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FOREWORD 

Welcome to the Special Issue of the Philippine ESL Journal!  

This special issue is an offshoot of the concerted efforts of the eight authors 

and the pool of experts who meticulously reviewed the articles included in this 

volume. The eight carefully selected and evaluated papers cover a wide spectrum of 

topics in English language teaching in the Philippines.  The proponents are from the 

leading universities in the country and from other reputable learning institutions 

beyond the walls of the National Capital Region. Hence, the Journal has become a 

very suitable venue for their scholarly publications that regard ESL teachers in the 

local and global language instruction milieu as their target audience.   

The featured articles in this volume were written by Zayda S. Asuncion (St. 

Mary’s University-Nueva Vizcaya), Marites B. Querol (St. Mary’s University-Nueva 

Vizcaya), Ma. Melvyn P. Alamis (University of Santo Tomas), Katrina Ninfa S. 

Morales (University of Santo Tomas), Sterling M. Plata (De La Salle University), 

Bonifacio T. Cunanan (Bulacan State University), Alejandro S. Bernardo (University 

of Santo Tomas), and Paolo Nino Valdez (De La Salle University) and are a mark of 

the Filipino ESL teachers’ heightened interest in research which in return, would 

affect improved pedagogy and classroom practices. It is therefore hoped that a 

greater number of ESL teachers and researchers will find them very timely, 

informative, interesting, and worth applying in their respective contexts.  

The circle of reviewers comprised of Dr. Allan Benedict I. Bernardo (De La 

Salle University), Dr. Bonifacio T. Cunanan (Bulacan State University), Dr. Shirley 

N. Dita (De La Salle University), Dr. Merlyn V. Lee (De La Salle University – 

Dasmariñas), Dr. Marilu R. Madrunio (University of Santo Tomas), Dr. Carlo P. 

Magno (De La Salle University), Dr. Isabel P. Martin (Ateneo de Manila University), 

Dr. Remedios Z. Miciano (De La Salle University), Dr. Emely B. Orillos (University 

of Santo Tomas), and Dr. Sterling M. Plata (De La Salle University) spent much time 

to critique the articles and to ensure that they pass the publication standards  and 

meet the expectations of local and international readers. 

 It is our fervent desire that this special issue of Philippine ESL Journal will 

contribute to making ESL teaching and learning a setting for more investigative and 

scholarly pursuits not only in the country but also far outside the Philippine shores. 

 
Alejandro S. Bernardo  
Guest Editor 
Department of English  
University of Santo Tomas 
Manila, Philippines 
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Filipino College Freshman Students’ Oral Compensatory 
Strategies 

 
Zayda S. Asuncion 

Saint Mary's University, Bayombong, Nueva Vizcaya, Philippines 
 

Abstract 
 
This study aimed to determine the compensatory strategies most 
frequently used by 41 Filipino college freshman students in a private 
university and their relation to course, first language, type of high 
school graduated from and English 1a grade. Two oral tasks namely 
oral interview and picture-cued narration were used as the primary 
sources of data. The results indicate that from the seven 
compensatory strategies namely switching to the mother tongue, 
getting help, using mime, selecting the topic, adjusting the message, 
coining words, avoiding communication partially or totally, and 
using circumlocution or synonym,  the most frequently used was 
switching to mother tongue. When the compensatory strategies and 
the four identified variables were correlated, there was a negative 
relationship between compensatory strategies used and grade in 
English 1a. This implies the need to explicitly teach students these 
compensatory strategies for them to cope with their limitations in oral 
communication. 

 
Key words: compensatory strategies, code-switching, approximating 
the message, getting help, using mime, avoiding communication 
partially or totally, selecting the topic, adjusting the message, coining 
words 
                     

 
Introduction 

 
One important goal of language teaching is to develop the 

communicative competence of learners. Whenever language 
proficiency is addressed in the English classroom, both language and 
content area teachers face problems regarding the use of English as 
the students’ medium of communication particularly the students’ 
inability to express themselves orally. It has been observed that when 
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learners are asked to explain, discuss, converse or ask questions in 
English, they frequently stop speaking because they hardly know 
what to say. Put more simply, learners exhibit limitations in oral 
communication.  One reason for this is that second language (L2) 
learners attempt to use a language which is not their own. Their 
experience is different from those who think and speak in the same 
language. Cook (1996) argues that "unlike L1 children, L2 learners are 
always wanting to express things for which they do not have the 
means in the second language" (p. 67). To cope, L2 learners need to 
employ compensatory strategies to be able to go on in any 
communicative situation.  
 Oxford (1990) popularized the most comprehensive listing of 
strategies that language learners employ. In Oxford’s taxonomy, there 
are two main types of language learning strategies: the direct strategies 
and the indirect strategies. Among the direct strategies are 
compensatory strategies that "enable learners to use the new language 
for either comprehension or production despite limitations in 
knowledge" (Oxford, 1990, pp. 50). These compensatory strategies  
include (1) switching to the mother tongue, the use of a first language 
term for an English term; (2) getting help, used when the learner asks 
for the correct term; (3) using mime, the use of nonverbal strategies; (4) 
avoiding communication partially or totally, used when the learner starts 
to say something but gives up because it is too difficult or when the 
learner decides not to say anything in order to avoid communication; 
(5) selecting the topic, used when the learner chooses to say something 
about a topic that he/she knows; (6) adjusting the message, used when 
the learner tries to express the message in an alternate acceptable 
construction where the appropriate form or construction is not 
known or not yet stable; (7) coining words, the construction of a new 
word or term; and (8) using circumlocution or synonym, the use of 
another word or phrase which has similar meaning to the appropriate 
word or phrase. 

A good number of studies on compensatory strategies and 
their relation to oral communication were also conducted in the past 
years. Poulisse (1990) as cited in Cook (n.d.), for example, found that 
the use of compensatory strategies varies greatly according to task 
and proficiency of learners.  In addition, Flyman (1997) investigated 
the type of compensatory strategies employed in three potential oral 
tasks in the classroom and the role these strategies play in language 
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acquisition. In the Philippines, Bautista (1999) analyzed the functions 
of Tagalog-English code-switching using Poplack and Sankoff 
framework while Borlongan (2009) identified the Tagalog-English 
code-switching practices of teachers and students in English language 
classes. These studies, however, restricted their scope within the 
frequency of the strategies and the role they play in language 
acquisition. Hence, the present study aimed to identify the 
compensatory strategies frequently used by ESL college freshman 
students in a private university and to correlate them with course, 
type of high school graduated from, first language, and grade in 
English 1a, which were not taken into account in the aforementioned 
studies.  The results of this investigation may help ESL teachers in 
enhancing their students’ oral communication skills and eventually 
make them full participating members of the language classroom as 
they use efficient compensatory strategies.  

 
Method 

 
Participants 
 

The present study involved 41 college freshman students 
randomly selected from eight colleges and schools in a private 
university: College of Accountancy (5); School of Arts and Sciences 
(5); School of Business (5); School of Education (4); School of 
Engineering and Architecture (7); College of Information Technology 
(5); School of Health Sciences (6); School of Public Administration and 
Governance (4). All were enrolled in the course English 1a or 
Communication Arts 1.  

In reference to the respondents’ first language, 20 speak Iloco, 
16 speak Tagalog, 4 speak Tuwali, and only one speaks Gaddang. The 
respondents’ profile also indicates that there is a preponderance of 
private high school graduates. Out of the 41 respondents 29 were 
from private institutions and only 12 were from public high schools. 
 
Instruments 
 

To gather pertinent background information, the respondents 
were asked to fill out a questionnaire asking for their first language 
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(L1), course, and type of high school graduated from. Their grades in 
English 1a were secured from the University Registrar’s Office.  

The compensatory strategies the respondents employed were 
obtained through an oral interview and a picture-cued narration. The 
oral interview consisted of 10-12  “wh” questions related to their 
personal background such as: (1) What course are you taking up?; (2) 
Is it your choice or the choice of someone else?; (3) Why did you 
choose that course?; (4) Why did you choose to study in this 
university? and (5) During your leisure time, what do you love 
doing?  

The picture-cued narration, also known as picture story, was 
adopted from Heaton (1988). It presented six pictures in a series. The 
first picture shows two painters wearing caps and appropriate outfit 
for painting. They had just painted a wooden chair in a park. One of 
them is holding a can of paint and the other one is putting a 
note/sign on the chair which reads “WET PAINT”. In the second 
picture, the note is blown away. In the third picture, a man holding a 
newspaper approaches a chair. He is wearing a coat and a tie and a 
cap on his head. The fourth picture shows a man sitting on the newly 
painted chair and reading his newspaper. In the fifth picture, a man 
stands up and notices that his coat is wet with paint. The last picture 
shows a man holding his coat and he is going to a dry cleaner.  

To create a story, the respondents were asked to describe and 
narrate the events that take place in each picture. 

 
Procedure  
  

The procedure consisted of preparing the needed instruments: 
interview guide, information sheet, and tally sheets for the oral 
interview, picture-cued narration, and compensatory strategies.  The 
participants were scheduled by course for the oral tasks. To capture 
the transactions, a handy video camera was used.  As the oral 
activities were conducted, the researcher and the language teacher 
who assisted her counted every compensatory strategy employed by 
each participant.  To illustrate, if the participant code-switched and at 
the same time used another term in place of a more appropriate term, 
the strategy was counted and categorized as code-switching and 
synonym. For purposes of verification, the videotapes were viewed 
several times. The frequency of the compensatory strategies used in 
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the actual task and in the video was carefully recounted and 
compared. It must be noted that there was not a case of differences in 
the coding and counting of the researcher and the language teacher 
who helped in the gathering and analysis of the data.  

Because the study also focused on the use of mime as a 
compensatory strategy, gestures or nonverbal actions were assigned 
interpretations. The compensatory strategies that were used by the 
respondents during the interview and the picture-cued narration 
were clarified during the post conference.  The post conference was 
made informal to ease the respondents’ tension, and thereby draw 
their genuine responses regarding their performance.  
 
Data Analysis 
 
 To determine the relationship among compensatory strategies 
and variables namely college enrolled in, type of high school 
graduated from, first language, and grade in English 1a, Pearson 
coefficient of correlation (r) was used. The significance level was 
tested at .05. Test statistics whose observed significance levels were 
less than or equal to .05 were taken to indicate significant 
relationship.  
 

Results and Discussion 
 
Respondents’ Compensatory Strategies 
 

   Table 1 presents the compensatory strategies most and least 
frequently employed by the respondents in the oral interview and 
picture-cued tasks.  

The data in Table 1 indicate that code-switching was the most 
often used compensatory strategy in the respondent’s attempt to 
repair communication breakdown. During the researcher-
respondents conference, the participants disclosed their reasons for 
code-switching. Out of 41 respondents, 25 shifted to the use of L1 
when their lack of vocabulary blocked them in their communication. 
Some switched completely to their mother tongue, but some used 
their L1 simply to replace an unknown vocabulary or utterance. 
Further analysis of the data also shows that more participants were 
inclined to switch to their L1 during the interview than in the picture-
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cued narration. Thus, it seems that the use of this compensatory 
strategy depends upon the kind of oral tasks the learners performed.  
 
Table 1 
Frequency of the Respondents’ Oral Compensatory Strategies in Oral 
Interview and Picture-cued Tasks (N=41) 

 

 
Compensatory Strategies 

 Frequency  

Number of 
Students 

Who Used 
the Strategy 

Oral 
Interview 

Picture-
Cued 

Narration 

Total 

1. Switching to the Mother 
Tongue  

25 59 39 98 

2. Getting help 6 1 8 9 

3. Using mime  8 3 7 10 

4. Avoiding communication  17 26 3 29 
5. Selecting the topic  5 2 3 5 
6. Adjusting/Approximating 29 9 43 52 
7. Coining words  1 1 0 1 
8. Circumlocution 

Synonyms  
25 5 26 31 

Total  106 129 235 

 
Table 1 also shows that adjusting or approximating the message 

was the second most frequently used oral compensatory strategy. 
Perhaps the respondents also considered this as an efficient strategy 
like how Flyman (1997) sees it. Thus, among the 41 respondents 29 
used this signifying that the respondents were more inclined to use 
approximating or adjusting the message in their oral production. 
Further, between the two oral tasks, this compensatory strategy was 
more frequently used in the picture-cued narration than in the oral 
interview. 
 The same table indicates that the third most frequently used 
compensatory strategy was the use of circumlocution or synonym in 
oral production. This means “getting the meaning across by 
describing the concept or using a word that means the same thing” 
(Oxford, 1990, p. 51).  The figures show that using circumlocution or 
synonym was more prevalent in the picture-cued narration than in 
the oral interview task.  
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The results also indicate that the fourth most often used 
strategy was avoiding communication partially or totally. Further, the 
data show that it was more frequently used in the oral interview task 
than it was in the picture-cued narration. Though the respondents 
had the tendency to falter, there was not much avoidance of 
communication in the picture-cued narration. 

