View metadata, citation and similar papers at core.ac.uk brought to you by fCORE

provided by Repositério Institucional da UFSC

UNIVERSIDADE FEDERAL DE SANTA CATARINA
CENTRO DE COMUNICACAO E EXPRESSAO
POS-GRADUACAO EM LETRAS/INGLES E LITERATURA
CORRESPONDENTE

EFL READERS’ TEXT COMPREHENSION: ASSESSING THE
EFFECTIVENESS OF ILLUSTRATIONS

RITA DE CASSIA SOBREIRA CLARO

Dissertagdo submetida a Universidade Federal dia Eatarina em
cumprimento parcial dos requisitos para obtencégrdo de

MESTRE EM LETRAS

FLORIANOPOLIS
Novembro/2010


https://core.ac.uk/display/30375073?utm_source=pdf&utm_medium=banner&utm_campaign=pdf-decoration-v1




Esta dissertacéo de Rita de Cassia Sobreira @fditalada “EFL
readers’ text comprehension: Assessing the Effecdss of
lllustrations” foi julgada adequada em sua formmalfppelo Programa de
Pés-Graduacdo em Letras/inglés e Literatura Carelgnte, da
Universidade Federal de Santa Catarina, para agiuealo grau de

MESTRE EM LETRAS

Area de concentracéo: Inglés e Literatura Corredgaie
Opcao: Lingua Inglesa e Linguistica Aplicada

Gléria Gil, Ph.D.
COORDENADORA

Léda Maria Braga Tomitch, Ph.D.
ORIENTADORA e PRESIDENTE

Celso Henrique Soufen Tumolo, Ph.D.
CO-ORIENTADOR

Sara Rejane de Freitas Oliveira, Ph.D.
EXAMINADORA

Raquel Carolina Ferraz D’Ely, Ph.D.
EXAMINADORA

Lincoln Fernandes, Ph.D.
EXAMINADOR SUPLENTE

Floriandpolis, 26 de novembro de 2010






ACKNOWLEDGEMENTS

| would like to show my gratitude to everyone wisomehow,
helped me to be here today.

Firstly, | thank my advisor, Dr. Léda M.B. Tomitdiey accepting
me as her audient student. | would not have stahisdporogram if she
had not given me this chance.

To my co-advisor, Dr. Celso H.S. Tumolo, who gangaortant
contribution to this study sharing his knowledgehwtomments and
suggestions.

| thank my mother, Luzia Sobreira, for being my hest and
father, always believing in my dreams to become.tru

To all the professors at PGI, in particular profesRaquel d’Ely
for her sense of humor and for being helpful, asvapcouraging our
group.

To my husband, Renato, for being a partner, fopstmg me
and encouraging me during this journey.

To my supportive friends and colleagues, Claudiafi#fid and
Fabiana Almeida, for sharing thoughts, especially being kind and
patient with me.

To my very first colleague at UFSC, Donesca Xhafaho
encouraged me in my first days.

| thank the examiners for having accepted to repavork.

To Jodo Carlos from PGI.

Finally, 1 would like to thank all the teachers whitowed the
data collection as well as the students/particparto took part in this
study.



vi



Vii

ABSTRACT

EFL READERS’ TEXT COMPREHENSION: ASSESSING
THE EFFECTIVENES OF ILLUSTRATIONS

Rita de Cassia Sobreira Claro
Universidade Federal de Santa Catarina
2010
Supervising Professor: Dr. Léda Maria Braga Tomitch

Co-supervising Professor: Dr. Celso Henrique Sotii@molo

This empirical study investigated the effectivenasslustrations
on EFL readers’ comprehension. The study was ntetivAy the need
for further understanding of the topic, as signddggeveral researchers
in the field of Applied Linguistics. The methodologl procedures
adopted involved data collection from 13 patrticiggaitom the English
extra-curricular course &tniversidade Federal de Santa Catarjneth
a basic level of proficiency, which correspondghe third semester of
this course which comprises a total of six semssfEne participants
were divided into three small groups and each greap the same text
with a different approach, that is, PRG (Pre-regdjroup) performed a
pre-reading activity with pictures before the regdof the text; WPG
(With-picture group) read the text with picturesidaNPG (No-picture
group) read the text without any pictures. Thevaets performed by
the participants consisted of reading a text, amedliate recall task, a
multiple-choice task and a retrospective questizané delayed recall
task was performed one week after the first enayuriData were
analyzed both quantitatively and qualitatively exaing results from
the recall tasks, the multiple-choice task and trtrospective
questionnaire. This study’s findings indicate ailf@ative effect of
illustrations when taking into consideration thee usf pictures as
support in a pre-reading activity. The WPG showetleb results in the
delayed recall when compared to the immediate Iréaak. Overall
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results suggest that the facilitative effect aistrations may assist EFL
readers to recall relevant information, which cobtl helpful for text
comprehension for basic level proficient readers.

Keywords: illustrations, reading comprehension,-peading
activity.



RESUMO

COMPREENSAO LEITORA DE ALUNOS DE INGLES
COMO LINGUA ESTRANGEIRA: AVALIANDO A EFICACIA DE
ILUSTRACOES

Rita de Cassia Sobreira Claro
Universidade Federal de Santa Catarina
2010
Professora Orientadora: Dr. LEda Maria Braga Tdmitc

Professor Co-orientador: Dr. Celso Henrique Sotii@molo

Este estudo empirico investigou o efeito facilitade ilustracbes
na compreenséo de texto para leitores de inglés tiogua estrangeira.
O estudo foi motivado pela necessidade de maiendithento do tema,
tendo em vista ser um assunto atualmente abordado varios
pesquisadores do campo de Linguistica Aplicada. étodologia
adotada envolveu a coleta de dados de 13 partteipado curso de
inglés extra-curriculada Universidade Federal de Santa Cataricam
nivel basico de proficiéncia, correspondente aoeter semestre do
curso, o qual é composto por seis semestres. Qisipantes foram
divididos em trés grupos pequenos e cada grupo feasmo texto com
uma abordagem diferente:Rde-Reading Groupealizou uma atividade
pré-leitura com figuras antes de ler o textoMi®h-Picture Grougdeu o
texto com as imagens; eNo-Picture Groupleu o texto sem imagens.
As atividades realizadas pelos participantes ctnrasis em uma leitura
de texto, uma tarefa de recordacdo de conteludoidataetente apds a
leitura, uma tarefa de mdultipla escolha, um queatio retrospectivo;
uma segunda tarefa de recordacdo do conteldo &fizaga uma
semana apos o primeiro encontro. Os dados forarisatas tanto
guantitativamente quanto qualitativamente, exantoase os resultados
das tarefas de recordacdo do conteldo lido, ossdddotarefa de
multipla escolha e o questionario retrospectivoa€lsados deste estudo
indicam um efeito facilitador das ilustracbes nenpmeensédo de leitura



quando levado em consideragdo o uso das imagens soporte na
atividade de pré-leitura. O grupo WPG mostrou melsgesultados no
delayed recall quando comparado com @nmediate recall Os
resultados gerais sugerem que o efeito facilitaimouso de ilustracdes
pode auxiliar os leitores de segunda lingua (inghs selecdo de
informacao relevante, o que pode ajudar na compéeede texto para
alunos/leitores com nivel basico de proficiéncia.

Palavras-chave: ilustracfes, compreensao leitotaj@dade de
pré-leitura.
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CHAPTERI|

INTRODUCTION

No one is an artist unless he carries his picturdis head before
painting it, and is sure of his method and comparsit
(Claude Monet)

Being regarded as one of the greatest sources dddiryg
knowledge, reading has played an important role tfar learning
processes in both L1 and L2. In the past few ygdras been a source
of linguistic input for foreign language learningedto the pervasiveness
of texts found in magazines, books, and online riztavailable for all
kinds and levels of readers.

The progressive inclusion of illustrations to acpamy such texts
has been one of the most important aspects in b ahich may
contribute to the process of comprehension anatieteof text content
in both L1 and L2. This contribution has been thbjact of several
studies and has brought the role of illustratiarsdiscussion during the
last decades.

Several researchers have argued that the useisifaltions such
as images, graphics or diagrams facilitates congmsibn (e.g., Paivio,
1986; Glenberg & Langston, 1992; Hegarty & JusB39Gyselinck &
Tardieu, 1995). Regarding this issue, Gyselincid dardieu (1995)
have attempted to explain in which circumstancesube of pictures
may facilitate comprehension. The authors have drattention to the
extent readers are able to make inferences, agwadeich takes place
during text comprehension, through the represemtatf a text followed
by an illustration.

Glenberg and Langston (1992), who conducted a dtadged on
the mental model construct, propose that the iategr between
pictures and text during comprehension help reaftebetter construct
an “image” of the text, assisting in the constretof mental models.
Even though the present research does not foctistat goes on in the
reader’'s mind” specifically, it is also relevanttake the issues related
to the field of memory and inference making into@mt since it affects
the learning process while reading comprehensikastplace. In this
sense, the authors argue that pictures help péomgenerate important



inferences. According to results in their studyctymies help people to
comprehend and remember text.

Regarding the effects of illustrations as supportgre-reading
activities, the present study also draws on Tomi{tB99), who
conducted a study to investigate the effectivenekspre-reading
activities for L2 reading comprehension. Her resshowed that pre-
reading activities enhanced comprehension for nmegiate level
students, findings which corroborate previous nedede.g., Hudson,
1982; Tagliebier, 1985).

In addition to the studies aforementioned, theafs#ustrations
and their facilitative role in reading has alsorbeécussed by the dual
coding theory, developed by Paivio (1986). Thidhautattempts to give
equal values to verbal (language) and nonverbalnighemagery)
systems of cognition. According to the theory, wheformation is
presented both verbally and visually, there iseatgr chance of being
remembered, and more effectively recalled.

Because llustrations in general have been havesidered
effective to facilitate readers’ comprehension dext in the L1, they
may significantly assist the comprehension abdlitief L2 readers.
Therefore, based on the studies aforementionedarttie assumption
that illustrations facilitate comprehension, thegmse of the present
study is to investigate the effectiveness of ifiatsons in facilitating text
comprehension of EFL readers. More specificallis 8tudy intends to
investigate the extent to which the use of L2 texith illustrations,
affect EFL readers’ immediate and delayed recallewtthey are
presented with a pre-reading activity. For doing @o experimental
study was carried out with a group of Braziliandstots of English with
a basic level of proficiency. They were attendit@sses at the Extra-
Curricular course at UFSC.

1.1 RESEARCH QUESTIONS

Having stated the main purposes of this stutig questions
investigated through this research were:
1- Does the use of illustrations produce better redatl both
immediate (right after reading) and delayed re(@ike week
after the encounter)?

! llustrations are to be defined as visual tools [aghictures, images, graphics and diagrams
when placed next to the written text. Thereffwethe purpose of this study, the term
“illustration” is being used as an umbrella term.



2- Does the use of text accompanied by illustratiorelypce
better comprehension, as measured by multiple ehoic
questions?

3- To what extent do pre-reading activities, with shi@tions,
facilitate comprehension of L2 readers with a lawvel of
proficiency?

Thus, the main assumption in the present study hiat t
illustrations, both as support and as part of arpagling activity,
facilitate text comprehension for EFL readers, witisic proficiency
levels.

1.2 SIGNIFICANCE OF THE RESEARCH

The motivation for this study is the interest imgedures within
the reading field regarding textwith versus without visual aids,
particularly because of this researcher’s previexgerience with the
use of illustrations with adults in EFL regularadas and young learners
from elementary school. In several opportunities nty teaching
experience, it appeared that when illustrationsevpeesented along with
the text, they seemed to have assisted the stuttebtstter understand
the main subject discussed in L2. In addition,hiose cases, the use of
illustrations showed to be effective enough for theading
comprehension when a preceding activity to elfoit $ubject of the text
was applied.

The significance of the study is that the resulayrnead to a
better understanding of the effectiveness of Hat&ins in facilitating
reading comprehension in a second language, sgabifivhen used as
a pre-reading activity. Moreover, it may contribtethe EFL reading
pedagogy, since the findings may shed some lighthow reading
comprehension activities, which may or may notudel illustrations,
may be applied in EFL reading classes in the fiesirs of language
courses. Based on the fact that the area of readsgprch in L2 has
been a field of interest, this researcher has atitnto analyze issues
concerning L2 text comprehension considering thednér more
studies regarding this field. In other words, wieetand to what extent
the use of illustrations per se and the use oftifitions as pre-reading
activities may assist EFL students who are learinglish when they
are considered basic proficient readers. Theretbee,ongoing debate
on text comprehension with illustrations in L2 nimyenhanced.



1.3 ORGANIZATION OF THE THESIS

This thesis is organized in five chapters as followhapter |
presents the introduction, the objectives, the arebe questions, the
significance of the research and the organizatiothe dissertation. In
chapter Il the review of the literature concernedthwreading
comprehension and the role of illustrations foidieg comprehension is
presented. Chapter Ill describes the method andedwoes for data
collection. Chapter IV discusses the results amdcibnclusions of the
study. Finally, chapter V presents the final coesations, the
limitations of the study, pedagogical implicatiaswell as suggestions
for future research.



CHAPTER I

REVIEW OF THE LITERATURE

The main objective of this chapter is to preskatreview of the
literature relevant for this study. For that, irethirst section (2.1) an
overview of reading models is given, and a disarssif the process in
which reading comprehension may take place as altre$ the
interaction of several sources is presented. Naxthe same section
some sub-processes involved in text comprehensien peesented,
including both lower-and higher-order processedessribed by Gagné
et al (1993), followed by the contribution on themntal processes by
Kintsch & van Dijk (1978). The second section (2di¥cusses the
importance of schema theory and pre-reading aetvitfor
comprehension. In the third section (2.3) somehefitnportant studies
on the contribution of illustrations for reading ngorehension are
discussed.

2.1 An overview of the Reading Process

Reading has been approached as a cognitive acindyseveral
researchers in the field of psychology have couosttli models which
discuss assumptions attempting to explain procefssmay occur
during the reading activity. As regards the thregammodels found in
the literature, bottom-up, top-down and interactivedels give support
to the issues in reading comprehension for bothkt fand second
language and as such they also give some supportbétter
understanding the issue of the use of illustrationEFL reading.

The bottom-up model, suggested by Gough (1972, ,1892ited
in Davies,1995) explains reading as a process wbaturs from the
lowest to the highest level, that is, the readartstfrom letter-word
recognition, then sentences and finally the whoéxt tcan be
comprehended. Thus, reading comprehension would fd&ce only
after this step-by-step process is completed. pumtess can be defined
as serial and linear.

According to the top-down model, on the other hahd,process
of reading is explained as a “psycholinguistic giregg game”, once it is
suggested that the reader can make assumptionshah the text is
about and therefore, make inferences (Goodman 119B8), as cited in
Davies,1995). The model refers to a reader whobie & make



predictions before going over the text, constrigctimeaning along with
the linguistic surface encoded by the writer.

