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ABSTRACT

Visual clues can aid in making a concept more concrete for the readers. While learners may have vivid imaginations, they may
require assistance in visualizing some concepts as part of their learning. As such, this paper is interested to determine if visual
clues are effective in improving students’ word recognition. This study aimed to determine: the pre-test scores between the
experimental group; significant difference of the pre-test scores between the control and experimental group; post-test scores
between the control and experimental group and; significant difference of the post-test scores between the control and
experimental group. This research is a quasi-experimental research and was conducted to the twenty-one (21) Grade 2 learners
as the respondents from Sta. Felomina Elementary School. Moreover, the researcher used a pre-test and post-test as well as a
researcher-created questionnaire that underwent validity and reliability testing. The results of the study shows that both the pre-
test scores between the control and experimental group failed to achieve the expectations, implying that the respondents’ ability
to recognize words needs to be improved. In terms of their mean comparison, it turns out that while neither met the expectation,
they nevertheless differ significantly. Meanwhile, with the post-test scores between the control and experimental group, the
findings shows that the respondents from the control group did not meet the expectation however, the experimental group’s
respondents did, which implies that, the word recognition of the respondents in experimental group improved than with the
respondents from control group. As a result, the paper discovered that the traditional method of teaching students to read is no
longer successful. Teachers may use new changing interventions in increasing the learners’ word recognition, such as visual
clues, in their everyday reading habit sessions in order for the learners to gain the skill, word recognition, in becoming a skilled
reader.
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1. INTRODUCTION

Visual clues are tangible objects, pictures, symbols, or written phrases that instruct a youngster on how to do a task, activity,
behavior, or skill. Visual signals can assist a youngster in learning a new skill or becoming more self-sufficient in a current one.
Visual clues are also a fantastic way for kids to learn how to spell. For some youngsters, simply seeing the words and letters is
insufficient to help them fully comprehend and recall the spellings of words (Garnett, 2011). Visual clues according to Snow
(2018) can also aid in making a concept more concrete for young students. While they may have vivid imaginations, they may
require assistance in visualizing some concepts as part of their schooling. Bright, eye-catching, and, most importantly, engaging
visual signals are also possible. It might be tough to get children interested in a topic or class, but visual cues can help.

Visual clues pique children’s interest, especially if they have an intriguing image or a vibrant color. Some students are visual
learners, which means they interpret and comprehend information more effectively when visual aids like colors, pictures, and
diagrams are used (Stanback, 2012). For learners who aren’t visual learners, being able to comprehend images can help them
increase word recognition and reading comprehension. Children must develop these skills in order to become competent readers
(Twinkle, 2021).

Reading’s primary objective is to improve comprehension. However, comprehension will not be achieved unless word
recognition will be improved. If reading will be done without word recognition, it is nothing more than a decoding exercise. In
this light, reading with visual clues should provide readers with important information extracted from the clues with the help of
pictures and illustrations. The perspectives of readers can be influenced by the outcomes of reading.

2. REVIEW OF RELATED LITERATURE

This chapter discusses the review of related literature of the topics of this action research. The discussion includes nature of word
recognition, problem in word recognition, relevance of visual clue to word recognition. Since this is a review of related literature,
the researcher of this paper will include in the discussion the topics from various reliable sources such as books, articles, journals,
and other researches.

2.1 Nature of Word Recognition
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The aims of reading education are several, but they always contain the following: children will read confidently, understand what
they read, and enjoy reading to be a source of knowledge and pleasure (Guthrie, et al., 2017). According to Chard and Osborn
(2022), an effective classroom program of beginning reading teaching must give children with a wide variety of experiences that
connect to a number of important characteristics of reading in order to fulfill these goals with all children and some of these
encounters are centered on meaning.

Children, for example, participate in oral language activities that focus on idea and vocabulary development; they listen to
wonderful stories and instructive texts read aloud; and they read and discuss what they read with other children, frequently with
the help of their teachers (Bruner & Tally, 2019). Other exercises include print awareness, letter identification, writing, and
spelling, all of which rely on word recognition of written words (Boone & Higgins, 2011). Phonics and word-recognition strategy
lessons are taught to the kids. With this, according to Murray (2014), they learn that the sounds in spoken words have predictable
and frequently generalizable relationships with the patterns of letters in written words. Children as asserted by Spires and Estes
(2012), learn to blend their understanding of print and sounds with their knowledge of language to read with meaning and
enjoyment when they read books and other print materials and goes without saying that no one part of a beginner’s program
should take up all of the instructional time.

