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Abstract

The Effects of Three Pictorial Strategies on
Comprehens+on, Recall and Vocabulary Attainment in

Greek Instruction Text

Pericles Ange]idiﬂ

This study was aimed at determining the effect of Pictures;-on

the recall hnd-comprehension of a written text and on vocabulary

attainment in second Tanguage learning. The target population

consisted of students born in Canada of Greek parents, who, parallel
to théﬁr reqular daily stydies, have the added task of trying to )

learn Greek. Subjects were 200 students, Grade IV, Ehosen at random

in equal numbers, 100 from "Socrates"” day school and 100 from "Plato"
Saturday gchéol. It was hypothesized that pictures would have a

positive effect on the story recall and comprehension of a Greek

text and on the af&ainment of vocabulary, because they contained both
relational elements that contributed to the meaning of the story, and
vocabulary support. The'ﬁes{gn of the study was a 4 x 2 x 2 mixeﬁ Y,
factorial. The 3 independent variables (picture conditions, levels
og,exposure to the Greek language, time of tqsting),.and the 3
dependent: variables (vocabu]arylattainment. comprehen§ion of stotwy

content.and story order) were described. The results showed that -
1) pictures support vocabulary attainment and comprehension and
recall of significant story events especially among those students

with a Tower connhnd of the language.
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Chapter One

Introduction -

14

This study is concerned w#%h a problem area of very practical. .
concern to persons who are designing instructional materials, for 559;<::"
dents in second language classrooms. It is focused upon the use of
illustrations in second language text. While it deals specifically
yith learning Greek as a second language and, in pérticu]ar, the Tevel
of weekly exposure to instruction in Greek, it may be generalized and

applied to other second language situations.

Context of the Problem

|

. A significant proportion of elementary and secondary students in
North America a}e regu1hr1y involved in formal courses of instruction
in two lan;uages - the language of their country, which of course in
Canada is English or French, and the language of their parentst native
country. Usually these are ;éébnd or third generation families, who
have emigrated to a new land but are attempting to preserve the ‘lang-
uage as well as much of the culture of their homeland. This situation
is especially true of Greek families and because of this, Greek students
sgrved-as subjects in this experiment.

Typically, two patterns exist in regards to the learning of Greek
as a second language. Some children attend regular classes in the
public schools, where the language 6f instruction is English or French
and, in addition to this, attend Saturday class where the language of
instruction is Greek. While a primary purpose of these part-time

schools is to teach Greek as a second language, the conten& of the

classes deals specifically with the culture and literature of Greece.
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In schools of this type the total instructional time rarely exceeds
four hours per week and in many cases even lesg.ﬁ

The other common pattern for chi]d‘en of Greek heritage is—to
attend day school in French, English anJ Greek. Many subjects are
taught in French and English, but a significant percentage of the,
school day is devoted“to learning Greek. In this case, the total time
of instrucfion often exceeds 14 hours per day or a total exposure time
of 8 hours per week. This is twice.the expésure time of'gtudents in
the Saturday classes and, as might be expected, this difference is

reflected in the level of languagé and reading abilities of the two

groups. However, it is also not surprising to note that neither, group .

approaches the level of proficiency of Greek students®*1iving and study;

ing in'hreece.
o

One of the difficulties -that teachers in these schools face is the
textual materials that are available for use in Canadian/Greek schoofs.
Because few Greek fnstructional materials are produced in (anada, basal
readers and other textbooks are acquired from Greece. Not only are
tﬁese materials graded so as to be too difficult for second language
Greek children, but they are designed to ﬁative speakers. There are
illustrations in these texts but they are not intended as support for
the text. Often these'illustrations are abstract in nature, and, while
aesthetically pleasing, do not providq contextual cues for students who
may be having difficulty with the language. Of course this situation
poses 1it}1e difficulty for Greek native speakers. In fact, there are
those who argue that North American texts should be similarly designed.

However, pictures and .illustrations designed specifically to support

L 4
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the text may be beneficial for Canadian/Gréek students who are just
learning the formalities of the language. In general, then, this -
study was designed as an exploratory investigation concerning the use

of illustrations in Greek instructional materials (specifically, readﬁﬁg

material®) with students of two exposure levels - designated relatively

'. . N (3 . - l.
as maximum and minimum. The purpose was to determine if explicit

thematic pictures (i.e. rea1i§tic pictures which relate speﬁifically‘
to the content and theme of the story@ing read) improve cqmprehension
and recall o% the story content. A secon; purpose was to determine if
the addizion of selected key vocéLu]ary words in the'QOAy_of the illus-
tragions,'improves the 1earning and retention of those words as a re- .
sultﬁgf reading ‘the story. A third purhose was to determine which of
threle illustrative designs best facilitated the combined goal of
better compredMension and recall and improved vocabulary. The three
picture types selected were: (1) realistic picture witﬁ%ut ydcabu]ary
1abeTs'(i.e. simi1ax to most textual illustrations), (2) rea]istic ‘
picture with vocabulary labels placed near the object or person being
’naﬁed, and (3) picture/dictionary (i.e. story elemgnts with labels
_but placed in quadrant's of the picture frame without regard to their

thematic' Felationship). hd

Unfortunatery, there is very little empirical evidence concerned

with the use of ié%ures in textual materials for second language

L3 3 I3 \' .
learners. However, there has been a substantial contribution in terms

.of first language ledrners. In the following section o€ this intro-
duction the highlights of this research will be presented in four

areas: (1) pictures to support vsfabulary attainment, (2) pictures
. . ! - N

\

e




to support comprehension and recall of stories, (3) the differing
effect of pictures on pictured and non-pictured text and (4) the
differing effect of pictures on hiah and Tow-level readers. These and
other related literature will then be reviewed/;ﬁh;;ritigued in detail

in the Review of Literature.

" /Sihmary of Picture/Prose Research . N

E}
~

For generations children have been taught to read from books that "~

contain pictures and i]]uétrations (Huey,‘1908/1968). Historically,
as cited %n Concannon (1975), thé firstestep was taken by Comenius
(Ozpis~P{ctus; 1650) fo]]owgq a hundred years later by the New England
Primer (1792). Today pictures are a standard feature in almost every
children's pook. However, thé.practice of illustrating nearly every
| form of printed material enqountered in the early gradgs, appears to
have reached exaggerated proportions. hi]lows (1978) observed that
it has become common nof only to illustrate children's reading materials
An Ehe normal way, but even to print text directly on an illustrated

. 3
background. ' ' o

. One of the major criteria that is currently used in determining

how children's books are to be illustrated is whether or not the
illustrating will increéase the saleability of the book (Levin, 1976;
Levin and Lesgold, 1978). To a large extent these 111Ls%rative deci-

{
sions are based upon the real or perceived preferences{of the target
audience. A number of studies over the years have documented these
preferences (French, 1952; Malter, 1948; Rudisill, 1952; Stewina. 1974;

Whipple, 1953; Myatt and Carter, 1979). These studies have documented
. R
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4”;;e instant aspects of preference (e.g. color, realism) as well as

pointed out those realms in wﬂich changes in preference are occuang
(e.g. modernism).. This kind of research has helped publishers cater
to the "aegthetic tastes" of the buying pub1ié and particularly to
the tastes of educators who are responsible for selecting textbooks
and basal readers for use in early childhood classrgoms.

\S-\b Only recentl) (since the late 1960's) have questions related to
t

he functional acceptability of illustrating chi]dren's books been
.

seriously raised. Shepard (5967) first suggested that bictures may

not be entirely supportive of the acquisition of sight-vocabulary

words in a study which has been replicated several times since. His -
argument was esse%tial]y that during the learning process, éictures

act as substitutes rather than reinforcements for the to-be-learned
vocabulary words, so that, upon testing, the word-only groups produce
superior results. Subsequent yeblications and extensions of this find-
ings have produced conflicting findings. Studies by Braun (1969),
Singer, Samuels and Spiroff (1973-74), Harzen, Lee and Miles (1976),
Brooks (1977), Ude (197;) and Wilgows (1978) have essentially confirmed
Samue]J oridinal findings. On the other hand, Montare, Elman and Cohen
(1977) Arlin, Scott and Webster (1978-1979) reported finding that pic’-/} |
tures are facilitative of sight-word acquisition. At this point h:
time, it appears that the inclusion of illustrations in materials
designed to support the development of early reading skills hay have
a negative effect although the question remains open.

Another gquestion that has beenm raised concerns the extent to which

pictures support the comprehension and recall of children's textual
4 v

and story materials. Although this question has not been as widely
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researched as the latter, several studies (Peeck, 1974; DeRose; 1976;
Rusted and Coltheart, 1979; Rlsted and M. Coltheart, 1979; Wi116ws,

1979; Bryant/gg.gl, 1980; . Peeck, 1980) have produced results which
suggest that pictures in children's text do indeed contribute substant-
ially to underst;nding and subsequent regal] of textual or sgory infor-
mation. Again, however, there is much controversy and contradiction in
findings. These findings indicate that pittures may be‘appropriate for
children who have acquired basic sight vocabulary, but whose comprehen-
sion skills are still developing. In other words, the effects of
illustrations which depict story or textual elements ma;‘converge with
prose at the level of meaning, but diverge, possibly because they are
more compelling and easily interpreted than unfamiliar woids, at the \ (f
level of~vocabu1ary attainments. Since the essence of reading is the
extrdction of meaning from non-representational symbols this deeper-
level confluence of meaning w6u1d seem to justify the use of pictures
in text when the purpose is to convey meaning.

Since pictures are obviously not prerequisites to extracting mean-
ing from verbal text, is it possible that illustrations are more help-
ful for readers with lower-level skills than those whose skills are
more developed? That is, would low-level readers benefit more from
the addition of contextual ‘tues than proficient readers? Several
researchers have posed that question (Wardle, 1977, Rusted and
M. Cp]theart, 1979; Moore, 1975; DeRose, 1976; Goldberg, 1974) and
although the findings are inconclusive, the litgrature tends to suggest

that poor reader§ are helped more by the presence of pictures than

- good readers. This finding, although not firmly established is of
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particular significance to the present study since it suggests that
second language learners with less exposure to fnstrugtion in Greek

should profit more from pictorial accompaniments than students with

greater levels qf exposure.

F




Chapter Two

Review of Literature €

In the following sections four areas of the picture literature
will be reviewed. The first area concerns the general characteristics
of pictures in regard to their memorability. In the second sec%ion
the lTiterature on the contribution of pictures and illustrdtions to
comprehension and recall of story text.will be disFussed. The third
section deals with the controversy sourrounding the use of pictures
as prompt§ to vocabulary attainment in preschool children and in the

fourth section the few articles dealing with pictures in second lang- -

uage learning will be reviewed.

Pictures and Memory for Pictures

&

One of the conclusions that has been reached regarding the effects
of pictures is that pictorially represented objects are more memorable
than their associated verbal labels. This idea is appealing at an

intuitive level since people commonly report that a picture-like image

" in memory can serve as a prompt for remembering a verbal label or name.

The scientific evidence which has been gathered over the years tends to
support this conclusion (Shepard, 1967). Using adults as subjects, he
tested three recognition memory tasks, each with 600 stimuli. His
findings were that, whereas verbal material (words, sentences) were
recognized with 89% accuracy, pictures reached a high of 97% accuracy.
After a week, however, it was found that verbal and pictorial stimuli

were essentially the same. Levin (1976), commenting on the findings

~of Shepard, maintained that: a) the data used were acquired from differ-

I
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ent subject population in sequentially conducté% experiments, and

(b) there was no similarity in the picture and word lists, as regards

length and content. As equdﬁ]y impressive as Shepard's is the study

of Standing, Conezio and Haber (1970), who found 90% accuracy in 2500
pictures even with a lapse of three days between presentation and

testing. Evidence of picture superiority is also afforded by'the -

research of Paivio and Csapo (1969) in which recognition memory for

line drawings of familiar objects proved to be greater than that of
verbal Tabels of the same objects. Subjects. in this study were also
adults. Exactly the same conclusions were reaehed by studies in which
the subjects were of school and preschoo] age (Brown -and Scott, 1971;
Corsini, Jacobus and Leonard, 1969; Reese, 1970; Ghatala and Levin,

v

1973).

Age seems to be a regulatory factor as regards the magnitude of
the effect of pictures. Levin, Davinson, Wolff and Citron (1973)
found that while second graders achieved a score of 14% on pictorial
items and 12% on verbal ones, this difference of 2% increased to 15%
with fifth-graders as subjects, for they achieved a score of 28% for
pictures and 13% for words. According to Bruner (1964), there are
three ways in which a person extracts meaning from the gxperience of
his environment or represents his experience. These ways are:
a) enactive, namely representation by physical actions; b) ikonic,
representation by imagery; and c) symbolic, representation by sy Fols.
An adult is able to make use of all three ways, but such is not tﬁe
case with a child, especially of preschool agé. The latter is lacking
in symbolic representation, a fact which leads to the conclusion that

the preschool child's capacity for storing information in memory

S WLy x ' O T R R TR e n Av——



-1p-

-

relies more on’pictures than words. This last conclusion is
corroborated by the siz;y of Corsiﬁi, gacobus and Leonard’(19697,
who found that pre%chooi children a) are better able to encoﬁe“pictbrial
than verbal infofmation, and b) that they have difficulty translating i
this jkonic representation info a verbal response.