Considered an alternative to bottom-up and toprdmodels,
Rumelhart’'s interactive model (1977) gives a mareoenpassing view
on the reader’s behavior. This model predicts thatreading process
occurs in parallel so that both lower and highgelg@rocesses interact,
allowing the possibility to simultaneously processseral sources of
information such as: visual, orthographic, lexiceémantic, syntactic
and schematic. This model reinforces the importariaesing more than
one source of information for reading comprehensidre reader is able
to activate his/her background knowledge by malpnedictions. The
interactive model has been recognized as the metieth tries to
explain more issues concerning reading compreherisan the models
which refer to the activation of only one sourcesaggested in the
bottom up and top down models. Because this madtektinto account
the contribution of different sources of informatioin text
comprehension, so that comprehension is achiekiedyiew is adopted
for discussion in relation to the role of illustaats in this study.

Another aspect that must be taken into consideragian relation
to the individual differences. For that, the Inttree models, when
combined with a compensatory process (StanovicBQ)L9nay provide
better explanation for the existing indication thedaders with low
proficiency level tend to focus on other sourcethem than the
linguistic. Low level readers use such strategyoimder to achieve
comprehension by inferring what is not stated ia thxt. A major
pedagogical challenge in this field is to help E2aders associate all the
sources provided with text and images in orderaweha clear idea of
the message given. In relation to the compensaimgess, van Dijk
and Kintsch (1983) claim that readers without ratevprior knowledge
need to read a fully coherent, very explicit texiorder to construct an
efficient representation of the text base, whicly maturn be necessary
for the subsequent construction of a situation rhode

In relation to reading as part of a componewtcess, a study
which deserves consideration is that by Gagné @8i3), who propose
that reading involves the following component pssas: decoding,
literal comprehension, inferential comprehensiond @omprehension
monitoring. Decoding is a lower-level process in which the ezad
recognizes the sight vocabulary and activates é&animg in the long-
term memory. The next level, literal comprehensicomprises two
other sub-processes: a) lexical access, resporfsiblielentifying and
selecting the appropriate meaning of the words; l@ngdarsing, which



uses the syntactic and linguistic rules of the e to derive meaning
from larger units of meaning, such as the meanfray ghrase, a clause
or a sentence. According to Tumolo (2005), decodéfers to the crack
of the code to make it meaningful and it stimuletasther process, the
literal comprehension process. Because decoding ditetal
comprehension refer to basic linguistic knowledgeased on
information literally expressed in the written teitese processes are
considered lower-level.

Regarding the higher-order processes, inferentimlprehension
involves deeper understanding of ideas, which ohesuthe following
sub-processes: integration, summarization and gd#ibo. Integration is
the result of a coherent representation of thesidedhe text, i.e., how
the reader connects the ideas expressed in clarsgssentences.
Summarization is the mental process that capthiesnain ideas of the
text Elaboration takes place when the reader bringhdrigbrevious
knowledge to integrate the new information presgimethe text. These
processes, at the inferential comprehension lewaply drawing
inferences, and rely on implicit information in thext, based on
background knowledge and are therefore considerngghehlevel
processes.

Also considered a higher-level process, comprebansi
monitoring is related to the reader who monitossher comprehension
while reading in order to check whether the fingjeative is achieved.

It seems that the ideas proposed by Gagné (199®)eaung
inference making and the processes of decoding &tedal
comprehension may be significantly helpful to guile discussion in
relation to “how the processes of comprehensior fdce” during the
reading. In addition to the studies conducted bygr@aet al (1993),
other studies of particular relevance should previdurther
understanding of similar complexities, which argcdssed next.

Among theories that have discussed reading and ament
representation processes, one of the most inflalemdis been proposed
by Kintsch and van Dijk (1978). According to thetaars, two levels of
representation may be found during the reading & The textbase
model and the situation model.

The textbase model is defined as “those elemerdsralations
that are directly derived from the text itself” (Ksch, 1998, p.103).
However, according to Kintsch and van Dijk (1978%tbases are not
merely unrelated lists of propositions, they arderent, structured
units, which encode the semantic content and streicif the text, i.e.
the semantic representation of the text as it ikis Tprocess is



characterized as the microstructure level or lodaelvel of
comprehension. Therefore, it is possible to viewngdiate recall as
representing the textbase level.

The situation model, on the other hand, predictst ttwo
processes occur simultaneously (van Dijk & Kintst®83), which can
be described at a more global or macrostructurd.l@his means to say
that in order to comprehend a text, readers ne@ddgrate information
from different sentences and relevant informatiotivated from long-
term memory into a coherent mental representatigonpcess which can
be captured by a delayed recall taBkcause this model is based on the
integration from both the content information i tiext and information
already stored in the reader’'s memory, backgroumailedge plays an
important role in the construction of the situatimodel. Taking this
into account, it can be argued that delayed rdwdtigs information
from the situation model level. The situation modéherefore,
represents the construction of a coherent mengaksentation of the
text with the establishment of the necessary limkd integration with
prior knowledge, all based on the knowledge of ldmeguage, of the
world, of the communicative situation, and on paeda@xperience, it is
“a construction that integrates the text-base atelvant aspects of the
comprehender’s knowledge” (Kintsch, 1998, p. 1G7¢ited in Tumolo,
2005).

The following section discusses some important espef
background knowledge according to schema theory.

2.2 Schema theory and pre-reading activities

Moving on to studies on background knowledge arsl it
importance to reading comprehensi@according to the concept of
schema theory, reading comprehension is an inteegutocess between
the text and the reader's prior background knovdgédglams & Collins
1979; Rumelhart, 19805chema theory proposes that the reader needs
to activate the suitable schemata while readingglwimvolves previous
world knowledge, in order to construct meaning freemt. In other
words, the meaning that the reader constructs &dext is the result of
the integration of his/her previous knowledge witle content of the
text. Therefore, this theory predicts that the ezadprevious knowledge
is fundamental to the process of meaning constmicthat is, for the
occurrence of comprehension. According to this mpeotexts do not
carry meaning by themselves, on the contrary, theg the reader
directions so that the reader may be able to aartstmeaning by



connecting the new information provided in the texhis/her previous
knowledge.

Based on schema theory, some authors propose aogsslithe
use of pre-reading activities as an important wolthe activation of
previous knowledge, which is crucial for achievawnprehension.

Carrell, (1984) proposes a pedagogical questioncaroimg
schema theory and the role played by pre-readintigitees for ESL
readers. The author brings the question of whe#sahers can improve
students’ reading by helping them to build backgobknowledge by
presenting pre-reading activities to them. Accaydin her point of
view, the answer is positive. Besides the use dlugs, Carrell (1984)
suggests that appropriate background knowledge kmanactivated
through pre-reading activities including aids suh movies, slides,
pictures, field trips, real-life experience, amanhers. According to this
author, ESL lower level proficient readers tend have a limited
vocabulary. Thus, they may be guided to an effigisumccessful reading
which may be achieved through the use of thoseites.

Ringler and Weber (1984) call pre-reading actigitienabling
activities, because they provide a reader withnéheessary background
information to organize the reading activity and domprehend the
material. These experiences involve understandiegpurpose(s) for
reading and building a knowledge base necessargdaling with the
content and the structure of the material. Accaydim these authors,
pre-reading activities elicit or build backgroundokvledge, and focus
attention.

According to Chia (2001), the aim of previewing,igthis a type
of pre-reading activity, is to help readers predictnake some educated
guesses about what is in the text and, thus, aeteffective top-down
processing for reading comprehension. Several §tima text, such as
the title, photographs, illustrations, or subtiflese usually closely
connected to the author’s ideas and content. Thierebased on any of
them, students can make predictions about the wbofethe text. To
make more specific predictions, however, studeae&nsto need more
guidance. Among some guidelines offered by thish@uyt one is
particularly important. He argues that after dligjtstudents’ ideas on
the text, if the text includes illustrations, oreosld reorganize ideas
and include a question related to their.use

Drawing on Tomitch (1991), who conducted a studgellaon
schema activation and pre-reading activities, ip@ssible to have a
view on the effects of the activation of prior krledge. Concerning the
positive findings from the pre-reading activitiepplied, this author
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points out several researchers (Anderson & Peark@8y4; Carrell &
Eisterhold 1998; Gagné et al., 1984, among othets)se studies
corroborate the importance of schema theory infittld of reading.
According to this author, in a study carried out Tgglieber (1985),
three different pre-reading activities were userk\{jgwing, pictorial,
and vocabulary) with EFL students of intermediateel. It was found
that all the three pre-reading activities improvéle subjects’
comprehension. However, the first two affected fpgedy the subjects
much more than the vocabulary pre-teaching. Asrdsgéhe studies
reviewed in Tomitch (1991), the author consideed:ttthe majority of
the studies show that readers approach texts betien they are
presented with some kind of pre-reading activitiplee actually reading
the text” (p. 24).

Taking into account the definitions on schema theabove
discussed and the approach related to L2 readingprahension, it is
possible to illustrate how pre-reading activitiegymelicit reader’s
background knowledge, which reinforce the relevasicechema theory
in relation to the facilitative effect of visuals®urces for EFL readers.
Because schema theory attempts to explain procegsels may occur
during reading comprehension, this researcher yadighat it could
provide evidence on whether/ to what extent prelirepactivities assist
EFL readers when they are presented with pict@esh belief is based
on the fact that, according to the theory, the tealy provide certain
clues such as illustrations, which activates thaedeg's schemata and,
thus, lead to text comprehension.

The studies presented previously show that preinigaattivities
may be an efficient way to activate and/or constratevant schemata
during reading and thus help readers to comprehaddecall more of a
text. The next section discusses studies that imxestigated the role of
illustrations for reading comprehension.

2.3 The role of illustrations for EFL reading comprehension

As briefly presented in the introduction of thiesis, reading is
regarded as one of the four main skills requiredhia L2 learning
process. Studies in both L1 and L2 investigating dffectiveness of
pictures to help readers improve their comprehensave been carried
out (e.g., Paivio, 1986; Schallert, 1980; Glenb&rg.angston ,1992;
Hegarty & Just ,1993; Gyselinck,1994, among othddgspite the fact
that the present study focuses on EFL/L2, relevesgarch in the field
of reading have mostly come from L1; therefore, stlidies here
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presented, either in L1 or L2, will be discussedhvsimilar purpose.
Hence, taking into account that the study focuseshe use/ effect of
illustrations in L2 text, it seems that a briefimwv on the functions of
pictures in text is needed as a starting point.

Regarding the importance of using illustrationseixts for adults
or children, L1 or L2 studies, the majority of thathors in this field
agree that illustrations can be helpful. In thissgg Levin et al. (1987)
presented a study concerning the functions of mstin texts, which
are listed as follows: decorational, representafiorrganizational,
interpretational  (conventional types) and, transiional
(unconventional type). Below, a brief explanatiom these types is
provided.

Decorational pictures simply decorate the pagending little
relationship to the text. Representational picturs the other hand,
mirror the text, depicting or overlapping the texintent, partially or
completely, therefore, assisting students with texall. Organizational
types provide the reader with structural framewaopkesenting
illustrations with steps of processes, structumstems, which may
assist the reader to better comprehend the té&d. regards
interpretational pictures, they help to understdifiicult text involving
scientific or technical content. In this sense, Bta§1989) proposed that
there are four conditions in which pictorial illteions can be helpful:

=  The text must describe a cause-and-effect system;

= The illustrations must reasonably depict the system
process under consideration;

=  Appropriate outcome measures must be selected;

= The learners must be inexperienced with respecthé
targeted content domain.

The last type of illustrations to be briefly reviesy
transformational pictures, include components thed designed to
improve the readers’ recall of the text. Keywordstrations are used
along with text content so that the students cqddorm in a higher
order condition, such as making inferences.

As for this researcher’s point of view, the orgatianal type is
considered more relevant for this study since related to instructions
to be followed by the reader. These pictures pmwadiseful structural
framework for text content (e.g., an illustratedpnad a hiking trail or
illustrations which accompany the text in ordedascribe the series of
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steps performing cardiopulmonary resuscitation i€gar & Levin,
2002).

As regards studies that have provided pieces idkaue both,
for and against the effectiveness of illustrationgexts, Schallert (1980)
analyzes research with both views with the purpokaletermining
when and why pictures can be effective for compnsimm. The author
reviews some important findings and points out thay have come up
with contradictory conclusions. Some of these aasiohs refer to the
facilitative effect of pictures whereas some refethe fact that pictures
make no difference for reading comprehension.

Concerning the negative effect of illustrations dhildren’s
texts, Schallert (1980) points out the study by &els (1967), who
carried out an experiment based on learning to padesses with
children. In his study, tests consisted of trialswihich children were
asked to read aloud words in the context of ilktgins, isolated
sentences, both, or words without any context. Resodicated that
pictures interfere with children’s acquisition ofsgyht vocabulary, as
the author proposed as follows:

When there is more than one cue to a particulgrorese,
as for example, when a picture appears with atguilabel,
readers will focus their attention on the cue thetps them
produce the response with the least effort. (SasnuEd67, as
cited in Schallert, 1980, p.505).

On the other hand, according to Schallert (198bices 1970,
other findings in the area of reading research hahavn significant
positive effects of illustrations. Denburg (19769, for instance, has
reported one direct challenge to Samuels’s restittsording to results
in her study, there were indications that childnare able to read more
words correctly if they were also represented upes. In addition,
according to her, in the study presented by Sami&ig7) it was not
possible to convey new information added by theaiskustrations and
that would restrict the information content of teading. That is to say,
only by bringing an illustration vaguely relatedth® total message may
not be helpful, especially when beginning readeestlae focus. On the
ground of “when an illustration may be effectiver flomprehension”,
Schallert considers the information content of yies and its
relationship to the text as being decisive. Schadleal (1980) carried
out a study in which participants were assigned twmn- picture and a
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picture condition text, where a schematic repregent related how
parts of a faucet would be connected. Findingscatdd that as for the
picture condition group, as measured by a multgbleice and a free
recall test, children learned more information ththpse in the no-
picture group. In the present study, following Slera (1980), both a
multiple-choice and a recall test are used.

The positive view has proved to be relevant andHat, research
on the effectiveness of images in text comprehensias been the
subject of discussion and analyses in the educdtfaid. Glenberg and
Langston (1992) conducted a study with two expemtiedeconditions,
using texts with and without pictures. Results shadvhat pictures help
readers to generate important inferences duringréaeing process,
which, thus, are essential for comprehension. Atingrto their study,
pictures help to build mental models, a processvhich readers can
make inferences through the representation in wgrkiemory caused
by the combination of two or more sources of infation during the
reading process.Moreover, the authors argue that their results
corroborate many other studies, which have dematestrthat pictures
have, thus, facilitative effects for comprehendimough the integration
of information from pictures and the verbal contentexts.

Hegarty and Just (1993) have also given an impbrtan
contribution to the area of illustrations and reaggliby carrying out a
study on text comprehension with diagrams. Accardmthem, “when
people read text, they construct representationsseveral levels,
including (a) a representation of the text itsedfssentially the
propositional content of the text and (b) a repnésen of the situation
or the object described in the text” (p. 717-718Moreover, these
authors have argued that constructing a mental hmoalg be facilitated
when the text is accompanied by an illustration.eOaof their
experiments showed that participants could cldaelyefit from both the
text and the diagram about mechanical systems. Buchof systems
are more likely to be (more) dependent on illugirasince the readers’
behavior suggest that they integrate information rewading and
rereading the content presented in the text vii¢éhaid of the diagram.
To unfold this impact the participants would be exskto answer
comprehension questions and draw the systemsrafiding the text.
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The text used in their experiment is presentedvibelo

This pulley system :nn;lsts of three

pulleys, two ropes and one welght, The

upper pulley |s attached to the celling.