The National Reading Panel (2020) stated that the best reading instruction incorporates explicit instruction in five areas
(phonemic awareness, phonics, fluency, vocabulary, and comprehension), its purpose was to review hundreds of research studies
in order to inform instructors about the most effective evidence-based methods for teaching each. These five domains are
highlighted in the Simple View of Reading so that we can see how the subskills ultimately lead to two key components of
effective reading comprehension (Keene & Zimmermann, 2017). To learn to recognize words, children need a variety of abilities
and elements (e.g., phoneme awareness, phonics), as well as a variety of skills and elements to learn to understand language (e.g.,
vocabulary) (Murray, 2014). In the end, the capacity to read words (word recognition) and understand them (language
comprehension) leads to proficient reading comprehension (Gee, 2011).

Phonological Awareness. It is one of the most important needs for decoding and, ultimately, word recognition (Snow, et al.,
2018). Robb (2020) defines phonological awareness is a broad phrase that refers to being aware of different-sized units of sound
in spoken words, such as rhymes (whole words), syllables (big portions of words), and phonemes (small parts of words)
(individual sounds). Additionally, Sarrob and Pearson (2018) discussed that hearing the words “cat” and “mat” and realizing that
they rhyme is phonological awareness, and rhyming is usually the easiest and earliest form that toddlers learn. Similarly, being
able to separate the spoken word “teacher” into two syllables is a more complex sort of phonological awareness (Murray, 2014).
Moreover, the National Reading Panel (2020) asserted that the ability to perceive and manipulate units of sounds in spoken
language is referred to as phonological awareness. Within a word, there is a sound unit. Consider the word apple. You may hear
the words /ap/ and /ple/. We hear two different syllables. These are sound units. You have phonological awareness if you can hear
the two sounds (syllables) in the word (Pressley, 2012).

According to Snow, Burns, and Griffin (2015), phonemes are spoken phonological units that have different meanings.
Furthermore, for Goldstone (2011), phonemic awareness refers to the ability to focus on and manage phonemes in spoken words.
Phonemic awareness is the recognition that every spoken word may be broken down into a series of phonemes. Understanding the
alphabetic logic necessitates knowledge of phonemes, which are the sound units represented by the letters of the alphabet (Delany
& Landow, 2011). National Reading Panel (2020) defines phonemes are the smallest units that make up spoken language. In
English, there are roughly 41 phonemes. Phonemes combine to generate syllables and words. Only one phoneme exists in a few
words, such as a and oh (Roosenblatt, 2013). The majority of words are made up of a mixture of phonemes, such as go (two
phonemes), check (three phonemes), and stop (four phonemes). Phonemes are distinct from graphemes, which are written
language units that represent phonemes in word spellings. Graphemes can be made up of a single letter, such as P, T, K, A, or N,
or a series of letters, such as CH, SH, -CK, EA, -IGH, which each indicate a single phoneme (Dofge, 2017).

As previously stated, phoneme awareness is the most sophisticated level of phonological awareness; it is the understanding of the
smallest individual units of sound in a spoken word—its phonemes (RAND Reading Study Group, 2002). Despite the fact that
they may have no idea what the word “sleigh” looks like in print and would certainly have problems reading it, youngsters will
recognize three distinct speech sounds—/s/ /I/ /—when they hear it (Eagleton & Guinee, 2012). However, as asserted by Murray
(2014), phonological awareness is frequently confused with phoneme awareness since the phrases sound similar. Teachers should
be aware of the distinction since bigger units of sound, such as rhymes and syllables, develop before individual phoneme
awareness, and instructional methods designed to foster one awareness may not be appropriate for the other (Tovani, 2020).
Teachers should also be aware that phonological awareness, as well as its more sophisticated version, phoneme awareness, has
nothing to do with print or letters (Reinking & McKenna, 2017).

A slew of studies appeared demonstrating the importance of phoneme awareness, the most advanced form of phonological
awareness, in learning to read and write (International Reading Association, 2016). If this awareness of sounds in spoken words is
not developed, learning the relationship between speech and print, which is important for learning to read, will be difficult (Snow,
et al., 2018). This issue can sometimes be traced back to specific underlying factors, such as a lack of instructional experiences to
assist children in developing phoneme awareness, or neurobiological abnormalities that make developing phoneme awareness
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more challenging for some children (Rayner, et al., 2021). Phoneme awareness makes it easier to make the crucial connection that

is “reading”: the sequences of individual sounds in spoken words correspond to the sequences of printed letters on a page (Bird, et
al., 2019).

