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" ABSTRACT

-

This study investigated the effects of threé syllabic
recitation systens on improving abfhities in }eadiﬁg
rhythmic notation, Subjects were 160 second- and third-
grade children enrolled in public schools 1in southern
Maine, Twelve rhythmic patterns containing half, quarter,
eighth,“ and sixteenth notes were used. Random combinations
of the twelve patterns were comhined into complete measures
of 4/4 or 6/8.. Subjects were tested on their abilities to

recognize, write, and clap these patterns. Evaluation of

,these three 8kills was based on experimenter-designed

tests, and a pretest-posttest ﬁxperimental design was used,
Results suggeatedﬂ that a syllabic system which
differentiated between Sinarg and ternary subdivisions of
the beat -improved recognition skills to a greater degree
than' one vwhich did  not. Furthermore, a system which
assigned specific words ;o intact rhythmic patterns
improved performance and notation skills to a greater

degree than did the two systems which used monosyllables,
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Cette étude a examin& en detail 1les effets des

systémes de récitation de trois syllables sur

1'am&lioration des habiletés a lire la notation rhythmique.

Les sujets de cette expérience eétalent 160 eleves du

o

deuxieme et du troisiéme niveaux inscrits aux écoles
p&bliquea dans le Maine meéridional. L'auteur a employé
douze qodéles rhythmiques dont chacun contenait des rondes,

——

des blanches, des noires, des croches et des doubles
\

&
croches, Des (combinai'sons de ces modéles ont été mises au
3] - t .
hasard dans des mesures de 4/4 et de 6/8, Les sujets ont
eté evalués sur leurs habiletés de reconnaitre ces

combinaisons, de les é&crire, et de les battig a4 la main.

Cette evaluation, basée sur des épreuvep créées par
l'auteur: etaitf donnee et avant et apr¢§,14€:per£§nce. Les
resultats ont suggéré qu'un.systéme différenciant }ntre les
subdivisions binaires et tertiares du battement a mieux
dévéloppé 1la capacité de reconnaitre ces combinaisons que
les systémes n'ayant pas cette distinction. De plus, un
systeme assignant des ‘mét \spécifiques aux combinaisons
rhythmiques intactes a mieux dévéloppé 1les ., habiletés

d'exécution et de notation que ceux employant des

monosyllables,
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If one aécepts functional music literacy as a primary
goal of the elementary school music curriculum, a choice of
methodology for téaching musical notation becomes critical,
When compared with the &existing controversy over the
relative merits of various tonal systems (Brown, 1974),

methods of teaching rhythmic notation appear to be less

clearly defined, and are 1less frequently subjected to

empirical research,

Reichenthal categorized 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 included performance
techniques such as counting aloud, tapping the underlying

beat, using the metronome, tapping or clapping the phrase

" rhythm, and conducting. There seems to be general

agreement among music educators that
mathematical-fractional definitions alone, which rely on
children's comprehension of the terms ™half, quarter,
eighth, sixteeenth,”™, etc. are insufficient for conveying

the durational relationships implied by the visual symbols

h

(Brown, 1974; Choksy, 1979; Gordon, (1971, 1980; Hicks,

1980; Landis and Carder, 1972; Nash,\ 1974). Currently
utilized alternatives to the traditional whole-note
definition have eméloyed kinesthetic acéivitieg and
verbalization;. Gordon (1971) and Bebeau.-(1982) in fact

claim that fractional definitions should be introduced only
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after cstudents can perform simple rhythmic configurations

using an alternative recitation systen.

Methods of Teaching Rhythmic Notation

Two ‘comnon approaches presently used to teach rhythmic
notation are tﬁose’used by practitioners of the Kodaly and
Orff methods. In the Kodaly systen, rhythmic reading
begins with comhinatigga of guarter noteé‘and two eighth
notes, recited o; the ayllables "Ta" and Titi",
respectively. Elongakiona and subdivisions of these two
basic configurations are then taught. Elongations are
recited by extending the Qovel sound of the quarter ‘note
syllable, Subdivisions’ of the quarter note pulse are
agssigned syllables according to the .placement of the
sixteenth note within each paétern. The Kodaly syllable

system does ,not differentiate between binary and ternary

shbdivi;;ons of the metrical pulse. For exanple, J. JLJ-J
and J. J-j-j both elicit the reaponse\"Tai - Ti Ti Ti",
In order (E/ place BCCﬁPt on the. proper syllable, the
;tudent mﬁst uﬁderstand‘;nd internalize the rhythmfc'stress
implied by the meter. The s8yllables themselves do not
provide a clue as to the placemeni of a metric accent.

The Orff approach differs from the Kodaly approach in
that the basic "building block" patterns which consist of

A -

one, two, or three notes are learned by reciting a variety
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of poems and proverbds. Meter, an;crusis, and accent are -
a1l introduced through rhythmic speaking. For example, the
pattern I-j Jcan be matched to the phrases "apple tree”,
"sycamore”, "bramble bush" or "golden rod". It is assumed
that the setting of each pattern to a variety of rhymeq
will result in llearning patterns independently of any
particw}ar word or combination of words. Exercisgses in

compound meter often employ the same words as ex%/%ises in

@ -~

simple meters:

o J XTI )X TTD
8 Pear tree apple tree, Plane tree bramble bush

J M2 4 )il

Pear tree apple tree, Plane tree bramble bush

RN

Some mnusic educators suggest pairing specific words to

&N

single notes or intact rhythmic patterns, ' so that the
selected word or— phrase 'ﬁas a durational value closely
resembling the desired souwd. In these systeis, the chosen
word or phrase serves as a mnemonic trigger for remembering

. the sound of & particular pattern. Choices of word

¢ r

"categories" include names of months and days (Cheyette,
. 1953) and names of English football teams (Gibbs, 1973),

“"pie" for a quarter note,

Cobb (1962) proposed the word
"apple" for two eighth note;, "gooseberry” for three eighth
notes, and "huckleberry" for four sixteenth notes.

Heffernan (1968) developed an "action word" system for
simple meters whose words. suggest some of thé bbd}

2
movements used. for note values in the Dalcroze method. A

simplified "speech-cue" method which incorporates féatures
{ c
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of Kodaly, ’Orff, and ‘Heffernan wasa invented by Bebeau
(1982). No one, however, ﬁas created =& compreﬁensive
onomatopoeic method in which a great variety of patterns
are dealt with,.

Un}ike the Xodaly, Orff, Heffe;nan, or Beheau methods,
a n;mber, o£ syllabic recitation methods do proiide ghé
student with a consistent reference point for metric accent
,impliéd by the time signature, These methods differentiate
between simple and‘compbund meters by varying the syllablgé
used for ©binary and ternary s;bdivisions of the beat, For
example, the Gordon -(1971) and Winslow-Dallin (1975)
nethods assign numbers to the accented meter beats within
each measure, Ali other notes are chanted on syllables.
Another approach sguggested by Gordon (1980). used the
syllable "du" for the metefl beat within each measure.
Figure 1 shows a tabular comparison of the above—mentione§
methods.

\
Related Research .

