness of the three çhosen 
, 

methode. It is the author' s contention that the syllables 

themselves accounted for the leveI of effectiveness of each 
.l' c-

metho~. ' 

, 

< 
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Group Differences 

On the performance pretest, the majority of subjects 

seemed t.o attend to the number of note head~ on each card, 

~lapping once for each Dote ,with no apparent metrical 

'stress. On the performance posttest, Many children in the 

Iodaly groups continued to use this strategy, randomly 

assigning . "Ti 'os" and "Ta 's" as they clapped isolated 

sounds. The on1y exception to this strategy was that the 

Iodaly subjects general1y clapped the -sixteenth note 

patterns faster that the other notes, and remembered tha~ 
" the sixteenth note were d'TiRiTiRi ft. An 

eX8minati~n of the' ,K,odaly syllable system may explain the 

Iodaly'subjects' behavior. 

The entire sequence ,of Io,.daly syllables is constructed 

from four basic mono-syllables: "Ta", "Ti", "Ri", and 
on 

lfTai". As long as rhythmic reading was ~onfined to the 

• first four patterns studied (' Jin 1 J J J '1 el ), the 

children were able to differentiate between the Bounds of 

the patterns, and to recognize, write, and perform them 

accura te,iy. "Ta", "TiTi", "TiriTiri", and "Ta-ah" are four 
) 

distinct units, each quite different from the other. As 

more ~at..terns vere added, however, the children had 

difficulty remembering the proper arder and combination of 
p 

syllables, andptheir performance on aIl tasks deteriorated. 
\ 

Kuch confusion resulted in teaching the children to 

distinguish between "Ta","Ta-ah", and "Tai", particulary in 

dictât ion exercises for vhich the .chtldren had to 
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distinguish betveen 4/4 and 6/8. The similarity betwe~n 

these syllables appeared ta be the greatest cause for 

confusion. The fact that the (odaly children remembered 

"TiRi" more often than the other syllables might be becaus~ 

it is the only syl1able coabination vhich remained aD 

unchange.d intact' unit for aIl patterns vhich contain 

sixteenth notes. 

In comparison, "TiTi" vas presented in Lesson One as 

an intact unit for a tva-note pattern ( ;-;). In the 

second lesson "Ti!' was assigned ta' a s"ing1e siJ:teeth note. 

but, joined to "Ri n ta become "TiRi n ( J J J J ). In the 

third lesson "Ti" was assigned to bath a single eighth 

no'te and a single sixteenth note ( J n H ) ). In 

the fourth lesson "Ti" was used for each of three separate 

eighth notes which vere joined by a ligature. In the fifth 

lesson, "Ti" vas assigned·to an eighth note vith a flag. 

It is therefore possible that the (odaly students' 

confusion resulted from the use of the'same syllable fo~ a 

variety of visual configurations. Curious1y, hovever, they 

did not ever separa te the sy~Iable "Ti" from "Ri" vhen 

these two syllables vere cOBlbined for 
~ 

sixteenth note 

patterns. They consistenly see.ed to conceptualize "TiRi" 

as an intact unit. 

Defining a met rie stress vas a noticeable problem for 

the Iodaly groups. Even though the experimenter alvays 

read the patterns vith an accent on the first note of the 

pattern, the students -~ended ta continue La assocfate a 

\. 

-, 
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( 
single syllable .with a single note, granting aIl notes 

equal stress, with the exception of sixteenth notes. They 

would pause, for example, betwe~n an eighth note and the 

two sixteenths fa llowi ng it (~). lt was eommon for 

~tudents ta stop in the Middle of a pattern and correct 
J 

themselves, changing a "Ta" to a "Ti" or a "Ti Il to a "Tai". 

Th~y did not coneeptualize that eaeh pattern was a unit, 
':. ..... 

connected to another unit by a continuing steady pulse. 

Instead of perceiving the combinations of notes as intact: 

patterns, they seemed to see "Ta"'s, "Ti"'s, and "Tiri"'s 

as separate units in and of themselves. 