Decoding. The ability to decode words is another important aspect of word recognition. When teaching learners to decode words
correctly, they must first learn the alphabetic principle and letter-sound correspondences (Rack, John, Hulme, Charles, Snowling,
Margaret and Joanne, 2014). When students grasp the aim of the alphabetic code, or the “alphabetic principle,” they are said to
understand the purpose of the alphabetic code (Adams, 2020). Letter-sound correspondences are understood when students can
supply the correct sound for letters and letter combinations (Bruck and Treiman, 2020). Students according to Ehri and Robbins
(2012), can then be taught to decode, which is the process of combining letter sounds to read words. Decoding is a conscious and
purposeful act in which readers consciously and actively utilize their knowledge of the mapping system to construct a convincing
pronunciation of a word they do not quickly identify (Beck & Juel, 2015). Moreover, Glass and Burton, (2013) asserted that
neither knowing the alphabetic concept nor knowledge of letter-sound correspondences come easily, similar to phonological
awareness. While some children may learn about the relationships between speech and print on their own through exposure and
good literacy experiences, others require training, and word recognition improves dramatically as a result of such education
(Boyer & Ehri, 2011).

Hence, through the use of phonological awareness and letter-sound education, students who grasp the alphabetic principle and
have been taught letter-sound correspondences are well-prepared to begin decoding simple words such as “cat” and “large”
accurately and independently (Goswami, 2018). These students will have high initial decoding accuracy, which is essential in and
of itself since it enhances the possibility that children will want to read and, as a result, word recognition will improve (Levy and
Lysynchuk, 2017). It’s also critical to give children adequate education in letter-sound correspondences and how to use those
correspondences to decode since improved word recognition leads to improved reading comprehension (Brady, 2011).

2.2 Problems in Word Recognition

Reading difficulties among English language learners according to Moustafa (2015) have emerged as one of the most pressing
concerns in educational policy and practice. The Longman Dictionary of Contemporary English (2009) defines “reading” as
“looking at written words and understanding what they mean.” The cognitive process of comprehending a written language
message is known as reading. Reading abilities allow readers to make sense of what they’re reading and attain their reading
objectives (Raven, Raven, and Court 2015). The process of comprehending and building meaning from a piece of text is known as
reading comprehension. The pressures placed on pupils in upper elementary school classrooms during reading instruction are
significant (Muter, et al., 2014). Learning to read, on the other hand, is the most difficult endeavor in those early years of school
(Peterson and Haines, 2012).

Moreover, when children are reading and come across an unfamiliar word, they may employ context clues, or information from
visuals or words surrounding the new word (Stanovich, 2012). The amount to which children should be encouraged to rely on
context signals in reading is one of the most misunderstood themes in reading education (Wang and Gaffney, 2018). This
misunderstanding derives in part from the widespread use in education of theoretical reading models that do not represent
scientific findings on how children learn to read (Woodcock, 2017). The failure to separate the use of context signals in word
identification from the use of context in comprehension is another source of difficulty (Twinkle, 2021).

To properly detect words and gain meaning from written text, children must employ all of their linguistic, decoding, phonetic, and
visual skills. Unfortunately, almost 40% of school-aged learners struggle to read (Foluso, 2014). Some of these children have
difficulty with vocabulary development, concept building, organizing information and facts, and selecting ancillary reading and
related source materials, to name a few issues (Wylie and Durrell, 2020). However, a huge percentage of learners who are
experiencing trouble reading have issues with phonetic awareness and language processing (Deluxe, 2014). In fact, according to
Stahl and Murray (2014), for some young readers, noticing and being aware of specific sounds in spoken words (phoneme
awareness) is one of the most difficult intellectual challenges they will ever face. In addition to this, phoneme awareness, as well
as exposure to other fundamentals like how to hold a book, the concept of a word or phrase, and alphabet knowledge, may be
taught before formal schooling begins for certain children (Stanback, 2012). Rubeck (2017) asserted that oral activities such as
being talked to and read to in a literacy rich setting, in addition to visual and print experiences, serve to prepare children for
reading. Children who have never had these literacy experiences before beginning school must rely significantly on their teachers
to supply them (Gough and Runmer, 2016).