There 1is 1little empirical research dealing with the
efficacy of any of the above-mentioned methods. Palmer
(1976) compared the effectiveness of the Kodaly syllables
with Gordon's system in which numbers are used to identify
meter beats. _ Both of the experimental groups of

fourth-grade subjects scored significantly higher than did

&



- Kodaly

Orff

Cobb
Cheyette
Gibbs

Heffernan

Bebeau

Gordon(1971)

Winslow-Dallin

Gordon (1980)

3

J .J-j J Py J 'J ] j J j j
Ta Titi TirdiTiri Ta-ah TiTiri TiriTi

I PR o

Rats desert a sinking ship.

P A

Health is not valued til sickness comes.

JJ ) I T J U

Children and fools must not play with edged tools.

I o

Pie Applé Huckleberry Gooseberry \

ST e o o T3

Walk Run Run Slow Hold-2-3 Stop 2-3-4 Skip-ty

J I o VPP D

Tahn Tata Half Note Watermelon Tripelet Tahndot

PrrrFrP JHJ JT) 5777

INe 2taNeta 3talNe 2NaNi 1taNataNita 2

1&2 e &a 3 eé& 4; 1 2Lali 1 eLa eLi e 2
- \
DuDeDutaDetaDutaDe Du; Du DuDaDiD&taDataDitaDu

Figure 1 - Methods of Teaching Rhythmic Notation

L e
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the¢ control group on standardized achievemgnts tests and

experimenter-designed performance measures. In addition,

'the} comparison of Kodaly and Gordon in terms of performance

revealed that the Gordon approach

3

achievement gain scores
produced greater gain than did the Kodaly agproach\(p<.03).
compared the Orff approach to a traditional method,
Subjects were 458 fifth-grade students. She found that the
Orff approagh generated mo;e student interest than did the

traditional approach (pé,OOI). However, students receiving

\ .
traditional instruction scored higher on standardized

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

was not included in the study, and students were not

pretested prior to treatment. iy

(1982) simplified

. Rgcently, ' Bebeau ‘compared a

o

speech-cue method to a traditional mathematical explanation

approach for teaching rhythmic notation to third-graders.

combinations of the symbols

Students clapped various- 4/4

in length from one to ten measures. Only the

"mathematical explanation group were

wvhich ranged
students in the-

required to maintain a steady observable pulse response

o

;hile clapping the examples. Bebeau's decision to include

thi;\ feature was based on research findings by Boyle

e

(1970), who found that foot tapping significantly improved
4

the rhythmic reading ability of high school band students.

©

Students in both the traditional and speech-cue groups made

significant gains in rhythmic reading accuracy from pretest
Q

to posttest, but neither was compared tp a control group.
o

v
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Research by Palmer, Seimens, and Bebeau suggests that
alternative methods might be’ just ‘aé; effective as a
traditional mathematical approach. However,’no research to
date has compared alternative methods to one another. The
present study was designed to determine the relative
effectiveness of“three recitation systems on improving the
rhythmic reading ability of elementary school children.
Recent research suggests that rhythmic reading ability is
dependent on a, number of apparently independent cognitive
and motoric skills. The ability to determine whether two
patterns are the same or different does not indicate an
abilicty to perform them accurately (Van 2Zee, 1976).
Recognition of a pattern'é notation 1s unrelated to the
ability ¢to write the notation of the same pattern (Gordon,
1980). Further differences in aural 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 ability to write the no on of the measure by
adding the proper stems and beams to a given number of note
heads, and (3) the ability to <clap the entire measure
correctly without the aid of a given pulse. No attempt was

made to determine if these three skills were

intercorrelated. Instead, data were analyzed to determine

\
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if any of the methods were more or less effective than the
others on improving each of the skills.

Th; Kodaly methoa, ‘the Gordon (1980) method, and the
word method were selected because each could be presented
in an intact-pattern format without the aid of mathematical
explanationsf Subjects were taught to read combinations of
notes as units rather than individual notes in relation to
one another. Rhythmiec reading was limited to six binary
and six ternary rhythmic patterns. The author hoped to

find out whether or not differences in recitation syllables

would have any effect on improving rhythmic reading skills.

3,

Of the three methods chosen, the Kodaly system is the
only one which\faoes not differentiate between binary and
' ternary subdivisions of the beat by a change of syllable,
consonant, vowel, or word. For purposes of this
experiment,w it was necessary to 1isolate and extract the
rhythmic component of ‘the Kodaly curriculum. Rhythmie
notation was not taught in strict accordance with the
Kodaly philosophy; the recommended sequence of rhythmic
patterns was altered, and no attempt was ﬁade to teach
children\\many rote songs containing rhythmic figures whose

notation they were about to learn.



The Gordon (1980) system differs from éhe' Kodaly
system in that itsv thrust is pfimarily metrical. Each
pattern begins with the syllable "Du", regardless of ithe
value of the ‘note ?n which t?e metrical stress occurs.
Thus, the stwdent 1s given a sense of metrical accent by
realizing that all "Du's" are equidistant from one another.

In addition, Gordon provides for binary and ternary

subdivisions by changing the vowels following the initial

"d" or "t" consonant on the.second or third subdivision of
. 7

each beat. ~ Binary subdivisions of the quarter and eighth

note in compound meter are consistent with Dbinary

subdivisions in simple meters.

The mnemonic word approach incorporates features of
\ .

both the- Kodaly and Gordon methods. ' Each pattern 1is
represented by a specific word or phrase whose
pronunciation allows for proper placement of the metric
accent. Differences between simple and compound meters, as
well as binary and ternary subdivisions, are accommodated

by using a different word or set of words for each intact

£

pattern. Words are chosen whose "natural" pronunciation

closely resembles the desired sound of each pattern. When

w

encountering each pattern, the c¢hild must remember a

specific word or phrase for the pattern's sound, rather
r

than recall the correct order and combination of

o

monosyllables. The word method provides both a consistent

metrfcal pulse and a differentiation between duple and

a
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triple subdivisions of the beat. The consistent pulse is

inherent in the pronunciation of the twelve chosen words or

phrases, each having 1its accent on the first syllable.
Binary and ternary

subdivisions are accommodated by using

different "sets' of words for each.

PR

-
- .
RS IAE
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Subjects
Subjects were 160 second- and thiré—grade child;en

enrolled in public schoolé in southern Maine, Schools were

chosen from two neighboring towns with similar

socto-economic backgrounds. Due to limiyed enrollments in

the avallable 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 methods of instruction., One second- and one
third-grade <class was/assigned‘to each experimental group.

The second- ‘and third-grade classes :at the Lincoln
Elemehtary School received no binstruction. in rhythmic

\,

notation.éuring the course of the experiment, >
Equipment

'Testing equipment consisted of a pre-recorded cassette
tape of the test instructions and musical examples, and a
cassette Eape recorder, All test examples were played on a
bongo drum,

Equipment used 1in the treatment sessions consisted of
30 pairs of rhythm sticks, 94 7.5cm x 35cm flash cards, a

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

[}
¥

each contained 20 popsicle sticks, 10 popsicle stick

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

Wt
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metal-rimmed key,tags with paper centers, In addition, the
experimenter used recordings of Leroy Anderson's
"Syncopated Clock"™ (RCA LM/LSC 2638) and Mozart's German

Dance, K. 605, #3 "Sleigh Ride" (MHS 4289).