Up to here, emﬁhasis has been placed on the favorable effect of
.pictures on memory recognition concerning concrete objects. . The situa-’
tion, however, is quite different when the objects of tﬁe study are .
concepts (e.g. soft, heavy, etc.). ~The role of pictqré; is much less
effective than that of words (Katz and Paivio, 1975; Runquist’and Hutt,
1961; Hollenberg, 1970). The exp]anatioﬁ, according to the conclusions
of the above, is that irrelevant perceﬁtua] details may contribute to
a "conceptual blindness" (Levin, 1973), a conc]usion\which bgings to
the forefront the observation of Travers (1964) that*simple fine draw-"

»

. . '
ings can be more effective as information transmitters than éither

shaded drawings of real-life photographs; full realism pictures that ; -
h?]ood‘the viewer with too much visual information are less good as
learning st%mu] than simplified pictures or drawings. )

~ The above results are suggestive in regard to the design of pict- .

orial materials for the use iﬁ“te%t. Picﬁures should attempt to
suaport the story line in-which concfetgdand identifiable objects play
a decisive role. Abstract ideas Contained in stories or instructional
maFeria]s which deal with nom-tangible ideas or concepts will probably
not profit from pictorial support. So as to avoid-interference from

non-relevant details, pictures should be simple and uncluttered.
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o
.To some extent these suggesting contradict the findings of
children's preference studies (Myatt and Carter, 1979). A summary

of the findings have revealed the following:

1} Children prefer color to black and white

2) Children prefer photographs or realistic as opposed to
{ ‘abstract representation

a

. ‘ 3) Younger children prefer simplicity as 0pposed’fo complexity,
+  while older children prefer the reverse

However, it is clear that in the design of materials to support
instructional aims, the results of learning and memory sgudies should
. be the guide. Therefore, tﬁe pictures used in the curreﬁt study were
simple line drawings in black and white in which all distracting and

potentially confusing detaiis have been removed.

-

Effect of Pictures on Recall and Story Comprehension

n wr

The studies which have been conducted regarding the ef?ects of
, pictures on comprehension and recall of story information will be report-
ed. The results of these studies are to a Jarge extent contradictory.
First, studies where non-facilitative findings or negative effects
have emerged will be reported. Later, the studies in which positive

" findings have occurred will be reviewed. A

Non-facilitative results. Goodykoontz (1936) and Miller (1938) were

among the first Qﬁo studied the relationship between pictures and
comprehension. Acco§ding to their conclusions, the addition of pic-
tures to a written text did not enhance comprehension. A little later,
howeJEr, Strang {T9%1) and Halbert (1943) conducted new studies which

revealed that pictures did indeed enhance comprehension. The existence

4
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of the widely divergent views at the outset of studies on this subject ~

AN

quite naturally created a great stir. One of the criticisms of
Miller's study was thas some of the questions which were used were
not measures of what is today called comprehension. To be specific,
text questihns required the subjects 1)’to bick out from a group of

the one that the teacher said; 3) to pick out the\word‘which did not

words the dniRspoken by the teacher; 2) to choose from two sentences
belong to a gﬁs p of three words; 4) to fill in sentences after the -
reading of a paSégraph; and 5) to place in sequence the events as they

were presented in a paragraph. Practically the same_criticism was

aeknowledged by Halbert when, in her conclusions she mentioned that

pictures were an aid \to recall. However, recall and comprehension

are not exactly the save thing. Halbert arqgued the point in the

following way: “Togfhe\extent that memory for ideas is a measure of
comprehension, to that extent pictures contribute to the comprehension

of reading materials" (A.7). The contrastingq;onclusiqns of Goodykontz

(1936), Miller (1938), S\t‘rang (1941) and Halbert (1943) were a recon-

ciled in a set of reviews‘(Spau]ding, 1955; Weintraub, 1960, 1966;

Koenke, 1968): Here it was argued that a single comprehension test

scd;e came from a number of sequences and details of the written text.

Thus, it was inevitable for the éonc]usions regarding the role of

pictures in reading comﬁrehension to be considered as general compre-

hension. Zintz (1970) divided comprehension skills into three cate- .
gories: ‘

a) literal comprehension (understanding vocabulary remembering,

finding details, finding main idea, putting ideas in proper
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sequence, finding information in paragraphs‘to answer question),

b) interpretive skills (learning to anticipate meanings, drawing

inferences, drawing"gene;alizations), '

¢) evaluation skills (fact vs fancyf overstatement or unfounded

claims, judgingiemotiona1 reséonse to what is read).

Wishing to avoid tﬁe ﬁifficu1ties of the previous studies (Goody-
kontz, 1936; Miller, 193é; Strang, 1941, Halbert, 1943), Vernon
(1953, *1954) performed two studies in which she sought to determine
the effects of pictures on the retention of details, on the sequencing
?f facts, and on the maim points of a long and difficult passage.' In
other words, she wanted to determine the effect of pictorial stimuli
on the recall and comprehension of written text. Her conclusions, in
general, showed that the use of pictures produced only minor additions
to the recall and produced no distinct advantage for cqmgrehension of
the text. Intere§t, moreover, was'stirred by another conclusion of
hers. According fo her findings young and less intelligent students
pﬁid more attention to the pictures than the older, more sophisticated

readers. That is to say, the age, intelligence and education of the

subjects were factors which influenced the effectiveness of the pict-

orial materials. . Indirect confirmation of this conclusion was provided

by.the observatiqn of Levin (1972) that any change Qhatsoever in
reading ma;eria]' was usually more crucial for below-average than for
above-average readers. Thus, justificatioﬁ was given to the proposi-
tions of Wiener and Cromer (1967), that below-average readers should
be considered accprding to the level where they are, and from a

I

variety of vantage points:

.
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Koenke (1968) studied the effects of pictures upon children's -
abi¥ity to id

tify the main idea of a paragraph. For his study, the .
pictures represented the main ideas of short, expository paragraphs.
Grade III and Grade VI students were used as subjects. The four freat-
ments were: 1) paragraph.only (no picture), 2) Paragréph and bicture
(no directions to use the picture), 3) Paragraph and picture {(minimum
directions to use the picture),'and 4) Paragraph and picture (maximum
directions to use the picture). Koenke found that the existence of
pictures, even with maximum directions to use them, did not enhance the
students' abi]ity f& state the main idea of the paragraph. The fact
that two of these treatments contained instructions for the use of
p¥ctures to the minimum and to tﬁe maximum respectively, confirmed the
thoughts of Brown, Lewis, and-Harcleroad (1973) regarding visual liter-

acy. They conclude that: "...A11 persons need proficiency in reading
pictures, but this skill must be developed over time". (p. 150)

Finally they maintain that visual awarepess - the skills of visual
reading and visual comprehens%on - are very important factors in intel-

~
lectual deve1ogment.

So far, the studies reported here‘have shown that the addition of
pictures to a written text did not enhance comprehension, excgpt for
Halbert's (1943) and Strang's (1941) experiments. The next few studies
e1abor$te in these findings in an effort to determine why these non-
facilitative resu1£; occurred. Specifically, they address the prob-
ability that pictures function to distract subjects from the verbal
material. Weintraub (1960) conducted a study to determine the effect

of Pictures on comprehension. As subjects he used Grade III students

-

-



-15- !

who were given texts with pictures and other texts without pictures.

/’

Using multiple choice questions that measured both details and main

ideas, Weintraub found greatest comprehengion whgn only the written

test was usedl The results of the study also revealed that; rather’
than reducing the differences betweeﬁ good andﬂpoor students, as-would
Be expected, pictures seemed to widen the-gap. This leads us to bélieve
that the pictureg functioned as distractors. The Tatter conclusion
reinforces one of the findings of Vernon (1953) that younger and less
intelligent students paid more attentidn to the pictures than the old-

er, more sophisticated readers. It appears that when distracting stimuli

are present the performance of the below-average studen?‘undergoes great-

er disruption than does the performance of the more capable student
(Silverman, Davids and Andrews, 1963; Baker and Madell, 1965).

To test the hypothesis that when pictures and words are presented
together, the pictures would function as distracting stimuli, Samuels
(1967) conducted a study in which two experiments were performed.
Experiment I was designed as a laboratory study to test the effect o )
pictures on naive subjects in circumstances different from those whic
prevailed in the class. According to the results, during the 10 acquis-
ition trials, when pictures were available as incidental cues for
appropriate verbal responses for subjects in the picture conditions,
subjects in these conditions gave significantly more correct responses
than did subjects in the no-picture cqnditions. On the 10 ciritical
test trials, when pictures were not available as incidental cues, sub-
5ects in the no-picture condition gave significant1%,more correct

responses. Despite the alternation of acquisitions and test trials,
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subjects in the picture caﬂqjtions used the pictures more as cues

éhan as words. This finding reinforces the vieﬂ\fhat pictures écted

as distractors because they drew the attention of the subjects away
from the printed words. ‘

_ Ausimi1ar opipion was expressed by'Underwood (1963), who maintained
that when two stimuli (word and piétgre) are presented togethér, it is

the picture which produces the desired response, a fact that caused

the student to pay only scant attention to the written words. Samuel's ‘

second experiment took place under circumstances similar to those éxis-

t{ng in the regular class. Jo significant difference was observed in
reading acquisition between the picture and no-picture cgndition among
the good readers . Among the poor'readers, however, the no-picture con-
dition produced béfter results than the picture condition. These re-
sults support the findings of Silverman, Davids and Andrews (1963),
anh\saker and Madell (1965).

LQ two re1ated7experiments, willgws (1978) examined the effects
of backgraund pictures on the speed ;nd accuracy of children's reading.
In both exp;éiments, subjects were required t6 read sets of words unders
each of three conditions: (1) with no p+€éufes; (2) with rsﬂated pic:
tures; (3) with unrelated pictures. The two experiments differed as
regards the age of the subjects (Experiment 1 - Grade 2; Experiment II
- Grade 3) and the location of the photographs (Experimenp I - behind
the words, Experiment Il - above the words). The results of these two
experiments were: (a) the words were read more slowly in the presence

of related pictures; (b) unrelated pictures produced more interference

than related pictures; (c) related Packground pictures tended to make
~ |
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‘subjects more accurate in their decoding whereas the opposite
~
otcurred with the unrelated background pictures; (d) less skilled
readers were more susceptible than better readers to the distracting

effects of background picturés; and (ed the location of pictures was

" not.a major determinant of their interfering effects.

On the subject of reading ability, it should be pointed out that
it is an. important variable which quite d‘few of the researchers men-
tioned up to now have not resolved. Bluth (1973), using second grade

students as subjects in his study, found that whereas. the good readers

*s benefited from pictures, the poor readers had the same results with

L

pictures as they did without pictures. ‘Exactly the opposite results
from fhose of Bluth, were obtained by Wardle (1977), who found that
pictures facilitated the comprehension of poor readers but had no

effect on the performante of the good readers. The subjects in his

~study weve seventh grade stullents.

Thgse conflicting results have become even more comp]iﬁated with
thL findings of Levin.(1973), whohdetermined that tﬁe pictorial
representation of‘é text was not facilitative espec1a11y‘for the poor
readers. More specifically half his subjects who.were grade 4 students,
received the story in printed form and the other half in pictorial form

(12 cartoon-1ike color drawings, each corresponding to one sentence of

the printed text). Half the subjects who had the printed text received

~ a visual imagery organizational strategy prior to studying the story.

Imagery organization facilitated comprehension of the story, especially
with the Students with adequate vocabulary skills. The fact that Efij;/

torial treatment was not significantly facilitative was possibly due
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to one of two reasons. Either '(a) the pictorial Fepresgntation was “
not whai it should have been (i.e. nathre of pictures, sequence of
pictures) or (b) some linguistic information should have accompanied

the pictures. The last explanation is supported by the results of

B Matz and Rohwer (1971) who used tape-recorded passages when the

pictorial representations were displayed.

o 9

Facilitative results. Apart from the studies of Strang (1941) and

Halbert (1943) which were mgggipned”earlier, the positive influence
of pictures on the comprehéﬁsion of a written text can be found in
the results reported by Peeck (1974), who observed that his grade
four students did benefit f;bm the presence of pictures, not, how-
ever, immediately but ffom one to seven daxs after the reading of

the text. -Here it should be pointed out that pictures facilitated
students' performance on gquestions concerning i]]ustrated\narrative
text content and picture content, but performance was not facilitated
for unillustrated text information. Koenke and Otto+(1969) also
studied what picturés could offer to children's comprehension of

the main idea in reéding. In their study they used texts approxima-
ting commercial reading material (198 words) and two types of pic-
tures: (a) explicityly relevant to the main idea; and (b) generally
‘relevant to the context. Koenke and Otto found that whereas the
students of grade VI benefited from the pictures, grade III students
did not. The fact tha? pictures helped grade VI students' comprehen-
sion comes into direct conflict with the findings of Kdenke (1968)
who, under the same conditions, arrived at the very opposite conclusion.