The other pulleys are free to move up and

down. The upper rope Is attached to the

celling at one end, goes under the middie

pulley and aver the upper pulley, and Is

free at the other end. The lower rope is

attached to the celling at one end. It goes

under the lower puliey and Is attached to

the middle pulley at the other end. The crate is suspended from the lower
pulley. When the free end of the upper rope is pulled, the rope moves over the
upper pulley and under the middie pulley and pulls up the middle pulley. This

causes the lower rope to move under the lower pulley and to puil up the crate.

Fic. 1. Sample text-and-diagram description presented to subjects in the experiments (the descrip-
tion of the most complex pulley system).

Figure 1. Description of the pulley system usedha experiments.
Hegarty & Just (1993)

According to the authors, the conjunction of tert adiagram
proved to benefit comprehension since the readéegiate the
information from two media. However, the researshgoint at some
difficulties to find more clear answers accordingstudies which have
been carried out in this field and which desertergibn. One of these
difficulties is related to how illustrations may taally help for
comprehension. In addition to that, it is meanih¢diadd two questions
provided by Hegarty and Just (1993) concerningr tiesiperiment:
“would the comprehension of a given device havefesefl if the
diagram had been omitted?” or “could the readeve figured out how
the device works from a diagram alone, withouthibaefit of the text?”
(p.718).

An issue to highlight concerning the study afosetioned is
that it focused on a pulley system instructionf tedo say, those types
of texts with instructions which the reader may chdée focus on
procedures being guided by the illustrations pregskrin that case, for
comprehension to occur, the reader should be abdmther three vital
items during the reading of the text: the textlitséne diagram, and
his/her prior knowledge, including knowledge of theébject matter. The
authors claim that parallel resources should alwalgy the role of
being a support by bringing new information. Thessources should
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not be used to repeat information already giverthim text. In other
words, the use of illustrations plays more impdrtentes than being a
mere decoration item. They may help EFL readersngbessential
during the reading of a L2 text.

Gyselinck and Tardieu (1992) have also contributethis field
by addressing the following question: “when is a&tyrie worth a
thousand words?” They propose that the benefiffieteof illustrations
take place during the construction of a mental rhbgearguing that:
“illustrations promote text understanding becausey tfacilitate the
construction of a mental model that is the soufdeferences” (p.198).
In one of the experiments carried out by Gyseli(it®95), the author
attempted to study the effect of pictures on thes® of comprehension
for participants who had basic notions of physiod ahemistry (L1).
Participants read texts either with, or withouttyies. After that, they
were submitted to two three-choice questions thegriupted reading.
Part of these results showed that the participahtshad a With-picture
condition text had higher scoring than the ones veadl a text without
pictures. However, the No-picture condition had tdretresults on
inference questions.

An example of part of the illustration used forstlexperiment is
presented:

if = plastic bag Is closed at 2 given slfitude, for Az {he bag goed up in altitade, it will nfiate
at the sex level, then the pressure luside the bagand besuuse of the pressare,
the pressure outride the bag are the same.

Figure 2. Part of the illustration describing notions of phsysics.
Gyselinck (1995)

One of the claims brought in the study mentioneaceons “who
can benefit from illustrations”"Does this benefit depend on one’s
knowledge or do some readers have specific akilitieich make them
good picture readers? In this sense, it is impot@aipoint out that one
issue to be investigated in this research is basetthe assumption that
L2 readers with low ability to understand speciiéxts may use the



16

support of an illustration in order to better asBiecomprehension. As
Gysenlinck and Tardieu have emphasized, most ofsthdies on the
effect of illustrations have examined participamiso have low prior
knowledge in the domain of the text in L1. Among tiesearchers used
by these authors in order to enrich the investigatin the effectiveness
of illustrations, they point out Mayer and Gallimho conducted a series
of three experiments using pictures. According taydt and Gallini
(1990; as cited in Gysenlinck & Tardieu, 1992),tywies may help
participants who cannot achieve comprehension dutheir lack of
knowledge in a certain area. In their experimgpésticipants read texts
concerning how scientific devices work e.g. brakaygtems or pumps.
For that, they contrasted various types of inpuhsas: no illustration
text (control), static illustrations of the devisth steps to guide (parts),
dynamic illustrations showing the off and on staiéthe device (parts
and steps). Their findings indicated that the bierafeffect of parts-and
steps illustrations improved the participants’ feaan conceptual
information and helped the readers build interrainections to draw
elaborative inferencés Moreover, it was also observed that these
beneficial effects of parts-and-steps illustratiorese mainly for the low
prior knowledge participants.

2 Elaborative inferences may be produced to “covearumability to recall details of the
original text, and may have detrimental effectgext information (van Dijk and Kintsch 1983;
as cited in Tomitch, p.92, 2003).
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The example depicted in figure 3 illustrates theety of
illustrations used in their experiment:

PARTS ILLUSTRATION STEPS ILLUSTRATION

Il [ As the rod s pulied out,
air passes through the piston
and fills the areas between
the piston and outlet valve,

k[;,E—— PISTON As the rod is pushed in,
INLET VALVE the inlet vaive closes
and the piston forces air

OUTLET VALVE Ihrough the outlet valve.
HOEE
iy J—

PARTS AND STEPS ILLUSTRATION

.

\ As the rod Is pulled out,
=] §—

As the rod is pushed in

L}air passes lhreugh the pision
/

A PISTON
N
hd INLET VALVE | |- the inlet valve closes
OQUTLET VALVE -]
HOSE
 ———
and fills the area b the nd the piston forces air through
piston and the outlet valve. the outlet vaive.

Figure 3 . lllustration of a pump system. (Adaptedfrom The World Book
Encyclopedia, Vol. 15, p. 794, 1987, Chicago: World Book, Inc. @yright
1990 by World Book, Inc. by permission of the pubgiher.)

The studies aforementioned have attempted to expihe
inferences that readers make during the integratioboth text and
picture, allowing them to build connections. In #idd, this process
would be more effective when the reader has thaah#o have both
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text and picture so that it is possible to navigaten one source to
another, making more accurate inferences. Thussdhee could apply
for second language readers whose level of profigies not high
enough to follow a L2 text without the use of todts assist them
improve comprehension of the content, picturethimcase.

Moving back to the field of L2 studies, there igldi research in
the field of second language as compared to argjlage on the extent
to which pictures may be effective for reading cosmgnsion,
especially when L2 readers have basic proficierugll Despite all the
studies reviewed both in L1 and L2 in this chaptesgarch on EFL/L2
reading comprehension is still needed. As to maeemt research,
Buratini (2004) gives an important contribution tluis field, which
regards L2 and visual aids. Although her study easied out entirely
in Portuguese, it focuses on the importance ofalignformation for
EFL/L2 text comprehension.

The study conducted by Buratini (2004), which wasdd on
semiotics theories claimed by Kress and van Leeyd896), discusses
the contribution of both visual and verbal (wrifteénformation for the
process of reading and understanding a text insL®ell as it discusses
the importance in which visual aids should be egdoin order to “fill
possible gaps” due to lack of linguistic knowleddellowing the
theory, the author restates that visual resounme$uadamental for the
integration of visual information and written formso that
comprehension is achieved, as the excerpt explains:

“The literature also indicates that visual resosyaich
as title and illustration, as well as extra-verpaphic resources
(bold type, italics, diagrams, paragraphing) mamptgbute to
the formation of the hypotheses which anchor deteen
processes and which contribute to text compreheh§o3, my
translationy

The author focused her investigation upon the ioglabf visual
information to assist comprehension in EFL texts. that, she analyzed

3 Original Text: A literatura também indica que osusos visuais, tais como titulo e
ilustracd@o, bem como os recursos graficos extraaigi(negrito, italico, diagramacéo,
paragrafacéo) podem contribuir para a formagadpf#tdses que ancoram processos
descendentes e contribuem para a compreenséotdgBexatini,2004).
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university admission examination (vestibular) at [ORNNP
(Universidade Estadual de Campinas), crossing daith the
candidates’ performance. According to her findingise empirical
analysis showed that the visual aspect may assigpiehension when it
is thematic and completes the verbal informatioowéwver, if the
illustration presented has an ironic perspectiveyiil not be helpful
since readers may not be prepared for understariehihgl 2 text with
such perspective. Based on the compensatory prodessed by
Stanovich (1980), which is concerned with readepsoficiency
limitations, the author suggests that the integratf visual and verbal
aspects in texts is necessary for comprehensitexofal sense, since it
may be useful to provide support for different cemgatory processes
(Stanovich, 1980, as cited in Buratini, 2004). Hiere, it is possible to
assume that the compensatory model may explaiadhptations which
were necessary to accomplish the tasks used inptégent study.
Because the level of the text used had to be myviten the use of
illustrations becomes strategic (accessory). Taktagjinto account, the
basic level reader has to be aware of strategieflltin gaps of
comprehension.

Moving on to the next topic, it presents an accairthe DCT -
Dual Coding Theory by means of reporting the rabeesof imagery for
reading comprehension.

2.3.1 The dual coding theory

The Dual Coding Theory (DCT) was proposedHajivio (1971,
1986; as cited in Paivio, 2006). The theory wast fileveloped in order
to explain verbal and non-verbal influences on mgmdowever, the
theory has also extended to other fields sincest been considered of
extreme/vital importance, being applied, in patacuin the educational
field. DCT takes into account verbal and non-verlmluences on
memory for reading comprehension, which are desdriass language
and imagery. According to this theory, the verbgtem focuses on
mental processes, which is called propositionschemata whereas the
non-verbal system focuses on the beneficial effedtdmagery on
memory. This discussion allows for a further thioiugg this point, since
imagery can be defined as a process by which reatbehavior is
analyzed after they have pictured an image in tim@iids while/or after
reading a text. The theory claims that informai®stored in long-term
memory both as verbal propositions and as mentagés. It suggests
that when information is presented both verballg aisually, it has a
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better chance of being remembered thus, providibgteer recall. In

order to provide empirical evidence on how pictumesy have played
important roles on memory, in a more recent arti€laivio (2006)

discusses some experiments conducted by schol#@ng iarea. Sadoski
(1985)’s results, for instance, showed that childsho were questioned
prior to story recall and reported a climax imageatled more of the
story than those who did not report a climax imdesides, there was
no such effect for children who recalled their imggafter recalling the
story.

As for the educational field, when discussing teading skills,
Paivio’s DCT stresses that, beginning readers l¢arread concrete
words by sight much faster when the words are apeoird by referent
pictures (Paivio, 2006, p. 11). In this sense, theory may guide the
present discussion as regards its positive regutslation to the use of
pictures and the process of reading in L2 for bkesiel readers.

Some researchers have followed the theory in diblels such as
the cognitive sciences and computational cognitwedeling (e.g.,
Anderson, 2005; Just et al., 2004), which have slotlvat the DCT has
also contributed to enrich the field of reading eoemension.
Acknowledging the contribution given by DCT, itfeasible to integrate
its relevance to this study since it has broughinst considerations
about the use of images and its effect on memory.

As can be seen, based on the studies and theereptesented,
there seems to have an agreement among reseafobrarseveral
fields in relation to the fact that there are dif® sources of
information the reader draws upon in order to amestthe meaning of a
text and one useful source may be the accompari§irsgrations. In
addition, the studies are relevant for any researglth involves the
facilitative effect of illustrations in reading c@mehension, since it has
given new views on how to work with images so thay may become
increasingly useful for EFL readers.

In the field of reading comprehension, more studiesneeded so
as to investigate the benefits of pictures for HEEkt comprehension.
Therefore, this study attempts to fill part of tlyap and assess the
effectiveness of illustrations in facilitating testmprehension for basic
level EFL readers.



CHAPTER I
METHOD

Having presented the review of literature releanthis study in
the previous chapter, the present one reports #tbad used for data
collection and for data analysis. The first secti@l) presents
information about the participants chosen for thiisdy; the second
section (3.2) describes the instruments used; énféllowing section
(3.3) the design is presented; in section (3.4) pinecedures are
described; and the last section (3.5) briefly pneséhe pilot studies.

3.1. Participants

The participants in this study were originally Hwever, in the
conclusive phase they were 13 (thirteen) adult iBaaznative speakers
of Portuguese, students of English, taking reguksses at the
Extracurricular course - DLLE, UFSC (UniversidadedEral de Santa
Catarina). The group was formed by seven male iri@ale, ranging
from 18 (eighteen) to 45 (forty-five) years old.ephwere attending the
third semester which corresponds to level threemfa total of 10
levels. This level implies that students have hggt@ximately 135 (one
hundred and thirty five) hours of English languagiasses, being
therefore, at the basic level. According to Mayed &allini’s claims
(1990), pictures may help readers who cannot aeh@®mprehension
due to their lack of knowledge in a certain area,djted in Gyselinck &
Tardieu, 1992). Therefore, the reason for choogagicipants of a
basic level of proficiency relies on the interastfinding whether L2
students with a basic level of proficiency tend henefit from
illustrations present in the text, showing bet@mprehension.

3.2. Instruments

For the present study, the instruments for res@agclhe
influence of images in text comprehension included adapted
versions of an instructional text, a free immedrateall test, a multiple
choice test, a written retrospective questionnaire] a free delayed
recall test, which will be carefully described ihetsubsections that
follow:
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3.2.1 Instructional text

The text selected was taken from an American patdtio called
“Genuine Articles — Authentic texts for intermediastudents of
American English”(Walter, 1994), which was part of a magazine aaticl
(see Appendix A). The decision about the use cawthentic text was
based on the premise that the experiments carnigdion academic
purposes should present a more realistic apprddémivever, due to the
students’ level of proficiency, the text had to adapted to fit the
purposes of the present study. The text type chgzesented
instructions to the reader. One reason for chooam@structional text
for data collection is that many studies found he field of reading
comprehension have claimed that instructional texs thought to
promote learning since they include a variety afsirations (Brody,
1981; Gysenlinck & Tardieu, 1999; PaivitQ71; 1986). Moreover, the
main goal of an instructional text is to instrutggach and show the
reader how something must be done through a ggtooedures. Some
of these procedures are usually followed by pictumeorder to give the
reader clues. These clues may help the processmrehension in both
L1 and L2. In this sense, the information in thatten text may be
better understood, which leads to twenpensatory model by Stanovich
(1980), which assumes that basic level readers usaystrategies in
order to achieve comprehension. This could be densd, thus, an aid
to basic level EFL readers.