Procedure L J ' \

The experiment was conducted during eleven weeks of
thel subjects' weegly general music classes. All testing
and 1instruction was done by the experimenter. Pretests
vere administered to all eight classes during the second
and third weeks éf October, 1982. - Posttests wgr;{
administered during the second and third weeks of February,
1983, The s8cores of 20 students from each class were

A

randomly chosen for statistical analysis,

Pre-and posttests

Recognition and dictation tests were given to each
entiir class simultaneﬁusly. The performance tests were
given to each child individually. For each of the three
measures, the pretest and posttést were exactly the same.

Recognition Test. The recognition test (Appeﬁdix 1)
consisted of 20 waultiple choice items in which subjects
vere required to choose the notation for the example tﬁey
heard from three notated examples, This test was designed
to measure subjects' wunderstanding of beams, flags, and
note heads. The: th?ee choices in each test item had the

same number of note heads to Preéent children from simply

L3

-
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"counting the( dots™ to match the "number of taps"™ on the
drum, Note 'heads were equidiétantly spaced on the page to
insuré tﬂat children were recogniiing each symbol according
to i1its actual durational meaning, . rather than to its
proportiona} placement within each box. Ten of the test
items were\{complete measures of 4/4, and 10 items were
complete measures of 6/8. To-construct each 4/4 measure,
the 8ix binary patterns included in the experiment were
vritten once each on four separate pieces of paper, folded,

and put 1into four piles. One "beat” of each measure was

randomly chosen from each of the four piles to form a

LN

complete measure. The pileces of}gpper were then returned

to the piles, and the process  was repeated until 10
complete 4/4 measures had been formed. The process was
then repeatsd with the six- ternary %atterns to form 10

complete 6/8 measures. The order of the 20 completed test

items was determined randomly., The two incorrect measures

on each test item were comprised of the 12 patterns which-

were to be taught during the course of the experiment,

Test directions and musical examples were prerecorded

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

~

on, a bongo drum (m.m. J =60). A five-second silence
followed botg the first and second playing, and =a
ten-sec;dd silence followed the third playing. Subjects
vere !required to write .the 1et£er of their cholce in\EEe

corresponding blank on their answer sheet, In order to

avoid confusion between the numbered rows and the lettered

A
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columns on the test sheet, the experimenter asked the
children to pldfe a ruler directly‘under the appropriate
test item and £o move the ruler down the page as the test
progressed. After the test papers and answer sheets had
been collected, students were given the rﬁythmip dictation
test, |

Dictation test. The dictation 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 giv;n
number of note heads, The same twenty measures that had

been used in the recognition test wvere used for the

‘dictation test. Test directions and musical examples were

.prerecorded on a cassette tape. Each test item was played

three times on a bongo drum (m,m.J-60). A five-second
silence followed both the first and second playings.

Thirty seconds elapsed afte; the third playing so that the
children would havé enough time to complete their answers.

Many of the children expressed frﬁatration with the
dictation pretest because they did not wunderstand the
meaning of the terms "stem" and "beam". They were told to
do t@eir best, and to leave an item blank if they did not

understand it.

Performance test. The performance test (Appendix 3)

-

measured the subject's ability to accurately clap s

complete measure of 4/4 or 6/8, Each of the twenty
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measures used in the recognition and dicfation test was
printed on a 7.3cg ; 35cm flash card with note heads
equidistan?ly sp;ced. A testin; station was set up in a
secluded corner of a achool hallway. The station consisted
of a student desk, a chair on either side of the desk, and
a partition which provided privacy from the rest of the
hallway. The subject s8at across from the experimenter,
Immediately after the student clapped a response to each
card, the ex imenter recorded this response as correct or
incorréct onpftzzﬁ performance 8core sheet, The stack of
flash cards was held directly in front of the score sheet
so that the subject received no feedback concerpihg whether
his or her response was correct. Total testing time for
the performance tests varied from szbjéct to ' subject,
depending wupon the iempo at which the subject clapped each
card.' The total time required for each subject to perform

the 20 flash cards ranged approximately from one minute to

three and one half minutes.

Pretest scoring. On all three pretests, one point was
awarded for each correct response, mak%ng the highest
possible score on each test ZOupoints. NB partial credit
was given on either the dictation test or the performance
test. In order for a notated test item to be scored as
correct, the entire measure had to be notated correctly.
In order for a performed item to be scored as correct, the

entire measure had to be performed at the same tempo, and
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"
the notes had to be:'in correct proportion to each other.
When all pretesting was completed, scores from the three

tests were recorded on the student data sheet (Appendix 4).

©

)

Treatments

Treatment sessions for each group were identical

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

lessons were taught to each of the six classes, Patte;ns to
be taught were presented in the order sho;n in Figure 2.

The terms "note head", "stem", and "beam" were
introduced in‘Lesson 1, Two duple patterns were introduced
éach yeek in Lessons 1, 2; and 3. Lesson 4 was devoted to
a review of the six duple patterns. Two new triple
patterns were introduced each week in Lessons 5, 6, and 7.
Lesson 8q was devoted to a review of the sgix triple
patterns, and to a discussion of the difference between
"duple™ and "triple" patterns. In Lesson 9, all twelve
patterns were reviewed, Eachﬁ lesson .was 35 minutes in
length. Five minutes were devoted to review and/or
introduction of new material,. The remaining time was
divided equally for practicing recognition, dictation, and
performance skills. .

Initial 'practice in rhythmic performance consisted of

numerous rote echo exercises, each comprising a complete

measure °performed at approximately J =60 m.m, or J— = 60

m.m., depending on whether the exercise was in duple or

triple time. The echo exercises were often accompanied by

&



Kodaly

Gordon

Word

¢
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T ) Duple Patterns

| J D )JJ/ :J &'m m

Kodaly Ta TiTi TiRiTiRl Ta-ah TiTiRi TiRiTi
Gordon Du DuDe DutaDeta  Du-u DuDeta DutaDe
Word  ~ Maine Kansas Mississipli Ma-ine No-body Anyone

Triple Patterns

1T )y BT

Tai TiTiTi Ta T4 . TiriTiriTiri

BT 777

Tiri TiTi Ti TiriTi

Du DuDaDi Du Di DutaDataDita Duta DaDi Du DataDi

Wells Washington Boston Knickerbockermaker Very Easy Not Difficult

& .
Figure 2 - Treatments Used with Experimental Groups

-
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kinesthetic movements such as clapping, stamping, snapping
fingers, etc. Children were then asked to perform rhythnms

from flash cards containing combinations of previously

learned patterns and new patterns (Append¥x 5).
Opportunites were given for both group and solo
performance. . The performance readings were often

accompanied by recordings or ostinato-chord progressions -
& .

played by the experimenter on a guitar.