The reason for this is probably explained by the fact that he used a

v
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sﬁa?]ér paragraph (approximately 50 words).' Thus, we can draw the
conclusion that pictures enhan;e main idea responses to longer
passages only. These conf]icting‘results may also be due to the
fact that Koenke (1968) used pictures which were not related to

the méjn idea, or general content, or relevant to a ;pecific detai1:
As mentioned aboJe, the g}ade [IT students did not benefit from the
pictures. That is to say,‘théy were unable to given higher level
responses. Since Otto and Barrett (1968) found that third grade

students were capable of giving main idea responses, this contrast

remains, to a certain degree, inexplicable because, according to the

conclusions. of Vernon (1954) and Koenke (1968), at least, even dir-

“u

ections for the use of the pictures would have been useful.
Supportive of previous findings by Koenke and Otto (1969), as
well as Peeck (1974), are the findings of the study by Haring and Fr

(1979). They studied the effect of pictures on the comprehension test o,

of grade IV and grade VI students, using two kinds of pictures which

differed in the rumber of details. The conclusion of this study was

“that pictures aid recall of the main ideas of a written text.
Picture benefits were present both immediately and later, some-
thing which is somewhat contrary to the fihdings of Peeck, If a pic-

ture is to enhance comprehension it must be able to convey information

that is relevant to the questions asked on a test (Samuels 1970).
This conclusion finds support in research conducted by Lindseth
(1969). Using students of grades I, II and III Lindseth tried to

determine up to what point these students could answer comprehension

. questions on a developmental reading series that accompanied the
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stories upon which the questioﬁ% were based. Lindseth found that
the students were not able to answer compreheqsion questions solely
by looking at the pictures.

Positive results regarding the role of pictdres on young children's
oral prose recall and comprehension wére found by Levin and colleagues
(1976) and in four studies by Bransford and Johnson (1972). These

: 7
conclusions, however, cannot be considered as applicable since shere

. is .no guarantee that the results would be equally positive in the do-

main of reading comprehension. The fact that decoding skills diffgr//,

for listening and for reading (Sticht, Beck, Hawke, K]einmpn énd

James, 1974), leads to the undeniab]e'fact that the effect of pictures

on reading comprehension is investigated best with a written text. .
The conclusions on all of these studies appear to be conflicting.

This could be due to any number of reasons, among which are the fol-

Towing: 1) the number of pictures presented: one differed markediy

from study to study, (i.e. from one picture per passage to 37 pictures

per passage) 2) the student level (i.e. range of grade one through grade

. ten), 3) the written text: difficulty level, size etc. However, the

general impression which dominates is, if certain conditions exist,
pictures can have a positive effect on children's comprehension of a
written text. Levie and Lentz (1983) in a comprehensive review of
picture-prose studies reached a similar conclusion. It is therefore
refsonab]e to expect that carzfu11y designed pictures which relate to
tﬁe thematic content of the Greek story being used as an experimental

will contribute significantly to comprehension of the story elements

and recall of specific story-related infoymation.

{
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Pictures as prompts for learning vocabulary °

It is common practice, that when a student is beginning reading
and canno% identify a word, the teacher advises him to look at the
picture f ‘cue to the identification of this word. As Chall
{1967)points out, in most basal reader series the use of pictures is
reconmended. The reason, or part of the reason, is that pictures
provide cues to the meaning of Qords which are entirely gnknown or
only somewhat familiar to the students (Arlin, Scbtt and Webster
1978-79). However, the conclusions of studies on the role of pictures
in the 1earn1ng‘of new words are conf]igzing. Samuels and his "focal
attention theory" plays an important role in this dispute. To détef—
mine the effect of pictures on learning to read words, Sﬁgue]s (1967)
conducted a study under two different conditions. The first experi-
ment took place in a laboratory with kindergarten students as subjects.
According t? the results, duri?g acquisition tria]é} pictures facili-
tated correct responses. ‘However, on test trials, when pictures were
not présented, the nq-picture group gave significantly more corract
responses.

The second experiment took place in a regular c]a;s setting with
grade [ students as subjects. The results showed that there was no
difference in learning between picture and no-picture groups among .
good readers. Among poor readers, the no-picture group learned signif- }
jcantly more words. Samuels concluded that the presence 'of pictures
appeared to distract the reader's attention from distinctive features
of the printed stimulus (word). This serves, simultaneously, as a

confirmation of the conclusions of Silverman, Davids, and Andrews (1963),
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as well as Baker and Madell (1965) who found that when distracting
stimuli were present, the performance of the underachievers fell to
a low level in comparison to that of the good students.

- In order to test the findings of Samuel (1967), Montare, Elman
and Cohen (1977) conducted a study which could be characterized as
a replication and extension of Samuel's work. However, the conclusions
which were aerived refuted the findings of Samuel. Arlin, Scott and
Webster (1978-79) on the subject of the study of Montare, Elman and
Cohen, reported that in experiment I, verbal (voice) feedback was
used fog the students who could not answer correctly. Montare, Elman
and Cohen found that in the picture-word condition very little feed-
back was.required because the picture orompted the correct answer.
On the contrary, in the word-only conQition, more verbal fggdback
was required, a percentage of 88 of totaf voice feedpézk. This fact
Teads us to the conclusion that, quite probably, in similar studies,
the results which apparently favor no-picture superiority is the re-
sult of a large amount of verbal feedback rather than actual effective-
ness in the no-picture condition. The focal attention theory of
Samuels was also examined in a study by Arlin, Scott and wgbster
(1978-79). Contrary to the conclusions of the above theory, pictures
presented with words facilitated learning, a fact which leads us tp
believe that the conclusions on the role of pictures as distractors
are unwarranted. ,j

The already confusing situation was even further entangled by

Goodman (1970) with his own "contextual theory", basedxon which
contextual constraints facilitated identification of new words. In
other words, syntactic and semantic constraints of the sentences

' R N
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//,
provided cues for the identification of new words. Singer, Samuels
and Spiroff (1974) conducted a study in order to resolve the focal
attention Gersus context controversy. In their experiment four condi-
tions were used: word alone, word and picture, word and‘sentence,
and word, sentence and picture. »The subjects scored best on word alone,
next on word-picture, third on word-sentence, and worst of all on word-
sentence plus picture condition. These results were considered as support
for the "focal attention" theory of Samuels. )
. The negative influence of pictures on thé learning of new words is
also supported by a study conducted by Braﬁn (1969), who found that stu-
dents in a no-picture condition acquired sight words at a significantly
faster rate than students in a picture-word condition. The same conclusion
was reached by Harris (1967) as cited in Samuels (1970). Harzem, Lee and
Miles (1976) also found that the no-picture condition facilitated word
Tearning more than the word-pict?re? condition.

Contrary to the studies reported, the current study involves the
1earning of vocabulary words in the context of a reading passage. In this
situation new vocabulary is learned in relation to the thematic character-
istic of the story as contrasted with the isolated picture-word methodolog-
{es—of the previously reported studies. However, their findings may be
helpful in predicting the success of jthe various treatment conditions.

The conditions in which vocabulary labels are placed in close proximity
to pictured stoqy elements are expected to produce favorable results as
compared with the no picture control condition. However, it is the pic-

ture-only condition (withput vocabulary labeling) that is most like the

studies previous cited. Here, it is expected that a picture superiority
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effect will not emerge when this condition is contrasted with the

no-picture control.

Pictures as aids to the SecondslLanguage Learner

Researchers have ended a considerable amount of time and effort in
attempting to trace thé‘péth followed in the learning of a second
language. According to McLaughlin (1977), as cited in Morsbach (1981),
there are two opposing views concerning the way in wﬁ%ch thé learning
of a second language takes place. The first view (Politzer 1965;

Brown 1973) maintains that second language (L2) learning is based on

the special structures of the first lanquage (L1). .Tﬁat is to say,
children with different native lanquages showed entirely different deve-
Topmental sequences in the learning of English as a second language than
that shown by English children. The second view (Ravem, 1968; 1974;
Milon, 1974; Erwin-Tripp, 1974) supports the idea that the child who
learns a second Tanguage will go through the same stages that were passed
through by thé native speaker of this language.

This second vjew is also supported by Dulay and Burt (1974), who,
in contrast to the above researchers, used a limited number of children
and conducted their study among larger groups of English-learning children,
whose mother tongue was Spanish, Chinese, Japanese or Norwegian, Dulay
and Burt found striking similarities among the different language groups.
Also supportive are the conclusions of Morsback (1981), who examined the
development of comprehension as opposed to speech development as did all
the srevious researchers. In spite of the lack of agreement, it appears
that in both L1 and L2 learning, everything follows the same path as

learners progress from simple to complex structures.
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, Interference from L1 to L2 is a problem with which the L2 learner
has to contend (Yorio, 1971; Taylor, 1978; La Vergne, 1977). Specifically
Taylor (1978) states that for students of pre-school and school age, L1,
in the process of establishment, causes transient jnterference in L2 and
the probability of forgetting, if unused. For adults, however,’Ll,
firmly and premanently established, causes persistent interference in L2.
The relation between LI and‘L2 determines the difficulty of L2. Support
for this notion is given by LaVergne (1977), who says that L1 seems to
interfere with L2 in secondary bilingualism, which results when the
5cquisition of L2 takes place in a formal setting after the acquisition
of L1. In such a case, L1 termed the dominant language and L2 the non-
dominant language.

'The fact that the teaching of L2 in schools, especially in the lower

classes, is confied to speaking alone, is quite probably proof of the

soundness of the conclusiohs of Yorio (1971), Taylor (1978), ang®LaVergne(1977).
\

It is an undeniable fact that thé nature of the learner (cultural
background, Tinguistic knowledge, general knowledge or attitudes), and
the nature of tHe material (language patterns, unknown information) aré
two very basic factors, whjch substantially affect comprehension. Prior
knowledge is a pathway to understanding new ideas. Omaégio (1979) ~
stresses that the lack of agreement regarding the role of bictures in
recall and comprehension of written texts among first language learners,
in combination with the lack of research in the second language fie]d,
makes prescriptions to practice difficult. Among educators, the opinion
prevails that visual materials are able to aid the L2 learner in recall

and comprehension of a written text. In a recent article, as cited by

i
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Omaggio (1979), Tuttle (1975) states that "foreign language students

can benefit from many types of visual materials. The still or flat
pictures can prove to be a rich resource in the foreign language class-
room" (p. 9). The visual aid: (a) helps to create a sftdation or context
which is outside the classroom walls; (b) can give reality to what ver- -
bally might be understood; (c) can easily present unfamjliar cultural
aspects; and (d) can change situatijons rapidly in oral drill (Kreidler
W1971).

To the above positive features of pictures, Taggart (1974) adds that )
a8 picture produces the source of a visﬁa] message destined tb reach, N
through some process of transmission, the language learner in a form'
which he may apprehend.

However, the disagreement regardingAthe role of pictures still
exists. Even Taggart (1974) shows that he accepts this fact: "Despite
the numerous theoretical reservations that have been expressed concerning
the total effectiveness of the picture as a device for conveying meaning
of utterances..."(p. 86).

Tardy (1975), as cited by Omaggio(1979), points out the various
ambiguities and possible interpretations that can be attached to even
the "clearest” of visual materials, and remarks that any attempt to limit
students' interpretations of a given picture to a single meaning is more
or less "doomed to failure".

Here something very strange occurs. What constitutes, according
to Tardy, a disadvantege for pictures is considered py Tremblay (1979)
as an advantage, According to the observations of Tremblay, which, as

he says, are the results of many years of experience in the teaching of
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English as a $econd Language, the most important concept with respect
to any understanding of the use of pictureé in the L2 clas'sroom is
polysemy, i.e. the idea that a simple picture can produce different
interpretations in the minds of different peop]é. He maintains that a
picture is/not a mirror, an image of. reality. It is both less and more
than rea]lty because the mind correspondingly absorbs from the picture
only what it considers important, while simultaneously it is enriched
by the contributions of the observer.

Independent of this conf1ict o% miews between Tardy and Tremblay,
quite a few researchers (Scan]apﬂ980, Kreindler 1971, 0maggio,1979)
agree that a picture must be siﬁp]e, realistic and unambiguous. Similar
conclusions were also observed in the review which preceeded, concerning
the role of pictures in the first (maternal) language.

Based on the suggestion of Goodman (1968) and Smith (1973) tha£
reading is an hypothesis testing proces$ in which the reader selects
cues and makes predictions about the ongoing discourse on the basis of
these selection, Omaggio (1979) formed they hypothesis that additional
contextual information should make the comprehension task easier for the
foreign language learner, who is often faced with material which is
unfamiliar, difficult and unpredictable.

Although a picture is not a "translation” of the text, it can give
indications as to what happens in the passage, thus allowing the L2
reader: (1) to make better prediEtions about what will occur; and
(2) to restrict various hypotheses which could hinder him from achieving
comprehension of the text (Coste 1975). Supportive here is Taggart

(1974), who maintains that pictures definitely have a place in .two of
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the three phases of teaching a second 1anguage, namely in the presen-
tation phase and practice phase. (The third one is the testing phase).
The conclugions reached by Omaggio (1979) are in agreement with
the above, and naturally gives support to the general opinion which
prevails regarding the rale of visual aids in L2 learning. With her
research into the effects of certain types of pictures on Second Language
reading comprehension, in which she used 664 university students enralled
in first year French as subjects, Omaggio found that pictures had a
significant mtive effect on comprehension of the text but only in
those subjects in the second language condition. More specifically,
of the six pictorial contexts which she used, (1) no picture (2) picture
related to specific (3) picture with prethematic context (4) picture

with thematic context (5) picture with postthematic context (6) a

series of three pictures with complex context, the one that offered the

most information to comprehension was the prethematic context., Presum-
ably this was because the p?ethematw‘c pictorial condition provi.ded
general story-related information in advance, thereby increasing a
student's ability to make logical predictions. The objectives of the
pr'e.sent study were to conduct a study among students born in Canada, .
but 6f Greek parents. Parallel to their regular daily studies at an
English or French school, these students have the added task of trying
to learn Greek, the language of their parents.