The use of mime was also evident in the data. Oxford (1990) 
describes this as “using physical motion, such as mime or gesture, in 
place of an expression to indicate the meaning” (p. 50). To Cohen and 
Aphek (1981) (as cited in McDonough, 1995), this type of 
compensatory strategy is a neutral strategy. There were eight 
participants who used mime during the oral tasks. Mime or gestures 
were more frequent in the picture-cued narration than in the oral 
interview. This is supported by Flyman’s (1997) findings when she 
investigated the compensatory strategies of Swedish students using 
three tasks: translation task, picture narration task, and discussion 
task. In her study, it was found that the Swedish students used mime 
or gesture more frequently in picture-cued than in the other two 
tasks. 

Getting help seems to be one of the least popular compensatory 
strategies. Cohen and Aphek (1981) (as cited in McDonough, 1995) 
also considered this as a neutral strategy.  Oxford (1990) describes this 
strategy as “asking someone for help by hesitating or explicitly asking 
the person to provide the missing expression in the target language” 
(p. 50). It is possible that the respondents are not comfortable in 
seeking help or assistance from others in attempting to cope with 
their limitations in oral discourses.  

Selecting the topic was also one of the least frequently used 
compensatory strategies in both tasks. It means “choosing the topic of 
conversation in order to direct the communication to one’s own 
interests” (Oxford, 1990, p.50). The data show that this strategy had a 
total frequency of only five – two in oral interview and three in 
picture-cued narration. Like in other cases, this strategy was utilized 
more in the picture-cued narration than in the oral interview. In the 
picture-cued narration, the five participants who utilized selecting the 
topic had the tendency to start their narration not in the first picture 
but in the second picture. More so, they opted to narrate the events in 
the picture they thought they had enough vocabulary or grammar to 
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use in their oral production. Some selected only the pictures that they 
understood.  

Table 1 also shows that the least frequently used compensatory 
strategy was coining words or making up new words to communicate 
desired ideas. Cohen and Aphek (1981) (as cited in McDonough, 
1995) argue that this is also a neutral strategy. The data show that 
only one respondent used this strategy in the oral interview task.   
 
Analysis of Extracts 
  

The following sample extracts illustrate the oral compensatory 
strategies utilized by the respondents in the two oral tasks: 
 
Switching to Mother Tongue 

 
Analysis of Extract E shows that the participant switched to his 

mother tongue because he could not think of the English term for 
nagbubulakbol (gallivant). The switch involved just one utterance in 
the whole sentence.  

 

Extract E: Student no. 13, School of Business 
                L1:  Tagalog 
T: What do you love doing during your leisure time? 
S: I stay in our store to help my mother sell our goods. 
Sometimes  I…I… uh I go with my friends and… nagbubulakbol 
(gallivant). 

 
In Extract F, the speaker switched to her L1 by saying the whole 

answer in Filipino. The use of second language in this situation did 
not materialize because the respondent could not translate what she 
actually intended to convey in English. 

Extract F:  Student no. 12, School of Business 
            L1:  Tagalog 
T: How do you describe yourself? 
S: I am simple ma’am. 
T: Why do say you are simple? 
S: Uh… Hindi ako nagme-makeup ma’am at hindi ako mapili  

sa baro. 
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A total use of the mother tongue was observed in the following 
example. The extract was a verbatim transcription of the picture-cued 
narration of one of the respondents. Prior to the picture narration, the 
respondent hesitated and he could hardly start. He was then urged to 
begin by asking this question in Filipino, “Ano ang nangyari sa unang 
picture?” [What happened in the first picture?] Then he started narrating 
the story in his L1. It was observed that he did not start the narration 
from the first picture; rather he began narrating the incident in the 
second. It can be observed from the transcription that even when the 
story was narrated in L1, still there were some missing details such as 
the two painters painting the chair and the sign placed on the chair to 
warn people about the newly painted chair. During the post-
conference, he expressed his difficulty in using English. He claimed 
that he understood the contexts shown in the series of pictures but he 
could not narrate the events in English. When asked why he did not 
use Filipino, he again said that he could only say a little if he used 
Filipino and that he could say many when he would use Iloco. This is 
one extreme situation where the participant used pure Iloco to narrate 
the story. It appears that he could understand what was in the picture 
but the problem was he could not express what he wanted to say in 
the English language. 

 

Extract G:  Student no.26, School of Engineering and 
            Architecture 
            L1:  Iloco 
 Inkabil da nga madi pay lang ti agtugaw ta nabasa. 
Kapinpintur pay lang diay tugaw. Idi inkabil da ket kwa… idi kwan 
ke nagangin ket naitayab. Adda maysa nga lalaki nga napan idiay 
nagtugaw ngem madi na met ammo nga kapinpintor. Idi nalpas nga 
nagbasa, nakita na diay bado na nga napinturan. Idi kwan napan 
diay shop impalaba na diay bado na ma’am. 
[They placed that it is prohibited yet to sit because it is wet. The chair is 
newly-painted. When they placed it and uh… and then the wind blew and 
it was blown. There was a man who went to sit but he did not know that it 
was newly-painted.When he finished reading, he saw his dress was painted. 
And then he went to the shop to have his dress washed ma’am.] 
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Adjusting or Approximating the Message 
 
In Extract H, the word recognized as it was used in the context 

was an example of adjusting or approximating the message. The more 
appropriate word to replace this is noticed. Another word that was 
adjusted or approximated in its meaning is the word clothes. Clothes is 
a general term used to refer to any kind of clothing used in any 
particular occasion. The respondent used this word in place of coat 
which was considered more appropriate in the context. 

 

 
Extract H: Student no. 28, College of Information 
           Technology 
           L1:  Iloco 
 The man recognized that the chair was wet with paint and his 
clothes was stained. So he went to the dry cleaner to remove the 
stain. 

  
The word bench in Extract I was used by the respondent in 

place of chair. This shows another example of adjusting or 
approximating the message. Bench is a term referring to a long seat for 
two or more people, usually made without a back or arms. The word 
was used by the participant to approximate the meaning of chair.  

 
In Extract J, the meaning conveyed was adjusted or 

approximated by the speaker through her use of the words boys for 
carpenters or painters and wet paint to mean the warning sign or 
notice placed on the chair and again the word bench for chair. 

 

Extract J:  Student no. 14, School of Business 
            L1:  Tagalog 
       There are two boys who painted the bench. Then they placed a 
wet paint. The next day the wet paint was blown. 

Extract I:  Student no. 11, School of Business 
            L1: Tagalog 
 One day, two painters painted uh… uh… a bench and after 
painting it uh they placed a notice that it was newly painted. 
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The clause the money abroad are expensive in Extract K was 
considered an approximation of the real message the respondent 
wanted to convey. When asked about what she meant by this during 
the post-conference, the respondent said the salary abroad is high. 

 

Extract K: Student no. 34, AHSE 
           L1:  Tuwali 
T: What are your plans after graduation? 
S: I will go abroad first because that’s what my parents and my 
relatives like. Another reason is the money abroad are expensive.  

 
Circumlocution or Synonym 
 
 The answer of the participant in Extract M was an example of 
circumlocution. Instead of directly saying the adjective sociable, she 
used clauses I can go with others easily and I am always pleasant to them 
to express her intended meaning. 
 

Extract M:  Student no.4, College of Accountancy 
            L1: Iloco 
T: How do you describe yourself? 
S: I am friendly. I can go with others easily and I am always 

pleasant to them. 

 
 In Extract N, perhaps the speaker wanted to say that she loves 
reminiscing the past during her leisure time. It is possible that due to 
limited vocabulary, she used other phrases to convey similar 
meaning. 

 

Extract N: Student no. 20, School of Engineering and 
           Architecture 
           L1: Tagalog 
T: During your leisure time, what do you love doing? 
S: I usually go back to the past by looking at some stuff in my 
box that remind me of my friends in high school.  
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 In Extract O, the word jacket was used as a synonym of coat. 
The respondent hesitated to use the word as she groped for the 
desired term. 
 

Extract O: Student no. 22, School of Engineering and  Architecture 
          L1:  Tagalog 
    The man holding a newspaper sat on the chair. After a while, he 
noticed that his… his…jacket was wet with paint. 

 
Avoiding Communication Partially or Totally  

 
Extract P shows a partial avoidance of communication because 

the speaker started saying something then he paused as indicated by 
the series of dots. Eventually, he did not continue what he wanted to 
express rather he started another sentence. 

 

Extract P:  Student no.32, AHSE 
            L1: Iloco 
T: What are your plans after graduation? 
S: Well, uh yeah I want to practice my course… then… … … 
 Some want to go abroad but me it’s OK if I stay here because I 
want to help those who are in need.             

 
 Extract Q illustrates the strategy of avoiding communication 
both partially and totally. In the first question, his answer was 
fragmentary. In the second and third questions the speaker was not 
able to answer the given interview questions. When asked about it, he 
said that he could not say his reason in English. According to him, he 
opted to totally avoid the communication rather than to speak in 
Filipino. 
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Extract Q:  Student no. 31, College of Information Technology 
            L1: Tagalog 
 
T:  Why do you love reading? What can you gain from reading 
S: knowledge. 
T: What else? 
S: (no answer) 
T:  Why do you prefer to work here in the Philippines 
S: Uh… Uh… … …(shakes head) 

 
Use of Mime 

 
In the sample extracts below, without saying the right words, 

the participants used hand gestures and body language to express 
what they meant. Though mimes were used, the listener understood 
the intended meanings of the speakers. This explains the importance 
of gestures or non-verbal communication in oral production. Another 
observation noted was the use of gestures simultaneous with the use 
of words to emphasize what they wanted to convey. The participants 
claimed that using mimes or gestures somehow helped them express 
the meaning and intention they wished to convey.  

 

Extract R: Student no. 19, School of Education 
           L1: Iloco 
     When the man noticed that his coat is painted, he go to the dry 
cleaner to… (performed the act of washing) his coat. 

 

Extract S:  Student no. 3, College of Accountancy 
            L1: Iloco 
     The man placed a … (made a gesture using her hand illustrating a 
square to refer to the sign placed on the chair). 

 

Extract T:  Student no. 5, College of Accountancy 
            L1:  Iloco 
T: Why did you take up accountancy? 
S: Shrugged her shoulders meaning she doesn’t know the 
answer.  
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Getting Help 
 
In extract U, the participant used  getting help by explicitly 

asking herself in Filipino the question, “Ano na ang tawag dun?” (What 
is it?) However, in Extract V, the nonverbal expression of the 
respondent, that is looking at the interviewer after hesitating to 
continue speaking was considered a getting help strategy. Flyman 
(1997) supports the idea that getting help or appeal for assistance is a 
compensatory strategy because the speaker employs it to achieve his 
intended meaning.  
 

Extract U:  Student no. 6, School of Arts and Sciences 
            L1: Iloco 
     The painter put a… ano na ang tawag dun? (What is it?)… uh a 
card. The man put a sign that the bench is painted.  

 

Extract V:  Student no: 15, School of Business 
           L1:  Iloco 
       The carpenter put a… a… a… (she looked at the researcher).  

  
Selecting the Topic   
  
 Extract W shows that the student’s response was categorized 
as selecting the topic because he chose to start narrating the story with 
picture 2 used in the picture-cued task. In her narration, some details 
in picture 2 and in the succeeding pictures were given. Thus, this 
cannot be categorized as partially avoiding communication because 
the participant did not evade speaking even he did not include 
describing picture 1. The participant chose to begin his narration in 
the second picture because he thought he knew what happened in 
this picture more than he knew about picture 1.   
 

Extract W: Student no. 9, School of Arts and Sciences 
           L1:  Tuwali 
     Then the sign was blown. 
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Coining Words  
 
In Extract X, the word the participant coined to express her 

idea was balanced-headed. She coined the words balanced and head to 
create a description about herself which she thought was appropriate 
for the meaning she wanted to express. During the post-conference, 
she explained that balanced-headed referred to her ability to maintain 
balance such as balancing her time to suit her activities and balancing 
her heart and mind. Apparently, the words she coined to describe 
herself seemed inappropriate. Perhaps she meant level-headed. 
 

Extract X:  Student no. 1, College of Accountancy 
            L1:  Iloco 
T: How do you describe yourself? 
S: I’m a balanced-headed person ma’am. 

 
Correlation between Oral Compensatory Strategies and College, 
Type of High School Graduated From, First Language and Grade in 
English 1a 
 

Table 2 shows the relationship of compensatory strategies and 
course, type of high school graduated from, first language and grade 
in English 1a.  