According to Swerling (2016), scientific research strongly suggests that the development of skilled reading skills includes
improving word identification skills and not using “many cueing systems” to read texts. Because skilled readers can read most
words naturally and have the phonics abilities to quickly decode infrequent unexpected words, they don’t need to rely on visuals
or sentence context for word identification (Greaney, Tunmer, and Chapman, 2017). Unskilled readers, on the other hand, are
more likely to rely on context to compensate for poor word recognition (Greaney and Tunmer, 2016). Furthermore, Goswami
(2016) affirmed that even when learners can utilize context to figure out what word to use, relying on context to compensate for
erroneous or nonautomatic word reading reduces understanding. As learners are required to read more hard texts with few or no
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illustrations, sophisticated vocabulary, and grammatically complicated sentences, this type of compensation becomes increasingly
troublesome (Brady, 2011).

To put it another way, there are two keys to unlocking text comprehension: being able to read the words on the page and
comprehending what the words and language mean within the texts children are reading (Foorman, et al., 2018). Fluency and, as a
result, reading comprehension will suffer if a pupil is unable to recognize words on the page accurately and automatically.
Reading comprehension will suffer as well if a pupil does not understand the meaning of the words (Davis, 2006).

2.3 Relevance of Visual Clue in Addressing Problems of Word Recognition

For beginning readers, detecting, or exploiting pictorial clues, is an important method. When learners are reading and come across
an unfamiliar word, they may employ context clues, or information from visuals or words surrounding the new word (Hardy, et
al., 2013). The amount to which children should be encouraged to rely on context signals in reading is one of the most
misunderstood themes in reading education. This misunderstanding derives in part from the widespread use in education of
theoretical reading models that do not represent scientific findings on how children learn to read (Barr, 2014).

The failure to separate the use of context signals in word identification from the use of context in comprehension is another source
of difficulty (Swerling, 2016). Swerling (2016) added that a reader will not be able to comprehend a work unless they are
familiar with the majority of the words. Students learn the bulk of words indirectly via their daily encounters with speech, written
language and visual clues. Reading failure can thus be avoided by efficiently organizing education, carefully selecting and
adjusting reading material, and delivering the subject correctly (Curtis, 2020). Decoding tactics such as sounding out and blending
can be bridged with pictorial clues, which can also compensate for inadequate decoding skills in struggling readers (Fries, 2013).
In addition to improving recollection and retention, pictures can help comprehension by offering elaboration for a text explanation
(Freedman and Calfee, 2014). As kids learn to read fluently and accurately, teaching them to apply the detecting approach will aid
in the development of other reading methods (ASTUTE, 2015). Moreover, according to Danks (2015), when reading, good
readers employ appropriate decoding skills to recognize unfamiliar words. When your child encounters an unfamiliar term, he or
she can benefit from the use of visuals.

Snow (2018) compelled that visual clues might also help young children understand a subject more clearly. While they may
have powerful imaginations, kids may need help visualizing some topics as part of their education. Visual signals that are bright,
eye-catching, and, most importantly, engaging are also conceivable (Gates, 2019). It can be difficult to pique a child’s interest in a
subject or class, but visual cues can help for they capture children’s curiosity, particularly if they contain an appealing image or a
vibrant color (Glushko, 2019).

As a result, both younger and older pupils benefit from using visual clues in the classroom, while they may not be as entranced by
bright colors and images as a primary school student would be, you may still use them to boost the effectiveness of your teaching
(Gough, 2013). These can also aid in the recall of important information. When students are learning to draw and make the shapes
of letters for the first time, some teachers may choose to construct a picture out of each letter to help them remember how to write
them (Gough, 2014). Alternatively, as asserted by Rawe (2021), they may select an object or thing that begins with a specific
letter to aid in the learning of consonant and vowel sounds. Visual clues are also an excellent approach for children to learn how
to spell and for some learners, it’s a game (Henderson, 2012). Alternatively, they may select an object or thing that begins with a
specific letter to aid in the learning of consonant and vowel sounds (Jackson and McClelland, 2019). Visual cues are also an
excellent approach for children to learn how to spell (Jorm and Share, 2013). For some youngsters, simply seeing the words and
letters is insufficient to help them fully comprehend and recall the spellings of words (Beck, 2015).