<l 

The strength of the Go rd on me thod seemed ta be in the 

f , -
of metrie Subjects in 

> 

the Gordon " area accent. groups 

generally clapped the posttest e xample s with a consistent 

met ri cal stress, even t houg h the division within each beat 

May have been incorrect. They tended to conceptualize each 

, 
flash card as one measure having either two or four 

accented pulses within it. In addition, the Gordon subjects 

were better able to conceptualize th~ differenee between 

simple and compound meters, as evidenced by their dictation 

gain in comparison to the Kodaly subjects' dictation gain. 

The logical structuring of the Gordon syllables in 

terms of metrical pulse and consistent subdivisions was 

evidently a factor in improving rhythmic reading ski Ils of 

the Gordon treatment groups. The consistent syllable "Du" 

(. on the first note of each pattern gave children a reference 

point for metrical stress which was evident in the 

D _ 
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performance post tests. The differentiation i~ vowel sounds 

between 

children 

binary and ternary subdivisions of the pulse ~ped 

to hear the difference betveen 4/4 and 6/8, as 

evidenced by their dictation gain in comparison to the 

IodaIy and control groups. The Gordon method failed, 

however, when children had ta recall the approprtate 

combinations of syllables for specific patterns. 

Recollection of s11labIe names was required for both the 

performance ~d dictation tasks. but not for the 

.recognition task. The Newman-leuls procedure'shoved "that 

the Gordon method was not as effective as the Word method 

for improving performance or dictation skills, but no less 

effective ,than the Ward method for improving recognition 

skilIs. 

The mnemonic word method proved to be more effective 

than either the Kodaly or Gordon methods for improving 
/ , 

dictation skills, and overwhelmingly more effective than 

the other methods for 1mprovfng performance sk1lls. It is 

the author's conclusion that the success of the Word 

subjects was due to the structure of the Word method 

1tself. Of the three methods examined~ the Ward method 

appears ta be the Most appropriate for an intact-pattern 

approach ta rhythmic reading. Subjects in the word group 

conceptualized the patterns as intact units because the 

vords themselves are intact unit~t regardless of their 

rhythmic connotation. For example, it would have seemed 

"unnatural" to the children ta pause betveen-the s11labIes 

\ 
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of the wo rd "Washington" as the Ko?-aly or Gordon subjects 

did between "TiTiTi" or "DuDaDi". In addition, the 

accented first syllable of " all the words or phrases gave 

children a sense of a continuing metric accent. 

measure could be read like a sentence of sorts. which, l~ke 

any se ntence, has a rhythmic flow from one word to the 

next. 

A noticeable weakness of the Word method was the 

choice of words whose pronunciation had the same rhythmic 

sound. For example. a common mistake for the Word subj ecte 

was to use "No body" instead of "Anyone" for ff] 
because the word could match ei the r rhythm, depending on 

how the child pronounced it. However, the distinction 

between binary and ternary "sets" of words was apparently 

clear to the children. The Ward subjects never used 

"Nobody" or "Anyone" in place of "Washington" for m. 
even though aIl three words have three syllables. lt Was 

was the similarity of two words within the binary set which 

seemed to cause confusion. The children might aiso have 

confused the two word' because of their 80mewhat related 

aeaning. 

In summary, there were three noteworthy factors which 

led to the relative effectivenes8 of the three syllabic 

recit~tion systems examined in this study. The first was 

the rase with which children could reeall the syllables for 

( a specifie pattern. This study show~d that it is easler 

for chi Idren to rec;,ll words and phrases as intact units 

( 
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than it is for them to remember combinations of nonsense 

syllables. Another important factor in the methods' 

effectiveness was the existence of a reference point for 

metrical stress, as evidenced in this study by·the lack of 

a .defined metrical pulse in the Kodaly subjects 

performance, and the presence, of such in the Gordon and 

Word subjects' performance. 
1 

The Gordon method utilized the 

consistent syllable "Du" for this purpose. The word 

method provided metrical accent by employing woids or 

phrases whose accent is on the <initial syllable. The 

Kodaly method provided no re f e rence point for mètr~c 

stress. The third feature which contributed to the 

methods' effectiveness was a differentiation between binary 
o 

and ternary subdivisions of the beat. The Kodaly method 

made no provision for distinguishing between binary and 

ternary patterns. The Gordon method changed the ~owel 

sound following the initial consonant for this purpose, and 

the Ward methad(1 incorparated' this feature by using 

different sets of words for different meters. 