Among the correlations made, the result between 
compensatory strategies and grade in English 1a produced a 
moderate negative significant relationship. The association between 
compensatory strategies and grade in English 1a implies that the 
respondents who most likely used more compensatory strategies 
most particularly switching to the mother tongue and avoiding 
communication partially or totally earned low grade in English 1a.  
This inverse relationship between compensatory strategies and grade 
in English 1a does not, however, imply the irrelevance of effective 
strategies since there was no sufficient data to support such claim. 
Aside from this, the study did not exhaust the use of efficient 
compensatory strategies referring to the compensatory strategies that 
enable the listener or evaluator to understand the intended message 
in contrast to inefficient compensatory strategies referring to the 
compensatory strategies that lead to non-comprehension and the 
need to employ clarification or another strategy (Flyman, 1997). 



17 
Philippine ESL Journal, Vol. 5, July 2010 

© 2010 Time Taylor International ISSN 1718-2298 

 

Table 2 
Correlation of Compensatory Strategies and College, Type of High School 
Graduated from, First Language, and Grade in English 1a 

 
Variables Pearson r P value Decision 

Compensatory Strategies and 
course  

 
.052 

 
.746 

 
Not significant 

Compensatory Strategies 
and first Language 

 
.024 

 
.881 

Not significant 

Compensatory Strategies 
and Type of High School 

 
-.016 

 
.922 

Not significant 

Compensatory strategies 
and Grade in English 1a 

 
-.040** 

 
.009 

 
Significant 

* Correlation is significant at the 0.05 level (2-tailed) 
** Correlation is significant at the 0.01 level (2-tailed) 
 

The present study has shown that language learners employ 
oral compensatory strategies in their attempt to recompense their 
limitations in oral communication. Several studies such that of Cohen 
& Aphek (1981), Rost & Ross (1991), Huang & Van Naerssen (1987), 
as cited in Brown (1994), have proven that the use of strategies help 
learners become more successful in learning a language. Hence, 
teachers are encouraged to make the language classroom an avenue 
for students to learn how to learn with the use of language strategies.  

Findings of the present study may also prompt language 
teachers to examine the compensatory strategies frequently employed 
by their students. In this paper, code-switching was found to be the 
most popular.  In formal classrooms, however, code-switching may 
be disfavored and may be considered an inefficient strategy (Flyman, 
1997) most especially when students are strictly evaluated in terms of 
oral communication skills in English. However, Baker (2006) posits 
that code-switching may be valuable tool because “There is usually 
purpose and logic in changing languages. It is using the full language 
resources that are available to a bilingual usually knowing that the 
listener fully understands the code-switches” (p.109).  Also, Tupas 
(2004) believes that code- switching “enables the students to cope 
with the communicative complexity of language use in society” (p. 
338). Hence, the practice of code-switching should not be considered 
as wrong or illegitimate because it somehow helps the learners 
become communicatively competent bilingual members in the 
society. Tupas adds that such a practice “helps them cope with the 
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multilingual and multicultural intricacy of second language 
acquisition” (p. 338). Bautista (1999) also points out that code-
switching among Filipinos happens for the purpose of 
communicative efficiency which she means “the fastest, easiest, most 
effective way of saying something” (p. 26).  Considering the social 
implication of code-switching, Mondada (2007) states that code-
switching is used by participants in order to organize multiple 
activities and their participation frameworks in distinct and orderly 
ways. Hence, these different perspectives should propel teachers to 
raise further questions as regards the effectiveness or inefficiency of 
code-switching as a language learning strategy. 

Since language classrooms are a milieu for learners’ 
interactions, communications, discussions, and other communicative 
functions using a target language, explicit teaching of oral 
compensatory strategies remains well advised.  As students are made 
aware of these compensatory strategies specifically the efficient ones, 
they can compensate their limitations in oral communication. As they 
utilize these strategies, they become more confident to speak and to 
express whatever it is that they have in mind during class activities. 
Moreover, the language teachers’ awareness that these strategies can 
be utilized by learners in oral communication can help in establishing 
a more conducive language classroom where students are not at all 
afraid or intimidated to talk. As Krashen (1981) puts it, learners with 
low affective filter learn better than those with high affective filter.   

The result of the present study may also motivate language 
teachers to use functional techniques to lead the learners in 
capitalizing on their preferred strategies. In doing so, learners are 
empowered to “learn how to learn” and to become autonomous 
learners. The present study may also propel language instructors to 
promote strategies-based instruction (SBI) or learner strategy training 
(Mc Donough, 1999). Through this, one of the most important goals of 
language teaching – learners’ autonomy, would be better facilitated 
since they will be taught the technical know-how of acquiring a 
language and sensitized to the significance of taking charge of their 
own learning (Brown, 2000). Lastly, it may be necessary to note what 

Bernardo & Gonzales (2009) suggest that language teachers must 
“start with knowing what their students do, can do, do not do, and 
cannot do in line with language learning strategy use” (p.26). This can 
only be done if teachers have adequate understanding of the kind of 
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strategies students employ and if they themselves can strategically 
and flexibly model and teach the different strategies. 
  

Conclusion 
 

 The present study affirms that learners employ 
compensatory strategies in oral communication. It reasserts that these 
strategies can help learners to overcome limitations in speaking. It 
also reaffirms the findings of previous studies that the type of 
compensatory strategies used is greatly influenced by the kind or oral 
tasks learners participate in.  Further studies using a bigger 
population and other authentic oral communication tasks, however, 
are needed to provide additional solid support to the findings of the 
present investigation. It is also necessary to conduct studies 
correlating compensatory strategies and other oral language 
proficiency variables. 
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Abstract 
 

This study is a classroom-based research that investigated the use of 
affective language learning strategies (ALLS) and social language 
learning strategies (SLLS) of 24 senior education students majoring in 
English in a private university and the possible relationship between 
the two taxonomies. To gather data, a researcher-made questionnaire 
adopting six ALLS and six SLLS by Oxford (1990) was developed and 
classroom observation was conducted.  Results showed that the 
students did utilize the identified ALLS and SLLS; however, the use 
of these strategies was not optimized. The results also showed that 
positive correlation exists between the use of ALLS and SLLS. Based 
on the findings, this paper proposes means to popularize the different 
strategies that will result in better learning of a language. 
 
Key words: affective language learning strategies, social language 
learning strategies, language learning strategies 
 

Introduction 
 

All language learners use learning strategies either consciously 
or unconsciously when processing new information and performing 
tasks in the language classroom (Oxford, 1994; Arani, 2005). Hence, 
for the past years, the utilization of language learning strategies (LLS) 
has been  extensively explored by local and  foreign researchers such 
as Oxford (1990), Stern (1983), Weinstein & Mayer (1986), Chamot 
(1987), Rubin (1987), Oxford (1989) as cited by Ellis (1999), Asuncion 
(2004), Min-hsun (2005), and Querol (2009). Early researchers were 
concerned with the listing of strategies and other features presumed 
to be essential for all „good language learners' (GLL). Such studies 
were that of Rubin (1975), Naiman et al (1975), Reiss (1983), Gillete 
(1987), and Lennon (1989) as cited in Ellis (1994).  Most likely, these 



23 
Philippine ESL Journal, Vol. 5, July 2010 

 

© 2010 Time Taylor International ISSN 1718-2298 

 

 

studies were prompted by the idea that if language is for 
communication, then language learning should find its essence from 
the mere significance of communication in which the communicator 
must be able to say exactly what he/she wants to say whoever the 
recipient is.   

Oxford (1994) described LLS as actions, behaviors, steps or 
techniques that learners themselves devise, employ, adopt or use, 
often consciously, to improve their progress in apprehending, 
internalizing, and using their second language (L2). Oxford (1990) as 
cited in Bernardo & Gonzales (2009) also endeavored to present a 
comprehensive taxonomy or nomenclature of language learning 
strategies. The key distinction in her taxonomy is that between direct 
strategies and indirect strategies. Direct strategies are further divided 
into three categories: memory strategies (used for storing and retrieving 
aspects of the target language); cognitive strategies (used for using the 
language and for understanding how it works); and compensation 
strategies (used for using the language despite gaps in knowledge). 
On the other hand, indirect strategies cover metacognitive strategies 
(used for planning, organizing, and evaluating learning); affective 
strategies (used for approaching the task positively); and social 
strategies (used for collaborating with others for assistance). 

Current research has also supported the effectiveness of using 
LLS and has shown often use of such strategies by successful 
language learners (Oxford, Park-Oh, Ito & Sumrall, 1993). Successful 
language learners tend to select strategies that work together well in 
accordance to the requirements of the language task (Chamot & 
Kupper, 1989). O‟Malley and Chamot (1990) also found that cognitive 
(e.g. translating, analyzing) and metacognitive (e.g. planning, 
organizing) strategies were often used together, supporting each 
other. The combination of strategies such as the cognitive and 
metacognitive strategies often has more impact than single strategies. 
Chamot and Kupper (1989) also found certain strategies or clusters of 
strategies that are linked to particular language skills or tasks. For 
example, L2 writing, like L1 writing, benefits from the learning 
strategies of planning, self-monitoring, deduction, and substitution. 
L2 speaking demands strategies such as risk-taking, paraphrasing, 
circumlocution, self-monitoring, and self-evaluation while L2 
listening comprehension gains from strategies of elaboration, 



24 
Philippine ESL Journal, Vol. 5, July 2010 

 

© 2010 Time Taylor International ISSN 1718-2298 

 

 

inferencing, selective attention, and self-monitoring.  In addition, 
reading comprehension uses strategies like reading aloud, guessing, 
deduction, and summarizing.  

Querol (2009) also explored students‟ perception and actual 
use of language learning strategies in science and technology among 
high school freshmen. Her study suggests that LLS are important, but 
their use is not maximized by the students.  LLS, though used directly 
in language classes, were also observed and used in science classes.  
LLS in science were classified as teacher-initiated (TI) or student-
initiated (SI). The study investigated the LLS used in science classes, 
to ascertain if LLS are related to academic performance in science, 
and if the use of LLS is influenced by learner characteristics such as 
section, first language, gender, IQ, reading comprehension, English 
proficiency, and shyness.  Results showed that the strategies in 
learning a language are also used in learning science concepts. 
Further, teacher-initiated responses dominated in the science classes 
observed. English proficiency, reading comprehension, school type, 
and shyness as a personality trait proved significantly related to 
academic performance in science. All types of LLS were found related 
to academic performance in science with Pearson r.  LLS with learner 
characteristics removed partially proved significantly related to 
academic performance using full model and stepwise regression 
analyses. 

Wu (2008) gathered qualitative data on the use of LLS from 10 
Chinese ESL learners studying at a vocational institute. Results 
revealed that research participants used a wide variety of 
metacognitive, cognitive, and social/affective LLS. Social/affective 
LLS were found to be more popular than metacognitive and cognitive 
LLS among the participants. The more popular LLS found were: the 
metacognitive LLS of advance organization, advance preparation, 
organizational planning and self- management; the cognitive LLS of 
resourcing, grouping, note-taking, summarizing, and translation; and 
finally the social/affective LLS of questioning for clarification, co-
operation, and positive self-talk. Also, the subjects were found to use 
different LLS for different tasks and in different situations.  

Oxford (1990) posited that the social and affective strategies 
are found less often in L2 research. She further stated that there is 
paucity of research on affective and social LLS perhaps because such 
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behaviors are not studied frequently by L2 researchers and because 
learners do not usually pay attention to their own feelings and social 
relationships as part of the L2 learning process. Hence, the same 
reason inspired this study on the affective and social LLS. 

Affective in its broadest sense is a term that relates to any 
external expression of emotion associated with an idea or action. 
Oxford (1990) defines it as the emotions, attitudes, motivations and 
values that language learners can gain control through affective 
strategies. The three main sets of affective strategies are: (1) lowering 
anxiety which includes (a) using progressive relaxation,  deep 
breathing, or meditation, (b) using music, and using laughter; (2)  
encouraging oneself which includes (a) making positive statements, 
(b) taking risks wisely, (c) rewarding; (3) taking emotional 
temperature including (a) listening to the body, (b) using a checklist, 
(c) writing a language learning diary, and discussing feelings with 
someone else. 

Language being a social behavior and an element of 
communication involves other people. According to Oxford (1990) the 
three sets of social strategies are: (1) asking questions for clarification 
or verification and for correction; (2) cooperating with others which 
covers cooperating with peers and cooperating with proficient users 
of the new language; (3) empathizing with others that includes 
developing cultural understanding and becoming aware of others‟ 
thoughts and feelings. 

In light of the foregoing, the present study vied to identify the 
affective language learning strategies (ALLS) and social language 
learning strategies (SLLS) used by college students in a university and 
to correlate the use of the two taxonomies. This study also affords 
strategies that students can utilize to improve their use of English and 
prods teachers to reflect on and promote strategy-based teaching to 
aid students overcome fear in studying and using English and 
eventually, to help students succeed in their academic life. 
 