Two versions of the text, one with and the othee ovithout
images (see Appendix B), were constructed. The teddaw to protect
yourself — at home” originally presented twelvestgm how to protect a
house from robberies. The with-picture version wpplied to both a
Pre-reading group and a W.ith-picture group. Theosécversion,
without images was applied to the No-picture grépme words and/or
expressions such gtass-panegddead-bolt lock hinges were removed
from the original text due to their higher levelcabulary and the
number of words assumed to be unknown by the jgaatits, which
could bring the possibility of having a too longsggary, considering the
whole text, thus, affecting actual resultsnother change made was
concerning the size of the text. In the versiomsented, the texts were
shortened to seven tips and the vocabulary wasae\b fit the level of
the participantsSome paragraphs were revised considering thatthdth
information removed it could become a simpler tiextead and, thus,
more appropriate for them to fit the level of thartjripants. Another
change made was in relation to the layout of the. ti originally
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presented twelve tips, as already mentioned. Homvewely 7 tips
presented its respective illustration. These péstuvere presented at the
end of the text, not beside each text as it wasemadthe versions
adapted. Moreover, some of the tips removed hade neteiborated
sentences using more structured grammar. Finallyas necessary to
design some extra illustrations for the texts chdset which did not
present illustrationsTherefore, it was a challenge try to “fill the gap”
not repeating the message written beside it.

3.2.2 Informed Consent Form - Written Instructions

As requested by the Ethics Commit{@EP — Comité de Etica
em Pesquisa)an Informed Consent Form (see Appendix C) wasrgiv
to the participants in order to inform them abdwe study, the context
of the research, the researcher and the Professeod/ed in this
investigation. The consent form was written in Hotuguese), the
participants’ mother language. The form was sigiedhe participants
prior to their participation in the study.

3.2.3 Free Immediate Recall

Soon after the participants finished reading the, tthey were
given a sheet with instructions in English (L2), which they were
asked to write everything they could recall frone tiext in complete
sentences (see Appendix D). The participants whosved to recall
either in L1 (Portuguese) or L2 (English) sinceglamge use was not the
main focus of the study. The free recall test wagliad in order to
assess immediate text recall and correlate resittishe delayed recall,
taking into account the groups with and withouttymies. For the
purpose of evaluating the recall protocols, thi&ers, proficient EFL
readers, students of the Masters’ program 2008g(Bnma de Poés-
Graduacgdo em Letras Inglés e Literatura Correspuajjevere chosen
so that the results obtained could be validatelde rEsearcher was also
considered to be a rater since the profile predebjethe other three
raters was similar. The scoring was based on 7($eweain and
7(seven) secondary propositions found in the t&te maximum
scoring for the correct propositions will be funttexplained in section
3.3.
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3.2.4 Multiple - choice test

The second test was a multiple choice test. It istets of 8
(eight) questions, with four options each (see Aplpe E), presenting
sentences with the literal comprehension taken fthm text, since
literal comprehension is considered a lower levetess. It was applied
as soon as each participant finished the free Iréesi. As with the
preceding test, it was presented in English (L2)e Participants were
supposed to choose one of the four options givée. dgurpose of the
test was to check the participants’ comprehensfahetext through a
recognition test (e.g. multiple-choice), as a residilreading with or
without an illustration. The decision for a recdgm test (with
multiple-choice questions) is that this kind ofttesay be used as
assessment of both lower and higher level procesmsg@warious skills,
in this case a basic level EFL group.

3.2.5 Retrospective Questionnaire

A retrospective questionnaire (see Appendix F),pteth from
Tomitch (2003), was applied in L1 (Portuguesegimed at looking for
further answers through which participants couleegheir opinions on
the easiness or difficulty they encountered whexdirgy the text. For
that, eight questions were used involving aspedscerning text
content as well as the participant’s subjectivduataon on their reading
of the text.

3.2.6 Free delayed recall

A free delayed recall (see Appendix G) was appliethe same
group one week after the first encounter. This festsion aimed at
measuring the number of propositions recalled awpewmed to the
immediate recallAs for this second phase and similar to the firg,o
the participants were allowed to choose recallm@d or L2. Thus, the
basic instructions given during the free immediatel delayed recall
were the same. Grammar or spelling mistakes wetetal@n into
account, since this was not the focus in this stédy important issue
observed as soon as the participants accomplisteedtask was that,
with one exception, the participants from all gregpose to recall in L1
(Portuguese). In the immediate recall they had ehds recall in L2
(English), however, for the delayed recall, theticea this task would



25

be more time consuming and, therefore, they madedecision to
accomplish the recall in L1.

3.3. Design of the study

The present study consists of five activities/taskading a text;
a free immediate recall; a multiple-choice taskietayed recall; and a
retrospective questionnaire, already describedubsections 3.2.3,4,5,
and 6. The decision for choosidmasic level participants was firstly
based on both the pre-pilot and the pilot studyifigs of which did not
signal any significant effect of illustrations onpapulation of more
proficient learners, as the text and tests wersgmted to them. In fact,
it was after having such results that the main ragsion of the study
was considered, that is, pictures might have atgréacilitative role in
comprehension for EFL basic level readers. Forgism the academic
environment, more specifically the extracurricuidaurse at UFSC was
chosen. Therefore, a group of EFL students who vier¢ghe third
semester, that is, basic level, was chosen fossthidy.

In order to measure probable differences in texbgrehension,
the participants were divided in three differenbugrs for assessment.
The participants and procedures were dividedollows: Group 1, the
treatment group 1 (PRG: Pre-Reading Group), whitdeived a pre-
reading activity in the projector, exploring timesiges present in the text
by eliciting the participants about the contenttbé text, read the
instructional text with images and took all te€spup 2, the treatment
group 2 (WPG: With-Picture Group), which read timitten texts with
images and took all tests; Group 3, the controugrNPG: No-Picture
Group), which read the written texts without images took all tests.

Initially, the decision for choosing the groups edalescribed
was based on the assumption that illustrationdititei comprehension
for EFL basic level proficient students. Accordingiwo groups, With
and Without-pictures groups, were chosen. Aftersmering that a pre-
reading activity could help the students even ntbam only presenting
pictures, a third group, a Pre-reading group wasseh. Considering
that the three groups were from the same leveltakidg into account
that their level of familiarity with the text coulae similar, they all read
the same text and performed the same tasks, but different
treatment, as explained above. The with-pictureugravas chosen to
measure the effectiveness of illustrations withittstructional textthe
no-picture group was chosen as reference groupagsia no-treatment
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group (control). This group was measured in orddrave a better view
when analyzing the groups which worked with thesilfated text; the
pre-reading group was chosen to measure whethéw what extent
pictures, when applied as pre-reading activity, danilitate text

comprehension than only using the pictures with tiyd. With this

design it would be possible to investigate the a$feof pictures on
reading comprehension according to results from phe-reading

activity, the recall task, and the multiple-choiask applied.

3.4. Procedures

As there were 2 phases for data collection, theddiate recall
and the delayed recall tests, the data collectad & (five) participants
in the first phase were disregarded due to thesemate in the second
phase. Therefore, participants in this study & €thirteen) students.
The whole experiment was divided into two phasds wigroup of 18
participants in phase 1 and 13 participants in @hasData were
gathered on regular class days with participantthefExtracurricular
course (UFSC), EFL learners from the third levelefdde any
instrument was applied the participants were hyiefformed about the
purpose of the study, when they signed the aforéomed consent
form. The experiment was carried out in June, 2@®&ch phase is
described in detall in the next subsection.

3.4.1. Phase 1 —-Immediate recall task

Regarding phase 1 of data collection, one of thsruments
applied focused on the immediate recall, that lstvwparticipants could
remember soon after they finished reading the texthis phase, from
the thirteen participants, three smaller groupsewermed and taken to
another room, one group at a time, where they canklver the tests.
The participants were instructed to carefully réfael instructions (see
Appendix H). The instructions informed the partamps that they would
not be able to go back to the text while answethy tests, since it
could affect the results negatively. All groups dedhe same
instructional text.

For the PRG, the pre-reading activity was recordede
Appendix 1) along with the participants’ respongesrder to allow for
later data analysis, aiming at how participantspoadged to the
procedure. Both the instructions and the pre-repdutivity were in L1
(Portuguese). During the first 8 (eight) minutesrtigipants were
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stimulated to answer questions such@aé titulo vocé daria a um texto
baseando-se nessas imagénd?ased on the images shown on the
screen. Time was set after the pre-reading acthéty finished. Soon
after the pre-reading activity was carried out, BRieRG was given the
text with images and informed they were going totibeed from that
time on, until the last participant had completesfHer very last test.
As mentioned before, after having read the textshegroup was
instructed to answer a free recall activity fifsllowed by a multiple
choice task and soon after that, a retrospectiven.f@All tests were
answered in an individual manner. To do so, paicis were instructed
to raise hands whenever they had finished oneityctio that the next
one could be applied.

As for the WPG (group 2) and the NPG (group 3)ytwere not
exposed to a pre-reading activity and both grougewiven 25 minutes
each, to accomplish the whole activity. Such pracedvas based on the
time that group 1 (PRG) accomplished the pre-repditivity and the
reading of the text. Both written and oral instros were given in
Portuguese as the purpose of the study was retatguhrticipants’
proficiency level in L2 in a way that the instrusts would not interfere
with the results. As the instruments were adaptedliie level of the
participants (level 3), the multiple-choice testsvpaesented in L2. Both
immediate and delayed recall tests had their ioStms in L2 but
participants could choose either L2 or L1 to ansiiem. However, in
order to avoid problems when giving personal opigian L2, the
retrospective questionnaire was written in L1 amel participants were
instructed to write their answers either in Poresgpi(L1) or in English
(L2), choosing the way they were more comfortakit.w

3.4.2 Propositional Scoring

In relation to the procedure for scoring the fremall, the
sentences were propositionalized. The method wssdban a scheme
developed and used by Tomitch (1990). Van Dijk &matsch (1983)
define a proposition as “an intentional unit cop@sding to the
meaning of a sentence in linguistic theory and he tonceptual
representation of a sentence in a cognitive modellanguage
comprehension” (p.112) (as cited in Tomitch, 2008)order to have
more reliable results, three raters were chosenevaluate the
propositions so that the scoring could be validaldds researcher was
also considered to be a rater. The analysis cedsist counting the
number of main and secondary propositions (see rgigel) in the
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original text. As the text presented seven pardgrapach presenting a
different tip on how to protect the house, sevelinmpaopositions and
seven secondary ones were identified. Each secpipdaposition was
related to one main proposition. The main propmsgiwere evaluated
with a maximum value of 80% while the secondaryppsitions had the
maximum value of 20%. As for the general results amalysis in
relation to both immediate and delayed recall,fihal scoring (100%)
was found by adding the scores from the main ancbrkary
propositions. In order to illustrate this explanatitable 1 below shows
one excerpt taken from the text, how it was prapmsalized in the
rater's classification providing, thus, two listerfboth main and
secondary propositions as shown in Tables 2 and 3.

Table 1 — Table: Example of main and secondary pragsitions:
Raters’ evaluation

Give the impression that someone is home when yoo gut.
(main proposition) Activate interior lights (secondary proposition)
with timers set to go on and off alternately infeliént rooms.The
sound of a television or radio on in a house or apnent also helps
(secondary proposition) — these can be timer-aeti/eo?

Table 2 — Main propositions:  Score sheet — ressgltbased on the
raters’ evaluation

1- Have a home security checkup

2- llluminate your home and property

3- Let friends know when a repairman is at yourdeou

4- If a visitor starts behaving suspiciously, geti o

5- Give the impression that someone is at home

6- Never give information over the phone to an wvkn caller
7-Never say you are not at home on the answeriranime.

Maximum Value: 80%

* Please refer to appendix J for the complete Table
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Table 3 - Secondary propositions: Score sheetesults based on
the raters’ evaluation

1- Ask a local police officer to check your home;

2- Put light in front of your house entrance; Cusliies near the entrance
3- Invite a neighbor for coffee while a repairmararound.

4- Scream Fire! or Police! To attract your neiglsbattention.

5- Activate interior lights. // Leave the TV or ifadn.

6- When receiving a strange call, ask a numbealidoack. // Instruct
your children how to behave with strangers on theng.

7- Leave a recorded message (saying that you atdeuat the

moment).

Maximum value: 20%
3.4.3 Phase 2: Delayed recall

Concerning phase 2 of data collection, a secondisesook
place a week after the first one. In this seconasphthere was a free
delayed recall test (see Appendix M) in which tretipipants were
instructed to write everything they could rememfsem the text they
had read one week before. Although the test instmg were written in
L2 (English) the participants were allowed to cledmtween their
mother tongue and L2 to do the recall. There wasewd to divide the
group for this procedure since there was only esefor this phase and
the instructions were the same to all participants.

3.5 Pilot Study
The pilot study comprises one pre-pilot and a taty.
3.5.1 Pre-pilot

A pre-pilot experiment was carried out with fouudstnts of
English in Curitiba. Two participants were undedyrate students and
considered basic level whereas the other two whe \weaduated and
considered upper intermediate regarding their lefeproficiency in
English. These levels were based on the coursgsabie taking at the
moment of the experiment. The participants reagkawith instructions
on how to save a life, the title of which was “Haw carry out
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resuscitation” — How to save a life”. The partanps had similar tests
as the ones applied in the study. However, th@spéctive interview
was not applied since it was in progress duringgreepilot. Results
revealed that the pictures used in the text wdy eonfusing, not clear
enough to help the students in the case of L2 esudh addition, the
more advanced participants’ results showed thausfeeof pictures did
not make any difference for them since they undetstthe whole

vocabulary presented, showing that the vocabulaps Wwoo easy.
Therefore, these results allowed the researchehamge the text and
find one which could really make a difference conoey the use of
pictures as being helpful for EFL readers. Thusew text “How to

protect yourself: at home” was chosen.

3.5.2 Pilot Study

Before the actual data collection, one pilot studys conducted
in May 2009, two weeks. The pilot study took placihin the same
environment but with different participants frometkextra-curricular
course, at DLLE (UFSC). The pilot study contributedhe main study
in the following ways: first, in relation to theganization of time for
the pre-reading activity with the group; secondpcedures for
instructing participants for the recall protocolutmbe improved. Since
time was considered a challenge, the pilot study wseful to prioritize
what should actually be explained to the participathat is to say,
going straight to the point and not wasting so mticte with details;
and third, the encounters made it feasible to nchleges in the manner
the tests were being conducted by analyzing andnizipg the most
appropriate number of sessions for data colleciiare to the number of
participants and the need for using another rodm,résearcher was
supposed to conduct each group from their classrmoanother room
and the way back, which could be time consuming] #rerefore
another encounter would have been necessary.

The next chapter brings the results and the dismusd the data
obtained.



CHAPTER IV

RESULTS AND DISCUSSION

This chapter presents and discusses the resulisneditin this
study in relation to the following tasks: free inufiee recall, multiple-
choice questions, free delayed recall, and the ospéctive
guestionnaire. Section 4.1 presents the resultsecnimg the immediate
free recall task; section 4.2 reports the multigheice test results; in
section 4.3 the data referring to the delayed re¢ask are presented;
and in section 4.4, the results from the retro$peauestionnaire are
reported.

After presenting and discussing the results, eddheoresearch
questions proposed in the study is retaken in@edts.