The fact that the majority of Greek parents are newly-arrived
impigrants helps these children to acquire language skills, especially
in their early years. When, however these children grow up and go to
school, they com;e into contact with an environment different from that

which exists at home, and so their ability to speak Greek din'ﬁni\shes,
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due to the fact that they now have to function in English or French.
At the same time, tlhese children find it increasingly difficult tq
expressing themselves in writing, and to understand written text‘s in
Greék. This difficulty becomes more pronounced as the child goes on,
each year, tomore advance texts. Experience with teaching such
students tends to make the teacher agree with the conclusions of Yorio,
as mentioned abéve, as well as with those of Coste. .

-~ In the present research, it was anticipated that pictures would

prove to have a positive effect on the recall and story comprehension

o»f a_Greek text and on the attainment of Vocabulary. This hypothesis

-

was supported by the findings of Tuttle (1975) and Taggart (1974) who
have already been mentioned above. To the conclusions of Taggart we
must also add his observation tha,t a picture is in a position:

1) to suggest the meaning of invidivﬁdal Texical items;

2) to supply clues to grammatical meaning. |

However, it was anticipated that the form of the picture would _
determine whether the pictures we.re beneficial for comprehension or "f 7
v‘ocabulary learning. Three forms of pictures were tested. The first
type was similar to those used by Omaggio (1979) in that their purpose
was to represent the meaning of thefverba] content. In this respect,

this picture type was similar to illustrations found in most North

~— . Amem'can’ readers. The second type was most apt1§ called a "picture
( dictionary." Here, the same physical elements (i.e. story elements)

/} . contained in the type described above were use;i, but they were pictured
N discretely on the&age (i.e. separated by lines). The one-word name

of the pictured element appeared in close continguity with the picture.

»
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Ihis picture type was to supply support for the vocabulary words which

occurred in the passage. : .

o

The third picture type consisted of the same representational
pictures as mentioned in Type 1, except that these pictures included . h
e@géaded vocabulary labels. In principle, these pictures were to |
support both comprehension and \;ocab‘leary because they contained bothl
relational elements (i.e. how the' phys-cal .%51 ements were re]atgd/j )

that contributed to the meaning of the s?tdry and vocabulary support.

However, it was anticipated that these two roles might interfere with | .

one another,

Hypotheses . ‘ .

‘ .
1. It was expected that an interaction would occur between the treatment

conditions and Tevel of exposure. Picture ;:onditiqné were believgd-

to be of most vah'Je to low exposure student75, therefore the distinc-

tion between picture and no picture conditions would be greatest

at this level. Of the high 'exposure leve] it was expected that no
distinction between picture and no p1cture conditions would emerge.

2. It was expected that an overall picture effect would emerge for both

!

That is, an overall main effect would'

occur and be primarily attributable to the difference between p}icture'

comprehension and vocabulary.

‘conditions and the no picture conditionst
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v

o a0 R Rt P WAMEAAMRREIRY K + 8 AT s o




- v—

@ e s s e 8 ot e i o ¢ o o e

C -3

Chapter Three
- METHOD

Experimental Sample

The subjects selected for this stﬁdy were grade IV students enrol-
led at "Socrates" and "P]ato"'schools in Montreal. -"Socrates"” is a
day school with 1250 students, in which lessons are ‘conducted on a fu]l
time basis in three languages: French (66%), Qréek (25%), and English
(9%). "Socratgs?_school is made up of three bgi]dings, which are
situated in Montre!] (5757 Wilderton) 630 students, in-Ville Sta Laurent
(250 Houde) 230 students,%.{at Roxboro (11th Avenue) 390 students.
Transport to and from schoo]vis pravided for the studenfs@by a d9or-to-

door bus service. "Socrates" .school is affi]iated with the CECM
[ 4

- (Commission des Ecoles Catholiques de Montreal).

The curriculum followed for French and Engqlish lessons is the one

set out by the\Ministry of fducation of Quebec for Elementary Schools.

The curriculum for Greek language learning is the one defined by the
Ministry 'of Education of Greece, a fact which ensures the school full

recogn%tiohkgnd approval. The books which are used are the same as )

' those used by students’in Greece, and are brought here and distributed

to the students free‘of charge.

. R N '\ . N
The name "Plato" is used to denote a {ystem)of classes which operate

"' in different parts of Mon?real and the surrounding area, There classes

are open to those students who are enro]]ed during the week at English

or French schools.
"Plato" (1500 students) otes under the full responsibility and

.
" control of the Hellenic Comuni y of Montreal _The curr1cu1um. which
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consists of Greek Language, Religion, History and Gebgraphy has been

adapted to allow for part-time teaching in these subjects. The books
‘ : . .
whﬂch the students use are the same as those used by the students of

. "Socrates" and, of course, in Greece. This is rather unforfunate

i .

/
"Sinclair Laird" and "William Hingston High School". A11 the subjects,

because thé Tevel of the students of "Plato" is entirely different,
and could be‘Ealied much lower than the students of Qre:Ee %n regards
to the level of knowledge of the Greek language. It should bé pointed
out that "Socrates" is the only full-time Greek-run day school in Canada;
but there are other schools similar to "P]Fto", thch operate under the
care of other organizations of, the Greek community, This raises the
target population to approximately 5000 students, '

The §§mp1e for this study consistedmof 200 students, Grade IV,
chosen at random in equal numbers, 100 from "Socrates" day school and

100 from "Plato" Saturday school. The subjects from "Socrates"

attended the Montrga] branch, while those from "Plato" the séhoo]s: ‘

boys and girls, were born in Montreal of Greek parents, and were between

the ages of 9 and 10.

Design .

The design of the study was a 4 x 2 x 2 mixed factorial. Picture

conditions had four levels: (1) no picture (NP), (2) thematic pictures

(TPY, (3) thematic pictures plus labels (TPL), and (4) non-thematic
pictures with labels (NTPL). This was a between-group factor. The
other between-group fact&r was called Level of Exposure and contained

two levels: (1) minimum exposure (MINEX), (maximum of four hours per

_ week), and (2) maximum exposure (MAXEX) (minimum of eight hours per

N [P
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_week), where exposure was defined as the amount of instruction in

Greek on a weekly basis. The third variable, Time of Testing had two
levels, A
(1) immediate testing and (2) delayed testing. !

/4

There were three dependent variables, (1) vocabulary acquisition,
(Zéystory comprehension and (3) story order. These were administered
at the immediate and delayed testing time. Figure 1 shows the design of
the study in diagramatic form. Prior éxperience with the story was
controlled by selecting a story which neither exposure groups had encoun-
tered. Prior exposure to the vocabulary was not controlled since this
factor might haQe contributed to the success of the experimental manipu-

lations. It was, however, measured prior to the experiment (see materials).

Materials

Text. A 730-word story was used in this study. The selection of the
text was made from thilgrade four reading book. Naturally, the text
chosen haa not been previously encountered by the subjects in either
school. Special care was taken to ensure that the text presented action
and concrete images so tha@)the illustrating process presented no diff-

iculty. The story in brief is as follows:

Sophia, a student of grade IV, goes late at night to buy samples of

olives from a neighborhood store because, on the following day, she has

to present them in her class. Tired after the many chores of the day,
she falls asleep as soon as she returns home. 'She dreams that she is
visited by an olive-tree, which tells her its story. Starting with the

€«
Great Flood, Noah's Ark and the dove which returned with the olive branch,

it goes on to mention the contest between Poseidon and Athena as to whom

*
¥
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the city of Athens should be named after. It tells about the Olym
Games and the olive-wreath with which the winners were crowned, ab

the Mount of Olives where Christ prayed under the olive trees, and

fipa]]y mentioned the practical benefit which people derive from the

olive tree and its oil (food-1ighting-chrism, etc).

!

kS

bic

out

“*Translated version appears in Appendix A and the actual Greek appjars

. in Appendix B.
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Pictures. Three sets, each consisting of 5 pictures were used for
this study. The contents of the pictures which were chosen to be drawn

were has follows:

1). The first picture presented an olive grove, where some workers
' standing on ladders were gathering the fruit (olives) from the trees,
while others were loading them onto trucks in large baskefs.

2). The second picture presépted the Flood with Noah watching
the dove return with the olive-branch in its beak. ,

3). The third picture presented the contest between Poseidon and
Athena as well as the gifts they offered; water from Poseidon, and the
o]ivg tree ffom Athena.

4). The fourth picture presented the awarding of the prize (an
olive-wreath) by a judge to the winner of the Olympic Games.

5). The fifth picture presented Sophia's room with objects men-
tioned in the story (holy-lamp, icon, bed, etc.)

The 5 pictures of the first set presented the 5 basic concrete images
of the text in the normal contextual setting. The sécond set of 5 pic-
tures were identical to.those of the first set except that the name of
each concept was written near it. In the third set, the 5 pictures
corresponded to those of the first set except that here the elements
of the concrete images were presented separately in grid-style frames
with vocabulary labels (picture-dictionary).

In brief, therefore, the following names were used to describe the
picture levels of the treatment conditions:

1st set: thematic picture (TP)

2nd set: thematic picture plus labels (TPL)

3rd set: non-thematic pictures with labels (NTPL)
: (picture dictionary)

Pron
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In all three sets, the pictures were simple black-ink line drawings
with superflous details. The overall size of each picture was 9 cm x
15.5 c¢m. The overall size of the*third type (picture dictionary) was
13.5 cm x 11 cm, separated into four sections each of which was 6.85

X 5.50 cm. See Appendices for the actual images used in the experiment.

Tests

Vocabulary, In order to determine the vocabulary level of the éubjects,

a pretest was used, This test consisted of 30 Greek words (Grade IV

Tevel) to be translated by each subject into English or French, according

to his or her preference. The 30 words were concrete nouns, 20 were

taken from the story to which the subject had not yet been exposed, and
10 were chosen from oUtside the text. These 10 words, one of which led
the 1ist, acted as distractors, and were interspersed at random among
those contained in the text. The same test was also used as a post-test
(immediate-delayed) with the following variation; the 20 chosen from the
story remained unchanged whereas the 10 distractgrs were replaced by

other nouns still out of context.

Recall and Comprehensidn. In order to determine the recall and compre-"

hension Tevel, two tests (posttests) wer“ed. The f"rst consisted of 20

qugstions, based on the story to which the subjects were required to furnish

. short answers.
N
The second test consisted of 10 sentences taken from the story and
written in English. These sentences were presented in an a]EEred seq-
uence from that of the text. The subjects were required to place them

in the order in which they appeared in the story.

Ty e Asturmdtie s dMbaroat ks s b "'”‘w"u'M‘m“"“‘“‘""‘“rﬂn’ﬁu‘ww\ \a ﬂ"‘llii' H it‘l; ﬁt«ﬁ\fwi"b‘:w"wi
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Procedure

Selection of Experimental Sample. Nine grade-four classes were chosen

in agreement with the school administration and the class teachers,

four from "Socrates" and five from "Plato"., These classes contained
the kind of students, which generally appear in all classes (above
average - average - below average). Every class of "Socrates" (25
subjects) consisted of a treatment group. Therefore, intact groups were
used in all conditions of the design.'

The choice of 5 classes from "Plato" was judged essential since
the number of students in each class varied. Thus the fifth class
of grade four students had to be split up and the students integrated
into the other classes in order to complete the required number of
subjects (25 in each treatment group). The selection of which group
should have which treatment also took place at random.

It should be specially stressed here that the only difference which
existed between the students of Socrates and Plato was the level of
knowledge of the Greek language. In this respect the students of
"Socrates" were superior to those of "Plato”. However, although data
were not gathered on the demographics of the two samples (because
of the difficﬁ]ty of obtaining pérmission to peruse student documents)
the two samples appeared equivalent on most observablecriteria (e.g. sex).

It is recognized that the samples may not have been perfectly matched.

\
Physical Study Setting. iThe experiment in the children's usual

classrooms, and all of eight treatment qroups worked under the same

conditions. :"

¥
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Uniformity of Directions for the Experimenf. In order to achieve the

same conditions for all the subjects, two meetings were held between
the investigator and the teachers of the eigﬁt groups of subjects. At
the first meeting (1 week before the experiment), the investigator
presented the problem under research, explained the nature and method
of the study, and gave each teacher a sqmp]e of fhe material (story-
text, tests).

At the éecond meeting (2 days before the experiment), various queries
were answered, and a second explanation was made of the procedure té be ,
followed in the experiment. In addition, the teachers were given the
materials for the experiment (texts-tests), directions to be given to
the students, as well as a code number. The directions for the student
contained the information to be given by the teacher concerning the aim
of the study and the modus operandi of the experiment. The code number
which each ?eacher had‘to write on the back of the last page of each
test-paper, was used as a recognition mark of the treatment group to
which each test paper belonged. This He]ped ensure that during the
correction, each paper was placed with the right treatment group. The
code number of each group was determined according to the following
diagram (figure Z).