Future .}arCh 
The complexity of rhythmic patterns which can. be 

taught by using syllabic recitation systems remains a 

pedagogical problem which warrants further investigation. 

C.e r t a i nI y , reading one-measure examples containing the 

twelve rhythmic patterns employed in this study does not 

constitute rhythmic literacy. Before any syllabic method 

) 
, 
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c~uld be fully adopted as a viable teaching tool, issues of 

meter, anacrusis, syncopation, tied notes, rests, etc., 

would need ta be addressed. Th~ ~ccess. albeit limited, 

of the alternatives to the whole-note definition approach 

aS examined in this study pose several questions which 

might be of interest ta future researchers: 

1. Would an alternative recitation system used in 

conjunction with mathematical explanations be mot:e 

effective than uslng the recitation system by itself? 

2. If 'rhythmic reading were to be postponed until 

children have mas te red fractional equivalencies. 

would children who began ta read rhythms with words or 

syllables be any further behind or ahead of those who 

did not? 

3. What level of difficulcy could we expect children 

of various ages to reach before it became necessary to 

explain t ime signatures and the proportional 

relationships' between notes and re s ts in terms of 

fractions? 

4. If a syllabic system were used. how and when would 

rests be taught? Would rests each have an assigned 

syllable or sound (e.g. the Kodaly practice of saying 

"Sh" for a quarter rest). or would they be presented 

as silences equal to the duration of a particular 

intact pattern? 

5. Couldr a ward method such as the one used in this 

study be developed into a taxonomy of rbythmic 
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patterns for teachi~g purposes? If so. hov might 

regional dialects affect the pronunciation of certain 

vords and phrases? What are the implications of using 

the word method in foreign countries? Would the order 
, 

in vhich the patterns vere presented vary according to 

the .eter~f the native tongue of the studentsl 

Perhaps the information gained from this study viII 

lead to further investigations of the potential usefulness 

of intact vords for the teaching of rhythmic notation. 

Future experimenters might attempt ta train musicians to 

notate numerous vords or phrases according to th'eir Most 

"natural" pronunc ia tion. This might determine ~he 

existence of precise notational equivalents for certain 

vords. If _ such equivalents existed, it vould then be 

possible ta create a taxonomy of "rhythmic vords" for 

teaching purposes. 

Walker (1981) has proposed that many children possess 

an internalized cross-modal matching system in vhich 

u~trained children are able to match an aurally presented 

musical example to a picture depicting its musical 

structure. It vould be interesting to knov vhether a 

similar cross-modal matching system exists for language and 

-rhythmic notation as vell. Researchers might ask children 

to choose from three or foui notations the one that best 

matches 8 certain ward or phrase. If ch1ldren vere found 
.. 

to consistentl, choose the sème notations, it would seem 

/ 
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that those 
..., 

words would be suita'ble for inclusion in a 

rhythmic reading curriculum. 

It Jould se rve the interests of elementary music 

educators for researehers ta develop a hierarehy of 

rhythmic patterns in terms of their relative difficulty. 

This type. of r~search should then be comp~red with studies 

which examine children's motoric and cognitive development 

in terms of rhythmic notati9,n. 
, " 

Elementary music teachers 

might then develop a prescribed curriculum for teaching 

rhythmic notation which is compatible with their students' 

~, ~ ~ 
-abilities. At present, many rhythmic notation currieula 

are based on the notion that children will most readily 

read that whieh they ean perform by rote. Common practice 

Is to begin with the quarter note, two eighth notes, half 

note, and quarter rest in simple meters. Beyond this 

stage, teaehing practiees appear ~o be quite divergent. 