4.1 Free Immediate Recall

As mentioned in the previous chapter, the purpdsth® free
recall test was to measure text comprehensionaaodrtelate it with the
delayed recall results. The measure adopted fersthidy, according to
the raters’ results, were 7(seven) main and 7(3ewaatondary
propositions found in the original text. The qutative analysis
consisted of counting the number of propositionsalted by each
participant and adding that to his/her group’s ItesThe final average
was based on the scores obtained per group.

Table 4 below reports the results obtained for eddhe groups
(PRG, WPG and NPG).

Table 4 — Free Immediate Recall - Main propositions(Mean
scores obtained per group)

PRE- READING WITH-PICTURE NO- PICTURE
GROUP GROUP GROUP
P1 34.28% PS5 45.71% P9 45.71%
P2 45.71% P6 22.85% P10 22.85%
P3 45.71% P7 11.43% P11 34.28%
P4 45.71% P8 11.43% P12 22.85%
P13 0%

Average 42.85% 22.85% 25.13%
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P1... P13 = participant

Overall, results show that the Pre-Reading GrolgQPhad the
best recall, 42.85%, as compared to the other twops. The NPG’
mean scores were 25.13% whereas WPG’ mean scores22635%.
Regarding the results for the main propositions, Ko-Picture Group
(NPG), unexpectedly, performed better than the Wittture Group
(WPG). Although the difference would probably nat bonsidered
significant, when considering the use of pictu@sWPG, better results
for this group were expected. This may be explamethe fact that two
of the WPG’ patrticipants - P7 and P8, respectivélgd the lowest
scoring of all groups. Below some examples takemfthe participants’
performance in the immediate recall task.

P4 (PRG): Make sure you are not alone when son®@ (si
repairman is at your home. Invite a neighbor tokir{sic)
coffee with you.

P7 (WPG): The text show different possibilities &afe. If
you don't stay home you need to turn on some alpitts for
(sic) making noise. You will be in safe if you prot your
home.

As can be observed, the first instance shows aarpiérom a
participant who recalled one main proposition foka by a secondary
one in a connected and organized manner. On ther dthnd, the
participant from the WPG presented disconnecteteseas, repeating
ideas, which did not signal that the participard ftkentified the main or
secondary ideas in his/her text. Besides, therensaavidence that the
pictures helped in this case, which would probgdaint to the positive
effect of pictures within the context of presentthgm to elicit students’
previous knowledge, before the actual reading @m®ice

In relation to the results for the secondary prdjors, Table 5
reports the results obtained according to eachpg(®RG, WPG and
NPG). The maximum (max) mean scoring adopted fa thst was
20%.
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Table 5 — Immediate Recall - Secondary propositiondlean
scores obtained per group)

PRE- READING WITH-PICTURE NO- PICTURE
GROUP GROUP GROUP

P1 14.28% P5 5.71% P9 5.71%
P2 8.57% P6 8.57% P10 8.57%
P3 8.57% P7 2.85% P11 8.57%
P4 5.71% P8 17.14% P12 8.57%

P13 5.71%
Average  9.28% 8.56% 7.42%

P1... P13 = participant

In regard to the secondary propositions recalldle PRG
achieved 9.28%, followed by the WPG with 8.56% &mel NPG with
7.42%. However, the difference found between ppdits from the
PRG and the WPG could not be considered significantslight
difference may be considered when comparing thebeumf secondary
propositions recalled by the PRG with the NPG.

Graph 1 below presents the general results in tesfnfree
immediate recall for both the main and the secondespositions:

Graph 1: General results from the free immediate reall
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NPG = No-Picture Group
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When analyzing the final results, that is, the Itadaoring
obtained from the propositions as a whole, as thighmain propositions
only, the PRG (52.13%) performed at their best wbempared to the
other two groups. The NPG had a total of 32.55%eWAIPG achieved
31.41%, meaning that NPG, in this phase, recalligtitty better than
WPG. However, the difference between these two mgowould
certainly be not significant. Therefore, the overegsults above
described guide to an important finding relatedthe assumption
proposed in this study, that is, the PRG outperéairthe other two
groups in the immediate recall task.

As stated in the Review of the Literature, some talgorocesses
which take place during or after the reading corngnsion have been
discussed among several researchers in the fielehding. Although it
is not the main purpose of the study to discussnental processes in
text comprehension, a tentative explanation follolwserms of mental
representation of a text, the theory claimed bytsGh and van Dijk
(1978), described in the review section, distinigess some types of
representations generated during the comprehemdi@entext, two of
which are called textbase and situation model. Jasds can be
described according to the microstructure or Idesél, that is, what
was in fact understood during the reading of thx¢ & the micro level.
According to this theory, a piece of discourse nimy considered
coherent if the propositions are connected andnizgd. Therefore,
given the fact that the immediate recall is dineotllated to the textbase,
it is possible to say that as for the implicatidmstextbase construction,
the illustrations shown right before the particifgamead the text
benefited only the PRG, according to the numberprdpositions
recalled immediately after the reading, rather ttlze WPG. In this
sense, at the local level, text comprehension seembave been
improved by the use of pictures providing thus dyetiecall for the
PRG'’s participants. On the other hand, there isemough quantitative
evidence to claim that pictures provided betterlten relation to the
textbase for the WPG.

One issue that could be pointed here is the faat ih a text
provides appropriate signals to the reader as tat vehimportant and
what is not, readers are generally able to formadequate textbase,
even with minimal domain knowledge (Kintsch & Frkaz 1994; as
cited in Lorch & O’Brien,1995,p.330). If taking mtaccount the same
argument above in relation to L2 reading, it coetgblain the results for
the PRG. In this researcher’s point of view thesprgation of a pre-
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reading activity along with pictures did make detiénce as opposed to
what happened to the NPG. In this sense, wheridanrg the NPG, it
could be said that the lack of signals, that is,picures, may have
affected their general results, which were the kiweesults which
reinforce the positive effect of illustrations.

4.2 Multiple - choice Test

In relation to the multiple-choice test, 8 (eight)estions were
presented in order to elicit the participants’ rile comprehension
regarding texts with and without pictures.

According to Tumolo (2005), “the method MCQ (Muléghoice
questions) is flexible enough to allow assessméwmadous skills and
different levels of comprehension” (p.117); thu test was considered
a useful tool to measure comprehension of a L2 telxbse content was
based on instructions.

Results showed higher mean scoring as comparetietdrée
immediate recall test. However, there were no fmit differences
among the groups. PRG had 88.25%, WPG had 85.2B8 N®G’s
total was 87.8%, meaning that participants perfariiea “ceiling” (see
Graph 2 below).

Graph 2: General results of the multiple-choice tds
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Looking at the general results, as shown in Grapb@&e, it can
be seen that there were no significant differermtsveen PRG, WPG
and NPG. However, some issues were observed. Rilsgroups
achieved a high scoring, that is, more than 85%o0/# these results
are higher when compared to the free recall iticelgo all groups. On
the other hand, higher scores for this test weneesdhat expected since
MCQ tests do not imply a more elaborated perforraaftom EFL
readers such as writing a free recall, but on deegnition of complete
ideas already stated in the text. Moreover, the MES) measured the
participants’ literal comprehension of the text,osb results showed
that they did not have problems with the level présd in the text.
Thus, this could be considered an advantage foldgel readers. There
is also the possibility that the participants cdudde guessed the correct
answer, when they had difficulty understanding lrgyuage in at least
25% in relation to the main ideas or the answespgsed.

As regards performance in recognition tests, furthgplanations
for that are offered by Tomitch (1991). The autbarried out a study in
which a recognition test in the form of true orstalstatements was
applied and, similarly to the present results, fifects were observed,
which means negative results. The author expldias ‘Dne possible
explanation for the no effect of the treatmentgroe / false statement
(recognition test) scores is that the subjectsccbel guessing and still
have 50% of a chance to get the item right"(p.61).

In the present study, there were four alternatigesparticipants
had a 25% chance of being correct. Tomitch (200€) aarried out
another study in which it is argued that true/falgatements and
multiple-choice tasks do not usually require readerread beyond the
text surface. It is thus possible to conclude thabgnition tests such as
the multiple-choice test, as used in the presamdystind true/false
statements may not have been helpful to measureffeetiveness of
pictures in L2 text for basic level readers.

In addition to the above arguments, Tumolo (200§ued that
for colleting validity evidence some limitationgdlugh the process may
be provided. According to him, one of the limitatsoconcerning results
in tests was: “different test takers may use daffeér skills and/or
strategies to solve the same tasks” (p.88).

4.3 Free Delayed Recall

Before showing the results, it is important to ketasome
information about the way the propositions were snezd in this test.
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Similarly to the free immediate recall, the measuaglopted for this
phase were based on maximum values of 80% for #ie propositions
and 20% for the secondary propositions. The maxirtatal value was
found by adding the final scores from main and sdeoy propositions,
which represented 100% of the recall tests.

Results obtained from the main propositions shoveede
significantdifferences regarding the scores for two groupsoaspared
to immediate recall. Similarly to phase 1, in thphase the PRG
performed better than the other groups. As expethed/VPG (39.99%)
performed better than the NPG (29.70%), contrarghtase 1. Table 7
below presents these results.

Table 6 — Delayed Recall: Main propositions (averagper group)

PRE- READING WITH-PICTURE NO-PICTURE
GROUP GROUP GROUP
P1 57.14% P5 45.71% P9 22.85%
P2 34.28% P6 45.71% P10 34.28%
P3 57.14% P7 45.71% P11 34.28%
P4 34.28% P8 22.85% P12 11.42%
P13 45.71%
Average 45.71% 39.99% 29.70%

P1....P13=participant

In terms of secondary propositions, as it can beenked, both
PRG and WPG had higher scores as compared to Natile B below
shows the groups’ scores, respectively.

Table 7 — Delayed Recall: Secondary propositions\arage per

group)

PRE- READING WITH- PICTURE NO- PICTURE

GROUP GROUP GROUP

P1 11.42% P5 5.71% P9 8.57%

P2 5.71% P6 2.85% P10 2.85%

P3 17.14% P7 8.57% P11 14.28%

P4 2.85% P8 5.71% P12 0%
P13 2.85%

Average 9.28% 5.71% 5.81%

P1... P13 = participant
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Graph 3 below presents the general results in tesfnfree
delayed recall for both main and secondary projoosit

Graph 3 : General results from the free delayed reall
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The general results presented above show thatipariis from
the PRG had a significant higher scoring (54.99%Y0th phases, as
compared to the WPG (45.7%) and the NPG (35.55%).

According to Kintsch and van Dijk (1978), a sitoatimodel is
basically the result of comprehension, which inntus a mental
representation of the texfThe macrostructure level considers the
construction of a general understanding of the based on background
knowledge, a process which may provide a representaf what was
read, an issue that can be evaluated through aedkleecall task.
Considering that, although the participants frorh gabups recalled
better in the second phase, neither the PRG noNB®@ presented
significant differences in their recall from thermadiate to the delayed
test. In addition, as for the delayed recall, theG\tecalled more ideas
in relation to the immediate recall task. This ioy#ment could be
explained according to the situation model theoofloWing the
macrostructure idea. In this case, the reader wiconstruct’
information given in the text by making inferenaesng his/her world
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knowledge (Kintsch & van Dijk, 1978). That is toysé is probably the
case that the participants of the above mentionedpgused world
knowledge and the information stored (availablelpimy term memory,
to recall the text one week later.

It is also possible that the participants of thieup recalled
information stored relying only on the pictures arsd it as the main
cue to recall, signaling not to have recalled #d ttself constructing
thus an inconsistent situation model, as showherdiscussion section.

Taking into account the quantitative results whstiowed better
recall for two groups, the PRG and the WPG, indbkayed recall, it is
possible to acknowledge that the findings concerrfiee recall also
corroborate the study conducted by Schallert ¢1@80). Similarly to
the procedures in the present study, part of theeraxent in their
research was based on recall and multiple-chosteusing texts with
and without illustrations. However, instead of mayviadults they were
applied to a group of children. Her findings showeddence that
children learned more information in the picturedition text than the
no-picture groups. The author draws some conclasiaging that:

Pictures help the reader learn and comprehendtavteen they
illustrate information central to the text, wheneyhrepresent new
content that is important to the overall message, ahen they depict
structural relationships mentioned in the text et et al, 1980,
p.514).

Therefore, the findings above are used as an attémpetter
analyze the results in the present study which detnated that, when
used for basic EFL readers, the instructional &pyilied with pictures
for the WPG helped students with certain limitasion

Findings in the research carried out by Glenberg laangston
(1992), as reviewed in chapter Il, also presentadesrelevant issues
that deserve considerations. In one of their clairegarding the
facilitative effect of pictures, the authors empbaghat the picture must
support an appropriate mental model rather thag baling the step
names available during reading. These beneficidecef would
represent better conditions for the reader in trecgss of inference
making. Thus, the present findings are also carsistvith those of
Glenberg and Langston (1992).

The Dual Coding Theory (DCT) proposed by Paivio8@Q may
also contribute to findings in relation to the deld recall task since it
has also been extended as an account of readingrebemsion
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(Sadoski & Paivio, 1994; Sadoski, Paivio, & Godi291, as an account
of written composition (Sadoski, 1992), and as #iad theory of
reading and writing (Sadoski & Paivio, 2001); akeaiin Sadoski &
Paivio, 2004)One of the discussions brought by the theory iswHeen
information is presented both verbally and visuaityhas a better
chance of being remembered, providing the readtr avibetter recall.
As regards this argument, these ideas are basetheortoncept of
imagery and reading comprehension. Imagery can dfinedl as a
process by which readers’ behavior is analyzed #f&y have pictured
an image in their minds while/or after reading.t&he theory claims
that information is stored in long-term memory bo#s verbal
propositions and as mental images. Analyzing thassgective, it is
possible to say that, as for the delayed recadl, ube of illustrations
(non-verbal code) may have assisted the particspemform a mental
representation of the text (verbal code) one wdtd the immediate
recall task, providing evidence which reinforce thgsumption that
pictures may facilitate reading comprehension &siblevel readers.

4.4 General Results: Free Immediate Recall x Freedlayed
Recall

In this study, when comparing the final result® BFRG had the
best performance both for the immediate and delagedll. Moreover,
the results revealed that the PRG recalled betteingl the delayed
recall than the immediate recall. Although the WB@&I NPG had a
weaker performance, they also recalled better is tfhase. More
specifically, the WPG, which had achieved 31.41%he immediate
recall, improved the final scores in about 15% he second phase.
Furthermore, the WPG recalled better than the Nt avdifference of
about 10% higher scoring. An excerpt from a paséioi (P5) of the
WPG is necessary in order to compare his performanboth phases:

Immediate recall: Have your house bright.
Delayed recall: Quando sair de casa, tente deixar alguns
aparelhos ligados e lampadas acesas.

Besides the fact that s/he wrote a more completa ids
compared to the immediate recall, the number opgsiions recalled
by this same participant was quantitatively higimethe second phase.
One possible explanation here is that becausechtbse to write in L1
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in the second phase, s/he must have felt moredsmtfi Also, under less
pressure s/he could, thus, access the contenhgftésm memory more
easily.