Finally, a third meeting was held, two days before the Delayed

Test, and the investigator again explained the procedure to be followed.

Directions and Testing Procedure. After the subjects were seated, the

teacher instructed them as follows: "Today you will participate in an
experiment. This experiment is of great value because we want to find
out if and how far pictures can help you remember and understand a

story, as well as learn new words. The grades of these tests will not

TS e A G o

s e an




-40-

MAXIMUM a, b a, b a, b a, b
LEVEL OF | 172 1°3 174
EXPOSURE
T0
GREEK
’
MINIMUM a2 b] a, b2 2, b3 a2 b4
NO THEMATIC THEMATIC  NON-THEMATIC
PICTURE PICTURE PICTURE PICTURE
WITH WITH
LABELS LABELS

TYPE OF TEXT

Figure 2: Coding scheme used for scoring of tests.
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be calculated with the grades of your regular, school performance.
Throughout the test you must be quiet, you must not speak to or look
at your neighbor for help. You will need only a pencil and an eraser. .
On every test paper, you must write your name, and the name of your
school (Socrates-Plato). The experiment consists of 4 tests. For each
test I will give you the corresponding directions."

It must be pointed out that each test was administered separately
in sequence, because it was considereé that if all four tests were \
given simultaneously, the student would be unfavorably affected psycho-

Togically by the amount of work required.

- In continuation, the teacher gave out the pre-test with the

- '
L4

following instruction:_

"On the Teft-hand side of the paper thgre are thirty words which
you have to translate into French or English. [f you don't know one
word, go on to the next one".

After the subjects had finished this test, the teacher collected
the papers, and gave out the story-text with the following instruction:

'"In front of you, you have a story which was taken from your reading

book. Read it silently and carefully. The pictures illustrating the
text are to help you undérstand the story and learn some new words .’
So you should Took closely at the pictures as you are reading." To the
pictures labels and the picture-dictionary groups, further instructions
were given for tpe subjects to pay close attention to the words printed
on the pictures..

(Natura11;, no mention was méde of pictures to the groups in
the no-picture condition.)

When the students had finished reading the text, the teacher
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collected it, and digtributed the vocabulary post-test with the follow-
ing instructions:

"The words which you see on the left-hand side of the paper have to
be translated into French or English. As you yourself will soon find P
out, most of these words,'éo specifically, are the same as those in
the first test. Now that you have read the text, you will understand
that these words were taken from it, while the other ten are from other
sources." ’

In continuation, after the subjects had finished and the papers were
collected, the teacher handed out the next test with the following instru-
ctions:

"In this test there are twenty gquestions on the story which you
have jﬁst read. Try to answer them with short responses."

After the subjects had answered, and the teacher had collected the!
papers, he distributed the last test with the following 1nstruction§:

“Here there are ten sentences taken from the story you have read.
The order of these sentences is not the same order as they were in the
text. Read them all carefully and then write on the line which is in
front of each sentence a number from one to ten, showing thus the order
in which you think is correct aécording to the story you have read",

After the tests, the subjects asked questions concerning the correct
answers, especially the last test regarding the order of sentences. The
answer which the teacher gave them'(based on pre-arrangement with the
investigator who had foreseen this possibility) was: .

"You must be quite tired out now. We will have the opportunity

to discuss the correcg\answers later."

A :
The answers were not given to them because according to the design

-

“~
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of the experiment, the same tests would be administered after a week's C ;;

dg]ay.

. &,
Another observation, off the record, was that the subjects in the

¢

picture conditions showed great enthusiasm at the presence of pictures,

Delayed Test Experiment

Exactly a week Tater, the same procedure took place. The instruc-
tions that were given to the students were as follows:

- "Today we will repeat, for the same reasons as we mentioned last
week, some of the tests which you wrote, wg want to seé if and how well
you remember the story and the words.you Tearned. You will write these
tests the‘same a; the ones you wrote before without, however, the help
of the text. Concentrate on this story and try to answer(the questions .
as well as you can." ’

The same instructions as the first time were given for each test and

the same procedure was followed.

[3
”~
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CHAPTER FOUR

Results

[

Introduction
The purpose of this study was to determine the effectiveness of

pictures for enQancing vocabulary attainment and story recall anﬂ«

comprehensién in elementary Greek reading materials. The samﬁﬁe con-

sisted of fourth grade students in two levels of second language

exposure: maxjmum exposure (MAXEX’)(students study Greek approximatew‘

eight hours per week) and minimum exposure (MINEX) (students - spend |

four hours learning Greek). This distinction served to define one

of the indepéndent variables in the study. The other independent -

variables picture conditions, was comprised of three forms of pfctorial

" accompaniments: thematic picture (TP), thematic picture with labels (TPL)

and non-thematic picture with labels (NJ&L). The third variable was
immediate and delayed posttests which was treated as a repeated factor. _
There were three dependent variables; coéprehension, vocabulary and erder.” A
vocabulary measure was taken before the experiment began and was used

1a£er as a covariatélin the analysis. The assessment of this covariate/

will preceed the reporting of the major findings. (

Assessment of Vobabq]ary Covariate
The covariate was constructed from the distractors of the vocabulary

tgst that was administered before the experiment, immediately afterwards

\~____,/5hd one week later. The first set of distructors (10 words) was added

[

to the mean of the second (10 words) and third sets (10 words) of dis-

tractors. Yhe mean was used because the same ten distractors made up
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tests two and three. Means and standard deviations of the vocabulary
M)
measure are shown in Table 1. )

Regression analysis of the covariate on the dependent variables
indicated that the vocabulary test was a significant predictor in ;51
cases. Table 2 shows the correlation, variance accounted for and
analysis of variance information for,each of the regression ana]jses.
These data indicate that the vocabu]é?y-measure is a significant
predictor of scores-for each of the three dependent variables and a
potentially useful covariate,. '

In addition, a test of homogeneity of regression (tést of parallel
régression slopes) wa§ run. ‘This test assesses the major assumption
of analysis of covariance - that the.between-treatment regression”1ines
do not intersect. For all fhrée.dependent variables, the test of this
interaction was found not significant (p.)» .30). The vocabulary measure

was, therefore considered an adequate covariate for the purposes of the

analysis.

Vocabulary Attainment .

Main analysis. The first dependent variable was assessed using
two-way analysis of covariance with time as a repeated factor. Adjusted
and unadjusted means and standard deviations for this analysis are shown
in Table 3. In Table 4 the complete ANCOVA summary table for the

4
Vocabulary Attainment measure is shown. This table indicates that the

threé-way interaction is not significant (p= .097), but that both

“interactions involving the repeated factor time are significant (for

. Time x Level, p=.018 and for Time X Condition, E< .00001).

it 3 ko et

N
s o orabrg, Mes, nx e AE e
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Means and Standard Deviations df Vocabulary Distractors (;ovariat-)

Table One

Across Teeatment Condi tilon

Condition n v X s.d.
MINEX

NP 25 17.52 2.04
TP 25 17.68 .92
TPL 25 . 17.92. 2.1
NTPL 25 17.70 .66
NP 25 17.36 2.88
TP 25 16.88 " 1.92
TPL 25 17.38 2.05
NTPL 25 18.64 " 1.32
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»

The main effect for Time, the repeated facto:, was also significant
(p (’.0001), but this was not considered particularly interesting.
Within the between-group portion of the design, the Condition X Level
interaction was significant as was the main effect for Level, |
The main effect for Condition was not significant.

Post Hoc analysis. Since three important interactions were found

to be signifjcant, post hoc analysis of the cell means was deemed r;
appropriate. These will be reported in turn for each interaction,
Figure 3 shows graphically the relationship of the adjusted means

for the Time x Level interaction. The interaction is undoubtedly the
resu]t‘of the greate decline in scores over time of thekmaximum exposure
level of the variable feve]s as compared with the minimum exposure level,
This interaction was judged of 1ittle interest to the intentions of tﬁe
study and therefore was not pursued furtheri

; The Time x Condition interaction was of more interest. Figure 4
shows this interaction. It is clear that on the immediate test, no
differences existed among the four levels of the independent variable
conditions. However, on the delayed test this situation changed drama-

tically., Thematic Pictures with Labels emerged as the superior condition

" and the No Picture condition fell considerably below the other treatment

means. A Scheffé test conducted on the combination of picture treat-—

ments compared with the No Picture control (31+ 3+ 25 , )
. A

revealed a significant difference in favor of the picture conditions.
This was a test bf the overall facilitative effects of pictures on
vocabulary attainment and was considered a positiVe indication that

such facilitative effects do exist,
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In regard to the differences among the three picture treatments,
pairwise post hoc tests (Tukey) revealed differences between the
Thematic Picture with Label (TPL) condition and the Non-Thematic
Picture with Labels (NTPL) condition (E_('.OS) but no difference
between the TPL Condition and the Thematic Picture (TP), Generally
speaking, tﬁis interaction suggests that at least for vocabulary
attainment, pictures function to support recall over time as compated
with the condition without pictures. This finding is consistent with
Duchastel's (1981) argument regarding the potentially positive effects
of pictures in text.

The third significant interaction, the between group test of
Condition X Level, revealed a pattern of means (adjusied) as illustrated-
in Figure 5. Here the results indicated that differences existed in
picture conditions only with Minimum exposure (MINEX) students‘of
Greek. A Tukey test of differences among the means of MAXEX students
produced no evidence for the superiority of any picture condition

(p (’.}0). Within the Minimum Exposure group, it was found that the

. Thematic Picture with Labels (PWL) conditions varied from the others,

resulting in a significant difference (Scheffé) when contrasted with
the other conditions (p <f.05). In addition, it was found that no
difference existed between the Minimum and Maximum exposure means in
the TPL condition even though large differences existed between MINEX

and MAXEX for the other conditions.

P T T TP ST
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Figure 5: Interaction between picture conditions énd level of
exposure on the vocabulary test. .
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Story Comprehension and Recall

Main analysis. Story comprehension and recall was measured with

an immediate and delayed cued-recall test. The adjusted and unadjusted

means and the standard deviatidns are shown in Table 5. Table 6

presents the summary of the three-way analysis of covariance that Wés

¥

performed on the data.

Neither the three-way interaction nor the two-way interaction of
Time X Level were significant. However, the Time X Condition interaction
was significant as was the main effect for Time.
In the between-groups portion of the design, both the interac}ion
(Condition X Level) and the main effects for Level and Condition
were significant. Since the interactions in this case subsume all main
effects, only these interactions will be subjected to post hoc analysis
and subsequently d¥scussed.

Post hoc analysis. In Figure 6, the Time X Condition interaction

is depicted. It is clear that the interaction here is the result of
the s1ighly downward trend of two of the groups (NTPL and NP) overtime
@s contrasted with the slightly upward trend of the other two groups

(TP and TPL). As was expected, the NTPL failed to support recall and
comprehension at the same level as the TPL Condition. However, the
sihi]arity of the means of this condition and the TP was surprising.
Although it is clear that in terms of magnitude, the T? and TPL are
different, their trend over time is similar, suggesting that the
thematic nature that the two pictures share contributes to comprehension
and memory for story events. As was noted, however, this trend only
emqréed over time. At Time 1, the results of the TP and NTPL Conditions
is almost identical. -The fact that the NTPL and NP Conditions share a
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similar trend over time is taken as secbndary evidence of the super-
iority of the thematic-aspects of the other two picture conditions.
ngevér, it is clear tﬂgﬁ;]abe]s are clearly related to performance
even on the recall and comprehension measure. This is especially
evident at Time 1. It appears, howéver, that again the TPL has emerged
as the most profitable condition for supporting thé intentions of the

s

instructional situation.

The second significant iﬁterg;tions to be descri;;d is pictured
in Figure 7. It is interesting to note that it is very similar to the
Levels x Conditions interaction for vocabulary attainment that was

" presentéd in the last section. Clearly, the difference among picture
conditions resides only at.Zhe MINEX Tevel.' At the MAXEX level, the
means are extremely clbse to one another.

A scheffé test was conducted at the MINEX level to determiﬁe if

'an overall facilitation effect for pictures existed (az+ A3+ 9, > a]L
- . 3 o

This test was significant (p < .01). It was concluded, again, that an
@

overall picture effect was evident in the data that the TPL Condition

subported comprehension and recall of the story materials and subse-

quent memory for the story events. These findings closely parallel the

" findings for vocabulary attainments.
.';\

Story Order -

A final dependent measure, Story Order, was used to assess the
subject's recall of the order in which the ‘story events occurred.
Adjusted and unadjusted Means and the standard deviations are shown

in Table 7. Analysis of covariance on these data revealed only one
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significant effect.‘ A main effect for Levels is evident in Table 8.
This effect was of 1ittte consequence to the purpose of the experiment.
However, it should be noted that although not significant (p = .11)
the pattern of means for the Condition X Levels iﬁteraction is very
similar to those obtained from the vocabulary attainment and recall/
comprehens{on measures. Again TPL emerged as the superior condition
in the MINEX Level lending even mdre evidence té its faci*itative

effects. ) %

Summary of Results

A

Iﬁ summary, the resu]tf of this study have provided reasonably
cgnfistent results as to the effectiveness of pictures as adjuncls to
secohd-]a;guage reading materials. The results are briefly described
below:

1. . Pictures appéar to effect(?e]y support vocabd1ary”atta1nmnet
and comprehension and recai] of significant story.events.