Dictation practice consisted of three basic exercises,

TUsing the popsicle stick kits, students were first asked
to notate rhythms by constructing the configurations of
stems, beams, and heads on certain flash cards from the
day's 1lesson. The key tags were used for half note heads
and the beans were used for dotted notes. Quarter notes,
eighth notes, and sixteenth notes were constructed with
stems only, Second, the experimenter played three or four
examples on ma .bongo drum for the children to notate with
popsicle sticks, The experimenter chanted the accompanying
'8yllables or words while playing the patterns on the drum,

Finally, -the <class was given a written rhythmic dictation
wvorksheet (Appendix 6),

Recognition praitice céLsisted of & recognition game
and the use of a recognition worksheet (Appendix 6). In
the recognition game, thr;e students were chosen to stana
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 was asked to guess which of the

4

4
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thfee cards ‘had been clapped. Three new students were
chosen, and the process was repeated seven or eight .times,

The entire class was then given the recognition worksheets.

Recognition worksheets required children to choose the

notation of performed rhythms from among three choices,

Treatments

Treatments differed only aécor&ing to the syllabic
system with which the‘subjects were taught to remember the
sound of each pattern, The Kodaly subj?cts learned each
patterns as ”a different‘gombination of monosyllables, each
beginning with the 1letter "t". The vowels and consonants
following the initial "t" varied, according to whether or
not the patterns contained quarter notes, eighth notes, or
sixteenth notes, The FKodaly syllables remained constant
for half notes, quarter notes, eighth notes, and sixteenth
notes, regardless of changes in meter, subdivisions of the
beat, or placemenf of the notes within the pattern, '

The Gordon subjects learned to begin each patterm with
the syllable "Du", regardlesé of the value of thé initial
note. The syllablea wused for the remaining notes in each
pattern varied according to whether the pattern was used in
duple or triple meter, In addition, the vowel sounds of
the syllables changed depending on whether the subdivison
of the beat was binary or ternary. i

Subjects in the word group learned to matth specific

words or phrases to each of the twelve rhythmic patterns.

%
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3

A different word or phrase wag used for each patterm, with

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

‘the quarter note and the half note. k

None of the subjects were taught the terms "quarter,

Mathematical explanations such as

eighth, sixteenth," etc.

fast" or long" were not used.

"half as "twice as

Instead, ° note patternsﬁ vere referred to by their syllable

For instance, wvhen the pattern containing

or word names,

four‘ sixteenth notes was introduced, subjects in the Kodaly

grohp learned tovchant it and refer to it as a "TiriTiri".

Gordon taught that it was a\

Subjects -in the group were

"DutaDeta", and subjects in the Mnemonic Word group refered -

N . ]
to it as a "Misgsissippi”.

.
EaN
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RESULTS
4
" Analysis of Pretest Scores
' )

Recognition scores,

Mean pretest recognition scores vere’calculated for
the four groups (Table 1), The data indicated that the
groups might have been unequal prior to treatment, It was
therefore necessary to determine if the difference between
groups was significant. A one-way analysis of variance was

performed on the recognition preteat data to tesat for

|
equality between groups.

Table 1
. Recognition Pretest Scores
n Mean SDh
160 8.02 2.55
Control. 40 71.47 2.48
Word 40 9,05 2.30
Gordon 40 8.15 2.57
Kodaly 40 7.40 2.58

Results from the analysis of variance (Table 2) showed

a significant difference between groups in terms of their

pre-treatment recognition skills (p<.012). Since it was

impossible to  regroup .the students for purposes of this

experiment, it was necessary to compensate for

pre-treatment differences statistically in the analyses of

posttest data.



N . Table 2
/ .
Analysis of Variance Summary Table for Recognition Pretest

Source SS DF MS F p -
o

Treatments . 70.369 3  23.456 3,802 .012

Error 962.560 156  6.170

Total 1032.929 159  6.496

Dictation scores,

Table 3 shows the results of the dictation pretests
for the four groups. The mean ;cores indicate that the
dictation test was rather difficult for all four groups of
subjects, considering that the highest possible score was
20, The Gordon group, however, seemed to have an advantage
over the control group and the Kodaly group. A one-vay
analysis of variance was performed on the dictation pretest

data to test for equality between groups.

Table §

4
Dictation Pretest Scores

n Mean SD
160 3 .73
Control . 40 .1 .38
Word 40 o4 .92
Gordon 40 .5 ~ .78
Kodaly 40 o2 .69
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Results from the analysis of variance on the dictation
pretest scores are shown in Table 4. Because the
difference between the groups approached significance
(p<.058), the four groups were considéred to be unequal

prior to treatment for the analysis of dictation posttest

data,
L%
- Table 4
Analysis of Variance Summary Table for Dictation 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
the performance pretests. The Word group mean score

indicated that this group may have had a possible
pre~treatment advantage over the other three groups. A
one-way analysis of variance was performed on the
performance pre-test- data to determine the significance of

the difference between the mean pretest scores,
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Table 5 ¢

: . Performance Pretest Scores ’
n Mean SD
.° 160 .5 1.07 :
Control 40 .27 1.01 i
Gordon 40 .40 1,00
Kodaly 40 .57 .98 T

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 was non-significant (p<.217),

¥

—

Table 6

Analysis of Variance Summary Table For Performance Pretest

Source Ss DF MS F P

Treatments 5.150 3 1.717 1,497 ,217

Error 178.849 156 1.146 o
Total 183,999 159 1.157

-~

Analysis of Gain Scores -

Since the analyses of variance on the recognition and
dictation pretest data indicated that the groups were not
equal 1in these two 8kills prior to treatment, 1t wvas
necessary to compensate for these differences 1in the
analyses of ©posttest and gain score data. For both the
recognition and dictation measures, the posttest scor;s
were evaluated using the pretest acore as a covariate of——

the posttest score, For the performance measure, a one-way
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5
’ ( ¢ analysis of variance was performed on the gain scores of
the four groups. !
G;in scores were calculated for each’\subject by

Bubtracting the pretest score from the posttesat score.
Mean gain scores for the four groups were then derived.
Table 7 shows the mean gain score of each group for

recognition, dictation, and performance.

Table 7 -

Gain Scores

( n Mean SD
Recognition 160 2,76 3.7
-Control 40 .9 3,.31.
I Word 40 4,10 3.62 .
Gordon 40 4,12 3.43 i
Kodaly 40 1,92 3.47
Dictation 160 1.27 2.10
Control 40 .20 .46
Word . 40 .2.70 2,52
Gordon 40 1.55 2.37
Kodaly .40 .62 1.42
Performance 160 ° 3.03 4,85
Control 40 -.02 .16
Word 40 8.55 6.08
Gordon - 40 2.10 2,42
Kodaly 40 1.50 - 3,02
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The analysis ofy covariance on the recognition
posttests revealed a sign%ficant difference between groups

at the .0001 level (Table 8). A Newman-Keuls test was then

applied to the mean gain scores to determine which of the

methods were pore effective than the others,

Table 8
Analysis of Variance
Post;Recognition with Pre-Recognition as Co-Variate
Source SS DF MS F P

Co~Variate 321.9 1 321.918 32.9 . 0001
Main Effects 460,367 3 153.456 15.7 . 0001

The Newman—Keuls procedure revealed .no significént
difference between the Word and Gordon methods for
improving recognition skills, Both the Word and Gordon
method were significantly more efféctive than the Kodaly
method. The Kodaly subjects, however, did ‘not make
significa;t gains in recognition ability when compared to

the subjects who received no instruction. Results from the
hY

Newman-Keuls procedure are shown in Table 9. The
underlined scores in Tables 9, 11, and 13 indicate
non-gignificant differences between groups, All other

comparisons are significant..
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Table 9
Newman-Keuls Procedure-ﬁecognition
-

Control Kodaly Gordon VWord

.90 1,92 4.12 4,10

The analysis of covariance on the dictation measure
revealed a significant difference between groups at the
.0001 1level (Table 10). A Newman-Keuls procedure was
applied to the dictation gain scores to determine the

&
relative differences between the four methods.