Still in relation to the delayed recall, howevekihg into account
the “not-so-effective” results, it is possible toimt out some issues
concerning the performance of the WPG from a gpdmt from this
group, who may have relied more on the picturesstasvn in the
excerpt below.

Original excerpt: The sound of a televisto radio also helps.
P6 (WPG): Uma das maneiras de seegeoté fechando
janelas e portas e  ligando o alarme.

The picture which s/he referred to was actuallatesl to an
extract of the text which instructed the readeletve some electronic
device activated to give the impression that thereomeone at home.
The fact that this participant could have relietlyan the picture, could
be explained by the construction of an inconsiswtation model,
which signaled that he/she did not recall the teself. In other words,
the participant could have observed more the mstand tried to guess
the text, elaborating away from the text. This fe#mthe issue that only
presenting an illustration accompanying the texy mat provide an
effective result.

Next, Graph 4 presents the final scoring found agnibre three
groups:
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Graph 4: General results of the Immediate x the Dalyed recall
tasks
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It has been common sense among some researchérpréha
reading activities may benefit learners’ compref@msMoreover, the
use of illustrations may activate previous knowkediyrring the reading
process (Gagné et al, 1993). The pictures wereepted as a pre-
reading activity to one group (PRG) and accompanifire text for two
groups of participants (WPG and PRG) in order iwitghe participant’s
ideas on the subject to be presented and therafiineate background
knowledge, exercise which could help the participato make
inferences. As already explained, this activity swapplied in
Portuguese (L1) so that each participant couldrfe®e confident when
responding to it, as data shows below:
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Teacher:
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“...6 um texto, a gente vai falar sobretexto, mas o
gue vocés acham que esta sendo abordado...0 que
estaria sendo abordado nesse texto?

“a gente imagina que o alarme es{@adisdo”

“Pensem num texto e vocés tém qae @ titulo do
texto, que titulo, olhando pra essas imagens ... (
professora organiza as imagens) .Que titulo vocés
criariam pra esse texto que vocés iriam ler?..\&mo
pensar..eu vou escrever um ou dois..vocés podem
chutar gente, ndo se preocupem ta? A idéia é eaam
saber 0 que 0 que o aluno imagina quando ele alba g
a gente t4 tentando fazer uma atividade pra eetrar
um assunto.

“esté relacionado a sistema de segaramg?”

“sistema de seguranca” (@eéreve no quadro) ...
“Entdo vamos supor que o seu titulo seria sisteana d
seguranc¢a”. Mais algum titulo?

“Pra mim esta relacionado com lassdisparou e ele
ligou...”

Although the groups were not higher level and ttmesr process
of making inferences/elaborations could be reduceslilts from the
PRG were considered positive as compared to ther o groups.
According to Gagné et al (1993) elaborations réfethe process that
takes place when the reader brings his/her previm@vledge to
integrate the new information presented in the.t@kiese processes
imply drawing inferences, and rely on implicit infioation in the text.
The pre-reading group may have used background lkdge in both
phases in order to connect the ideas in the sutéxtevith the text itself
and the pictures that accompanied the text. Suobepses may have
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given them the chance to elaborate in the immedetall since most
PRG participants’ answers were more complete tlnen dther two
groups, the WPG and the NPG. The following instarere brought in
order to illustrate this point:

Participant 3 (PRG): “You should (sic) check thewgy in your
home, talking (sic) to the police where is the
(sic) most vulnerable place”.

Participant 2 (PRG): “...lots of things to protect like: ...never say
in the (sic) answering machine that (sic) there
isn’t anyone at home”.

The participants included both main and secondiegs in the
recall (sentence) as well as most of their propostwere related to the
pictures presented.

Participant 7 (WPG): “The text shows different gibsities (sic) ...
you will be (sic) safe if you protect your home”.

Participant 9 (NPG): *“Have light bulbs to illumiesthe house”.

Both participants of the No-Picture and the Witbtpie group
above, although having recalled a main propositéhd, not recall the
secondary proposition. Moreover, all propositiorsatled by these
participants were written in a more summarized reanrSimilar
verification applies for 3 out of the 5 participsufitom the NPG.

Because pre-reading activities may activate backyl
knowledge, which is essential for the processesintdrences, as
previously stated, other findings in relation toe tiproduction of
elaborative inferences deserve some attention. oQsly, the
participants of the three groups used for this ystathborated with
information which was not present in the text, tisatthey elaborated
away from the text. An interesting finding is thuatly two participants
made these inferences in the immediate re@alls finding is, in fact,
expected since during the immediate recall, theesdrof the text is still
fresh in working memory, whereas during the delaysall information
had to be reinstated from long term memory to wagkimemory,
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possibly giving more use to elaborations (Tomitc2Q03). The
difference between elaborations and valid infererstgports the extent
to which comprehension was achieved, what theqgiaaint was able to
recall or not. Therefore, there seems to have inedkements which
explain the fact that the number of elaborativerahfces was higher in
the delayed recall.

Still in relation to the delayed recall, findingsosved that some
participants wrote in a summarized or incompletenmes, an issue
which was more related to the NPG in the immediatall, as data
below show:

Immediate recall

P11 (NPG): *“Make (sic) friendship with your neighgo

P12 (NPG):  “Invite neighborhood to (sic) your hets

P13 (NPG): *“You need (sic) to have a phone of thiee for
some dangerous (sic) situation”.

Delayed recall

P3 (PRG): “Quando sair, avisar um vizinho ou aniigos

P5 (WPG): “Se for viajar, avise a vizinhanca”.

P6 (WPG): “Uma das maneiras de se proteger é fdohasn
janelas e portas e ligando o alarme™.

P7 (WPG): “Recomendava que avisdssemos a policia
guando sair de férias”.
P9 (NPG): “Avisar aos vizinhos que esté saindo”.

P10 (NPG): “Fechar bem as portas e janelas, deixar
cachorro solto e ativar o alarme antes de sair”.

P13(NPG): “Avisar para a seguranca onde deve ahso
aconteca algo”.

The type of inferences produced by the participabisve could
be explained as follows. The participants may helied only on the
pictures. However, the fact that only one partinipaef the PRG made
this kind of elaborations while three of the WPGfpened the same,
may reinforce that, at this point, the pre-readaetjvity was beneficial
and helped the readers to write better constrymtagositions.

It is also possible to relate these elaborationsaio Dijk and
Kintsch (1983; as cited in Tomitch, 1995) who prepthat elaborations
are inferences which occur when the reader usehehiknowledge
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about the topic under discussion to fill in addiabdetail not mentioned
in the text, or to establish connections betweentvidbeing read and
related items of knowledge (p.51). In this senke,dlaborations could
be considered beneficial. However, elaborativerariees may also be
produced to cover up an inability to recall detaifsthe original text
and, therefore, not as beneficial for comprehendgibe present findings
may corroborate those found by Tomitch (1995) incwtihe effects of
elaborative inferences were discussed. In her esudesults from text
recall showed that, in general, both groups -bettet weaker readers —
tended to relate the information in the text anctovide elaborative
inferences (p.89). In fact, three of her subjeet®ed to have presented
overreliance on prior knowledge establishing tHea$ of elaborative
inference as being positive for better readers megative for weak
readers

4.5 Retrospective Questionnaire

Data gathered from the retrospective questionnaireed at
looking for further answers through which particifgcould give their
general perception in relation to the text as wasllon the easiness or
difficulty they encountered when reading it. Thitsyas a helpful tool
since it helped to understand the results on tae fecall (immediate
and delayed) and multiple-choice tests. | will noeport on the
following aspects: level of difficulty, level of failiarity and what made
the reading of the text easy or difficult. As pgly mentioned, the
written interview was applied in L1 (Portuguese) drder to avoid
problems with L2 writing, having in mind that paffiants had a low
level of proficiency (basic level).

Regarding question 2, which focused on the difficaind/or the
easiness of the text: “Is the text difficult? Why&/hy not?” (“O texto
é dificil? Por que / Por que nao? gll participants from the PRG and
the WPG considered the text clear and easy to stz

Participant 3: (PRG):  “N&o. Porgue ele exptiesforma clara como
ter seguranca e sua casa’.

Participant 4: (PRG):  “Na&o, pois trata-se detama cotidiano, e ndo
h& nada muito  complicado de entender. As
figuras também ajudaram um pouco”.
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Participant 7: (WPG): “N&o, pois grande parte doalaulario ja foi
aprendido em sala”.

When comparing the answers from both groups akibean be
argued that to a certain extent the participants tdd pictures in their
texts were somehow more confident when giving tbpinions. On the
other hand, in relation to the NPG (the no-picgnaup), although 4 out
of 5 participants pointed that the text was ndialift, four of them used
words which implied some level of difficulty, as tiiey were not so
comfortable with the text, as the excerpts belowmnsh

Participant 10 (NPG): “N&o, porque esta bem esigeciémbora em
algumas partes complique um pouco”.

Participant 11 (NPG): “Mais ou menos, algumas vezdexto fica
confuso, pois h4 uma reunido de palavras
desconhecidas”.

In relation to question 8, which focused the level of
familiarity of the content, a scale from 1-very fliam to six - very
unfamiliar was given. When asked: “Was the waydhbject was dealt
with in the text familiar to you? How would you edt on a scale from 1
to 6?” (O modo como o assunto foi abordado no texto fwiilfar
para vocé? Como vocé avaliaria em uma escala de @?}aonly
participants in the PRG were all in the same s(@leshowing that they
considered the text content very familiar, while tWPG and NPG’s
answers ranged from scale 1 to 4. Taking thesesmatear results into
account, they still show that the two groups, WP@ HPG, considered
the text between very familiar and familiar.

In relation to question 7, about possible detdilst ttould have
helped the participants: “What made the readinghef text easy or
difficult? Explain.” (“O que tornou a leitura do texto facil ou dificil?
Explique.”), which was particularly this researcher's greatestosity,
showed that 3 of the 4 participants from the PReBgaized that the use
of pictures facilitated their comprehension.

Participant 1 (PRG):  “Fécil, as figuras, pois adida que eu ia
lendo olhava a figura para ter certeza que
estava entendendo”
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Participant 4 (PRG): “As figuras mostraram exataimem que era
necessario ser feito, em cada tdpico. Isso
facilitou um pouco, apesar de nao terem sido
téo essenciais”.

Regarding the WPG however, only one out of 4 padiats from
this group recognized the pictures as being helpfile the other 3
considered the vocabulary and the language easyiaupde.

Participant 5 (WPG):  “As imagens ajudam na compsa@enja que
nao conhecia  algumas palavras”.

Participant 6 (WPG):  “A linguagem simples, com w$® palavras
conhecidas”.

Three participants from the NPG considered the thfticult
through varied explanations, which might signalrabfem that could
have been solved with the use of pictures. Twoigipants answered
that the vocabulary and the manner the words apgearthe text made
it comprehensible. Thus, results were not conctudor this group,
since each participant had a different answer,ingnfyfom vocabulary
to personal reasons, as it is shown in the excbghtsv.

Participant 9(NPG): “Dificuldade em algumas palayranas o
contexto € compreensivel”.

Participant 10(NPG):  “O vocabulério, algumas palavipareciam
nao estar bem encaixadas”.

Participant 13 (NPG): “Nao dormi direito noite pada, estou com
muito sono e cansado”.

In quantitative terms, a summary concerning a gereerage
per group in relation to the answers to the “Retective
Questionnaire” is presented.
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Table 8: Retrospective Questionnaire — Average pgroup

1- A leitura do texto fluiu bem? Por que/Por que ndo?

PRG 100% sim, o vocabulario era facil;

WPG 100% sim, o texto apresentava linguagem simples;
NPG 3 dos 5 participantes responderam sim, o temaeéiabj
e o vocabulario facil. P13 alegou estar cansadno, se
concentracdo. P12 respondeu Nao, por ser pressiongd
para responder e falta de conhecimento do vocabular

2- O texto é dificil? Por que/Por que nao?
PRG 100% N, pois estava escrito de forma objetiva e cldra.
WPG 100%Na&g, a linguagem era clara/ tema cotidiano
NPG 03 participantes responderam: “N&o, contexto

compreensivel”. P11 respondeu: “Mais ou menosxto te
fica confuso”; P12 respond&dio, porém resultados nag
séo bons quando hé pressa.

3-  Que nota vocé daria em uma escala de 1 a 6?
Very easy very difficult
1) 2()3(C) 405C)6()
PRG 100% respondeu na escala 2(x)
WPG 50% respondeu escala 2 (x), P5 respondeu 4 (x), P6
respondeu 3(x)
NPG 4 responderam escala 3( x) e P9 respondeu 2 (x)

4- Vocé diria que este texto esta bem escrito? PdPquegue
nao?

PRG 100% sim, consegue alcancar o objetivo/idéias
organizadas;

WPG 100% sim, f&cil de entender

NPG 100% sim, facil de entender, o texto esta claro.

5- Vocé acha que o autor atingiu o objetivo desejado?
PRG 100% sim.
WPG 100% sim
NPG 04 participantes responderam sim. P12 respondéio “N
sei qual é o objetivo dele”
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6- Vocé considera este um texto completo?

PRG 100% sim.

WPG 03 participantes responderam sim. P7 consideraliaa f
de outras dicas relacionadas a tecnologia.

NPG 02 participantes responderam: sim; P10: final ficago;
P12 nao lembra 100% do texto; P13: quase, talvez
pudesse ter mais informacoes.

7- O que tornou a leitura do texto facil ou dificil?
Explique.
PRG 03 participantes apontaram para o uso das figuras
como facilitador; P2 apontou a gramatica facil/auita.
WPG 01 participante apontou as imagens como

facilitador; 03 apontaram o vocabulario conhecido e
linguagem simples.

NPG P9: apontou o vocabulario compreensivel; P10:|O
encaixe das palavras dificultou; P11: O encaiee da
palavras facilitou; P12: “dificil,devido a press&3:
“estou com muito sono e cansado”

8- O modo como o assunto foi abordado no texttafoiliar para
vocé? Como vocé avaliaria em uma escala de 1 a 6?
Very familiar very unfamiliar

1) 2() 3(C ) 44X 5() 6( )

PRG 100% apontaram escala 2 .

WPG P7 e P8 consideraram escala 2; P5: escala 4; P6
escala 1;

NPG P9 e P11 consideraram escala 2; P10: escala 4;
P12 e P13: escala 3.

The next section readdresses the research quegiiopssed
based on the results just discussed.
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4.6 Readdressing the Research Questions

The present study pursued answers to three resgagskions,
which will now be restated and answered in thetl@tihe results
obtained.

Research Question 1

« Does the use of pictures produce better recall, foboth
immediate (right after reading) and delayed recall(one week after
the encounter)?

The main goal of research question 1 was to confmmmot) the
effectiveness of illustrations for L2 readers dgrihe recall test both
immediately after and one week after the readintpefext.

Findings from the tests used in the present stimbyvsthat in
general terms the use of illustrations seems tce haoduced better
recall, for both immediate and delayed recalhen a pre-reading
activity with illustrations was applied.