Howgver, this appears to -occur only in sfudéﬂts who have less N
than adequate command of the language. The differentiation among .
picture andlnon-pictﬁ}e conditions.occurred only w%thin the MINEX
level. }

2. One picture condition appears to support vocabulary attainment best.
TPL, a composite condition of the other two conditions in which both
labels and thematic support are coﬁbined in the same picture, appears
to produce the strongest textual support as compared With the other |
two picture treatments. This state of affairs is, to a large extent,
at variance with the practice of picturing stories in texts. These

and other issues will be-discussed in thé next section.
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Chapter Five
Discussion

The purpose of this study was to determine the effectiveness of
pictures for éﬁhancing‘vocabulary attainment and story comprehension
in elementary reading in second language 1ea}ning. More specifi;a11y,
it was anticipated that the form of picture would determine whether
the pictures were beneficial for comprehension’or vocabulary learning.
A 730-word previously unseen story from the grade four reading book
was used. Three forms of pictures were tested. The contro] group had
no pictures. Three tests were developed to measure vocabulary attain-
ment and to determine recall and compreheﬁsion levels. In addition,

a vocabulary measure which was administej;d before the experiment
was used as a covAriate in the’ana]ysié.

The purpose of the study was subdivided into three areas of
concentration, from which the final conclusions were drawn: to deter-
mine if explicit thematic pictures improved comprehension and recall
of the story content. According to the results, the answer is mixed.

A level of exposure by treatment interaction suggested that, in this
teésting context, pictures are most effective when exposure to Greek: "

is minimal. In post hoc analysis it was determined that the TP and

the TPL conditions functioned significantly better than fhé NTPL or

the NP conditions. There was a significant effect over t{me."The fact -
that whereas, at Time 1 TP and NTPL results were practically identical,
at Time 2 NTPL and NP conditions share a similar trend.This is secondagy

evidence of the superiority of thematic p{ctures. This conclusion agrees

“with the findings of Omaggio (1979) who found that pictures had a

significant positive effect on comprehension and recall in second
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language Tearning. She attributes this.to the fact that pictures were
informative enough to contribute additionaf\cues to the overall general

meaning of the reading passage. Children who are shown pictures can

' be’expected to recall at least 40% more story inforﬁ%tion than children .

not shown pictures (Levin and Lesgold, 1978). Rusted and Coltheart
(1979) also found that the presence of pictures enhances recall of

the prose passages. The same conclusion was reached by Koenke and

Otto (1969) for grade six subjects.

It appears, therefore, that Coste (1975) was accurate when he
expressed the opinion that although a "situational” picture does not
give the second language learner a translation of the text, it does
provide indications -about the relationship of the events which occur
in the passage. This might be considered as an explanation of the
superiority, as shown by.the results, of the TP and TPL over the NTPL.
The latter does not ha;e any cohesion; it does not present a complete
whole but just isolated pictures without any relationship between them.
Thus, the student was probably unable to create the visual imagery.
which, in combination with the story-relevant illustrations, has been
found to facilitate children's recall of story information (Pressley,
1977; Levin, 1976). ’

Finally the results showed that the MINEX group was Fﬁg one which
benefited most of all. If we take for granted that the MAXEX group
are better readers than the MINEX group, then we agree with the findings
of Wardle (1977) who had somewhat similar results among subjects of
grade seven students. Poor readers benefited in comprehension from

the presence of pictures while, on the contrary, pictures seemed to

have no effect on gbod readers. Golimkoff and Rosinski (1976) found
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that 9 and 10 yea; 01d children who were poor at decoding were not
necessarf]y inferior on semantic access for the individual words and =
suggest fhat these skills may be independent in reading. Decoding
is defined as the ability to pronounce words aloud and semantic yo-
cessing entails acquisition of word meaning (Rust and Co]theért, 1979).
The fact that the MINEX group benefiteq‘more from the presence of
pictures was something which was expected a£¥%%%jbeginn1ngi since at
no time in the past had these students had, at their disposal, a text
with so many pictures of, in other words with so much additional infor-
mation on the text they read. One could perhaps refute this on the
grounds that the other group (MAXEX) had used the same books as those
used by the MINEX group. What, then, is the reason for this discrep-
ancy? The most likelyanswer to this is that since they had better
mastery of the second language, their interest in the picture was
somewhat diminished. Nevertheless, we are still led to the conclusion
that pictures do have a positiQe effec; on second language learning.
The second area of study was to determine if the addition of
selected key vocabylary words in the body of the illustration improves
the learning andiretention 6f these words as a result of reading the
story. Here, also, the answer, according to the results of this stud},
is affirmative, a fact which brings it into gonflict with the findings
of other researchers (Samuels 1967, 1970; Singer, Samuels, and Spiroff,
1974; Bratin, 1969, Fowler, 1962; Harzem, Lee and Miles 1976) that,
namely, pictures do not help in the learning of new words. In this
study TPL had a greaﬁer positive effect than the other forms of pic-

tures. The words %hich were added to the picture did not act as dis-
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tractors as Silverman, Davids and Andrews (1963), and Baker and

Madetl (1965) maintain, but on the contrary, they created permanent
impressions oQér time whereas the MNP condition presented a drop.
The first argument which could be offered to explain this conflicting
view is that the subjects of the above studies were students learning .
ir first language whereas this study concerns the learning of E
second language. The fact that there are other studies whose results

support the use of pictures for the teaching of new words (Denburg,

1976-77; Hartley, 1970; King and Muehl, 1965; Arnold, 1968) makes us

.agree fully with Kreidler (1971) that "Vocabulary can be introduced

and practiced with pictures" (p. 33). ¢

It is important and ;orthy of notice the fact that in the Time
X Condition interaction the results showed effect especié]]y in over-
time. Almost the same conclusion was reached By Peeck (1974) who
found that grade four students benefited from-pictures 1 day and 7
days after reading the story but not immediately. It is evident tha%
durability is another advantage of pictures. This is also supported
by Peng and Levin (1979) who fouhd.that picture effects in children's story
recall were highly durable, persisting over an interval of 3 days and |
fPr questions presumably demanding deeper levels of comprehension.

The third area of study was to determine which of the three
illustrative designs best facilitated the combined goals of better
comprehension and recall and improved vocabulary. The results showed
that TPL condition supported best comprehension and recall of the
story materials, subsequent memory for the story events and learning

of new words. The thoughts of Gombrich (1972) explain in the best
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+

possible way th;s sﬁperiority of TPL. Gombrich says that "jointly
the media of word and image increase the probability of ; correct
~ reconstruction. The mutual support of language and image facilitates
memorizing" (p. 86). The verbal mesgages, he says, maké the content
of the pic;ure clear and understandable to the reader.. Perhaps at
this point, we should remember Levin (1976) who says that "Although
one way to maximize what children learn is to use pigtures, another’
is to embed Fhe materials in a meaningful context orﬂorganizétion in
™. which learning can occur..tAs Rowher (1967) has aptly noted, in such
' 5sifuations performance is greatly enhanced by adding to‘the to-be-

: remembered stimuli, a finding which prompts the seemingly paradoxical

inference that the more there is to learn, the better thé learning"

(p. 1M3).
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Recommendations for Future Research
\\

) SN
The results of this study showed that pictures facilitated

comprehension, recail and learning‘of new words, The posigive effect
of pictures was more evident among the minimum exposure group, a fact
-which is sufficient to justify the use of pictures in the teaching of

a second l?nguage. As, however, was revaled by the reyiew of the
literature, there is a great conflict of conclusions on this subject.
This conflict, ignoring of course the confusion it may cause to the
L2 teachers concerned, should be reason enough for new studies,

With this work as a starting point, future research could branch
out into the following areas of study:

First, research shéuld be made into the number of "situational"

pictures which should accompany a story. Should, that is, pictures

be designed to focus on every cohcrete part of the story, on only the:

difficult parts of the gtory, or just to illustrate the key points
irrespective of whether they are easyhor difficult to comprehend?
Second, research should be made to determine the number and the
kind of elements to be included in the picture. This is of conside;-
able importance because, if we accept the fact that the thematié‘pgc-
tores plus 1a£e1s produced the best results, then we should concern
ourselves with the number of words to be included in the pictures,

"Frustration will inevitably occur if the students are deluged with

T~

more than they can assimilate with reasonable effort" (Scanlan p. 210).

r

Third. research should be made into the possibility of a modifica-

tion of the non-thematic picture with labels condition. On concluding -
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this study, the investigator formed‘the‘impressionthatthe presenta-
tion of the ‘picture in the non-thematic picture plus labels condition . —_
could create confusion. -The placing of four individual pictures in
the}iﬁﬁé frame may give the impression of one complete fhematic
picture bup, simultaneously, the impression of four isolated unrelated
.pictures‘ If these pictures of each element were placed separately in
thé text itsé]f, perhaps resulting effect would be more favorable.
- Finally, this research should be repeated with every grgﬁe Tevel so as
to determine with accuracy the conditions under which the L2 learner

could benefit.
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The Staory of the Olive Tree ‘

Mr. Stratos, the grocer, was confused. A1l afternoon he had
filled bottles with 0i1. Sophia came late; Mr. Stratos was just
about to close the store. l
- Hi there! Did your mother forget anything?

- It was 1 who forgot, said Sophia shyly. My grandmother was sick and
we wént to clean up the house a 1ittle, she explained. We just arrived
home and T ran. 1 want...I undertook to take samples of olives to
school. I want a "throumba" (wrinkled) olive, a "nyhati" (pointed)
plive. Have I gorgotten any other kind?

- You forgot the green split olive, Mr Stratos reminded her. We also
have pickled olives and black olives, he added.

Sophia saw that the grocer was tired. She felt ashamed, and triéﬂ"
to excuse herself.

Mr. Stratos muttered something. He hastily put the olive-samples
in a bag, thrust the money hurridly in his poéket and began to pull
down the roll-down shutters, to close.

Sophia went to her house. There she found a note from her mother.
"T am popping round again to see grandmother. I won't be long".

Sophia was very tired. She had helped her mother with the chores,
had run to the doctor's, to the drugstore. She had also washed the
dishes...she feels sleepy...how sleepy Sophia feels!

She empties the bag, puts the various olives on a small plate.
Sophia knows about olives, Every year they go to the village and gather

in their crop, How beautiful it is-there! She goes from one olive tree
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to another, gives a hand - a little hand, that is - she talks to the
workers, who, standing on‘]adaers, gather the olives. She is even
happier when she sees the truck set off for the city laden with olives.
Suddenly a shadow comes up to her. Sophia recognizes her at once.
It is the olive tree.
- How did you come so far, Madam Olive Tree? Sophia asks.
- I came to tell you my story, says the olive tree. I know that you
lTove me. And I waﬁt you to tell my story tomorrow to the other children
in your class. o .
The olive tree grew silent for a moment, as if thinking, and
then began to whisper:
- People, Sophia, have known me for years and years. Since the time E\\
of the great flood: Horror, desolation, water, darkness engu]fed~the
earth at one time. ) /
Noah, closed in the Ark, prayed all day and al] night to God to end this ]
evil. One d%y the flood stops: But Noah does not dare to come out of
the security of the Ark - He sends first a dove. The dove comes back,
holding a bright green olive branch in its beak.
. Me, a sign of life
brought to Noah by the dove
And it was I who was the sign that 1ife had begun again on earth.
In Greece, I have no complaint, people loved me, took care.of me, ,
honored me. How can 1 forget that brilliant noon, when the Gods
gathered on the Acropofis, to give a name to the city of Kecrops. ' .
Athena arrived. What Would her gift be?
Poseidon arrived. What would his gift be?

Poseidon offered water. Athena offered an olive tree, Q;hena won.
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The olive tree was silent for a while.

Then in a low voice, she continued:
- In the Panathenaia, thg Athenians honored their goddess. And to
the winners in the Games which took place, they gave, as a prize, a
jar (amphorea) of olive 0il which came from the holy olive tree on the
rock of the Acropolis.
- 1 know that with your own branches they crowned all the winners, said
Sophia shyly.
» you mean the "kotinos". That crowning wreath was made from the
branches of the wild olive tree which had been planted by Herﬁﬂles in
the hbly ‘grove of Olympia.
-1 also Enow, Soﬁhia now took heart, about that mount, which was full
of olive trees, where Chriét went to pray.

|
- The Mount of Olives. There Christ preached to people and taught them

to Tove, said the olive tree and added with emotion: P

L

- There, on that mount, under the olive tree, people heard fo} the first
time that they must pray to God: "Our Father, which are in Heaven...

- 1 think of those olive trees, which heard those words. But I think
most of all of that evening, the last evening before they seized Christ,
who went there again, to the Mount of Olives, and wept.

- From my oil‘comes the Holy Myron (the Chrism), with which the priegg
dnnoints whoever is'baptized.

- With my oil men have light.

- With your o0il the icons are 111um1n;}ed, said Sophia almost tenderly,

and shgﬁlooked at the sacred lamp, which filled the room with shadows.