-

. Table 10
Analysis of Variance

Post-Dictation with Pre-Dictation as Co-Variate’

Q

Source SS <:f\DF MS F P

Co-variate 6.019 1 6.019 1,97 ,162
Main Effects 183.551 3 61.184 20.022 ,0001
Results from the Newman-Keuls procedure on the

dictation task_ are shown in Table 11, A sign;ficant

difference existed between the Word and Gordon methods for
this task, with the Word wmethod proving superior, The

geins made by the Gordon subjects were significantly

[
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greater than those of the Kodaly subjects. There was no
g significant difference between the éain made by the Kodaly

subjects and that of the control group.

4

A
|

\

Table 11

Newman—Keuls Procedure-Dictation

Control Kodaly Gordon Word .
) ] .625 1.55 2,7
ﬁl.
[3
Table 12 shows the results of a one-way analysis of
{ﬂ variance applied to the performance gain scores. The

difference between groups was significant ‘at the .00l

level.
Table 12

1

Analysis of Variance Summary Table for Performance Gain /

Source SS DF MS F p
Treatments * 1720.369 3 573.457 44,145 ,001 .
Error 2026.462 156 12.99
Total 3746 .831 159 23.565

The results from the Newman-Keuls procedure on the
{ performance scores are shown in Table 13. The gains made

in performance ability by the Word subjects were:-

i
N ’
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¢ <
significantly greater than all other groups. The gainsﬂ
made by the Gordon subjects were significantly greater than
those made by the control group. It appears, however, that
the difference between the Gordon and Kodaly subjecta wa;

marginal.

" Table 13 : E
. ” Newman Keuls Procedure - Performance
Control Kodaly Gordon Word
~e25 1.5 2.1 « B8.55

Summary
Results from this study can be summarized as follows:

) , 1., On the recognition task, the differenc; between
the improvement of the Word subjects and that~of the Gordon
subjects was non-significant. The performance gaiﬁ of both
of these groups, however, was significantly greater than
.either the Kodaly group or the control group.

2. The improvement of the Kodaly subjects in the
_recognition task was not significantly grea?er‘than their

-

counterparts in the control group.

o

o . | |
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3. On the dictation measure, the achievement gain of
the Word group— was significantly éreater than all of the
other groups. The improvement of thg Gordon group was
significantly greater than that of the Kodaly group and the
contfol group.

4, The dictation gain of the Kodaly subjects was not
significantly greater than that of the subJeZts in th;
control group.

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

Word group was significantly greater than that of the other

three groups, 7he performance gain of the Gordon subjects

was significantly greater than that of the control

subjects.

6. The performance improvement of the Gordon group
was only marginally greater than that of the Kodaly group,
and the performance gain of the Kodaly group was only

marginally greater than that of the control group.
{




Discussion

Experimental Methodology

The results of this study seem to indicate that
;eaching methods played a significant rsle in affecting the
subjects post-treatment rhythmic reading abilities. As 1in
many methodology studies conducted in, the public schools,
it 1s possible that the differences between the gain scores
of the four groups may have been influenced by variables
other than treatment,.

Differences in rates of learning may have been an
influential « factor in the achievement gain made by each of
the three experimental groups. The IWord group had
above-average nean scores on all three experimental
pretests The Kodaly group had below-average scores on the
recognition and dictation pretests, and an average score on
the performance pretest. Although the significant
pre—treé ment difference between groups was accounted for
by wusin an ANCOVA, one <cannot rule out the possibility
that the children in the Word groups either had more
pre-treatment ability, or 1learned at a faster rate than
their counterparts in the other threel groups. It is
possibfe :Lat the Kodaly subjects were simply slower

learners, and that given more time, their progress might

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

the differences in the achievement gains of the four

groups. The author noticed that the enthusiasm

demonstrated by the experimental classes varied a great

deal between the six groups as the experiment progressed.
The attention span of gtudents in both of the Kodaly
classes seemed to diminish considerably by the third and
fourth weeks of instruction. They often exp;essed boredom
with the tasks at hand, and became confused and frustrated
as more patterns were added to their repertoire.

The enthusiasm of the Gordon subjects began to wane 'in
Lessons 8ix and seven, Fever stgdents volunteered answers
to questions than in the earlier lessons. Although their

°

attention span continued 1longer than the Kodaly subjects,

they too became frustrated and bored as more gyllables were

added, and the <combinations of rhythmic patterns became
D
more complex.

o

The majority. of subjects in the &ord groups, however,
remained interested and enthusiastic throughout the course
of the experiment. They seemed to accept each new pattern
as a challenge, and seldom expreséed dislike for the daf's
activities, They were eager to.give their answers to the
experimenter, and seemed to enjoy chanting and performing
various combinations of rhythmic patterns, regardless‘of

the pattern's complexity. Théy seldom experienced

difficulty in remembering the éorresponding word for each

pattern, ' \

- o

&
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It is possible that the difference between the
syllabic methods accounted for the level of student
interest, and consequéntly the relative level of
achievement gain, It would have been beneficial to have
compared the relationship between student motivation and
achievement gains, Motivational factors which were more
accurately measured by a post-treatment student interest
survey might have supported the notion that the students in
any particular group enjoyed their learmning experience;
more than the others, and consequently improved their
skills to a greater degree. ' ) ‘ 4

The "experimenter-as-teacher" design of this study may
have also influenced the results of this experiment, The
experimenter was the regular music teacher for all six
experimental c¢lasses, ~and had knownnfhe children for two
years. The students in the Wells school may have had the
advantage of fapiliarity with the experimenter and thus may
have felt more at ease during testing than did the control
group. '

Limitations of the design of this study
notwi}hstanding, there appear g,t:o be some fundamental
differences between the effectiveness of the three chosen
méthodg. It is the author's contention that the syllables
themselves Jaccoqnted for the level of effectiveness of each

v

metho#, -

o
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Group Differences

On the performance pretest, the majority of subjects
gseemed to attend to the number of note headiQon each card,
\

clapping once for each note .with no apparent metrical

‘stress. On the performance posttest, many chilﬁren in the

Kodaly groups continued to use this strategy, randomly -

asgigning " "Ti's" and "Ta's"™ as they clapped isolated
sounds. The only exceptibn to this strategy was that the
Kodaly subjects generally clapped the 'sixteenth note

patterns faster that the other notes, and remembered that

the sixteenth note syllables were “FTiRiTiRi". An

examinatign of the‘.Kpéaly syllable system may explain the
Kodaly'subjects' behavior,