Method 
Research Design 
 

The study used the descriptive design since its primary aim 
was to identify and describe the ALLS and SLLS utilized by 24 college 
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students and to establish possible correlations between the two. A 
questionnaire was developed as the main instrument for gathering 
data. Because the items in the questionnaire require self-reported 
responses, observation of classes was also conducted. It was done 
during the scheduled demonstration teaching of the 24 students in 
which 2 demonstrations were done per meeting. Each student 
demonstrated for 40 minutes and was asked to choose a lesson from 

their major course Teaching Literature. Each student demonstrator was 
required to integrate collaborative activities in his/her lesson. The 
researcher acted as the observer and recorded the proceedings on 
video. 

 
Participants  
 

The participants were 24 college junior students majoring in 
English and enrolled in a strategy class, Teaching Literature, in a 
private university in the Philippines. The students were composed of 
4 males and 20 females who were purposively chosen to be the 
respondents. Their grades in the subject ranged from 80 to 95 in a 
grading system with 75 as the lowest passing grade possible and 100 
as the highest.  
 
Instrument  
 

To gather data, a two-part questionnaire was administered. 
The first part included items on the students‟ background 
information. The second part consisted of items on ALSS and SLLS 
adapted from Oxford‟s (1990) Strategy Inventory for Language 
Learners (SILL). Each category of strategy, affective and social, 
consisted of six items or statements that are reflective of the students‟ 
use of strategies in learning English. The tool required the students to 
answer in terms of how well the statements describe them using the 
following ratings: 1 - never or almost never true of me,  2 - usually not 
true of me, 3 - somewhat true of me, 4 - usually true of me, and 5 - 
always or almost always true of me. The overall average tells how 
often the strategies are used for learning English.  The following were 
used in interpreting the averages:  
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High Always or almost always used 4.5 to 5.0 
Usually used  3.5 to 4.4 

Medium Sometimes used 2.5 to 3.4 
Low Generally not used 1.5 to 2.4 

Never or almost never used 1.0 to 1.4 
 
Data Analysis 
 

The data obtained were transformed into numerical values and 
were later analyzed using descriptive statistics focusing on the means 
and standard deviations. To find possible relationships between 
ALLS and SLLS, Pearson correlation was used.  
 

Results and Discussion 
 

Table 1 shows the minimum and maximum ratings of the 
respondents for each ALLS. The minimum rating given is 1.0 which 
means that the students „never or almost never‟ utilized the six ALLS. 
The highest rating is 5.0 signifying that the students‟ use of the ALLS 
is „always or almost always.‟  
 
Table 1 
Respondents’ Affective Language Learning Strategies (N= 24) 
 

Affective Strategies Minimum Maximum Mean Qualitative 
Description 

SD 

1. Trying to relax when afraid 
to use English 

 

2.00 5.00 3.00 Somewhat 
true  

.82 

2. Encouraging oneself to speak 
English despite fear of 
making a mistake 

 

3.00 5.00 4.00 Usually 
true  of me 

.65 

3. Giving oneself a reward or 
treat when one did well in 
English 

 

1.00 5.00 2.96 Somewhat 
true 

1.12 

4. Being aware if one is tense or 
nervous when studying or 
using English 

 

2.00 5.00 3.88 Usually 
true  of me 

.85 
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Cont. Table 1      
5. Writing one‟s feeling in a 

language learning diary 
 

1.00 4.00 1.92 Usually not 
true of me 

.88 

6. Talking to someone about 
one‟s feelings when learning 
English 

 

2.00 5.00 3.58 Usually 
true  of me 

1.06 

 
Average 

 
2.50 

 
4.50 

 
3.29 

 
Somewhat 

true 

 
.50 

 
The data show that among the six ALLS, „encouraging oneself 

to speak English despite fear of making a mistake‟ received the 
highest mean score. It indicates that this strategy is the most 
frequently utilized by the respondents. One possible reason for this is 
that the students are specializing in English; hence they are expected 
to use the language in varied, if not all, communicative situations. 
During the demonstration teaching, it is evident that all the students 
engaged in the group discussion using the English language.  

„Encouraging oneself to speak English despite fear of making a 
mistake‟ has been proven to be very helpful among the students in 
their study and use of English. This idea is supported by Oxford 
(1990) who believes the affective domain has probably one of the very 
biggest influences on language learning success or failure.  Examples 
of factors included in the affective domain are anxiety, culture shock, 
inhibition, risk-taking and tolerance. Such affective factors can 
impede the learning of a language. However, good language learners 
are said to be those who know how to control their emotions and 
attitudes about learning. 

 Table 1 also shows that (a) the second most utilized ALLS is 
„being aware if one is tense or nervous when studying or using 
English‟. It seems that the respondents‟ awareness of their fear in 
studying or using English helped them to actively participate in the 
discussion; (b) „Talking to someone about one‟s feelings when 
learning English‟ was the third most utilized ALLS. However, the 
manifestation of this strategy was not evident during the classroom 
observation; (c) „Trying to relax when afraid to use English‟ is the 
fourth most utilized strategy. Some of the students were observed at 
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ease while discussing in English with their group mates; (d) „Giving 
oneself a reward or treat when one did well in English‟ is the fifth 
most utilized affective LLS. The mean rate of 2.92 indicates that this 
strategy is sometimes used by the students. However, this was not 
apparent during the classroom observation; (e) The least utilized 
affective strategy is „writing one‟s feeling in a language learning 
diary.‟ The mean value of 1.92 signifies that the strategy is generally 
not used by the students. Again, this was not seen during the 
observation. Hence, there is a need to popularize such strategy. 

The overall mean score of the students‟ use of the affective LLS 
and the standard deviation of .50 signify that the extent of the 
students‟ use of the ALLS is somewhat true of them or that they 
usually use the strategies and that their responses are not far or 
different from each other. In general, the respondents sometimes use 
the ALLS and sometimes not.  

  When asked what the students do when they feel nervous or 
afraid when studying or when using English, the students gave 
answers aside from the ones listed in the questionnaire. The other 
strategies students use when they feel nervous to speak in English 
and their corresponding frequency are listed in Table 2. 
 
Table 2 
Other Affective Language Learning Strategies of the Respondents 
 

 
Language Learning Strategies 

 
f 

Refusing to speak or silence. 6 
Doing unnecessary movements to ease myself 3 
Smiling 3 
Looking at other things not the audience(ceiling) 2 
Urinating 2 
Talking to oneself  or practicing 2 
Talking briefly 1 
Biting tongue 1 
Pinching myself or other people 1 
Dinking water 1 
Walking or moving to and fro 1 
Staying in a corner 1 



30 
Philippine ESL Journal, Vol. 5, July 2010 

 

© 2010 Time Taylor International ISSN 1718-2298 

 

 

Cont. Table 2  
Crossing one‟s fingers as in praying 1 
Outlining what one will say 1 
Thinking in my L1 and translating 1 
Thinking positively (audience is like me) 1 
Thinking of  passages that could help express one‟s idea 1 

 
Table 3 shows the six SLLS and the extent of students‟ 

utilization of these strategies. The data show that the respondents 
never or almost never used SLLS.  The standard deviation of .53 show 
that students‟ ratings do not vary much from each other. Analysis of 
the individual strategies, however, would indicate that (a) among the 
six SLLS listed, the most utilized strategy is „asking the other person 
to slow down‟. During the observation, this was very evident when 
some students said „Aguray ka‟ or „Teka Muna‟ which is translated as 
„Wait‟ in English. It can also mean slow down so that everybody can 
understand each other; (b)„Practicing English with other students‟ is 
the second most utilized social LLS perhaps  because the students 
have become familiar with each other since they have been together 
for at least three years. As observed, they really used English in 
discussing with their group mates. They could choose not to speak in 
English but they did not; (c) Both „letting English speakers correct me 
when I talk‟ and „asking questions in English‟ ranked as the third 
most utilized strategy. During the observation, there were few 
instances of corrections observed among the groups. Some corrections 
were on pronunciation e.g. interchanged sounds of /p/ and /f/ and 
rules of subject-verb agreement e.g. absence of the sound /s/ for 
singular verbs. During the group discussions, some students were 
observed to have manifested freedom in asking questions to clarify 
concepts they feel vague; (d) The fourth most utilized social LLS is 
„asking help from English speakers‟. This strategy was observed, 
though minimally, in cases where the students asked for the 
appropriate term in English. Usually the question was „Ano na naman 
sa English yun? („What is the English counterpart of the term?‟ or 
„What is this term in English?‟). Notice that the students generally do 
not necessarily ask help from English speakers regarding the use of 
English and that they do not always ask questions in English. This 
could somehow point some possible implications such as: many 
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students still do not find ease in asking help from English speakers 
perhaps because they fear that they would lack words to ask or they 
may not be understood; many students do not find ease in asking 
questions perhaps for the same fear of committing error or of lack of 
words to say their ideas in English; and  this may also somehow bring 
out a Filipino culture of “false humility” in which some students think 
that asking is a manifestation of  being a braggart; (e) The social LLS 
least utilized by the students is „trying to learn about the culture of 
English speakers.‟ Although it ranked last, the students still claimed 
that they sometimes use it like in the case of „letting English speakers 
to correct me when I talk, asking questions in English, and asking 
help from English speakers.‟ This needs consideration because aside 
from communicative competence, one of the goals of language 
teaching and learning is cultural competence or awareness of the 
culture of others. 
 
Table 3 
Respondents’ Social Language Learning Strategies (N= 24) 
 

Social Strategies Minimum Maximum Mean Qualitative 
Description 

SD 

1. Asking the other person 
to slow down. 

 

2.00 5.00 4.00 Usually true  
of me 

1.02 

2. Letting English speakers 
to correct me when I talk 

 

2.00 5.00 3.42 Somewhat true 
of me 

.93 

3. Practicing English with 
other students 

 

3.00 5.00 3.92 Usually true  
of me 

.72 

4. Asking help from English 
speakers 

 

2.00 4.00 3.25 Somewhat true 
of me 

.74 

5. Asking questions in 
English 

 

2.00 4.00 3.42 Somewhat true 
of me 

.58 

6. Trying to learn about the 
culture of English 
speakers 

1.00 4.00 2.79 Somewhat true 
of me 

.78 

Average rate 2.33 4.33 3.47 Somewhat true 
of me 

.53 
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The two other LLS mentioned in the questionnaire by two of 
the respondents were: texting (or sending text message) in English 
and interviewing those who speak in English.  

Table 4 indicates the relationship between the students‟ ALLS 
and SLLS. The data  indicate that affective LLS and social LLS are 
positively correlated. In other words, as the affective LLS are utilized 
so are the social LLS. Both affective LLS and social LLS are therefore 
expected to be observed together as supported by O‟ Malley and 
Chamot‟s (1990) taxonomy of LLS that classifies affective and social 
LLS as one.  
 
Table 4 
Correlation between ALLS and SLLS 
 

Variables Correlated Pearson r Significance 
Level (p-value) 

   
Affective language learning strategies 
and social language learning strategies 

.504 
 

 

.012 

  
The results in Table 4 also imply that the students have not 

maximized the use of the ALLS and the SLLS. This finding is similar 
to the present writer‟s study in 2009 which found that the learners use 
LLS in science and technology only to a minimum extent. Hence, it is 
recommended that strategies be integrated as part of the skills to be 
developed in language classes.  

Strategies are important means for dynamic, self-directed 
involvement required for enhancing L2 communicative ability 
(O'Malley & Chamot, 1990). Hence, a wide array of strategies must be 
explicitly taught to language learners. Oxford (1994) believes that 
“Research has repeatedly shown that the conscious, tailored use of 
such strategies is related to language achievement and proficiency” (¶ 
1). Oxford also underscores that L2  training carefully designed to fit 
the requirements of the language tasks, the learners' goals, and the 
learners' style of learning should be conducted across year levels. 
Such training, if possible, should be  explicitly integrated into regular 
and meaningful L2 activities that must be conducted over long period 
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of time rather than taught as a separate, short intervention. Tasks 
using authentic materials should provide ample practice for the 
learners in the strategy training. It should also address affective issues 
such as anxiety, motivation, beliefs and interests that affect the 
student preferences of language learning strategies. Finally, such 
strategy training should offer opportunities for the students to 
become autonomous learners as they are trained to assess their 
learning progress and the value of the strategies in their learning. 
Further investigation should be made to verify the positive effects of 
language learning strategies in relation to variables regarding 
students' attitudes, beliefs, and stated needs.  