'f 

The fact remains that few, if any, of these curricula are 

based on empirical evidence that such teaching strateg~es 

are effective in terms of improving rhythmic literacy. lt 

is hoped that researchers will join efforts with elementary 

teachers in continuing methodology research 8imila~ 

ta the type presented in this paper. lt is in the best 

interests of our students to develop teaching ~ethods which 

are peaetieal, motivating, and most importantly, effective. 

,.,.. 

cP' 

\ 

/ 
/ ' 

/ 
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APPENDIX 1 

Rhythmic Recognition Test Directions 
~ 

In the following test, you will hear 20 

rhythmic_examples. Each exarnple will be played 

three t1rnes 9n a drum. On Your test paper, you 

see the numbers one through twenty along s1de 

the le ft rnargin. Next to each number are ~hree 

boxes, lettered A, B, and C. You are to decide 

which of the boxes matches the rhythm of the 

exarnple you are hearing\ . When you have decided, 

place the let ter of that box next to the number 

on the answer sheet. Be sure that you only choose 

ONE letter for each~number. Are there any ques-

tions? 

'\ 

'. • 

43 
\. 

." 



1 • 

44. ' -

• 
APPENDIX 1 

Rhythmic Recognition Test 

- , 

C)JJJJm 1 A)J)jJm B) JJjnJJ l. e, 

- -
, 

2 • A») J J J)J 1;Î B>mm c) J J) J J t 
..l 

3 • A) J J) J n m J B>nmJjJlJ c) n J J J j JJ JJ 
.. 

4. A»tm . B) m"Jt c) J TI J J. 
5. A) n J J ; j ) Ci'.. 

B) J J J J;n C)Jjnm ) 