3. METHODOLOGY

3.1 Research Design

This paper utilized a quantitative quasi-experimental research design. The researcher utilized this particular design since studies
like this that aim to evaluate interventions but do not use randomization. Are referred to as quasi-experiments. Quasi-experiments,
like randomized trials, aim to demonstrate causality between an intervention and an outcome. Pre and post- intervention
measurements, as well as no randomly selected control groups, can be used in quasi-experimental studies. .

3.2 Research Instrument

The research instrument is a researcher made questionnaire which underwent validity and reliability testing. Its validity was
established using the content validity as certified by expert in the field after matching the content of the questionnaire to the
curriculum guide (See Appendix A). On the other hand, the reliability of the questionnaire was established using the Spearman-
Brown Coefficient of 0.717 which means that the questionnaire is highly reliable.

The questionnaire (See Appendix B) includes two test types that was labeled as Alphabet Knowledge (Test 1)— in here, the
learners were given two groups of alphabet letters that were scrambled meaning they were not in order. The upper case letters was
grouped separately from the lower case letters. The learners were asked to organize the letters and pair the lower case letters to its
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corresponding upper case letters. This test stand as early reading screening indicator for the researcher to determine their level of
basic alphabet knowledge; and Multiple choice test (Test 2)—the learners were asked to shade the word that corresponds to the
correct answer in each item. Also, each questions in here stands for a corresponding skill for word recognition: (1&6) phoneme
deletion, (2&7) distinguishing rhyming words for non-rhyming words, (3&8) sound isolation, (4&9) odd word out, and (5&10)
blending.

3.3 Respondents of the Study

The respondents of this research were the Grade 2 learners of Santa Felomina Elementary School school year 2021-2022. The
respondents were officially enrolled in the said grade level, and because the limited face-to-face learning modality is already
being observed, and they have two different sessions, morning and afternoon sessions, this research was conducted in morning
(Set A) with 10 respondents and afternoon (Set B) with 11 respondents. The researcher tossed a coin to determine which groups
were the control and which were the experimental. As a result, set A was designated as the control group and set B as the
experimental group.

4. RESULTS AND DISCUSSION

This chapter presents the results and discussion of the study and the discussion pertains to the results analyzed and interpreted.
The discussion is arranged in order of the statements of the problem: level of pre-test scores; difference of the pre-test scores of
control and experimental group; level of post-test scores and; difference of the post-test scores.

4.1 Level of Pre-test Scores
In this paper, pre-test was conducted in order to gather the data in obtaining the pre-test scores of the learners from both control
and experimental groups. Moreover, the purpose of the pre-test aside from obtaining the pre-test scores, was to be able to

determine what knowledge and skills they already have in terms of word recognition. Table 1 presents the level of pre-test scores
between the control and experimental group.

Table 1. Level of pre-test scores between the control and experimental group

Grou Total Standard Mean Grade Remarks
P Score Deviation Percentage
Control 36 1.60 3.10 54.30 Did Not Meet Expectation
Experimental 36 2.40 4.82 56.69 Did Not Meet Expectation

Based on the findings, it can be observed that the learners from both groups did not meet the expectation which entails that the
learners still lack the skills in recognizing words which can be also implied that these learners are still cannot move to a more
complex reading sessions and exercises. Hence, it can be seen that before conducting the intervention of this research, the
students were not able to have the skills particularly in their alphabet knowledge since this is the primary requirement for the
learners to become skilled in word recognition as according to Anderson (2020), all readings begin with recognition of words.

This result aligns to the findings of Jocson (2019), which indicated that the pupils have difficulties in recognizing words. In like
manner, the respondents were poor readers for most of the pupils have reading levels lower than their present grade where they
are enrolled and have poor comprehension skills.

Moreover, the results coincide with Karademir and Ulucinar’s (2017) step-by-step procedure that starts by decoding that resulted
to poor level of word recognition on the pre-test. Additionally, Maximo (cited in Mofareh, 2015), Harmon and Wood (2018), and
Rosado and Caro (2018) stated in their study, that since the learners have poor pre-test scores, then it indicates that their
respondents still lack in their word recognition and still needs more attention. These findings also, matched to the conclusions of
Gunobgunob-Mirasol, (2019); Kieffer & Lesaux (2012); Laufer & Ravenhorst-Kalovski, (2010); Shahar-Yames & Prior, (2018);
Snow (2012) indicating that learners from their studies got poor result in terms of their pre-test scores on their word recognition.