Learning strategies are instrumental for raising awareness of 
second language or foreign language learners in the four macroskills - 
listening, speaking, writing and reading (Lessard-Clouston, 1997 as 
cited in Ogeyik, 2009). Since this study found that the subjects utilize 
ALLS and SLLS only to a minimum extent, it is imperative that even 
other strategies used by learners be assessed in different ways such 
e.g. observations, interviews, verbal reports, strategy diaries, strategy 
questionnaires, surveys, anecdotal reports and so on (Oxford, 2002). 
Through this, a database of strategy use will be generated. This 
database can be treated as guidepost in designing language programs 
and classroom activities that would propel learners to employ varied 
learning strategies in various communicative situations. Oxford 
(2003) underscores that “The more that teachers know about their 
students' style preferences, the more effectively they can orient their 
L2 instruction, as well as the strategy teaching that can be interwoven 
into language instruction, matched to those style preferences” (p.16). 
Ogeyik (2009) also believes that “…learners who have a range of 
stylistic and strategic preferences in language learning process can be 
directed to use all those strategies consciously” (p.336). If learners can 
independently choose the strategies that work best for them, it is 
possible that their overall proficiency in the language will 
significantly improve.  

The most potent strategy instruction according to Oxford 
(2003) “appears to include demonstrating when a given strategy 
might be useful, as well as how to use and evaluate it, and how to 
transfer it to other related tasks and situations” (p.11). Hence, 
teachers must be able to regularly and effectively demonstrate the use 
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of language learning strategies themselves. Moreover, “Teachers also 
need to assess their styles and strategies, so that they will be aware of 
their preferences and of possible biases” (Oxford, 2003, p.16). They 
serve as the best model to emulate. If teachers are successful in doing 
this, then learners will find the easiest way to engage in meaningful 
situations that require discharge of the language.  
 

Conclusion and Recommendations 
 

Effective use of strategies result in better language learning. 
Thus, students should be properly trained to make good use of these 
strategies to develop successful learning processes. If students are 
found incapable of using strategies in their attempt to participate in 
meaningful communication or if they are found to be minimally 
using them, effective means to popularize not only affective and 
social language learning strategies is necessary.  

Further investigations can also be undertaken to obtain a 
clearer picture of the students‟ strategy use. Involving a larger 
population of students and comparing strategy use across disciplines 
is also advised since it may lead to field-specific language instruction. 
The present study involved only one class in the study locale. Thus, it 
is suggested that the present crop of language learners in the 
university be involved in parallel investigations. Other taxonomies of 
language learning strategies may also be considered in future studies 
so that a more comprehensive language learning strategy use 
database will be generated. 
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Appendix 

Questionnaire 
 
I. BACKGROUND INFORMATION 

 
Please answer the questions honestly. 
1. What did you enjoy in your previous literature classes? 

Explain. 
___________________________________________________________
___________________________________________________________
___________________________________________________________ 
 
2. What did you not enjoy or did not like in your previous 

literature classes? Explain. 
___________________________________________________________
___________________________________________________________
___________________________________________________________ 
 
II. STRATEGY INVENTORY FOR  LANGUAGE LEARNING 

(SILL) Version for Speakers of Other Languages Learning 
English (Adapted from Oxford, 1990) 

 
Directions: This form of the STRATEGY INVENTORY FOR 
LANGUAGE LEARNING (SILL) is for students of English as a 
second language. You will find statements about learning English. 
Please read each statement. On the separate worksheet, write the 
response (1,2,3,4, or 5) that tells HOW  TRUE OF YOU THE 
STATEMENT IS. 
 
                 1. Never or almost never true of me 

2. Usually not true of me      
  3. Somewhat true of me 
  4. Usually true of me 
  5. Always or almost always true of me 
 

(1) NEVER OR ALMOST NEVER TRUE OF ME means that the 
statement is very rarely true of you. 
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(2) USUALLY NOT TRUE OF ME means that the statement is 
true less than half the time. 

(3) SOMEWHAT TRUE OF ME means that the statement is 
true of you about half the time. 

(4) USUALLY TRUE OF ME means that the statement is true 
more than half the time. 

(5) ALWAYS OR ALMOST ALWAYS TRUE OF ME means 
that the statement is true of you almost always. 

 
Answer in terms of how well the statement describes you. 

Do not answer how you think you should be, or what other 
people do. There are no right or wrong answers to these 
statements. Put your answer on the separate Worksheet. Please 
make no marks on the items. Work as quickly as you can without 
being careless. This usually takes about 20- 30 minutes to 
complete. If you have any questions, let the teacher know 
immediately. 

Read the item and choose a response (1 through 5 as 
above), and write it in the space after the item. 
 I actively seek out opportunities to talk with native 
speakers of English. _________ 

You have just completed the example item. Answer the rest 
of the items on the Worksheet. 
  
Part A 
 
____ 
____ 
____ 
____ 
____ 
____ 
 
____ 
____ 

1. I try to relax whenever I feel afraid  of using English. 
2. I encourage myself to speak English even if I am afraid 

of making a mistake. 
3. I give myself a reward or treat when I do well in 

English. 
4. I notice if I am tense or nervous when I am studying or 

using English. 
5. I write down my feelings in a language learning diary. 
6. I talk to someone else about how I feel when I am 

learning English. 
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Part B 
 
____ 
 
____ 
____ 
____ 
____ 
____ 

1. If I do not understand something in English, I ask the 
other person to slow down or say  it again. 

2. I ask English speakers to correct me when I talk. 
3. I practice English with other students. 
4. I ask for help from English speakers. 
5. I ask questions in English. 
6. I try to learn about the culture of English speakers. 
 

Part C 
 
Answer the following honestly and sincerely. 
1. If you feel afraid of using or studying English (e.g. When you 

are asked to speak in front of people), what do you do? If 
you‟re not afraid, state so and explain. 

___________________________________________________________
___________________________________________________________
___________________________________________________________ 
 
2. Aside from those listed in B, what other things do you do that 

make you socialize or relate with others while practicing your 
English? 

___________________________________________________________
___________________________________________________________
___________________________________________________________ 
 
III. REVISED SHYNESS SCALE 
 
INSTRUCTIONS: Please read each item carefully and decide to 
what extent it is characteristic of your feelings and behavior. Fill in 
the blank before each item by choosing a number from the scale 
printed below. 
  1 = very uncharacteristic or untrue, strongly disagree 

 2 = uncharacteristic 
  3 = neutral 

 4 = characteristic 
 5 = very characteristic or true, strongly agree 



39 
Philippine ESL Journal, Vol. 5, July 2010 

 

© 2010 Time Taylor International ISSN 1718-2298 

 

 
____ 
____ 
____ 
____ 
____ 
 
____ 
____ 
____ 
____ 
____ 
____ 
____ 
____ 
____ 
____ 
____ 
____ 
____ 

1. I feel tense when I'm with people I don't know well. 
2. I am socially somewhat awkward. 
3. I do not find it difficult to ask other people for 

information. (R) 
4. I am often uncomfortable at parties and other social 

functions. 
5. When in a group of people, I have trouble thinking of 

the right things to talk 
      about. 
6. It does not take me long to overcome my shyness in 

new situations. (R) 
7. It is hard for me to act natural when I am meeting with 

new people. 
8. I feel nervous when speaking to someone in authority. 
9. I have no doubts about my social competence. (R) 
10. I have trouble looking someone in the eye. 
11. I feel inhibited in social situations. 
12. I do not find it hard to talk to strangers. (R) 
13. I am more shy with members of the opposite sex. 
 

Note: R, Reverse-scored item. Source: Cheek (1983).  
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Abstract 
 

This paper is a replication of Canilao’s (2004) study which discusses 
the reactions and responses that students have with regard to teacher 
written feedback. This study used the descriptive and analytical 
methods in gathering data. The instruments which have been utilized 
in the inquiry are survey questionnaire and student composition. The 
results of a survey given to a group of students at the Faculty of Arts 
and Letters of the University of Santo Tomas show that the students 
generally believe that teacher comments help them enhance their 
writing skills.  It also reveals that praise comments encourage 
students to improve their written work.  Students read teacher 
comments to know their strong and weak points.  Furthermore, 
students prefer feedback in the area of content in the form of advice 
or suggestion. This paper also reveals significant insights on Filipino 
ESL learners who are learning to write. 
 
Key words: English as a Second Language (ESL), Multiple Interactive 
Processes, academic training, rhetorical pattern, teacher written 
feedback 
 

Introduction 
 

Writing is a major focus in teaching any English language 
course. English language teachers hope to help students write better, 
develop useful revision strategies, and think more systematically.  
Responding to students’ written work is a means of achieving these 
goals.  Teacher’s comments are essential if not indispensable to a 
student revising and rewriting his/her composition.  For teacher 
feedback to be effective, there is a need to discover whether the 
students will disregard the comments or think deeper about their 
writing and make revisions.  As Sommers (1982) explains, teacher 
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feedback should motivate students to revisit their texts with curiosity 
and involvement: “The challenge we face as teachers is to develop 
comments which will provide an inherent reason for students to 
revise; it is a sense of revision as discovery, as a repeated process of 
beginning again, as starting out new, that our students have not 
learned” (p.156). 

Over the past two decades, researchers involved in the field of 
composition writing have continuously sought to shape and refine 
more effective methods of written feedback on student papers and 
also to investigate what kind of written feedback students receive and 
how they react to the comments given. Connors and Lunsford (1993) 
provide a history of the use of teacher comments on student papers. 
Early in the 20th century a number of grading scales by which 
teachers rated student writing were proposed.  Subsequently, many 
teachers only deemed it necessary to assign a letter grade to those 
papers, a grade scrawled out in ominous red ink.  The grade does not 
explain what the teacher thinks of the content, the mechanics, the 
style, or even the organization of the paper.  The student is left to 
understand the reasoning behind the grade on his/her own, hoping 
to find an answer by the time the next paper is due.  However, by the 
1950s, the manner in which the teachers approached the checking of 
papers began to change.  Connors (1993) asserts that teachers became 
aware that letter grades alone do not aid students in sharpening their 
writing skills. Teachers realized that rating scales were only serving 
“as instruments for administrative judgment rather than for student 
improvement,” (p. 204) thus, they gradually abandoned them. 
Teachers began addressing students’ papers with more care and 
viewed essays as “real audiences” and regarded marginal and end 
comments as the most effective ways of explaining to students what 
needed attention in their writing (Connors, 1993).  

Sommers (1982) addresses the purpose of teacher comments on 
student papers.  She states that “commenting on student writing is 
the most widely used method for responding to student papers…” 
(p.148). Comments communicate to the students what needs to be 
revised or changed in their writing for the next draft or paper.  
Sommers believes that the absence of comments sends the message to 
students that they do not need to revise their text because their 
meaning has been communicated effectively to the audience. 
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In general, research in this field usually refers to two main 
issues a) teachers’ mechanisms and attitudes when giving their 
written comments, and the main focus of this paper, b) students’ 
responses and reactions to the given written feedback (Ferris & 
Hedgcock, 1998; Radecki & Swales, 1988; Hyland, 1998).   

According to Ferris and Roberts (2001), knowing about 
students’ attitudes, reactions and preferences to teacher written 
feedback and assessment of their own weaknesses in writing is 
important. They also have noted that students’ attitudes and 
preferences have been neglected in many previous error correction 
studies and reviews. 

Needless to say, writing is one of the most important skills that 
students need to learn as an essential component of their academic 
training and later on in their professional life. The need for well-
organized, skillful writing can be found in everyday situations – a 
formal letter to a company president, a casual letter to a friend, a 
poem, a story or a novel, or even a short memo are all examples of 
writing. Another fact is that teaching/learning how to write gets even 
more complicated and challenging when it comes to ESL 
environments where learners have to focus on multiple interactive 
processes that go well beyond basic writing rules usually meant for 
native student writers.  In conjunction with this intricacy, little 
research concerning teachers’ feedback on L2 writing situations has 
been carried out. These factors then may well justify the choice of this 
research topic and also give a genuine reason why this paper is an 
important study to read. 

Taking into consideration Ferris and Roberts’ (2001) 
observation and viewed in the light of relative research as students’ 
perspectives apparently have not received the attention they deserve 
even if proven to have enormous effect on the whole process of 
teaching/learning, this paper, therefore, focuses on the  students’ 
attitudes and perceptions on the teachers’ written feedback. 
Specifically, the researcher wanted to find out: 
1. What reasons do the students have for reading the written 
comments of their teacher on their papers? 
2. Do the comments help the students understand how to 
improve their writing? How or in what way? 
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3. What type of comments do the students find helpful to them? 
What type of comments do students suggest their teachers give them? 
4. In what areas would the students like to receive feedback from 
their teachers? 
5. In what form do the students prefer feedback on their papers? 

 
Method 

 
The participants for this study were 141 students enrolled in 

second year English 102 (Expository Writing) at the Faculty of Arts 
and Letters of the University of Santo Tomas.  A total of 70 (18, 16, 15 
and 21) compositions were taken from four writing classes handled 
by three English teachers.  These compositions were written using 
comparison and contrast as the rhetorical pattern. 

The survey questionnaire items pertaining to the students’ 
evaluation of their teachers’ written feedback on their papers and the 
student composition were used for data collection. 