The entire sequence of Kodaly syllables is constructed
from four basic' mono—syllables: "Ta®, W"Ti", "Ri", and

o

"Tai", As long as rhythmic reading was confined to the

.+ first four pgtterns studied ()J ; n, ,ﬁ,é ), the

children were able to differentiate between the sounds of
the patterns, and to recognize, write, and perform them
accurately, "Ta", "TiTi", "TiriTiri", and "Ta-ah" are four

distinct units, each quite different from the other. As

more —patterns were added, however, the children had

difficulty remembering the proper order and combination of
syllablgs, and their performance on all tasks Qgteriorated.
Much confusion | resulted in teaching the children to
distinguish Dbetween "Ta","Ta-ah™, and "Tai", particulary in

dictation exercises for which the .children had to

<
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distinguish between 4/4 and 6/8. The similarity between
these syllables appeared to be the greatest cause for
cbnfusion. The fact that the Kodaly children remembered
"TiRi" more often than the other syllables might be because
it 1is the only syllable combination wvwhich remained an
unchanged intact' unit for all patterns which contain
sixteenth notes.

In comparison, "TiTi" was presented in Lesson One as
an intact unit for a two-note pattern ( J-j ). In the
second 1lesson "Ti" was assigned to a single sixteeth note,
but  joined to "Ri"™ to become "TiRi"™ ( ﬁ). In the
third lesson "Ti" was assigned/ to both a single eighth
note and a single sixteenth note ( m , m ). In
the fourth 1lesson "Ti" was used for each of three separate
eighth notes which were joined by a ligature. 1In the fifth
lesson, "Ti" was assiéned'to an eighth note with a flag.
It 1is therefore possible that the £Kodaly students'
confusion resulted from the use of the same syllable for a
variety of visual configurations. Curiously, however, they
did not ever separate the syllable "Tiﬁ from "Ri" when
these two syllables were combined for s:xteenth note
patterns. They .consistenly seemed to conceptualize "TiRi"
as an intact  unit,

Defining a metric stress was a noticeable problem for
the £Kodaly groups. Even though the experimenter always
read the patterns ;ith an accent on the first note of the

pattern, the students ~tended to continue to associate a
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single syilable -with a single note, granting all notes
equal stress, with the exception of sixteenth notes. They
would ., pause, for example, between an eighth note and the
two sixteenths following it ( J_:Fj). It was common for
students to stop in the ;1dd1e of a pattern and correct
themselves, changing a "Ta" to a "Ti" or a "Ti"dto a "Tai".
They did not conceptualize that each pattern was a ;nit,
connected to another unit by a coniinuing 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.

T%e strength of the Gordon method seemed to be in the
area of metric accent. Subjects in “the Gordon grbups
gene;ally clapped the posttest examples with a consistent
metrical stress, even though the division within each beat
may have been incorrect. They tended to conceptualize each
flésh card as one) measure having either two or four
accenged pulses within it. In addition, the Gordon subjects
were better able to <conceptualize thg difference between
simple and compound meters, as evidenced by their dictation
gain in comparison to theNKodaly subjects' dictation gain.

The 1logical structuring of the Gordon syllables in
terms of metrical pulse and consistent subdivisions was
evidently a factor in improving rhythmic reading skills 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

-
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performance posttests, The differentiation in vowel sounds
between binary and ternary subdivisions of the pulse h&}ped
children to hear the difference between 4/4 and 6/8, as

evidenced by their dictation gain in comparison to the

Kodaly and control groups. The Gordon method failed,
however, when children had to recall the appropriate
combinations of syllables for specific patterns.

Recollection of syllable names was required for both the

performance and dictation tasks, but not for the

.recognition task. The Newman-Keuls procedure showed that

the Gordon method was not as effective as the Word method
for improving performance or dictation skillks, but no less
effective than the Word method for improving recognition
skills.

The mnemonic word method proved to be more effective
than either the £Kodaly or Goraon metEPds for improving
dictation skills, and overwhelmingly more effective than
the other methods for improving performance skills. It is
the author's conclusion that the B8success of the Word
subjects was due to the structure of the Word method
itself, O0f the three methods examined, the Word method
appears to be the most appropriate for an intact—pattern‘
approach to rhythmic reading. Subjects in the word group
conceptualized ’the patterns as 1intact unit; because the
words themselves are dintact units, regardless of their

rhythmic connotation. For example, it would have seemed

"unnatural™ to the children to pause between‘the syllables

. !
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of the word "Washington" as the Kodaly 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. Each
measure cpuld be read like a sentence of sorts, which, i{ke
any sgntence, has a rhythmic flow from one word to the
next.

A noticeable weakness of the Word method was the
choice of words whose pronunciati&n had the same rhythmic
sound. For example, a common mistake for the WOrJ subjects
was to use 'Nobody" 1instead of "Aayone'" for ,Ffr—j ,
because the word could match either rhythm, depending on
how the child pronounce; it.  However, the distinction
between bin;ry and ternary "sets" of words was apparently
clear to the children. The Word subjects never used
"Nobady" or "Anyone"” in place of "Washington" for J J ),
even though all three words have three syllables. It was
was the similarity of two words within the binary set which
seemed to cause confusion. The children might also have
confused the two word:  because of their somewhat related
meaning.

In summary, there were three noteworthy factors which
led to the relative effectiveness of the three syllabic
recitation systems examined in this study. The first was
the dase with which children could recall the syllables for

a specific pattern. This study showed that it is easier

for children to recall Wwords and phrases as intact units

s b e
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than it 1is 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. The Gordon method utilized the
consistent syllable "Du"l for this purpose. The word
method provided metrical accent by employing wo#ds or

phrases whose accent is on the .initial syllable. The

Kodaly method provided no reference point for  metric
stress. The third feature which <contributed to the
methods' effectiveness was a differentiation between binary

and ternary subdivisions of the beat. The Kodaly method
made no provision for distinguishing between %inary and
ternary patterns. The Gordon method changed ‘the vowel
sound following the initial consonagt for this purpose, and
the Word me t hod incorporated® this feature by using

different sets of words for different meters.

Future Reskarch

The complexity of rﬁythmic patterns which can. be
taught by using syllabic recitation systems remains a
pedagogical problem which warrants further investigation.
Certainly, reading one—measur; examples <containing the
twelve rhythmiec patterns employed in this study does not

constitdte rhythmic 1literacy. Before any syllabic method

L WA
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could be fully adopted as a viable teaching tool, issues of
meter, amnacrusis, syncopation, tied notes, rests, etc.,
would need to be addressed. Th; épccess, albeit limited,
of the alternatives to the whole-note definition approach
as examined 1in this study pose several questions which
might be of interest to future researchers:
1. Would an alternative recitation system used in
conjunction with mathematical explanations be more
effective than using the recitation system by itself?
2. If rhythmic reading were ¢to be postponed until

children have mastered fractional equivalencies,

would <children who began to read fhythms with words or

gyllables be any further behind or ahead of those who
did not? ’ ’
3. What level of difficulty could we expect children
of wvarious ages to reach before it became necessary to
expiain ' time  signatures and the proportional
" relationships” between notes and rests 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. Could- 4 word method such as the one used in this

study be developed into a taxonomy of rhythnmic
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patterns for teaching purposes? If so, how might
regional dialects affect the pronunciation of certain
words and phrases? What are the implications of using
the word method in foreign countries? Would the order
in which the patterﬁs were presented vary according to

the meter pf the native tongue of the students?