4.2 Difference on the Level of Pre-test Scores

After conducting the pre-test and obtaining the scores of both the control and experimental group, it was then compared. Table 2
presents the mean comparison between the pre-test scores of control and experimental group.

Table 2. Mean comparison between pre-test scores of control and experimental group

Group Mean St""’?d?rd t-value p-value Interpretation
Deviation
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Control 3.10 1.60 Pre-test scores between the two groups

1.91 0.071 differ significantl
Experimental 4.82 2.40 g Y.

The findings imply that although the pre-test scores both (control and experimental group) did not meet the expectation (presented
in table 1), the pre-test scores between the two groups still differ significantly. This also implies that, clearly, learners have
varying background knowledge about the activity conducted to them.

The results align to the findings of Kelly and Campbell (2014) where both the control and experimental group did not meet the
expectation, but both still differ which also implies that learners can be given individual attention in order to determine their
growth and word recognition skills level. However, this result did not coincide with results to the research of Miiller, Richter,
Karageorgos, Krawietz and Ennemose (2017) indicating that the control and experimental group that received the same pre-tests
did not differ significantly on their scores, unlike with the result of this research.

Moreover, like the results of Miiller, Richter, Karageorgos, Krawietz and Ennemose (2017), the result of this paper did not agree
to the findings of Suggate, (2010); Heikkild, Bertram, and Hyond, (2013); Galuschka, Ise, Krick and Schulte-Kdérne, (2014),
where the pre-test scores of the in their respondents turn out to be nod significantly different and has poor pre-test scores,
indicating that learners need attention in terms of their word recognition.

4.3 Level of Post-test Scores

The post-test scores of the respondents were determined after the intervention was being conducted. Visual Clues was conducted
to the respondents from the experimental group, however, the respondents from control group was taught without the intervention
or the strategy and they were taught with the use of the traditional teaching approach. Table 3 presents the level of post test scores
between the control and experimental group.

Table 3. Level of post-test scores between the control and experimental groups

Total Standard Grade
Group L Mean Remarks
Score Deviation Percentage
Control 36 1.50 4.30 55.97 Did Not Meet Expectation
Experimental 36 2.00 34.40 97.78 Outstanding

Based on the results, it can be determined that the level of the post-test scores of the respondents from the control group still did
not meet the expectation, which implies that learners from this group still lack the skill for word recognition. Also, with the
presented results, this specifies that visual clues as an intervention affected the test scores of the respondents from the control and
experimental group. This also implies that, the word recognition of the respondents (experimental group) which taught to
recognize words through visual clues improved in terms of their word recognition positively than with the respondents from
control group.

The findings agrees to the result of Abdullah (2018) where the post-test score results showed that the respondents from the
experimental group improved and the intervention largely impacted the improvement. Also, the findings in this study were similar
to the findings of D’Ardenne, Barnes, Hightower, Lamason, Mason, Patterson, and Erikson (2013) concluding that the
respondents taught to improve the word recognition with the intervention, showed improvement than the learners who were not
in accordance to the high post-test scores. Hence, the results showed that students in the experimental group which utilized the
intervention showed growth on their statewide word recognition assessments.

Similar to the study of Compton-Lilly (2018) the findings of this research suggests that the learners underwent sessions with the
intervention, improved largely on their word recognitio. Moreover, Biggart, Kerr, O’Hare, and Connolly (2013) studies also
showed improvement on students’ word recognition after the learners from the experimental group was taught with their
intervention.

4.4 Difference Post-test Scores

Following the intervention, the respondents’ post-test scores were calculated and compared. Table 4 compares the mean post-test
scores of the control and experimental groups.

Table 4. Mean comparison between post-test scores of control and experimental group

Group Mean St""’?d"’!fd F-value p-value Interpretation
Deviation

19325 ijariie.com 396



Vol-9 Issue-2 2023 IJARIIE-ISSN(O)-2395-4396

Control 4.30 1.50 Post test scores between the two groups

1587.98 0.000 differ significantl
Experimental 34.40 2.00 9 Y.

The findings implies that the post-test scores between the two groups, differ significantly which means that through the use of
visual clues, the word recognition of learners from the experimental group improved and the control group learners,
unfortunately, still needs attention. Similarly, the findings of Compton-Lilly (2018) showed that the post-test scores of the
respondents from control and experimental group significantly differ.