The questionnaire, a replication of Canilao’s (2004)  in her 
study that involved De la Salle University Students has been 
modified and piloted, and is composed of five questions. The survey 
forms were then distributed to the students during one of their 
regular English 102 classes towards the end of the semester. The 
subjects were given 20 minutes to fill out the survey.  Descriptive 
statistics was used to analyze the data gathered from the 
questionnaire to enable her to get the frequency and mean of the 
subjects’ responses. 

The student composition was used to analyze the teachers’ 
feedback in improving the writing skills of the students. 
Compositions written by students that contained the teachers’ 
handwritten commentary – body, margin, and endnotes were 
obtained from the three English teachers. These students’ 
compositions were photocopied and were returned to the respective 
teachers. 

Although student perspectives were the researcher’s focus, she 
had her own perception of the feedback. She needed to examine it in 
situ – to see, for example, whether there were more feedback on 
grammar and mechanics than content or organization.  Prior to the 
survey, therefore, she had extracted, coded, and recoded all feedback 
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on students’ compositions.  The changes in her categories reflect the 
fact that on different readings, she interpreted the same feedback 
differently - in some instances, as interested comment, and in some 
occasions, as blatant instructions.  This observation matches the 
viewpoint of Zamel (1985) when he underscored that feedback is 
often vague, cryptic, and inconsistent. Nevertheless, the researcher 
devised a number of categories based on her perception of the 
teachers’ intentions which included the following as “requesting 
clarification of meaning”,  “suggesting comment to be included”,  
“correction of surface grammar, punctuation or vocabulary “ as well 
as “phrasing suggestions as questions”. 

 
Results 

 
This part is organized in relation to the five research questions 

cited earlier. In view of the fact that this study endeavored to 
determine the students’ perceptions on the role and influence of the 
teacher written feedback on the students’ written work, the 
congruence of current thoughts with the students’ stated attitudes 
and preferences are investigated. 

The following tables summarize the results of the tabulated 
data on the questions raised in the study. 
 
Problem 1. What reasons do students have for reading the written 
comments of their teachers in their papers? 
 
Table 1  
Reasons for Reading Teacher Comments 

   
Reasons Rank 

 High Moderate Low 

 f % f % f % 

1. I want to know my 
strong and weak points. 

107 76 24 17 10 7 

2. I want a justification of 
my grade. 

35 25 94 66 12 9 

3. I am expected to. 6 4 22 16 113 80 
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From these figures that run parallel to Canilao’s (2004) study 
which discusses the reactions and responses that students have with 
regard to teacher written feedback, the high percentage (76%) gives 
the strong impression that UST and De la Salle University (DLSU) 
students profoundly maintain the belief of previous studies made 
that the primary reason for reading teacher comments is to gain 
awareness of the various points they are good at and what they must 
work on more in writing.  The students see value in having both 
strengths and weaknesses being pointed out in their work.  This 
finding also supports the research findings that written feedback help 
students improve their written work (Ferris, 1995; Chandler, 2003).  
More than half of the students find the second reason, justification of 
a grade, moderately important. These findings uphold what has been 
widely held by many researchers that the main purpose of comments 
is to justify the teacher’s grade or to point out problems that need to 
be fixed.  
 
Problem 2: Do the comments help them understand how to improve 
their writing? How or in what way? 
 
Table 2 
Usefulness of Teacher Comments on Student Writing  
 
 
Uses of Teacher 
Comments 

Frequency 

 Always Sometimes Hardly Never 

 N % N % N % N % 

It helps improve 
mywriting     

87 61 51 36 2 2 1 1 

It helps when the  
teacher praises what 
I wrote. 
 

98 70 37 26 6 4 0 0 

It helps when errors 
are shown.  

42 30 85 60 10 7 4 3 
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The results in Table 2 clearly gives ample evidence that UST 
students find teacher praises most useful in helping them improve 
their written work.  Only very few students do not find any value in 
their work being praised.  This findings support the previous research 
findings in ESL writing environments that praise comments motivate 
the students.  On the other hand, DLSU students (Canilao, 2004) find 
teacher comments the most helpful in improving their writing task.  
This distinction may be caused by the difference in the writing 
abilities, levels of intrinsic motivation, and personality traits between 
the students of UST and DLSU.  It is interesting to note that although 
many students find praise useful, a large number of students also find 
it helpful to have errors pointed in their papers.  This finding is 
congruent to previous studies: Hull (1985) states that “research is 
beginning to focus on error as a cognitive process” (p.165). Written 
praise has a positive effect on students but was considerably more 
effective when accompanied by specific comments on errors.  
Knowing the students’ attitudes and preferences about error feedback 
and their own assessment of their weaknesses in writing is important 
(Ferris & Roberts, 2001).  Errors can help the teacher identify the 
cognitive strategies that the learner is using to process information.  
“It is through analyzing learner errors that we elevate the status of 
errors from undesirability to that of a guide to the inner working of 
the language learning process” (Ellis, 1985, p.53). 

 
Problem 3: What type of comments do the students find helpful? 
 
Table 3 
Types of Comments That Students Find Helpful in Improving Their Writing 
 

Type of Comments Rank 

 High Moderate Low 

 f % f % f % 
Telegraphic (e.g. vf, t, sp, ew, 
etc.) 
 

10 7 37 26 94 67 

Conversational (e.g., Why do 
you like it?) 
 

37 26 74 53 30 21 

Both telegraphic and 
conversational   

96 68 32 23 13 9 
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While the figures in Table 3 indicate that majority of the UST 
students find telegraphic and conversational comments most helpful 
in improving their writing, the DLSU students (Canilao, 2004) find 
conversational comments most useful in improving their written 
work.  This slight difference may be explained by the fact that UST 
and DLSU students have diverse textual issues, such as rhetorical and 
cultural preferences for organizing information and structuring 
arguments, knowledge of appropriate genres, and distinct cultural 
and instructional socialization.  Most students from De La Salle 
University come from rich and prominent families, whose first 
language is English making them more articulate and responsive to 
conversational comments.  However, a good number of students from 
the University of Santo Tomas also find conversational comments 
helpful on a moderate level.  This finding corroborates previous 
studies.  Dunn et al., (1989) and Hyland (1990) contend that teachers 
should not just tell students what to do, instead provide a platform 
from which students themselves can reassess and redraft their work.  
Such long comments, almost conversational in nature would respond 
more to the students themselves and not just to their writing. 

 
Problem 4: What type of comments do students prefer to receive 

from their teachers? 
 

Table 4 
Suggested Types of Commenting  
 

Type of Comments Rank 

 High Moderate Low 

 f % f % f % 

Telegraphic 7 5 37 26 97 69 

Conversational 38 27 72 51 31 22 

Both telegraphic and 
conversational  

100 71 29 21 12 8 
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The figures presented in Table 4 are congruent with those 
shown in Table 3.  The comments that the students found helpful are 
the ones that they want their teachers to use most of the time.  Thus, 
the most useful and highly preferred types of comments are first, a 
combination of both telegraphic and conversational comments and 
second, conversational comments. 

 
Problem 5: In what areas do students prefer to receive feedback? 
 
Table 5 
Areas the Students Prefer to Receive Feedback from Their Teachers  
  

Areas of Feedback Rank 

 High Moderate Low 

 f % f % f % 

Vocabulary 13 9 30 21 98 70 

Language use/grammar 26 18 89 64 26 18 

Content/Organization           104 74 22 16 15 11 

 
These figures in Table 5 reveal that majority of the students 

prefer feedback from their writing teachers in the area of 
content/organization. This finding echoes previous studies:  Connors 
and Lunsford (1993) case study on content analysis claim that in 
addition to comments on grammar and mechanics, the ideas of the 
writer are the necessary components to a good essay; Cohen and 
Cavalcanti (1990) aver that students want to have some kind of 
feedback pertaining to the content of their writing while Sommers 
(1982) believe that teachers should not comment with the intention of 
fixing a student’s writing, but rather with the goal of helping  the 
student clarify  his own ideas and convey these ideas in a coherent 
manner. 
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Problem 5: What form of feedback do students prefer on their 
paper? 
 
Table 6 
Forms of Feedback the Students Prefer on Their Papers 
 

Forms  of Feedback Rank 

 High Moderate Low 

 f % f % f % 

Questions 11 8 32 23 98 69 

Suggestions  73 52 56 40 12 8 

Corrections:     Indirect 
                         

7 5 10 7 3 2 

                        Direct  50 35 49 35 22 16 

 
The figures shown in Table 6 indicate that a number of 

students prefer feedback in the form of suggestions.  This finding is a 
solid evidence of Straub’s (1997) research which shows that students 
need direction in their writing, but only take heed of the teacher’s 
suggestions if they are worded as just that – suggestions and not 
commands.  Research sheds light on what “good” or “well-designed” 
advice may be and teachers should understand what “good advice” 
entails when commenting on student papers.  When advice is worded 
in an “appealing” way and is thorough, students acknowledge that 
“feedback and revision are valuable pedagogical tools” and that the 
improvement   of their drafts is a result of these tools (Ferris, 1997, p. 
316).   

Others prefer it in the form of direct corrections.  This finding 
still confirms Straub’s (1997) research which shows that students 
prefer teacher comments be explicitly expressed.  Students do not 
want to question what the teacher is actually saying and therefore, 
clarity in commenting is preferred.  It has been demonstrated through 
various studies that students do not find “traditional teacher 
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responses” (p. 94) such as editing symbols, abbreviations, cryptic 
marks and comments (“frag,”  “not clear,” “tighten”) helpful  in their 
writing.  Students want comments to be clear and specific.  Clarity 
and specificity are more important to students, as was the impression 
that the comments were offered as help and not as directions. 

 
Discussion 

 
 The results of the survey of the students’ reaction to teachers’ 
written feedback have several implications on the teaching of English 
101b and English 102 in the Department of Languages of the 
University of Santo Tomas.  First, students find teachers’ written 
feedback beneficial.  They read teachers’ comments because they 
want to develop their writing skills by getting feedback on their 
strengths and weaknesses as writers.  Clearly, such desire is of utmost 
importance to a teacher of English as a second language for it is only 
through this realization that students can achieve greater confidence 
in improving their writing abilities. 

Students who are motivated to write pay attention to teacher’s 
feedback; for students who are not motivated ignore written 
comments but nonetheless are still concerned about grades.  Such 
concern has implications on how teachers can enhance student 
interest in writing skills development.  One effective method is to 
shift the emphasis in the classroom and on the returned papers from 
teacher comments to student comments on their own writing and 
learning.  By asking them to examine their feelings and thoughts 
about themselves as writers and the effects of comments on their 
written work, students can better understand the process of revision 
and the purpose of their writing.  Also, students can come to regard 
their written output as something within their control and for which 
they are responsible.  Comments that provide strategies for 
improving future drafts, rather than justifying grades, will allow 
students to set goals for themselves and can make learning efficient. 
 Second, students believe that praise comments help them 
improve their writing skills and abilities.  English teachers need to 
identify strengths in student’s writing.  Since praise encourages 
students to overcome writing apprehension and offers “the 
psychology of positive reinforcement” (Daiker, 1989), students 
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develop a more positive attitude about their writing.  Also, praising 
student writing will make the students realize that they are doing 
things well.  However, students deserve to know why they have 
earned such praise remarks.  A simple “good” may please the 
student, but the reason for the “good” can teach something. 
 A third implication that can be deduced from this study is that 
students find a combination of telegraphic and conversational 
comments the most helpful type for them.  This finding confirms 
what most composition experts assert about the value of written 
feedback – that it is a way for the students to view writing as a means 
of learning (Flower & Hayes, 1981; Frodesan & Holton, 2003). 
 Although UST students have expressed their preference for 
telegraphic comments, teachers should direct them away from the 
traditional practice of commenting.  They should be taught that 
rewriting and revision are integral to writing, and that editing is an 
ongoing, multi-level process, not merely a hasty check for correct 
grammar.  Instead of keeping an ideal standard, teachers may adopt a 
flexible standard that takes into account student level and ability.  
Feedback on writing would also be more meaningful if it can also 
blend with the oral.  Such will stimulate the students’ minds to 
reconstruct their thoughts and ideas. 

The result of this survey also shows that students want to 
receive teacher comments on content rather than on form.  This 
finding supports previous researches that students will improve their 
written performance if teachers shift their concern for errors on the 
written product to concern for the evaluation of ideas in their texts 
(Flower & Hayes, 1981).  If writing teachers aim at really giving 
effective feedback, they must go beyond the traditional emphasis on 
the correction of grammar, sentence development, spelling, 
punctuation marks and other concerns of form.  The response that a 
teacher gives to written compositions must encourage the students to 
find new ways of elaborating their thoughts.  Such feedback will 
provide the student writers with a direction on how to revise their 
work to deepen their meaning. 