Lf 'S

b IR - ‘o . . ‘o AL T e A ———



83 -

.

« I am tired, murmured Sophia, a_nd-walked to her bed.

L]
o - Sleep, Sophia, we will keép you company said the olive tree, and
the sacred lamp nodded” and 'its tiny flame grew brighter.
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- 2éxaceg tnv npdowvn tnv toaxioth, tng SUuioe 0 wup Etpd-

tog. ‘Exovge xai sug Eubdteg kdt Tig paﬁpoktég,upéa&eoe.

KatéhaBe n Zopla muwg ﬁ;av iovpaopévo; o prandAng.Ntpd- {/
wnxe, yvatl tov ua&ucxcpoﬁqe. |

, = . lag novpdQuw,al d Eépete alpro €youpe pddnua Yia TNV
eAd, tpoond9noe va Sunaroloyndel.

Kéte uouﬁhoﬁbtoe 0 RVUP ztpirég.'Exwac Braotixd ot pLa
caxovha T eAtég-Selypata,éBare ta Aeotd otnv tofnn Tov,
xt dpxiLoe va xatepdle. ta pox&,vd gxefost. |

H Zopla nfiye onfti.Exel Bphne éva ompefwpa wng pniépag
1ng.'" Euvanetiyopa; wg tn yviayvd.Ae 8da apyfouw.”

B Logla firav nmoAd xovpaopévn.Bofonoe tn pntépa orig
éoukéuég,fipete'cto yiatpb, 010 pappaxelo... "Enhuve xai

ta widta...vuotdler. oo né00 vuotdler n logla,

. \
.
{
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‘

AbSevdler T oauoﬁla,ﬁﬁtet o'éva miatdxL TLg 6La¢0p51uu£g

‘ ékufgzﬂ Loglx Eéper ané eiég.Kdde xpbvo mdve oto ywpLd xal

‘kalpvouv tn gobeLd and Tov eraidva Toug. ‘Opoppa mov elvat

exel.Tupller ané er€ oc eAtd xar pLAder otovg epydreg mou
aveBaopfvor atig ondAeg paledouv tov xapnS.H yapd tng ylve-
taL andpn mo peydhn Szav BAfxer to poptnyd va fextvé poprtw-

uévo pe Tig eAtég yia tnv x8An.

Eapvind pra ouid tnv minoudlet.R Logpla tn yvdpioe apfouwg.
E%vat n ;AL&. |
- nﬁ; nt Npteg 1800 Spbpo wvpa-errd; putdel n Lopla.
~ ‘Hp%a va gov mw tnv ;crob(a pou,Kéeu n eMd.Zépw myg p';-
yandg.Kat #éAw tnv Lotopla ﬁzu va tnv meirg adpro otnv TdLw
gov.

R ehud otddnue Aflyo ,oav va oxfpTnue ui &pxroe' va ¢LdupiLer :

- Ou dvdpwnor, Zogla,pe Eépouv ypévia xat xpévia.Ané t6te nmov

€yive o peydhog natanivopds.
r

-
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9

ipfun,epnpu&,vcp&,cuor&&z, /
. « “tn Yn tn dddav pia gopd.

0 Nde nliudp£vo:wpéad otnv xLBwtd ,pépa xaL vOxta npooed-
xetat gto 968 ya éé;et 1éhog oe 10670 1o xaxé.Kdnote oraparder
0 xataxAvopéc.Ma o Nde Sev tohpder va Byel and 1n clyovp;é
g utﬁwtoﬁ.ttékv;t npdta évacnepLOtEpL.To neprotépL yupller
upatévraé ato pdpyoc‘tou éva ohonpdaLvo xiwvdpt eky&;z’

Eué Zwig pépver ompdbe
oto Née n nepiotepd,
Ki fipouv eyw 1o onudbr ,nwg n fwh Savdpxiie otn yn.

' S xrnvcEkAiéa,écv éxw ﬁﬁp&uovo,o; dv8punoL pe aydnnoav,pe
ppdéviioav,pe tlunoav.ldg va Eexdow ehelvo 70 aotpagtepd
peonpépi,mov edyav pafeviel otnv AxpSmoln oL 8eol,yia’ va

Swoouv Svopa gty néAn tov Kéxpoma;

-

b

. 4

ki % N v ’ o

- S

. L4
. .

e
L__....—;, R it LS. o . WY BAereer v aex P Ly vmpe ew e & - T v




-93-

*Eotace 1 bnv&.nptb 8 'tqv <0 66po me;
*Egtace o Hoociddvas.lowo da *tav To 8dpo z0V;

Kepé npdogepe o Nooeidivag. EALd n Adnvé.Niunoce n Adnvé... _

;_._AJ L—

o

B ehid olmace yia A€yo."Yotepa pe ouyavh pwvf) ouvéyioes

(Y

- 0t A%nvaior ota nqvaéﬁvata Tepoboav Ty ded touc.Kai gtolg
aydveg mou yivoviav,é6ivav BpaBelo - asoug viuntés £vav
appopfa pe AESL,xov éByaLve and TV Leph eALd tov Bpdxov tng
Axpéroing. | ‘

- Eépw mug pe to Sund oou wwvdpL atepdvuvay Shovg toug vi-
xnté;,efwe n £o§Ca. '

- Alkeg yia tov xétivo.Avté To otepdve ptiayvétav and ta
xhabLd wng ayprehidg mov elxe putégeL o Hpaxhfs oto Lepd

éroog tng OAvpnleg.



v = . E€pw andpa,tdpa whipe ddppog n Lopla,xaL yia ciefvo 10
ﬁouv6;nou fitav yepdto errég xat nﬁye.o Xptoréglva npooiu-
mdef. B .

- To 6p6g twv Eaiv.Exef 8{baoxe o Xprotéc tovug uv&pénou;‘
idv toug pddaive v'ayaxolv,efxe 1 eltd nar ovyxivnuévn
npéoeeael :

- Exel,0'avié 1o Bouvd,ndtw ané ti¢ eruég,o0 xbopog &uouoc. .
Yia xpdtn popd mwg mpéner va mpooedyetar otro O8ed:" Nétep
NEWv,0 ev ToLs oupcvolgeee”

- ZInfprtopai exel{veg tiL¢ erég,mov dxovoav avié ta k§7ta.

Na onfpropar wLo nord to Bpdbu,To terevtalo Ppddu mpLv mid-

oouv to Xptoté,mov mifye ndh. exel,0t0 Bouvé pe tig eriég,

.38 £uka¢c .

' 3
B T e L | ot S S VR . S

W enas



~ 4

-g5.
' — .
- Me o A5t yfv:tas to dyco pipo,xov p’avté o xax&; .
pdver éroLov ﬁaytf(ctat.
- Mc 70 AabéxL pov ewrlloviav o év8puror.
\ | " - Hc T0 Aabdxi oov utlloviaL ta c;uov(opatu,cune .oxedév
tpvptpd 7 zogtu nai uoftacc T0 xavrﬂkt %0V antﬁc 70 Sw~

udtio. (axnou;.

10 upepdTL NG,

t
i : - Koupfoov, Lopla, epels ocov upatdpe cuvipogid,elne n errd

xat to xavtidi €yvede var nat Suvdpwoe tn’ proy(zoa Tou.

/
-
-~

- Efpar novpaap£vn,pouppouptac n Lopla xai xpoxdpnoe xpog

\l.
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Eﬁperimental Passage : Greek Version

Text/Thematic Pictureg With Labels
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'
i

« B IYITOPIA THL EAIAEZ

O xvp Ztpdtog ,0 pmanding , té€ "yaoe. "Oho o andyevpx
yepu el imouu&ha pe AdéL.B Zogpla fpde apy&,uévtcué va
uke€oer mea 10 payall o wup 819&1:0:. .

- Kalfs tnve.Eé€xaoe tltota n péva oou;

- Eyd afiaou,cfnc viponaAd n Lopla. ‘Hrav dppwotn n yia-
Yid pov xau nfyape xav tng cuyupfcgpe Alyo 10 onitL,bixal=
oh;yﬁSnnc.Hdhtc tipe yuploape oto oxltr pa$ i €rpela.
Géw...ﬂpégu va xdw 6£\erx:ra and elfg oto oxorelo.8é\w
pra ehd 8polpra,pia g@x&tn.nﬁnmg Eéyeox wavéva efbog; |
- {ééxaaeg v npdotvy v toaxioth,tng 8dutoe o wvp Eipd- ﬁ
Fa i)
to:."Exoupe xat Tig Eubdies wal TLg uaupomwaecoe. ¥

Katd\aBe nJEnga xwg fitav wovpaopévog o pranding.Ntpd-
nnxe,yiatl tov ;E‘buﬂepoéus. ] i
- ZIag xoupdiu, aArd &é;;ete avpiLo €youvpe pdénua Ayuz Tnv
ek;&,npoané&nac va Sixaroroyndef.

KétL pouppodprae 0 wup Ltpdtog. “Exwce Biaotind oc pia
saxovra tig ehLég=belypata, £Bare ta Aeotd ommv s0fnn Tov,
xt &pyioe va xatefdler ta poAd,va uAeloer.

. H ZogCa nfye onEtL.Eic( Bphue €v /;;Rb{bga tn¢ pntépag |
.Ings " Eavanerdyopar wg Yl.an&ydz b apyfow.”

H’Eowfa frav moMd wouvpaop€vn.Bofonse tn pntépa otig

douherés, €tpele oto yYiatpd,oto wuppai:(o..;'EnXuvc xat

‘ta nudta. . vuatders . o800 vuotdler n Zogpla.



]

»

' _9g-

—
L4

" AberdCer n caxolAa,Béler o'éva miatdui Tig Siagopetinée
edi €.l Zogle E€per and ehté€c.Kd%e ypévo mdve 610 ywpid nat

xalpvovy tn ooberd and tov ehzudva Toug. “Opoppa mou e Cvat
. Y

exel.Tpller and eld oe ercd h}t. pt)‘&ettatoug EpYdtes o0 ¢

aveBaopévor otLg ondheg pafedouv wov napnb.B xdpé tng ylve-
TaL anbpn nio peydhn Stav BAEneL to popTNYS va Zentvé 9opTuw—
pévo pe Tig eALég yia TNV REAT..

L

"

Zapvind pa onid tnv wAnoudleL . H Zopla wn yvdpioe apfowg.

"Elvatr n exud.

- Mg wi fpdes wboo 6pbpo wupa-eArd; pwrdet n Zoypla.

-~  “Hp%a va oov nw Tnv totop(a Béu,Afer n elid.Zépw muwg wa-

Yand¢.Kat 8w Ttnv Lotopla pou va TV meLg alpio otnv tdin

gov. -

H ehid ovd8niee Alyo ,oav va ow€ptiue uy EpyxLoe va ¢L8vpCer:

- O &v&pwnm,tovfc,pg F€pouv ypbvia xat ypévia.Ané tére mou

éyvve o peydhos wataxivopbe.

+



9. J N .-

Po(ien, epnuid, vepd, onotd b,

nyn ™ dd¢av u;a'wop&.u

0 Nde xAeiopévog péoa otnv xniBwié ,uépa xar viyta npoagﬁ- .

XetaL gto 8¢8 va ddoet téhog oe ToUTo TO Mamb.KdmoTe otapdidet
Q’uuruxkuop6c.na o Nde bev TONR?CL ve 8yetl ané tn oiysvpLd l
tng xLBwTtod.LTEAVEL npdta €va neptotépL.To'nepLotipL yprCcL
xputéyta; 010 pduéog tov €va okonpiotv; n\wvdpt elidg: |

Epé Zwis pépver omudade
070, Nde n meptotepd. "
&4.ﬁpoub EYW 10 onudbdt ,mwg n Zwh Iavépyiie atn yn.

7

e

ueetatépu

-

Itnv EANdda, bev €yw mapdnove,ot dvBpwnor pe aydnnoav,pe
gpévitoav,ue sfuncav.lds va Eexdow exelvo 10 ndtpiFTEpG -

peonuépt, moy elyav pafevtel otnv AxpénoAn ot Beol,yia va

ddoovv Svopa -gtnv t8An tov Kéupona; . ;>

’

AN

7 -

- b




&‘!

-100-

‘Egtace n ASnvd.loto da 'tav To &dpo Tng;
*Eptace o Hooeiddvag.Mloro da "tav To dpo ToU} 7 .
Nepé mpbopepe o Hooelbdvag. EAvd n Adnvd.Niunoe n Adnvé...

9

gt

H eld omace e Alyo."Yorepa pe ovyavh pwvi ouv€xiLoes

~ Ou A%nvaloL dta MNavadfvare Tipodoav th?ed Tovg.Kat otoﬁ;i

>

aywveg nov ylvo tav €6uvay BpaBefo ' osoug v;untég évav

"
ap¢0p6¢ Be AEdL,mov éByaive an6 tnv teph eAvd tou Bpdyov Tng
" Aup8morng. -

/

«¥

- Zépw mug pe vo Sixé gov nwvdpi otepdvwvav é\oug TOUS Vi-
-untég,elne n Zogla. ‘ - .