Drawing attention first to the immediate recalhdings from the
WPG and the NPG may provide, at least, two pie¢e=violence. The
first one is strictly related to the WPG and theuasption that pictures
facilitate text comprehension. In this case, cogtta this assumption,
the propositions found during the recall from pEptnts of this group
showed that just having the pictures to suppoririuctional text was
not enough to help with a better recall. The sdqaece of evidence is
related to the NPG, the control group. The fact tha participants of
this group scored slightly higher than the WPG wssnewhat
surprising, even though such results do not showsignificant
difference.

Moving on to the delayed recall tastyhen comparing the
findings from the immediate recall test with the rtgpants’
performance with the delayed recall test, the tesabtained in the
present study suggest that, in general, the paatits of all groups
recalled better in the delayed recall than in thenediate recall phase.
The fact that the readers who had pictures accoyimpguthe text not
only scored higher but they also made more infeegnmay suggest a
significant result showing that the WPG’s particifsawere benefited by
the use of illustrations one week after the fiestkt In addition, if one
observes the performance among the three groupsPRG had an
overall better performance than the WPG and the N&1Ghe two
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phases of the recall assessment. However, thetlfattthe WPG not
only had a significant better performance but akstalled better than
NPG in this phase, showed that the assumption pictres help
comprehension was confirmed in the delayed recall.

Concluding the analysis on the research questidgid possible
to say that, in general, the use of pictures wasidered more effective
in the delayed recall rather than in the immediatall.

Having answered research question 1, the answeesgarch
question 2 is provided.

Research Question 2

* Does the use of images produce better comprehensjcas
measured by multiple-choice questions?

As already mentioned, the overview provided showat there
are no significant differences in EFL text compretien with or
without pictures as measured by the multiple-chtésg Participants, in
general, seemed to be able to find the correct @angwthe multiple-
choice test. They could have possibly relied eitrethe pictures or the
vocabulary, which had been adjusted to a lowerlleVhis can be
reinforced by the final scoring from one of the tgdpants, P7 from
WPG, who had low scores in the other tests excapthie multiple-
choice taskTherefore, the fact that the text was adapted eéddtel of
participants seems to have negatively affectechtteal results for this
specific test. One possible speculation could tpirthe possibility of
participants having guessed the answers. Thes@eoattons are based
on the actual final scoring that showed a remagkaiiher scoring as
compared to the free recall results.

To sum up, due to the higher scores for all grothpxe were no
significant effects on the variables used: withwithout pictures, in
relation to their performance in the multiple-cletest.
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Research Question 3

« To what extent do pre-reading activities, with pitures,
facilitate L2/EFL readers’ comprehension with low(e) level of
proficiency?

One of the main goals of this research was to tyee
whether/to what extent pre-reading activities feat# EFL readers’
comprehension. A group of participants in the pmesgtudy were
exposed to a pre-reading activity with the illustnas which were also
presented in the with-picture text. The assumptiorwhether this tool
would help readers’ comprehension was confirmedraicg to results
obtained in all the procedures applied. In otherdspit is possible to
say that, according to the results obtained, teergading group (PRG)
outperformed the other two groups, the WPG and\lR&, presenting
the best results for both the multiple-choice drelftee recall tasks.

The fact that L2 readers with the pre-reading #gtiachieved
better results in the tests suggests that thefysietares as support, as it
has been claimed in other similar studies, was fiéae for the
participants of the PRG, as it was expected. Sodklasions are based
on the fact that, in relation to the propositioasalled, scoring for this
group was 52.13% in the immediate recall and 54.99%e delayed
recall whereas the WPG and the NPG achieved arag&escore of
35%, as already reported.

In general terms, the findings on to what exterg-neading
activities may benefit EFL readers also corroboeafgevious research
conducted by Tomitch (1991). Her results confirntleat all the three
pre-reading activities, that is, (PS) possible eetds, (RP) request
procedures and PS + RP applied in order to measurgrehension
through open-ended questions, improved the readensprehension.

In relation to these positive results, it fair toggest that a pre-
reading activity with pictures could be used asd to help during the
reading process by connecting the elements prdsetiie text and
his/her background knowledge. These tools coulg reldents to
improve comprehension when reading a text eithédior L2. In other
words, the activity aforementioned may help a stiide retrieve the
appropriate information, which could be effectivee £FL beginning
readers.

The next chapter will provide the final considesas, limitations
as well as the pedagogical implications.



CHAPTER YV

Final Remarks, Limitations, Implications and Suggstions
for further research

5.1 Final Remarks

The aim of this study was to investigate the ftatilve effects of
illustrations in EFL readers’ comprehension. Tien assumption was
that illustrations may facilitate text comprehemnsfor EFL readers with
a basic level of proficiency. For that, a pre-regdactivity followed by
three tasks were provided in order to measure whednd to what
extent the use of illustrations may be effectiveiuthe reading of the
text for EFL readers.

The general results for this research showed aeteydfor the
facilitative effects of illustrations for EFL readétext comprehension
for one out of the three experimental groups. Theumption that
pictures help EFL beginning readers to better wsided a text was
confirmed for the PRG, since the findings indicatbdt the use of
illustrations improved comprehension only for theoup which
performed a pre-reading activity involving the piets laterused to
illustrate the text that would be read.

According to results from the WPG, it was obsertteat when
considering the instructional text used in thisdgtuonly having the
picture next to the written information was not egb to facilitate
comprehension in the immediate recall. In other dsprthe use of
illustrations per se does not facilitate comprelmnsneasured right
after reading the text. On the other hand, redudts the same group
showed that in the delayed recall, the WPG imprax@dprehension as
compared to the immediate recall. However, unexukctesults
demonstrated that the NPG (the control group) legalightly better in
the immediate recall as compared to the group whith pictures as
support, the WPG.

In relation to schema theory and the role of pealiteg activities
for ESL readers, used in the present study, itossiple to draw on
Carrell (1984), for instance, who offers a questionwhether teachers
can improve students’ reading by helping them tddbbackground
knowledge by presenting pre-reading activitieshim. As for the use
of pictures, among other activities mentioned by dluthor, the answer
is positive since ESL basic level proficient readend to have a limited
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vocabulary. She points out that these activitieg guade the students to
a successful reading. The same comment appliesomoitdh (1991),
whose findings also contribute to the importancedfema theory and
pre-reading activities in the field of reading.

It is also worth pointing Gyselinck and Tardieul992) findings
which indicated that the beneficial effect of ilikagions improved the
participants’ recall and helped the readers to drelaborative
inferences. It was also observed that these béalefifects were mainly
for the low prior knowledge participants.

These findings lead to the conclusion that, whiestilations are
used as pre- activities in L2 texts, they may Hefh readers to better
understand a text, regardless of their basic lefaroficiency. Such
conclusions are based on both, the literature pteddor this study, as
well as the results obtained and which could besiciemed positive in
several manners and levels. As for this researgbietures may be
presented in a text as a diagram, as a sequentiesgteps can be
followed, among other possibilities. They may héwe goal of helping
the reader with vocabulary as well as they maydmluo help them to
store information so that they may be able to teckiter.

5.2 Limitations of the study and suggestions for fure
research

This study presented some limitations which coudd vieorth
pointing out. First of all, the number of particige was considered
small. There were 13 participants in the seconghehile there were
18 participants in the first phase. Regarding tleeigion that this
researcher made about not using the 5 participginétswere absent in
the delayed recall task, it could have somehowctdtethe quantitative
results. On the other hand, this researcher comsidbat even though
having a smaller number of participants, the atslfigs both immediate
and delayed recall could become more reliable énfitmal results. For
that reason, the possibility of running this expemt with a higher
number of participants and two different levels Idobe considered in
future studies.

In relation tothe issue that all groups had better results in the

delayed recall rather than in the immediate retedlyes a doubt on the
role played by the pictures for the participantoowhose to answer the
recall in L1(Portuguese) contrary to the immediateall when they all
answer in L2 (English). Such fact, called this essker’'s attention.
What if they had chosen to write in L2, followiniget same procedure
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adopted in the first encounter? This decision neetdisturbed or even
hidden more clear results in relation to the dedangxall if taking into
account that the language use changed in the colitse tests.

5.3 Pedagogical Implications

The effort in this study was to come up with resulthich
showed the power of illustrations as being suppattsimilarly being
important to help with vocabulary use and diffiedt with language
use. Several studies have claimed that illustration general are
considered to be useful as an educational toolstadents in the
processes of learning a language, as we have liveal time when
technology has constantly brought changes suchhasuse of the
internet and all the visual information in whichopée have been
exposed to everywhere (Goldstein, (2008); as citedNew Routes,
2008).Despite the findings concerning the positive effemt illustrated
text, it has been argued by Goldstein (2008,Newt€)ithat as being
part of this revolutionary time, pictures are mpdstised as a mere
support to written texts where, for instance, firat page of a
beginner’'s English coursebook may place a largegobioillustration of
two people greeting each other but, students aachézs will tend to
focus on the dialogue that appears alongside ithéoextent that the
image loses any value turning into a decorationicgevOne issue to be
considered in the pedagogical field is to make actuse of the
illustrations presented in this type of materiadtégmd of letting them
play the role of a mere decoration to the text.

To sum up, this study intended to enbatie ongoing
debate on the effect of illustrations on text cosmgnsion in L2.
Hopefully, the findings of this investigation mawprdribute to enrich
pedagogical practices for teaching English as eaei§or Language
(EFL). The positive results from the pre-readingvéty also show that,
when used to reinforce L2 text, illustrations magypan effective role
for EFL readers.
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APPENDICES

Appendix A

(priginal version)

1
|
i

2 How to protect yourself

This is part of a magazine article. Read it carefully, as many times as
you want, and don’t hesitate to stop to think about what you’ve read.

20

25

30

35

At Home

+ 1. Have a home security checkup.
Ask that a.member of your local police
department inspect your home and show
you which areas are most vulnerable to
an intruder. Have him recommend ap-
propriate security devices.

2. Secure exterior doors and win-
dows. Replace glass-paned doors with
those made of solid wood. Install dou-
ble-cylinder dead-bolt lacks (which-must
be opened with a key from either side
of the door) on all exterior doors, and
make sure door hinges have. non-re-
movable hinge pins. French doors or
other sliding doors that operate on tracks
should be made of shatterproof material
and kept locked at all times. As an added
measure, wedge a broomstick handle
on the inside track (cut to fit) — the door
will not slide open even if the lock is
forced.

Make sure all windows — especially
those obscured by bushes — are locked
securely. Locking devices vary depend-
ing on the type of window. Consult your
local hardware store about which kind
will be most effective for you.”Also, be
sure to secure air conditioners so they
cannot be pushed in.

3. llluminate your home and prop-
erty. Position 100-watt bulbs or flood-
lamps at the front and rear of your home.
If you use a side drive or garage, keep
these areas brightly lit. Burglars can eas-
ily hide out in high shrubbery, so be sure
to cut back any bushes near the en-
trances to your house.

4. Never open the door to someone
you don't know. Instead, check the
caller’s identity through a window or door
peephole. DO NOT TRUST CHAIN
LOCKS - they're easily forced open. If
a stranger claims it's an emergency and
needs to use your phone, don't be per-
suaded — tell him to wait outside and
place the call for him. If he claims to be
a delivery or serviceman, ask him to slide
his credentials under the door or through
the letter box and check thoroughly. Or
call his company to verify his identity.
Get the phone number from the oper-
ator; don't take the one he gives you.

5. Ask friends to phone before they
drop by. This precaution will save you
a lot of anxiety when the doorbell rings.
If you live in an apartment, never buzz
unidentified persons into your building
or let them in when you're entering. If
you see a suspicious-looking person in
your lobby, don't enter. Call a neighbor
to escort you in, or wait for him to leave,

6. Let friends know when a repair-
man is coming to your home. Invite a
neighbor over for coffee or have a friend
telephone while he's there, If you feel
uncomfortable, trust your instincts. Call
a friend and pretend you'll be late for a
date (let her know there's a stranger in
your home) and ask her to call you back
in five minutes — giving you the oppor-
tunity to ask for help.

7. If a visitor starts behaving suspi-
ciously or makes a threatening ges-
ture, get out! Scream FIRE! or POLICE!
to attract your neighbors’ attention, and
run to the nearest public place or neigh-
bor's home. The point is to remove
yourself from a potentially dangerous
situation at once.
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8. Give the impression that someone
is home when you go out. Activate in-
terior lights with timers set to go on and
off alternately in different rooms. The
sound of a television or radio on in a
house or apartment also helps — these
can be timer-activated too.

9. Engrave valuable items, expen-
sive appliances and tools with an
identification number. Use your driv-
er’s license or other identifying number
and register it with the police. Keep a
list of the engraved possessions in your
safe-deposit box.

_10:Don't advertise the fact that you
live alone. List only your last name and
first initial in the phone directory. Do the
same on your mailbox (or list two

61

Unit2  How to protect yourself

names, giving the impression that you
live with a roommate).

11. Never give information over the
phone to an unknown caller. Instruct
your children not to recite your number
to a wrong-number caller or give your
address over the phone. If you receive
a call informing you of some “emer-
gency,” ask for a number to call back,
then hang up and verify the call. Abogus
emergency phone call is a common
burglar’s ruse to get you out of the house.

12. If you use a telephone-answer-
ing machine, never say you are not
at home on your recorded message.
Instead say, “You have reached the
Browns' residence, but we are unable to
talk with you just now.”

00

115

Summary skills

Here are some pictures illustrating the text. Each one corresponds to one
of the numbered instructions in the text, but they are not in order. Match
numbers and pictures. Be careful: Some numbers will have no picture.

7
Source: Genuine Articles: Authentic texts for intemediate students of
American English. Catherine Walter (1994).
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Appendix B
WITH-PICTURE TEXT

WITH-PICTURE TEXT

Leia o texto abaixo.

Apbs a leitura do texto, vocé deveré escrever frases que lembrar e, em seguida ird
responder a um teste de multipla escolha.

Logo em seguida, vocé deverd responder a um formulério sobre uma retrospectiva do teste.
E importante lembrar que vocé ndo terd acesso ao texto enquanto responde aos testes.

How to protect yourself

At home

1. Have a home security checkup. Ask a member of
your local police department inspect your home and
show you which areas are most vulnerable to an
intruder. Have him recommend appropriate security
devices.

2. llluminate your home and property. Position 100-
watt bulbs or flood-lamps at the front and rear of your
home. If you use a side drive or garage, keep these
areas brightly lit. Burglars can easily hide out, so be
sure to cut back any bushes near the entrance to your
house.

3. Let friends know when a repairman is coming to
your home. Invite a neighbor over for coffee or have a
friend telephone while he is there. If you feel
uncomfortable, trust your instincts.

4. If a visitor starts behaving suspiciously or makes a
threatening gesture, get out! Scream FIRE! or Police!
to attract your neighbors’ attention, and run to the
nearest public place or neighbor's home. The point is
to remove yourself from a potentially dangerous
situation at once.

5. Give the impression that someone is home when
you go out. Activate interior lights with timers set to go
on and off alternately in different rooms. The sound of
a television or radio on in a house or apartment also
helps — these can be timer-activated too.
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6. Never give information over the phone to an unknown
caller. Instruct your children not to recite your number to a wrong-
number caller or give your address over the phone. If you receive
a call informing you of some “emergency”, ask for a number to
call back, then hung up and verify the call.