Lastly, this survey discloses that students prefer suggestions 
on their written work. “Giving an assignment involves more than 
selecting a topic for the students to write on. It means giving 
suggestions as to how to go about writing it” (Raimes, 1985, p. 243). 
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Writing teachers should be reminded that it is a mark of intellectual 
respect for the students and the paper to refrain from giving arbitrary 
comments on its content or substance.  Teachers should write their 
comments in such a way as to avoid imposing their own visions or 
purposes on the written composition.  Instead, the focus should be on 
guiding the students’ ideas and allowing them to make modifications 
with confidence and competence. 
 

Conclusion 
 

 With the new concepts in teaching composition emerging, new 
attitudes of teacher response to student writing have been generated.  
No doubt, one of the most important criteria in ensuring effective 
writing among students is the quality of feedback given to them.  
Writing teachers need to revisit their commenting behavior and 
respond to the students’ insights, attitudes, and preferences on how 
they can be helped.  Feedback should be used as tool to develop 
students’ writing skills.  Making comments should be part of the 
teaching and learning process, not something for learning to fight 
against.  It is very important to note that different situations and 
certain kinds of students call for distinctive types of feedback. 

Creating different types of opportunities for students to 
respond to teachers’ feedback on different types of writing tasks may 
help students become more actively engaged in their writing and 
change their perceptions of their role in the writing process.  With the 
appropriate structure and modeling, multiple draft assignments 
along with the invitation to students to respond to teacher feedback 
can help students gain control over their writing and become more 
conscious of the choices they make in their writing.   

Students writing in a second language environment are also 
faced with social and cognitive challenges related to second language 
acquisition. L1 models of writing instruction and research on 
composing processes have been the theoretical basis for using the 
process approach in L2 writing pedagogy. However, language 
proficiency and competence underlies the ability to write in the L2 in 
a fundamental way. Therefore, L2 writing teachers should take into 
account both strategy development and language skill development 
when working with students.  Focus on the writing process as a 
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pedagogical tool is only appropriate for second language learners if 
attention is given to linguistic development, and if learners are able to 
get sufficient and effective feedback from their teachers.  

 By asking students to respond to teachers’ comments and by 
the teachers listening to students’ responses, a more meaningful 
second language teaching and learning may be expected. 
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Appendix 
Questionnaire on Teachers’ Written Feedback 

 
I. Check the best answer for you: 

Always  Sometimes Hardly      Never      

A. Teachers comments help me 
understand how to improve 
writing.     ___ ___  ___ ___ 

 
B. It helps me improve my writing 

when the teacher praises what 
I wrote on my paper.   ___ ___ ___    ___ 

 
C. It helps me improve my writing 

when the teacher points out  
only the errors in the paper.  ___ ___ ___   ___ 

  
II. Rank each item according to your level of priority: 

 
High  1 
Moderate 2 
Low  3 

 
A. I read the teacher’s comments because 

 
1. I am expected to       ___ 
2. I want a justification of my grade     ___ 
3.  I want to know my strong and 
 weak points in writing      ___ 
  
1. The type of comments I find helpful are telegraphic comments  ___ 

e.g., sp (spelling) agr (agreement) t (tense) 
frag (fragment) vf (verb form) pro (pronoun) 
 

2. conversational comments      ___ 
e.g. Tell me more about the distressing 
experience   

    
What would happen if you move sentences   
2  and 3 to paragraph 3?   

 
3. both telegraphic and conversational comments   ___ 

 
B. My suggestion to improve teacher commenting is 

1.   Use telegraphic comments     ___ 
2.   Use conversational comments     ___ 
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3.   Use both conversational and telegraphic 
 comments        ___ 
 

C. In which of the following areas would you like to receive feedback from your 
writing teacher? 
1.   Vocabulary      ___ 
2.   Language use/grammar     ___ 
3.   Content/Organization     ___ 

 
D. How do you prefer the feedback on your paper? 
  

1. In the form of 
a. Questions      ___ 
b.   Suggestions      ___ 
c.   Corrections      ___ 
 
      1)   Indirect      ___ 

 
(indicating only the location of a 
error) e.g., His father is an   imminent 
governor in our province. 
 

2)   Direct     ___ 
 
    (indicating not only the location of a 
 error, but also provide the correct  

                   answer) e.g., His  father is an   imminent  
 governor in our province 
 

2.   Please give the reason for your preference. 

______________________________________________________________
______________________________________________________________
______________________________________________________________
______________________________________________________________ 
 
 
 
 
 
 
 
 

eminent   
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Abstract 

One of the main concerns of reading education is to develop 
appropriate pedagogies that will suit the needs and promote abilities 
of second language learners today. Instead of promoting traditional 
approaches, reading should be taught in a more interactive and 
communicative manner. In this light, this study sought to test the 
effectiveness of a content-based interactive reading pedagogy to 
enable first year engineering students develop significant levels of 
reading comprehension of science texts and develop compensatory 
strategies to help in improving their attitude and motivation towards 
reading. The quasi-experimental approach was used in the study. The 
reading comprehension test results of the experimental group were 
tested against the scores of the 40 students in the control group who 
underwent treatment using the traditional approach to reading. In 
addition, a researcher-designed reading attitudinal survey was 
administered to both groups to describe the students‟ reading 
orientation and attitude towards the use of compensatory strategies 
in reading. The reading attitudinal survey revealed that the 
experimental group gave a more positive response in using 
compensatory strategies while reading. The results of the paired 
sample t-test or hypothesis testing revealed that there is no significant 
difference between the pre-test and post test scores of the control 
group. On the other hand, there is a significant difference between the 
pre-test and post test scores of the experimental group, which means 
that the interactive pedagogy was effective in developing the 
experimental group‟s reading comprehension of content-based 
materials.  

Key words: Interactive Approach to Reading, compensatory 
strategies, attitude and motivation towards reading, content-based 
materials, reading orientation  
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Introduction 

One of the determinants to be able to survive in the society and 
the globalized world is for one to be able to know how to read. 
Almost all information in the globe today can be acquired from 
printed materials. According to Wallace (1992), reading is a tool for 
survival, a medium for social interaction, and a means to access 
general knowledge of the world. Hence, it is understandable that a 
primary concern of educators today is to train students to become 
better readers and language users to be able to survive in the industry 
and in the society as well.  

 To address concerns in reading education, it is important to 
review the existing practices of reading instruction in the country. 
The behaviorist psychologists believe that learning takes place 
through stimulus, response and reinforcement (May, 1996). When 
applied to reading, it is believed that graphic representations like 
letters and words in a text are considered as stimuli used by the 
students to create response. Hence, reading in the past decades was 
considered as a process of recognizing letters to form words and 
words to form sentences. In turn, this process is considered to guide 
students in comprehension (Donaldson & Reid, 1985). However, since 
the introduction of the Psycholinguistic Theory by Goodman (1975), 
the reading process has been taken into a different light.  

The Psycholinguistic Theory purports that successful 
comprehension is not based on the number of words recognized in a 
text, but is based on the implementation of effective reading 
strategies. Reading is a selective process in which a reader only 
chooses to use the most important graphic cues to assist him/her in 
comprehending. Thus, the reader is considered as an active 
participant in meaning-getting process in contrary to the behaviorist 
view that readers are just passive identifiers of letters and words. The 
reading process is, therefore, universal and applies to all languages. 
But though this has been considered a general reading theory, 
reading in the second language still has to be viewed differently from 
reading in the first language.  

In 1979, Coady introduced a revolutionary view of the reading 
process through his Basic Psycholinguistic Modes of ESL Reading 
where he recognizes the important role of the second language reader 
in the creation of meaning, and not just the meaning that resides in 
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the text. In his model, he emphasizes the importance of three 
components: processing strategies (include linguistic ability), 
conceptual abilities (general intellectual capacity), and background 
knowledge. The third component is better explained by the Schema 
Theory.   

Schema Theory emphasizes the importance of background 
knowledge or previously acquired knowledge of the reader in the 
process of comprehension. According to Coady (1979), a text can only 
provide clues and directions, but the construction of meaning is done 
by the readers according to their own past experiences and 
knowledge. In second language reading, background knowledge is 
the factor that makes L1 readers different from L2 readers, since the 
prior experiences that affect readers‟ interpretation vary according to 
culture.  

Since the recognition of schema as an integral contributor in 
the reading comprehension, researchers suggest that activating and 
using prior knowledge can help compensate for language difficulties 
of L2 readers (Devine, 1984; Hudson, 1982). However, it should also 
be noted that L2 readers are still susceptible to comprehension 
breakdown due to lack of appropriate background knowledge about 
the topic of the text.  Carell (1988) suggests that while readers can 
freely use their schema in reading comprehension, their interpretation 
should not deviate from the intended meaning of the text. Moreover, 
researchers also believe that linguistic proficiency of L2 readers is still 
necessary (Cummins, 2003; Pulido, 2001; Lee, 1998; Cohen et al., 1988 
& Eskey, 1988).  

Hence, reading is now better viewed as a combination of 
bottom-up and top-down processing, which starts from the reader to 
the text.  The Interactive Approach to Reading provides that a reader 
has a variety of knowledge sources he can use in the process 
(Rumelhart, 1977). In effect, if a reader has difficulty processing a text 
because of lack of linguistic skills, it can be compensated by 
background knowledge about the content and vice versa (Stanovich, 
1980).   

Eskey and Grabe (1988) argue that both bottom-up processing 
and top-down processing have important implications to the 
interactive approach to reading. Since second language (L2) readers 
are susceptible to both language and content problems of a text, there 
is a need for classroom instruction to include both bottom-up and 
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top-down processes of reading to assist students in the 
comprehension process.  

This study therefore examines how the Interactive Approach to 
Reading can help improve reading instruction in higher education. 
The proficiency of students in reading does not only give them a tool 
to survive in the industry in the future, but it also serves as a means 
for them to acquire knowledge in the content areas. According to 
Hernandez (2003), “The ability of English language learners to 
succeed in the content learning has to do with how well they can infer 
meaning, draw conclusion, learn terminology, analyze problems, and 
synthesize information from various sources” (p. 126). Therefore, it is 
an important question whether these skills can be addressed by an 
Interactive Approach to Reading.  

Furthermore, it is also a present need to test the effectiveness of 
the Interactive Approach in reading content-based materials. This is 
especially important since the expository nature of content texts and 
their complex vocabulary and structure pose more comprehension 
problems among second language readers. In the tertiary level 
especially in specialized courses in Science and Technology, it is not 
only important for students to learn how to read, but it is also of 
utmost importance that they read to learn. Content-based materials 
are keys to their mastery of the content of their fields. Proper 
understanding of these materials can therefore assist them in 
attaining this mastery.  

The present study investigated the effectiveness of Interactive 
Reading Pedagogy to the reading comprehension of selected 
freshmen engineering students to content-based texts. In addition, it 
also sought to determine the effectiveness of the approach to the 
development of reading motivation among the students. With these 
objectives, this study further contributes to the development of 
reading comprehension performance of the students specializing in 
the field of engineering, since their reading prowess will not only 
contribute to their language proficiency, but also to their achievement 
in the content areas. 

Specifically, the study sought to answer the following: 
1. Is there a significant difference in the reading comprehension 
test scores of the subjects  

1.1 who did not undergo training on the interactive approach 
to content-based materials? 
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1.2 who received training on the interactive approach to 
reading content-based materials? 

2. Does the interactive reading pedagogy enable the students to 
develop compensatory reading strategies in coping with content-
based materials? 
3. Is the motivation to reading content-based materials of the 
subjects promoted by an interactive reading instruction? 
 

Method 
Participants 

This quasi-experimental study involved 80 first year 
engineering students who were placed in two groups in the 
experiment. The total number of 80 subjects comfortably met the 
required statistics for the quasi-experimental nature of the study. 
There were 40 subjects in the experimental group and 40 subjects in 
the control group. The participants obtained above average, average 
and below average scores in the University Entrance Examination in 
English. Their high school grade ranged from 80 to 90. Also, all the 
subjects considered English as their second language.  

Instruments 

A 55-point researcher-designed reading comprehension test 
with content area texts in science was constructed. The test included a 
multiple-choice test and a short-answer test. Part I includes the three 
types of multiple-choice comprehension questions by Johnson (cited 
in Alderson, 2000): textually explicit questions which question and 
answer are both found in the same sentence of the text, textually 
implicit questions which require readers to combine information 
across sentences, and script-based questions which answers cannot be 
directly found in the text and which requires readers to combine 
textual information with background knowledge. To ensure the 
reliability of the reading comprehension test, it was pilot-tested using 
two other regular first-year engineering classes from the same 
University which did not officially participate in the study.  

In addition to the reading comprehension test, a researcher-
designed attitudinal survey form was also administered after the 
treatment period. It aimed to provide insights into the subjects‟ 
reading orientation, use of compensatory reading strategies, and 
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motivation towards reading content-based materials. Simple ranking 
method or scale method was used to analyze the results. The survey 
was given to both experimental and control groups as data source of 
retrospection necessary in validating the t-test reading 
comprehension results. 