This finding coincides to the research of Basbagill (2010) and Narr (2010) wherein the learners from experimental group showed
in their post-test scores the large improvement compared to their pre-test and the learners from control group remained poor with
regards to their scores. Moreover, the findings of this research is similar to the findings of Kart (2017); Smith & Ye Wang (2010);
Ye Wang et al., (2013) which demonstrates that according to the results of the post-test scores of the respondents from
experimental group improved than the respondents from the control group, and it stand as substantial evidence for the
effectiveness of visual clues as an intervention tool or a strategy for students to improve their word recognition.

With this, based on the post-test scores of the respondents, visual clues is effective as a strategy and an intervention as well. This
can be seen clearly on the results and this finding coincide with Hayes and Flanigan (2014) which implies that learners need
visual clues to build accurate word recognition skills, which entails automatic and effortless recognition of words. This assertion
suggests that the in order for the learners to develop and improve their word recognition, strategies and intervention like visual
clues can be utilized and good enough and evident as according to the scores of the learners in this papers for learners to fully
develop their word recognition skills. Moreover, according to McPherson (2015), the more that visual clues can be utilized, the
more words learners recognize and understand, and the more proficient they will become in reading comprehensions.

Furthermore, based on the findings, this paper agrees with Murray (2016)’s conclusion that the patterns of letters in written words
and pictorial clues have predictable and often generalizable links with the sounds in spoken words. As a result, when children
read books and other print materials, they learn to integrate their knowledge of print and sounds with their knowledge of language
in order to read with meaning and enjoyment. However, the finding of this research disagrees to the claim of Swerling (2016),
which implies that scientific evidence recommends that developing good reading skills entails strengthening word recognition
skills and not reading texts with visual clues. Swerling (2016), added that skilled readers do not need to rely on visuals or
sentence context for word identification because they can read most words effortlessly and have the phonics abilities to quickly
decode words. In contrast, unskilled readers are more prone to rely on context to compensate for poor word recognition.

Clearly, with the help of visual clues in this study which includes print texts and pictures, the respondents from the experimental
group were able to develop skills on their phonological awareness and decoding skills which means that their word recognition
improved compared to the control group where visual clues was not applied and traditional instruction in teaching learners was
utilized.

4.5 Implications to English Education

Visual clues highlight and point out key information that learners require for word recognition, which can have a significant
impact on their reading abilities. Visual cues assist learners in understanding a subject. While they may have vivid imaginations,
they may require assistance in visualizing certain topics as part of their education. According to ASTUTE (2015), if learners are
taught to recognize words with visual cues, they can learn to read fluently and accurately, which can aid in the development of
other reading methods. In addition, good readers use appropriate decoding skills to recognize unfamiliar words when reading, and
when the child encounters an unfamiliar term, he or she can benefit from the use of visuals (Johnson and Baumann, 2014).

Based on the findings, we can observe that the learners from the control group were behind to the development of the other
group’s word recognition. This clearly implies that traditional teaching to improve the learning on reading is no longer effective
and this proves that the Department of Education can urge the teachers to employ the intervention (visual clues) to address the
existing problem found in the word recognition of the learners. As a result, this can assist learners who find it difficult to
comprehend information orally or by reading and prefer to learn through visual means. As the word recognition of the learners,
spelling, blending, decoding, sight word recognition and other reading basic skills will improve as well. According to Beck
(2015), visual clues are excellent approach for children to learn how to spell. For some readers, simply seeing the words and
letters is insufficient, to help them fully comprehend and recall the spellings of words, visual clues can be applied.

In this sense, since the findings of this study was evident that visual clues is effective, and so, teachers can employ the same
material or similar to it to help achieve the learning competencies in teaching learners to recognize words.

5. CONCLUSION

Based on the findings, this research concludes that:
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1. The pre-test scores of the two groups did not meet the expectation. This means that the learners do not have enough
skills in recognizing words particularly, alphabetic knowledge, phonological awareness, decoding, and blending.

2. Pre-test scores of the two groups did not meet the expectation, however both = still differ significantly. This implies
that the learners have varying background knowledge in terms of recognizing words.

3. The post-test score of the control group did not meet the expectation, while the scores of the experimental group did.

This implies that the learners from the control still lack word recognition skills, while the experimental group
showed improvement.

4. The post-test scores differ significantly. The control group were not able to meet the expectation, while the
experimental group did. This finding implies visual clues is effective.
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