L= Alreg yia Tov néTLvo.Auté TO.UTEQ&VL grrayvétav and ta

\ xhadLd Tng ayptskta; mov elxe putédeL o Hpuukng oTo vepd

&hoo; e Ohuprfag. Vi

m il tafEra . TS

e 5 N

.

-
T S

.-

' »
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~ Zfpw axbpa,sdpa wfipe ddppos m Zopla,xet yia exelvo To

Bouvd,nov fitav yepdto ertég wat miye o Xpiotdg va mpooev-

¢ .
- - 'Y

xnoel. . - -
- To époc twv EAatdiv.Exe( 6¢baone o XpLotds toug avdpdmoug

nat touvg pddaive v'ayamodv,elne n ehd war ovynivnpévn

*pb8adeoc: '

L J

~ Exel,0’avid o Bovvd,ndtw ané tL¢ errég,0 xbopog dxovoe
r.

via xpdtn gopd nws wpénet va npooelyetar oto Bed:" Ndtep
'nﬁév,o EV to;g\ovbavofg.f.“ .

- ZInfptopatl exelveg 1t{‘ckuéc,uov éKOUUdL‘EUT& ta Adyia. (/
Ma'ouéthpauano noAd 10 Bpddv,ToO 1£K801:§; Bpdbév mpLv nuﬁ-
_gouv 10 Xptoté,mnov nﬁyé ndhL enel,o0t0 Bouvé pe T eriég,

xt €nlade. | \

&: \
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4 ’
€ T0 Aaét yivetar T0 dyeo nUpo,mov p'auté o AR Lu-

pwVEL énovov ﬁa?TLCEtaL- )

-

Me ‘o Aaddui pov guiilovtav oi dvdpwmor.

4
Me 10 Aabdxi oov ¢wthov1aL Te eixoviopata,elne oxeddv

tpupepd N Zopfa xat uoftaﬁe 10 Xaviiht mov YépLle To Sw<

paTLo, {;xizzc. . )

,x A | - ‘
| E : waveiiL
V~

eunbviope

- that wovpaouévn, povppolpioe n Lopla nat npoywpnoe mpog

T0 upEPATL TNC. | ,,///
. e !

- Koiprioov,Zopla,epels oov upatdpe ouvipopid,eine n erid

uat 10 xavtidt €yvede vat wat Suvdpuse tn proyltoa Tov.
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Experimental Passage: Greek Version

Text/Non-Thematic Pictures with Labels
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H IETOPIA THE EAIAZ

0 wup Etpdtog ,0 pmaxdAng , & "xaoe. 'Oho zo andyevpa |
1€pk¢et prouxdAia pe AdSL.H Zogpla Hpde apyd,udvieve va
heCoEL wia TO payall o xup Evpdtog. '

- Kol tnvc.Eéxaceltfndic n pdva oou} -
- Eyd téxaon,elne véponah& n Zopla. ‘Htav dppwotn N yia—
yué pov nay nfyape wat tng ovyvploape Alyo to onlTi,binal-

ohoyRdmue MéALg Tdpa yuploape oto onfzi pag ni €tpefa.

: eéhu...ﬁpéncu va ndw Selypata dnd :ktﬁ; oto oxorefo.8fAw

‘pta ehd Spodpna,pia vuxdtn.Minwg Eéyaca wavéva eldog;

-£xuos; NV np&otvn v 1oautotﬁ,tng 3dpLoe o XJ;‘Etp&—
;lg. ’Eyovpe xat t1¢ Euddteg xat tLg uaupoktéc,npdueecc.

Katdk&ﬁc n Zogpla muwg ﬁtuv xovpaopévos o pnanding.Nipd-
% vyuatf Tov ua&uotepouae.

- 2&; novpllw,arrd Eépete aupto &xovpue p&enpa yua v

' ehc&,qpocna%nce va dtxauohoyneef. o

K&f@ pouvppolprge © nup Etpdtoge ‘Exwoe BLd&ELxd oe pLa
oauoﬁk;ltt; eMéc-belypata, éBare Ta Aeptd otnv toénn T;v,
AL Epﬁt&e va uateB&CeL Ta ppk&,va u}kfoeu.

H ES@(a nfye onfti.Exel Bpfine €va onpelwpa tng pniépag
e, " Edvapet&yopat we Tn yiayid.de da apyfiow.”

H Zopla ftav moAd wouvpzopévn.Boddnoe tn pntépa oTLg
Goukctég,étpcie oto yiatpd,oto pappaxelo... "Enhuve nat

1@ nLdta. s ovuatdiets. onéoo vuotdier n Zogpla, .

L aemawees Mmoo Ll b oAt o sl L - r_ . . e I s

[SREL I PR
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AT

AGCL&CEL tn oaxolia ﬂdCet o’ éva miatdnL Tig GtQQOpCILxéc
:hufc.H Lople Eéper ané chtéc.K&Gs xpévo wrdve oto xwpté xat i
xalpvouv tn ocodeLd and tov chvaa Tovug. ‘Opoppa mov elvat '
exeC.Tupller ané erid oc eAd xav pirdel otoug epydreg nov
uvsaaapfvos ottg oxdheg paledouv tov napnd.H yapd tng vlve-
Tat axépn nLo peydin 6tav Bréner o ¢optny6 va ng;v& PopTL-
pévo pe Tig chté; yia tnv x8\n.

epydTng

Zagvind pra oned Ty xAnoiéleL B Zogla wn 7vép;s§ apéowge

Efvat n eku&. ‘ \
- fd¢ i fpdeg oo Spdpo wUpa—-eArd; pwtdeL n. £o¢Ca.

\

- ‘Hpba va cov mw tnv totopla pov,AfeL n end.Eépw nuwg p’a-

vardg.Kau 8€Mw rnv'uctOpCa'gobmxn tnv nets adpro oxnv tdin

OOVe \
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H exvd otd8mic Alyo ,oav va-ou£qtn:: xt dpxioe va\¢t0upCCct:
- OL\6v0punot,8opf¢,uejzépouv xpévia xar xpévia.Axé téte mov . -
éywve o peydhog xatanku&pég.
Bp Cuun, epnurd, veps, onotdse,
™ Yn 0 Mdav pie gopd.

v
-

/
0 Nde xhecopévog pfoa otnv xifutd ,péfpa xat vixta npooed-

xetat oto 8eé va Sdoer téhog oe tolto 1o xanb.Kdnote orapatder
o xataxhvopbg.Mx o Nde Sev tohuder va Byel axd tn ovyouped
ing xtBuwrtold. ZtéAver npidta éva nepLotépi.To mepLotépt yupller -

XpaTdviag atq\g&p¢oc tov €va ohonpdoivo whwvdpt elidgs

b

~ |~

nuvépt =meprotépe

Bué Cufic e€pver emudse

et0 Nde n mepLotepl. ' \
K fipouv eyd to onuddi,nwg n Gwi EavdprCe otn YN

¢ T L e T DRI s oy
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Ztnv ENMdba,bev €xw mapd vo,0u dvdpwnoL pe aydnnqav,pE ¢

>

ppSviioav,pe tipnoav.libg va Eexdow exelvo to aotpagicpd

: peonuépi,nov elyav pafeutel otnv Axpdnoly oL Beol,yia va -
‘ 6waouv Svopa- oty néAn Tov hsxpona‘
. 'EQTHOE 7 A8nvd.lloro %a 'tav t0 5dpo tn;,, -
K . ‘Egtace o TNooeibdvag.lloro %a ’tav 7o Swpo tov; - —
| ' : ¢ -
Nep§ npbagepe o ﬂoaetééVE;.EAL& n ASnvd.N{xnoe n A9nvé...
Tplatva N
. ®
» - a ¥
_ o
, ‘ —
ASnvd Mooey Sdvacg -
* _— N
, ’ I , T
H ehd odmaoce yia Alyo. Yotepa pe ovyave :guvh cvvéxioe: °
= 0L Adnvaiov ota Navadfvaia tipodoav tn ded toug.Kat otols
- , aydveg mouv ylvovtav,f6ivav PpaBefo ' giovg viunifg €vav
appopfa pe ANESL,mou éByartve and tnv Leph ehd tou Bpdyou Tng
Axpdnoing. ( '
l
- wl
X |
. ’ |
S b iodendrms s o SRR wRe g L oNen v e W h T waliabea - N TN v Al raar R T Vi Ak~ Lémﬂbfii;ii\c:r
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ey

- Efpw mwg pe 10 6uné oou xlwvdpt otegpdvwvav hovg TOUg Vi~

untég,eine n Logpla.

- Alheg yia tov x8tivo.Autd 1o otepdve priayvétuv ané ta

wAadLd Tng ayptcxndg'nou elxe putéper o Hpanhfs oto Lepd

dhoog Tne ONupniag.-

apyopéa;

- 5
- Zépw anbpa,supa wipe 8dppos M Lopla,uzt yia exelvo 0
Bouvé,mov ftav yepdto elLég xat nfye o XpLotdg va mpooeu-

e

xndel.
- To épog twv Ehaidv.Exel 6{6aone o XprLoig toug avdipdnoug

wat toug pddaitve v'ayanolv,eine n elid wat ovyxivnpévy

npéodeoe:

-

- Enel,0’avté 1o pouvd,ndtw and 1i¢ eAtég,o0 udopog drovoe

N

§ S hen o RS OIS R I S s e A, b e r A
. ‘4 f

WL,
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Yia mpdtn gopd nws xpfmer va npooedyctar oto Bed:M Ndtep

NUWv,0 ev ToLg oupavolc..."™

- _Xué@topau exedveg TLg eliég,mou dxovoav avid Ta kéYLa.
Ma onégtopatl mLo nokq'to.ﬁpééu,to televialo Bpdbu mpiv mid-
oouv to XpLoté,nov ﬁﬁy: ndAt exel, o070 Bouvé pe 1Lg erés,
vy 6nka¢sz ‘ A

- Me to A&t yl{vetaL To dyLo pdpo,mov p’avtd o nandg pu-

pdver énotov Baprifetut.

- Me to haddxi pou gwti{foviav ot dvSpunot.

/

- Me to Aabdxt ocou pwilf{oviulL ta ELuovfopataféfnt oyebdv

TpUPEPd ¥V Lopla nat woltafe, 1o navifii nov yépile To Suw-

‘I ’
patLo. Coxiovg.

KaVTAAL ewxdviopa

1‘

- [A
- Elfpar wovpuopévn,povppodpioe n Lopla xaL mpoydpnoe mpog

TO XpePdTL TNS.

- Kowpfoov, Lopla,epels gou npatdpe ouvrpgvté,cfne n eld

nat To xaviniL €yvede var wa. Suvdpwoe tn proyltoa Tov,

b ekl NP S ERTSP§ L L L LN S

s AL Y Ak
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Appendix F . :
Recall, Comprehension and
Vocabulary Tests .
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7. How are olives transported from the olive-trees to the city?

8. Why was Noah closed in his Ark? S
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1, What was Mr.Stratos about to doiyhen Sophla entered his store?

\

2. What did Sophia buy? *

3. Why did she buy those things?

-

; .
4, Why was Sophia very tired when she arrived home?

S5.gfho did Sophia talk to in her room?

,

6. How do workers gather the olives from the olive-trees?
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9. What does Noah's Ark look like?

10. What is the dove holding im its beak?

\

/

-~

L

- 1I, Who were the t}o gods who competed to give their name to the
city? ‘ .

12, What is Poseidon holding in his hand?

.

I3.what is Athena wearing on her head? ’ : »

3

I, What was Athena's gift?

\\

i5.What was given as a prize to the winners of the Olympic Games?

I6.What i at the side of the judge?

»
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17, What ig the judge .about to give the winner?

18, Where did Christ pray just before he was arrested?
‘R 4 («"/ 2\ , &
. ;
‘ ;

, Y
\ -
19, What is hanging in front of the icom in Sophia's room

?

20, What thimgs are there in Sophia's room?
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Mpr. Stratos put the olive-samples in a bag,took the

money and'begam to pull down the roll-down shutters, ' ,
to close. i ' /’/'
\

4

" 1 'ant..ilkﬁidertook to take samples of olives

to achool."\

. , L

Sophia came late,Mr, Stratos was just about to ¢lo-

{

se the store. . o ' v
L
I cale to tell you ly story,says the - olive tree and .

her voice is like the rustling of the wind.,. -

\

I know that with your own branches they crowned all

—
¢ \

the winners,said Sophia shyly.

. \

How can I forget that brilliant noon,when the Gods
gathered on the Aéropolis to give a name to the city

of Keecrops.
jS

1]

Noah,closed in the Ark,prayed all day and all night
to God to end this evil,
y

3

With your oil the icons are illuminated said Sophia
almost tonderly,an@ she looked at the sacred lamp

' which filled the room with shadows.
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Sleep, Sophia,we will keep you company sald the olive,
tree,and the sacred lamp nodded and its tiny flame

grew brighter,

I also know,Sophia now took heart,about that mount,

P SR B

which was full of olive trees,where Christ went to

v

praye.
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Bbbreviations used in this study

+ . = Languages
L1: first language
L2: second Tanguage

i

Levels of exposure to Greek language

MAXEX: maximum exposure

MINEX™ minimum exposure,

Conditions of Pictures

NP: no - picture
TP: thematic picturer
TPL: thematic picture with labels

NTPL: non-thematic picture with labels’
. .
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