6. A)nmnJ B)mmJJ C)nnrnJ( 
L 

7. A)D Jffl DJ ~)nmmJ C)fJJ)nnj 
-

8 .. A) J1fJ ffl1 J B) fDfflJJJ c>Jfflnm 
1 

-:~,--.M-)~)jJ j j Jm B) ;=m J ) J j J j c>J))J)jJW 
-

10. ~)mnm)) --- B> JffJ n JJ n c>mmJJn' 
Il. A) ;-J ;-J ) J B>Jmn C)Jmn- . 

~~~~~J);;)JJID - B) J J J j J) Jm C) j) J J J ) ) ) ) ) 
- -

• 4 

. ... 



! , 

,,"' • .<, • 

.' 

'13. A) J J J J m j , 

B) JffJ·nn c») n fflJ J 
-- - -

r 

14. A>Jn,nmJ B) nJ~)3JJJ c>mfflJJJ 
le 

15. A) m J JjJ) . B) J ) 'j j :1' j J. C>JnJm 

i6. A) n n J ~ J J J B) flJJ n JJJ C)mJffln 

17. A) n J'J J ~ ~ 3 ~ ; B) ) ) ~ ~ ) ) ) JJ J C) J } ;1 J ~ ) j) ) J 
-

18.' A) J ~ 3 3 3 ~ J, B) mnJJ C) mJJJJ 

19. A) J n J J. .~ 

B) n J J j, C)m)t" 
" 

20. A) J J )' B>m C) J )-.L 
0 

. ' , , 

,. , 

\ . 

.. 

, . 
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APPENDIX l 

Rhythmic Recognition Answer Sheet i " .' 

1 ( corr'èction Key) 

1. {' 1. A 
L: 

2. 2. C 
~ 

3. 3. B 

4. 4. C 

5. 5. B P' 

6. 6. A 

7. 7. B , . 

8. B. B ---... 
( 

9. ~ 9. B 
1-3 

10. 10. N f: 
0 

Il. Il. C ;1 12. 12. A 

13. 13. A 

. 14. ~ 14. C / l 
c 

15. /15. C -/ 
16. " 16. C 

17. 17. A 

18. 18. B 

19. 19. B . -

20. 20. A 

(. \ 
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APPENDIX 2 

Rhythmic Dictation Test Directions 

\ In the following test, you will hear 20 rhythrnic 

examples. _The rhythm of each example will be 

played three times on a drum. You are to complete 
'" 

the rhythm of each example by adding stems and 

beams to the note heads on your answer sh~et. 

/1,1 

'r'if 
\ 

! 

• 

, 

, 
j 

1 

\ 

• 

\ 
, 
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APPENDIX 2 

~ 

Rhythmic Dictation Answer .Sheet 
'.\ 

. - ' 

, : 

"8. 
t • 

• 
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APPEIIDIX 3 

R;hythlaic Performance Test Directions 

In the followinq test, you viII be ehovn 

20 d.,ferent flash cards. tach card has a different 

'rhythmic pattern printed on it. Look at' the 

,who le card carefully. Say the rhythm silently 

to yourself, and then clap the rhythm out loud. 

Do the best that you cano Do you have Any 

1 
questions? 

• 

.. 

\ 
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APPENDIX 3 

Rhytbmic Performance Test Patterns 

(Each printed on a separate flash card) 

l.nmnJ 
" 2.'m n m J:l 

/ 

3.JfjJm 
4.mJJJJ 
s·rnmJJJ 
6. J l' J. 
7·hJJJJJJJJ 
a·fflJmn 
9·.JfJJ)t" 

10. ))j J J. 

o 

u·nmmJ 
12·JJJJmJ 
13~,nmJJJJJ 

n·m)JJJ); 
15. J J JJ J J J n J 
16·JJiJm 
17.)JJJJJJ . 
18·Jmn 
19. fj J J J l J J Jj 

20. n J J J. 

-- 1 

• a 

Sa. 

, . 

î , 1 



1., 

2. 

3. 

4. 

S. 

6. 

1. 

8. 

-'C, 9. 

10. 

11. 

12. 

13. 

14. 

15. 

16 • 

• 17. 

18. 

19 • 

., 20. 

APPhDI-X 3' 

Rhythmic Performance Score Sheet 

f 

Seoring Key: 

X ".., 'Incorrect Re.ponse 

../ '"' Correct Re.ponse 

• 

i' 

•• 

,,.. 
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APPENDIX 4 

Student Data Sheet 

i 

NAME ______________________________________ __ 

TEACBER __________________________________ -----

PRETEST POSTTEST 

RECOGNITION 

DI CTATI ON -

PERFORMANCE -

52. 

GAl. 

.. 

\ 

I~ 

\ 
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APPENDIX 5 \ 