5 Tf}- Wh ]
- BEEPI>
= /ﬁ 7. Ifyou use a telephone-answering machine, never say you are
/.@7 not at home on your recorded message. Instead, say, “You have
% » reached the Browns’ residence, but we are unable to talk with you
just now”.

Adapted from: Genuine Articles: Authentic texts for intermediate students of American English. Catherine Walter (1994).

Images 4, 5, 6, and 7 were constructed/adapted byeRato Claro (2009)

NO PICTURE TEXT

Leia o texto abaixo.

Apos a leitura do texto, vocé deverd escreverase$r que lembrar e, em
seguida responder a um teste de multipla escolha.

Logo em seguida, vocé devera responder a um forim@dbre uma
retrospectiva do teste.

E importante lembrar que vocé n&o tera acessaxamerquanto
responde aos testes.

Vocé tera minutos para completar toda aatie.

How to protect yourself

At home

1. Have a home security checkufsisk a member of your local
police department inspect your home and show yoictwhreas are
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most vulnerable to an intruder. Have him recommemgpropriate
security devices.

2. llluminate your home and propertiposition 100-watt bulbs or
flood-lamps at the front and rear of your homeydii use a side drive or
garage, keep these areas brightly lit. Burglarsezsily hide out, so be
sure to cut back any bushes near the entrancautchpaise.

3. Let friends know when a repairman is coming to ybame
Invite a neighbor over for coffee or have a frigattphone while he is
there. If you feel uncomfortable, trust your insts

4. If a visitor starts behaving suspiciously or makethreatening
gesture, get outScream FIRE! or Police! to attract your neighbors’
attention, and run to the nearest public placeaighbor's home. The
point is to remove yourself from a potentially dar@us situation at
once.

5. Give the impression that someone is home when goouy
Activate interior lights with timers set to go ondaoff alternately in
different rooms. The sound of a television or radioin a house or
apartment also helps — these can be timer-activated

6. Never give information over the phone to an unkncadter.
Instruct your children not to recite your numberaowrong-number
caller or give your address over the phone. If yeugeive a call
informing you of some “emergency”, ask for a numtmecall back, then
hung up and verify the call.

7. If you use a telephone-answering machine, neverysayare
not at home on your recorded messdgstead, say, “You have reached
the Browns' residence, but we are unable to tatkh ywou just now”.

Adapted from: Genuine Articles: Authentic texts fiostermediate
students of American English. Catherine Walter @)99
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Appendix C
Consent Form

Termo de Consentimento

Universidade Federal de Santa Catarina

Centro de Comunicacéo e Expresséo (CCE)
Pos-Graduacao em Inglés e Literatura CorrespondentéPGl)

Caro(a) participante,

O estudo e a pesquisa sobre leitura envolvem uma dé
métodos e critérios. Dentre eles, a utilizacdoed¢os e questionarios
em ambiente experimental. Tendo em vista os obgtida minha
pesquisa de mestrado, pretendo conduzir pesquisaeaade leitura,
voltada mais especificamente para a compreens@exties. Venho por
meio desta, pedir sua colaboracdo e autorizacZo gaaticipar deste
trabalho de pesquisa que visa compreender melgansldos eventos
que possam levar ao incremento da compreensadwe kem L2.

Garanto que os dados fornecidos e coletados sksatutamente
sigilosos e que vocé néo sera identificado em muagum.

Muito atenciosamente,

Rita Sobreira Claro, Mestranda (PGI)

Termo de compromisso

Estou de acordo com o que me foi acima mencionapresso aqui
minha vontade em participar da pesquisa acimaidafin

De acordo:
Nome por extenso:
e-mail:

Floriandpolis, 09 de junho de 2009
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Appendix D

Free Immediate Recall

Name:

Group:

Free Recall
Write everything you can remember from the text.




Appendix E

Multiple choice test: How to protect yourself: at tome

Name:

67

Choose the best answer according to the text:

1) You can have a home security checkup by:
() inspecting your home yourself
() asking the local police to inspect ybome
() asking your neighbors for help
() paying a private company to do the sErvi

2) When using an answering machine:
(' ) you should never say your last name
() you shouldn’t say you are at home
() you shouldn’t say you are not at home
() you should leave clear messages

3) When arepairman is coming to your house, it's appate:
() to invite a neighbor for coffee
() to go out with your friends
() to leave your house alone
() not to open the door in case he isalo

4) In order to give the impression that there is samet home:

() It's advisable to leave all doors ledk

() it's agood idea to activate interights

() the television must be off wheneveun yoe away
() turn all your equipments on

5) When having an unknown caller, you should:
() instruct your children not to give yaddress
() receive all necessary instructions
() ask for the caller's complete name
() rang off the phone immediately

6) Burglars can easily hide out, so be sure to:
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hide all your belongs

illuminate your home and property
have only your garage illuminated
have all bedrooms illuminated

(
(
(
(

— N N N

7) In case you have a visitor behaving suspityous
() try not to show you are afraid
() try to leave by the back door
() open the door and ask him to leave
() scream to call your neighbor’s attemtio

8) The sound of a TV or radio could:

() give the impression that there are ofi@®ple in the house or
apartment

() call the burglar’'s attention even more

() become a problem to your neighbors

() decrease the insecurity but increaseetbctricity bill
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Appendix F
Retrospective Questionnaire (Tomitch, 2003)

1- A leitura do texto fluiu bem? Por que/Por que nao?

O texto é dificil? Por que/Por que ndo?

3- Que nota vocé daria em uma escala de 1 a 6?
Very easy very difficult

1) 2(0)3( ) 405()6( )

4- VVocé diria que este texto esta bem escritoyB@iPor que nao?

5- Vocé acha que o autor atingiu o objetivo dessjad

6-Vocé considera este um texto completo?

7- O que tornou a leitura do texto facil ou diffcitxplique.

8- O modo como o assunto foi abordado no texttafuoiliar para vocé?
Como vocé avaliaria em uma escala de 1 a 67

Very familiar very unfamiliar

1) 2() 3(C ) 4X 5(C) 6( )

Nome:
Turma:
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Appendix G
Free Delayed Recall
Free Recall

Name:
Group:

Write everything you can remember from the text y@ad one week
ago.

Title:
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Appendix H
Instructions

The whole group was remained in the room for thseaecher’s
introduction and instructions about the study. Afteat, they were sub-
divided so that the activities with each of theethgroups could get
started.

Instructions: With Picture Group
Leia o texto abaixo.

Apos a leitura vocé devera fazer um resumo e rekguaa um teste de
multipla escolha.

Logo em seguida, vocé devera responder a um forimwabre uma

retrospectiva do teste.

E importante lembrar que vocé ndo terd acesso o &nquanto

responde aos testes.

Instructions: No Picture Group
Leia o texto abaixo.

Apoés a leitura vocé devera responder a uma atigidiste seguida de
um teste de multipla escolha.

Logo em seguida, vocé devera responder a um forimwabre uma
retrospectiva do teste.

E importante lembrar que vocé ndo terd acesso o &nquanto
responde aos testes.

Vocé tera minutos para completar toda aatie.
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Appendix |

Pre-reading activity (Transcription)

Data colection: May, 2009
Data collected with the third group, the pre-regdimoup (PRG).
There were 4 students/participants in this group.

Teacher:

Participants :

Teacher:

Participants:

Teacher:

Participants:

Teacher:

Participants:

Teacher:

Participants:

Teacher:

“Primeiro, antes de comecar..sobre esdmliio eu
gostaria de saber de vocés, aah..individualmentng
guisesse comentar. O que vocés fazem de trabalho
sobre leitura....vocés fazem trabalho de leitura e
compreensao de texto nas aulas de vocés, aquinae ex
curricular?

answers varied: alguns alunos tentasponder que
fazem de vez em quando, ou sem muita freqiiéncia)

Fazem....., com que frequéncia? Ou sexia como
um dever de casa?

Just two female participants trylrigeract with the
teacher/instructor explicando

(acompanhando a explicacéo timida detipants) ..

“ tem um texto, e esses textos sdo s6 a partdeescri
tem algum auxilio visual?

“tem,tem”.

sempre tem?

“tem”.

“Entdo ta, entdo a gente vai trabalhangiro aqui
nesse material. Eu gostaria que vocés dessem uma
olhada aqui ...hum...nessas imagens. (Pausa) Déem
uma olhadinha, com calma..sdo quatro imagens
primeiro....ta? Verifiguem direitinho...vocés cogpsem
enxergar direitinho dai?

(dividas ao ver o primeiro bloco idegens) “o
primeiro... 0 que é o primeiro?”

O primeiro tem um policial, tem um sentear
lado..mexendo numa porta,ta?....ahh...ok?

Participants: observacéo

Teacher:

“Mais alguma pergunta sobre as imagens?"Nao?”
“Entdo nés temos um outro grupinho de
imagens...(pausa para o0s alunos observarem as



Participants:
Teacher:
Participants:

Teacher:
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imagens).... e agora, vou tentar colocar todas aqui
juntas pra gente ter uma idéia.

“Entéo eu gostaria que vocés tentassem imagirgueo
vocés acham...? ... um texto, a gente vai falareso

um texto, mas 0 que vocés acham que esta sendo
abordado...que estaria sendo abordado nesse texto?

“a gente imagina que o alarme esg@adando....”

“o alarme esté disparando, nessa casa aqui

(alunos fazem mais observacdes) ateggode
identificar

“uhum... mais alguma coisa, que VOCcés
pudessem...assim..elaborar né? Usar a criatividade.
gue poderia esta sendo tratado no texto. Vocésracha
gue essas imagens, elas tem uma relacdo? Que elas
estdo interligada, seria uma histéria, seriam parte
separadas, 0 que vocés pensam, sera que elas
conseguem se conectar?

Participant (female): “ sim, acho que sim”

Teacher:

Participants:
Teacher:

“acha que sim?”..Entdo pra finalizar gsade, me
digam se vocés..(professora intervém relembranéo qu
sO obteve um feedback).. “ a Unica coisa que el ouv
dai foi: “ tem um alarme disparando” .....

Eu gostaria de saber, se vocés tivessem que fazer u
teste agora, entdo vamos tentar fazer..mas umctste

a prépria professora de vocés, e ela desse essgsnm

(e diria). “Pensem num texto e vocés tém que ariar
titulo do texto, que titulo, olhando pra essas &nag..

eu vou até colocar nessa outra ordem aqui ta4 (
professora organiza as imagens, agora no formato
original do texto escrito)..que é da forma comcs ela
aparecerdo no texto..(pausa)..Que titulo vocésiama

pra esse texto que vocés iriam ler?...Vamos peesar.
vou escrever um ou dois..vocés podem chutar gente,
nao se preocupem t4? A idéia é realmente sabee o0 g
0 que o aluno imagina quando ele olha que a génte t
tentando fazer uma atividade pra entrar em um &ssun
no caso, de uma segunda lingua.

“esté relacionado a sistema de aagar né?” (Kelly)

“sistema de seguranca” (prof. Escrevequadro)
.."Entdo vamos supor que o seu titulo seria sistéena
seguranc¢a”. Mais algum titulo?
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Participants:

Teacher:

Participants:

Teacher:

“pra mim esta relacionado com assdisparou e ele
ligou...

uhum, entendi, entdo para vocé, o tediaria
relacionado com assalto? (Juliana) (a professora
intervém para perguntar os nomes dos participautes
estdo respondendo). Entdo, agora eu vou passar pra
vocés (meninas- referencia as alunas que respongera
gual o verdadeiro nome desse texto,ta? (professora
escreve) “How to protect yourself, s6 que ele tam u
sub-titulo... “ At home”. Entdo esse é o titulotdrto
gue voceé vao ler. A minha pergunta é: a partir éotm
gue eu dou um titulo pra vocés, ele faz sentido @m
imagens que vocés estdo vendo ou vocés falam: “Mas
ndo me ajudou muito, as imagens ndo me ajudaram
muito com esse titulo, ou entdo,...0 que vocés me
dizem?

“faz sentido”

“faz sentido? E, tem a ver sobre o qdeliana falou
sobre o0 assalto ndo é? O sistema de segurangafige e
assaltada, se eu ndo quero ser assaltada eu ar cui
do sistema de seguranca para me proteger na minha
casa, na minha residéncia.

Entdo, a partir de agora, eu vou dar pra vocéstaxto pra vocés

comecarem ler. Esse texto vai conter as imagees qu
eu dei pra voceés... e, tem as instrucfes aquiguit@

em portugués, ta?

(Instrucdes): Vocés leiam o texto atenciosamerdgee
silencio. J& ta dizendo o que vocé vao fazer. Asgien
vocés terminarem a leitura, vocés fardo trés
teste(zinhos) pra mim. E eu vou comegar a marcar
guando eu falar ja pra comecar a leitura. Eu vorcana

o tempo do grupo de vocés que eu chamo de pre-
reading, que eu fiz com as imagens e tal... , pra
determinar quanto tempo maximo eu vou determinar
pra outra turma..entdo isso s6 pra contar, tudo?bem
Dai quando...ai quando vocés forem terminando a
leitura sé levanta a mado pra mim que dai eu ja vou
passando, eu ndo vou esperar cada um terminar jai e
vou passando os testes pra cada um e quando termina
todo mundo ai vocés voltam pra sala. Tudo bem?
Podem comecar.
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Appendix J
Raters’ answers to Text/ Free recall

1

r
me. It offers usadivice. It is a gooq

idea to invite local police officer to check yowrhe; How to make
sure you do not have safety problems caused byr iggaple or
visitors that behave in a suspicious manner; Whoenget out it is a
good idea to keep a light, TV or other devicesmgite the
impression that someone is in; It suggests hovelabe regards
communications over the telephone or answering macicluding
how to avoid you or your children letting peopleknwhen you are
out.

Secondary propositions: Details of how to set @plitfhting in your
house, and which areas to illuminate more, cutbhughes; Inviting a
neighbor over for coffee or have a friend telephahée the
repairman is in your house; Exact details whatatdndcase you are
suspicious; Details of what to do when you go authst it looks that
someone is in the house; Advice on how to answephtone and the
message that you should record in the answer machin

2

| Main propositions: Todas as primeiras frases de dith.

Secondary propositions: 1- Have him recommendapiate security
devices; 2- Keep these areas brightly. Be surettback any bushes
near the entrance;3- If you feel uncomfortablesttyur instincts; 4-
The point is to remove yourself from potentiallyndarous situation; 5-
Activate interior lights; 6- If you receive a caiforming you of some
emergency, ask for a number to call back; 7- Insgss “ You have
reached the Brown'’s residence....”

3

r
tions

Secondary propositions: Ways to avoid dangerouatsiiins: put light in




76

front of your house entrance, ask a security mamoine and check the
house, leave electronic devices on when you'reiovite a friend over
for coffee if there is an electrician in your housever give your
address or phone number to strangers, if you ndéogerous situatons
run or shout Fire/Police! To get your neighborgeation.

4

Main propositions: Todas as primeiras frases;

Secondary propositions: Todas as 2as frases dg3.,/3,As ultimas
frases da 2 e 6.