Perhaps the information gained from this study will
lead to further investigations of the potential usefulness
of intact words for the teaching of rhythmic notation,
Future  experimenters might attempt to train musicians to
notate numerous words of phrases according to their most
"natural"” pronunciation. fhis might determine the
existence of precise notational equivalents for certain
words. If. such equivalents existed, it would then be
possible to create a taxonomy of 'rhythmic words" for
teaching purposes, ‘

Walker (1981) has proposed that many chiliren possess
an intefqalized crogss-modal matchiué system in which
untrained children are able to match an aurally presented
musical example to a picture depicting 1its musical

structure, It would be interesting to know vhether a

similar cross-modal matching system exists for language and

‘rhythmic notation as well, Researchers might ask children

to choose from three or four notations the one that best

matches a certain word or phrase. If children were found

&

to consistently choose the same notations, it would seem

\J
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that those words would be suitable for inclusi;; in a
rhythmic reading cu;riculum; .
It would serve the interests of elementary music
educators for researchers to develop a hierarchy of
rhythmic patterns in terms of their relative difficulty.
This type. of research should then be compared with studies
which examine c¢hildren's moc;ric and cognitive development
in terms of rhythmic notatipé. Elementary music teachers

might then develop a prescribed <curriculum for teaching

rhythmic notation which is compatible with their students'’

L

8 , )
-abilities. At present, many rhythmic notation curricula

are based on the notion that children will most readily
read that which they can perform by rote. Common practice
is to begin with the quarter note, two eighth notes, half
note, and quarter rest in simple meters. Béyond this
stage, teaching practices appear to be quite divergent.

The fact remains that few, 1if any,‘;f these curricula are
based on e&pirical evidence that such teaching strategies
are effective in terms of improving rhythmic literacy. It
is hoped that researchers will join efforts with elementary
music teachers in continuing methodology research similar
to the type presented 1in this paper. It is in the best

interests of our students to develop teaching methods which

are practical, motivating, and most importantly, effective.
“
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APPENDIX 1

¢

Rhythmic Recognition Test Directions

o

In the following test, you will hear 20
rhythmic examples. Each example wiil be played
. three times on a drum. On your test paper, you
see the numbers one through twenty along side
the left margin. Next to each number are three
boxes, lettered A, B, aqd C. You are to decide
which of the boxes matches the rhythm of the
{ example you are hearing" When you have decided,

place the letter 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-

&l tions?
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APPENDIX 1

Rhythmic Recognition Test
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APPENDIX 1

Rhythmic Recognition Answer Sheet

“~

(Correction Key)

1. A
2.

3.

19.
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APPENDIX 2

Rhythmic Dictation Test Directions

s
.
©

In the following test, you will hear 20 rhythmic

examples. _The rhythm of each example will be
played three times on a drum. You are to complete
N #

the rhythm of each example by adding stems and

beams to the note heads on your answer sheet. '

4
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Rhythmic Dictation Answer Sheet
g
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APPENDIX 3

I

I{hythmic Performance Test Directions ‘ o

In the following test, you will be shown‘

.20 different flash cards. Each card has a different
‘ ‘rhythmic pattern printed on it. Look at the

whole card carefully. Say the rhythm silently

to yourself, and then clap the rhythm out loud.

- "Do the best that you can. Do you have any .
gquestions? \ \
‘ ¢ N
P .
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APPENDIX 3
Rhythmic Performance Test Patterns

(Each printed on a separate flash card)
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APPENDIX 3 .

Rhythmic Performance Score Sheet

T

[ ]
wn
.

16.
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,20.

Scoring Key: .
" X -= Incorrect Response

v = Correct Response
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APPENDIX 4 —
Student Data Sheet
, I
NAME /
TEACHER '
) PRETEST POSTTEST GAIN
RECOGNITION ' -
DICTATION ' ' —
PERFORMANCE . —_—
|
oo /
. 14
. ‘\\4
. .



APPENDIX 5

Flash Cards - Lesson One

v 307
o J3) T
w JJJJ]
0w I35
0 SV 3)

o JJI))

» J3) )
v JI5I))
o JJJIJ) T

w )

w ST

w 1))

. 53.
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APPENDIX 5

Flash Cards - Lesson Two

v R A wl))

» FF93 4 FF33

54,

w FFFI ) )

'3>.F3:J':3JJJ‘ w JF33 )

4) J\‘d did

2 ) ) T3 Cw J ) ST

3 ) w J) IV 270

G)J pRp
nJd
0 J))

J53 0 w )

P

jJ‘?\J

e TS

w J JFT3 7))

F‘(ﬁﬂimuﬂ
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iy

STH I I » 73 5
WTFJIFS W FTI |
W IERIE w,) FIJ 173

o TV A e FFFR T 0759
5 JF3 )T EPSrPrrPrry
e )T w J7) 4

IR PrPIrEP N rPRTY PP PYPY

o0 [T FT053) »f75 JF3 5730
DIIFTIS . w ST

w JITTI) o J) 53300

w ) T2 7T w ) FTIT0

w ) JI V53

'24)‘4JIJJ_JJIJ:_§D
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APPENDIX 5

Flash Cards - Lesson Five

1) JJ
» J3IJTI

T

o ST
o JJ3J. 7300

o ) LTI

y ) ST35T

W STIITIL

i

56.
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APPENDIX 5

Flash Cards - Lesson Six

P rrerrP Wprbyrrrrioplorery
o JFFI))N o JTIFFFFRITIL

w FFFFRIT) . w JMTIIM.
o FFIRATE w ) RPN

o) b 3N w NN

e L FFEFRY e TIINTIL
MMM w JIFFFFR L. J:

o b ) JEFF w0 JTV MR
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APPENDIX 5

Flash Cards - Lesson Seven

w FII)TFT ) o FFrr3 )7
2 ). FT7) w J I T
» T JT) )
WIFTIFTI e AT

2 J )70 )T
o ) )T ) w 7)) ).
@7)er_j~, 15’ﬁJJIJJ

W IFIIT) e JF
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APPENDIX 6
Dictation Exercise -

59.

Lesson One .

\

Complete the rhythm of each-example by adding stems and beams
to the note heads:

1) 90 ¢ 90 0o o

2) o o s e e

3) 4o eoe e,

) 4 v o v s v

5! o o o e o o
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APPENDIX 6

' !