Flash Cards - Lesson One 

1 ~ 1) nJnn 
; 
\ n J J n \. 

-'j- 2) 

j J J n , 

" 3) 

, . 

4) ~n n n J 
• j 

''''< 

·n J n J 
.. 

5) , 

6) J n J J --( . -
7) n J ) J 
8) nn JJ 
9) nnnn . 

~ . 

10) J J J ) 

Il) J nnJ 
\ 

12) ) J n ). 
~. , 

j A 



(~ 

( 
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APPENDIX 5 

Flash Cards - Lesson '!'wo 

,1) 'J J J 3 J J J J J 10) J J J 

2) J J J J J J J J J 

, 3) J J J J J J J 

. 
11) J J J J J J 
12) 'J J J J J J 

54. 

4) J ,J J J J J 13) n n ,) J J J n 
./ 

5) J J J j J J ) 

6) ~ ) J J J J J J J 
~ 14) n J J J J JQ J 

15) n J J .. \.. 
, 

7) J J' 16) JS:=J~J~J J n 
8) j J J 17) J J , J J n 
9) J ) J J ~ n ) .18: J J n 

) 

" ' l' 

. . 

1\'" • 
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APPENDIX 5 

Flash Cards - Lesson Three 

Il J 11 J fJ ) H ) 

2) J n ) ) n .; 
13) n n J J J J J ) 

j) J 14 J H J J 

, 

14) ;=j J n J 

15)~) ~ J J n 
4) FIl fi J H J J-

I 

S') J n ) ) H ) 

16} ) J J ) n ) J ";-;==3' 

17) in ;=j ) n n 
6) H J J9 J J H J 18) H J J J 

~ 7) 171 m );=) ffi 19) n ; ) n n 
8) ) H ) H 11 ) H J 20~) 4] J ) n n J n 
9) j ) FIl ) 1 21) J ; J J ; n J 

\ 

10) ) J J 11 ) ~. 22) ,n H ) ) n 
Il) ) ) H J n J 23) ) H ) n ) 
12) J fi J m ~ '24) J J J J n J ) Ji n 

• A '. 
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APPENDIX 5 

Flash Cards - Lesson Five 

1) J.. J. 

2) Dl J J J 

3) J- J J J • 

4) J J.J J- -
, 

5) J J J J, J J J J., 
( .. J, 

-

6) J. ) J J ). 
1 

7) J. J J J J J J J, 

8) J J J J ) J J, J: 

. ) 

. . 

. , 



l , 

D' 
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APPENDIX 5 

Flash Cards - Lesson Six 

1) J ) J ) J ) J'. 

2) J J J J J J J j­

"3) J J J J J J m 
4) J J J J J J J J J J J J 

5) ;. J. J t J. 

). J. JJJJJJJf 

7) J f J f J f J, 
, 

8»). J, JJJJJ))." 

J 

9) m J J J J J J m J J J J J J 
~ 

10) rn J J J J J J m J. 
11) J j-m J } J# 

• 

If 

13) J j J# J t J . ,,( 

. 14) m; lm;,' 

15) J f J J J J J J J. J ~ 

16) m' J j J J J J J J J. 

. " 
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APPENDIX 5 

Flash Cards -. Lesson Severi 

1) n J J J H J 9) J J J J J J ) H) 

2) J. FJ ) ) 10) J H J ) n J 

3) j J J J ) J ~ ~9 J J 11) J J J H J ) 
, . ' . 

4) J FJ J H J.) 12) H J J F3 J J 
, 

5) J H J J J J J J J 13) J, J H J o 

6) ) t H J J 14) A J J ). 

7) J t J H J 15) fi J J J J J 
~ . 

-

8} J H J J J J 16) ) rJ J J . . 

. . 

\ 
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APPENDIX 6 
Dictation Exercise - Lesson One 

Complete the rhythm of each·example by adding stems and beam8 
to the. note heads; 

1) - fil , , , , 
\ 

/ 

·2) , ., , , , 
" ........ 

3) , , , , , , 
" 

4) , , , , , , , 

5) , , , , , , 
..., 

.1 

1 

" 

59. 

"i 
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APPENDIX 6 

Dictation and Recognltlon ExerC1se - Lesson Two 
l , 

~ 
Complete the rhythm of each example by adding stems and beams 

,to the note heads: 

2) , , , ,', " , , 0 

3) , , , , , l " ,. 

4) , , , , , , Ç1 

5) , CI , , 

Put a check on the box containing the rhythm you hear after 
each number is called: 

1) J",JjJ;) JJ)))J3JJ J;J;JJJJJ 
2) JImJ JJJJJJ . J JJ J J) 