\

ition Exercise - Lesson Two

Complete the rhythm of each example by adding stems and beams

.to the note heads:

D) pow & 0 0 &

2) o 00 00 0 0 2 0

-

3 s e e s oo

) gy s e e 400

5 p 0 & ¢

v

Put a check on the box containing the rhythm you hear after

each number is called:

v JI3 5553

VP PRPPRY

7

60.

A 4 7P

Z)JJJﬂJ

) FFF)

\WPPIPPP

v 4J)

)d)

)

0 J3T31J

V)

R4

533314

m 1

s

)

PP

4

2 )11

.
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Dictation and Recognition Exercise - Lesson Three

Complete the rhythm of each example by adding stems and beams

to the note heads:

) p v v r
2) pp oo
L oy

: 3) -

1) g s s

V A A AN G 4

5 0 p s s s s

Put a check on the box
each number is called:

o AP

containing the rhythm you hear after

A

SHA)

» FFR )

F1a)5]]

J1I1 5553

» J 7))

35

)

o JIIRIR)

NNiAan

IDVEIIFBY

JERRETY.

J134)

JA7)
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. ) APPENDIX 6

Recognition and Dictation Exercise - Lesson Five
| ,

Put a _.circle around the rhythm you hear after each number
' is called::
A

e T34 D4 I3

w5 LJ7l TII
) 1e o 500
Cooew ) LITy T3

Complete the rhythm of each example by adding stems and beams
to the note heads: )

\ cot . ,
) 1) ge 9.0 »
- 2) "y g 0 e o -
3) 4 44 et et s

Y g 0 0 2.0 7 7 o

) p o s ot o0 0 . .

T A M st

W STITI SRS R

Fee s, owalid
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Recognition Exercise - Lesson Six

the rhythm you hear:
Y

J1)J11JJ)

63'

., After each number is called, put a check on the box containing

FFRITI

2 ) Jr)

[

312

1

JIl1)»

3)~J. m

Xl

).

o JJJIT)I0

FFFFF ) b

JI3JJ3)J.

JHO L)

JIIJx

0 ). ). )}



PTWERTI AT JOETYIc:

64,

APPENDIX 6

Recognition and Dictation Exercise - Lesson Seven

After each number is called, put a check on the box containing
the rhythm you hear:

v JF1FT]

Cc

TSl | BnAD

a JT1IH)

JF T T T

» J33373 1))

JI ) | B335

o J3JJ7)

JI3 ) F55573

» JJ3I5533 | 730573770 J37753173)

Complete the rhythm of each example by adding stems, beams,
and flags to the note heads:

V) g 9 2 2 ¢ ¢

2)

3)

4)

5)

'

4

"

' A 2 A G N 4

PR A A 2N A A AN AN 4

P I I \ ) )

s 0 & 9’
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APPENDIX 6

Dictation Patterns - Lesson Eight

w JJITI
s JT FT T
F)F3)))

3

-

o ) FFT3)
o T

0 JT2173)
o JEI) )X

65\.

eyl A
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APPENDIX 6
Recognition and Dictation Exercise - Lesson Nine

Part I - Write the notation for the syllables (or words) that you hear:

-1) 7)
2) 8)
e 3 9)
4) : 10)
5) ‘ ) - 11)
6) 12) .

Part II - After each number is called, put a circle Qraund the
rhythm that you hear:

g3 LFRL S N5R)
7. SN ). JT)
LY ThIT LN
FRER NFRN  JIFRD
)73 ) Dl

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

1) v o0 ¢ » »

2) y p ot s 2 s

3 ( T
) ¢ & & 2 7 2 2 s

) g 0 2 0 2 2 2 )

5) p o 20 o



MR T RETIUCC A P RN A ADMETNT T U RTEY S 4 v sty vt ey - L S VS T

= References

Bebeau, Muriel J, Effects of traditional and simplified

methods of rhythm-reading instruction. Journal of

Research in Music Bducation, 1982, 30, (2), 107-119,

Boyle, D. J. The effect of prescribed rhythmical movements
on the ability to read music at sight. Journal of

Research in Music Education, 1970, 18, (4), 307-309.

Brown, M. Letters, syllables, nuambers, 1nter73}e.~ Music

Educator's Journal, 1974, 61, (3), 52. ‘

Cheyette, I. On teaching rhythmic reading. Educational

Music Magazine, 1953, 33, 23-24,

Choksy, L. The Kodaly Context. Englevood Cliffs, N.J.:

Prentice-Hall, 1981,
Cobb, H. Rhythm - Easy as Pie. Clavier, 1962, 1, (1), 18,

—

Gibbs, A. Come on chelsea. Music Teacher, 1973, 52, 27.

mv—

Gordon, E. E. Learning Sequences in Music: Skill, Content,

and Patterns, Chicago: G. I, A. Publications, 1980,

. The Psychology of Music Teaching. PEnglewood

- Cliffs, N. J.: Prentice-Hall, 1971,

Heffernan, C. Teaching Children to Read Music. New York:

Appleton-Century-Crofts, 1968, 24-40.
Hicks,C. E. Sound before sight - strategies for teaching

music reading, Music Educators Journal, 1980, 66,

. (8), 53-54,

\

B ramn %

67.



E et T LA TR AT S

-----

"Landis, B. and Carder, P. The Eclectic Curriculum in

American Music Education: Contributions of Dalcroze,

Kbdaly, and Orff, Washington D. C.:

MENC, 1972.

Nash, G, Creative Approaches to Child Development With //

Music, Language, and Movement. New Ybork: Alfred, 1974.
Nie, Norman' H., Bént, Dale H., and Hull, Hadlai C,

Statistical Package for the Social Sciences. 2nd Ed.,

New York: McGraw-Hill, 1975,

Orff, C. and Keetman, G,

A

Music For Children: I-Pentatonic.

M. Murray, ed.. London: Schott & Co., 1957,

Palmer, M. Relative effectiveness of two appproaches to

rhythmic reading for fourth grade students, Jourmal

of Research in Music Education, 1976, 24, (3), 110-119,

Radocy, R. E. and Boyle, J. D. Psychological Foundations

of Musical Behavior. " Springfield, Il1linois: Chas., C.
Thomas, 1979,

Reichenthal, E. ' "French Time Names" in Music Education in

Action, Archie Jones, -ed.. Boston: Alllyn & Bacon

1960, pp.319-324.

Siemens, M. T. A comparison of Orff and traditional

instructional methods in music. Journal of Research

in Music Education, 1969, 17, (3), 272-285.

———

Van Zee, N. Responses of kindergarten children to musical

-
stimuli and terminology. Journal of Research in Music

Education, 1976, 24, (1), 14-22.

—

68.



) N, St W T AR Prerm P H . o e sam . n e e wA 0 emdy Efer T s B @

Walker, R. Teaching basic musical concepts and their
staff notations through cross-modal matching symbols,

Psychology of Music, 1981, 9, (1), 31;38.

Winslow, R. W. and Dallin, L. Music Skills for Classroom

Teachers. 4th ed., Dubuque, Iowa: Wm C. Brown, 1975,

Zimmerman, M. and Sechrest, L. How Children Conceptually

Organize Musical Sounds. USOE Cooperative Research

Project No. 5-0256, Northwestern Univ,, 1968.

U

69.

e W