.. ~ 
, 

1 

J J J J J ; -
J') J 3) 

. 
<:... 

4) JJJJJJ JJJJJJ JJJJJJ 
> 

.' 

5) DJJJJ/ JffJJJ JffJ Jj 

, 



" 
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APPENDIX 6 

Dictation and Recognition Exercise - Lesson Three 

Complete the rhythm of each example by adding stems and beams 
tG> the note heads: 

1) ,_" , , , , 

, 1 

3) ~ ~ , , , , , , , , 

4) , , , , , , , " 

5) (J ~ , , , , , , 

Put a check on the box con taining the rhythm you hear after 
each,number is called: . , 

Jt. ' B C 

1) ffJJmJ·' J1;JJnJ mfflJJ 

2) JJ~~mnJ mmmJ "nJJJ}~)n 
, 

3) JfflJ JmJ ;JJD 

4) nrnmJ nnrnn fJfflffJJ 

5) mJJ nJJJ JJn J 

• 

; 
,1 ~, 
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APPENDIX 6 
. ,~ 

Recognition and Dictation Exercise - Lesson Five 

Put a ,~circle around the rhythm you hear a~ter each-number 
iB called: \ 

A B C 

1) D J J J J. '. ) n; anD 

2) JJJJJJ nnn J J j ) j)" 

-3) nn J, J J J 'J J J J, 

4) J J J ). n J J n) J .. 

5) J) n J, J. J -J on) ) 

Complete the rhythm of each examp1e by ~ddiriq stems and beams 
to t~e note head$: 

.. 

1) .1' ,.' , 

2) , , , , , , 
l,. 

3) , , , 
" 

, , , ,; 

~') ,l>' , , '.' , , 
" 

5) .. , , , , , , " " 
• 

..... . 

\ 
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~PENDIX fi 

Recognition Exercise - Lesson Six 

After each nUDber ia called, put a check on the box containing 
the rhythm you hear: 

A B c 

' I} mJjjJj) mmm J,j~,3m 
\ . , , 

2) J. J~ JjJ.' J J J)-J. mJ1" 
0 -

3) 'J. m . Jt Jt m)· 
, 

~) mmJ]" Jj~~~)JJ- mm;,), 

5) 'J. J. J 1 J. 
1 

JtJ· J. J. mJt 

"' 

.--

( 

• ft 

,', 
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APPENDIX 6 , 
> < J 

Recognition and Dictation:Exercise - Lesson Seven 

After each number is ca11ed, put a check on the box containinq 
the rhythm you hear: 

. ABC 

" 

6,.. 

1) J B J HJ J JHJJJJJ f3JJnJJ 
" 

2) mJJ1J JJ3Jm rnJ) JJ 

3) J~Jj)3JTJ )HJJ3J3J J3333;)))·, 

4) JjJ nJ J J9J JI J~~~~) 

5) JHJJjjJJ1 JjJJ)3~J)) )~))JJJlJJ 

Complete the rhythm of each example by add1ng stems, beams, \ 
and f1ags to the note heads: 

1) , , , , , , , 

2) , , , , , , , 

3} , , , , , , , , , , 

4' ,_ , , , , ) 
5) " , , , , , 

.. 

. . -
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APPENDl:X 6 

Dictation Patterns ~ Le •• on Eight 

1) ;n nJ 
,. 

2) J J J FJ j J~ 

3) fiJfJJJJ 
~ 

-
J J J ) J J .) 

5) J J J J J J J, 
. 

6) J)JJJBJ 

' 7) J H J J t 

65. 

fi 

1 

• 
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APPENOIX 6 --- .. .., .. _--
Recogni tion and Dictation Exercise - Lesson Nine 

Part l - Write the notation for the syllables (or words) that you 

-1) 7) 

2) 8) 

.. 3) 9) 

4) ) 10) 

5) Il) 

6) 12) 

Part II - After each numbèr i8 called, put a cirele ,round the 
rhythm that you hear: 

1) nm JJ 
2) m). 

3) J Jj J J J-
4) J,JJJJJJJ 
s) J)ffJ 

JJJJJJJ 
JtJt 
mm 
n J J JJ i-r­
JJDJ 

nnnJ 
J. m 
J ff}; J­
)J)J)JD 
nnJ 

Part III - Complete the rhythm of each example by addinq stems and 
beams to the note heads: 

o 

1) 0 , , , , ( 
2) , , , , , , , , '" 

3) ~ , , , , , 

4) 

" """ 
5) , , , , ",. 

o , 

hear: 

l' 
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