 
Procedure 

 The Interactive Approach to reading was introduced to the 
students in the experimental group to address both language and 
content problems to reading technical and content-based materials. 
According to Wallace (1992), effective reading involves access to 
content and culture which can be achieved through the use of the 
following reading stages: pre-reading tasks, while reading tasks, and 
post reading tasks. Therefore, the lessons conducted during the 
treatment period for the experimental group included the three 
stages.    
 The treatment for the control group was the Traditional 
Approach or Bottom-up Approach to Reading. Unlike the 
experimental group, the students in the control group did not use 
purely content-based reading materials. Instead, they used their 
English course book which partially included content-based texts.  
 The treatment period of three months was observed within one 
college semester. Thirteen interactive lessons, reading activities, and 
quizzes were given to the experimental group while traditional 
lessons and activities were given to the control group. 
 The administration of the tests and handling of classes were 
done by two female college instructors for the experimental and 
control groups. Both were oriented regarding the objectives of the 
research, and the two reading approaches vital to the study, the 
Interactive Approach to reading, and the traditional method. Both 
instructors had formal training on reading education and second 
language teaching in their graduate studies. The researcher ensured 
that they were comparable in abilities and professional training as 
well as experience. Interviews with the two instructors were also 
conducted during and after the experiment to gather their insights 
and feedback on the effectiveness of the treatment designed for the 
participants. 
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Results and Discussion 
 

1. Is there a significant difference in the reading comprehension test 
scores of the subjects in the control group who did not undergo 
training on the interactive approach to content-based materials?  
 

Table 1 shows the control group‟s pre-test and post test difference.  
 
Table 1 
Control Group Pre-Test and Post Test Difference 
Student Post test Pre Test Diff Student Post test Pre Test Diff 

1 18 32 14 21 25 24 -1 

2 18 28 10 22 21 20 -1 

3 22 32 10 23 33 32 -1 

4 21 29 8 24 30 29 -1 

5 24 30 6 25 32 31 -1 

6 19 24 5 26 25 24 -1 

7 23 28 5 27 27 26 -1 

8 29 31 2 28 30 28 -2 

9 24 26 2 29 33 31 -2 

10 33 35 2 30 29 26 -3 

11 30 31 1 31 33 30 -3 

12 32 33 1 32 25 22 -3 

13 21 22 1 33 24 21 -3 

14 30 30 0 34 30 26 -4 

15 25 25 0 35 23 18 -5 

16 26 26 0 36 29 24 -5 

17 24 24 0 37 24 18 -6 

18 29 29 0 38 32 25 -7 

19 29 29 0 39 31 24 -7 

20 33 33 0 40 33 25 -8 

 
As can be seen in Table 1, only 13 out of 40 students or 32.5% 

in the control group increased their scores from pre-test to post test, 
the highest increase range being 14. Furthermore, there are a number 
of students who did not have any significant difference in their pre-
test and post-test scores. For instance, there are seven students who 
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have 0 differences and more students with a difference of only 1, 2 or 
-1, -2. Further, 20 obtained lower scores in the post test with -8 being 
the highest difference.  

The computed mean or difference in the control group was .05, 
while the computed standard deviation of the differences is 4.73909. The 
standard deviation of the mean (Sx) is .749316 and the control group 
obtained a t-value of .066728 which signifies that there is no significant 

improvement in their scores. It can be deduced from the statistical results 
that the traditional approach did not have significant effects on the 
reading comprehension of the control group when it comes to 
content-based science texts.  
 
2. Is there a significant difference in the reading comprehension test 

scores of the subjects before and after receiving training on 
interactive approach to reading content-based materials?  

The same statistical tool, paired sample t-test, was used to 
analyze the pre-test and post test results of the experimental group. 
The experimental group, unlike the control group, was not trained 
using the traditional approach to reading. Instead, their training was 
based on the principles of Interactive Approach to reading content-
based materials. The following table shows the pre-test and post test 
difference of the experimental group.  

As can be seen in Table 2, there were more students who 
improved their scores from pre-test to post test. Compared to the 
39.059% of students in the control group who increased their scores, 
the increase in the experimental group was relatively higher. Twenty-
five (62.5%) increased their test scores after the treatment in which 
three of them increased by the highest difference of 11. Only two 
students did not increase their scores at all, while more students in 
the control group obtained minimal difference or no difference at all. 
On the other end, 13 out of 40 students obtained lower scores in the 
post test.   
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Table 2  
Experimental group Pre Test and Post Test Difference 
 
Student Post 

test 
Pre Test Difference Student Post 

test 
Pre Test Difference 

1 30 19 11 21 26 24 2 

2 27 16 11 22 25 23 2 

3 25 14 11 23 19 17 2 

4 37 27 10 24 31 30 1 

5 26 17 9 25 21 20 1 

6 31 23 8 26 24 24 0 

7 35 28 7 27 23 23 0 

8 33 26 7 28 32 33 -1 

9 25 18 7 29 33 35 -2 

10 35 29 6 30 31 33 -2 

11 35 29 6 31 22 24 -2 

12 34 28 6 32 20 22 -2 

13 33 28 5 33 30 33 -3 

14 31 26 5 34 22 25 -3 

15 30 25 5 35 19 22 -3 

16 31 27 4 36 22 26 -4 

17 25 21 4 37 19 23 -4 

18 20 16 4 38 24 29 -5 

19 23 20 3 39 23 28 -5 

20 28 26 2 40 25 31 -6 

 
The mean (d) of difference or average of all the scores is 2.425 

while the computed standard deviation of the difference is 4.908849. 
The computed  sx is .776157. Since the t-value for the experimental 
group is 3.124367, it shows that there is a significant difference 
between the pre-test and post test scores and that the post test scores 
are significantly higher than the pre-test scores. This means that the 
reading comprehension significantly improved after the treatment 
period as revealed by their mean gain score. Hence, it can be said that 
the interactive reading pedagogy was effective in improving the 
experimental group‟s performance in reading content materials in 
science.  
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3. Does the interactive reading pedagogy enable the students to 
develop compensatory reading strategies in coping with content-
based materials?  

Control Group Reading Orientation  

Table 3 shows the summary of the reading orientation of the 
control group. Questions #2 and #4 in the table determine if the 
reader is word-oriented. A word-oriented reader gives much 
attention to vocabulary recognition and reading all words in the text. 
In question #2, students mostly answered „agree‟ (35%) when asked if 
they believe that they need to read all words in a text to understand 
it. However, the percentage of those who answered „disagree‟ closely 
follows at 33%. Furthermore, when asked if they give particular focus 
on vocabulary to understand the text (question #4), most of them still 
agreed (65%).  

Table 3   
Control Group Reading Orientation Survey 

 RANKING SCALE 

QUESTIONS 1 % 2 % 3 % 4 % 

1. When I read, I usually skip 
unimportant words and only focus 
on the more important details of the 
text. 

2 5% 9 23% 18 45% 11 28% 

2. When I read an article, I make sure 
that I read all the words because I 
believe that to be able to understand 
a text one should understand all the 
words in it. 

1 3% 13 33% 14 35% 12 30% 

3. I can understand a text more when I 
read aloud rather than when I read 
silently. 

10 25% 20 50% 6 15% 4 10% 

4. I give particular focus on unfamiliar 
vocabulary in the text to be able to 
understand the topic more 

0 0% 7 18% 26 65% 7 18% 

5. I can always understand a text even 
if I don‟t know the meaning to some 
unfamiliar words. 

2 5% 20 50% 14 35% 2 5% 
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Question #3 aimed to determine if the reader is sound-
oriented. Sound-oriented readers are those who give particular 
importance to sounds of letters and pronunciation of words in a text. 
Most of the students (50%) disagreed while 25% the strongly 
disagreed. This means that students in the control group were not 
very much open to sound-oriented reading.  

Finally, questions #1 and #5 focused on meaning-oriented 
reading which gives more emphasis on the meaning of the text. In 
question #1, most students (45%) answered „agree‟ when asked if 
they usually skip unimportant words. However, when asked if they 
can always understand a text even if they do not know the meaning 
of some words (question #5), most of them (50%) answered 
„disagree‟. This may mean that while the students do not give 
attention to less important words in the text, they exert more effort 
understanding the more important ones.  

In sum, the answers of the control group to the reading 
orientation survey reveal that word-oriented reading is most 
acceptable to them. This was shown by the importance they give to 
vocabulary processing as a means to comprehension. This attitude 
may be attributed to the Traditional Approach in Reading in which 
students are trained to give importance only to vocabulary building 
and syntax.  

 
Experimental Group Reading Orientation 

 Table 4 provides the results of the reading orientation survey 
conducted after the treatment period. In questions #2 and #4, the 
survey determined if the reader is word-oriented. Students mostly 
answered „agree‟ (48%) when asked if they believe that they need to 
read all words in a text to understand it, and when asked if they give 
particular focus on vocabulary to understand the text, most of them 
(43%) answered „agree‟.  
 Question #3 focused on determining sound-oriented students. 
When asked if they understand more when they read aloud, 38% of 
the respondents answered „disagree‟, while 18% strongly disagreed. 
Further, 30% agreed while 18% strongly agreed. The results show an 
equal number of students who responded positively and negatively. 
This difference in opinion may be attributed to students‟ use of 
compensatory reading strategies. When faced with difficult reading 
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situations, an active reader resorts to different strategies and chooses 
which one is effective for a particular reading situation.  
 
Table 4 
Experimental Group Reading Orientation Survey 
 
 RANKING SCALE 

QUESTIONS 1 % 2 % 3 % 4 % 

1. When I read, I usually skip 
unimportant words and only 
focus on the more important 
details of the text. 
 

1 3% 10 25% 21 53% 8 20% 

2. When I read an article, I make 
sure that I read all the words 
because I believe that to be able 
to understand a text one should 
understand all the words in it. 

0 0% 15 38% 19 48% 6 15% 

3. I can understand a text more 
when I read aloud rather than 
when I read silently. 
 

6 15% 15 30% 12 30% 7 18% 

4. I give particular focus on 
unfamiliar vocabulary in the text 
to be able to understand the 
topic more 

0 0% 11 28% 17 43% 12 30% 

5. I can always understand a text 
even if I don‟t know the meaning 
to some unfamiliar words. 

3 8% 12 30% 25 65% 0 0% 

  
 Finally, questions #1 and #5 determined meaning-oriented 
readers. According to Devine (1998), unlike the first two reading 
orientations in which readers focus more on the text, meaning-
oriented readers focus more on background knowledge. In question 
#1, most students (53%) answered „agree‟ signifying that they do not 
have to read all words and that they can skip words in a text and still 
understand them. A positive answer to the first question negates 
word-centered orientations and accepts meaning-oriented one. When 
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asked if they can still understand the text even if they are unfamiliar 
with some words, most students (65%) answered „agree‟.  

The responses of the experimental group to the post survey 
suggest that most students, after undergoing an interactive approach 
to reading, accept meaning-oriented reading and have positive 
response to sound-oriented reading. In addition, the survey shows 
that they also have positive attitude towards word-oriented reading. 
This attitude may be attributed to their openness in using varied 
reading strategies after the interactive reading lessons where 
compensatory reading strategies were taught. 

Reading orientations provide readers ideas on how they 
execute the reading process. It guides them as to what reading 
strategies to use as dictated by the principle of the reading model 
(Devine, 1998). The students‟ preference of a reading model or 
orientation may be attributed to the reading approach they were 
exposed to. The control group was more open to word-oriented 
reading since the Bottom-Up Approach instruction given them 
emphasized the importance of vocabulary recognition and 
grammatical knowledge, while the experimental group found 
meaning-oriented reading more acceptable because of the emphasis 
of the Interactive Approach on the role of both the reader and the text 
as important meaning contributors in the process of reading (Carell, 
1988).  

 
Control Group Use of Compensatory Strategies 

Table 5 summarizes the responses of the control group with 
regard to their use of compensatory strategies while reading. In 
question #1, they were asked if they apply pre-reading strategies like 
looking at the title and illustrations. Most of the students (53%) 
answered „agree‟, while 10 (23%) answered „strongly agree‟. Like 
question 1, question #3 aimed to describe students‟ use of pre-reading 
techniques. When asked if they make predictions as to what the text is 
about after previewing, 73% answered that they „agree‟, while only 
9% „strongly agreed‟. Responses to questions #1 and #2 reveal that 
the students have been using pre-reading strategies.  
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Table 5  
Control Group Use of Compensatory Strategies 
 
 RANKING SCALE 

QUESTIONS 1 % 2 % 3 % 4 % 

1. Before reading a text, I usually 
preview it first by looking at the 
title, illustration and other parts 
that would give me an idea on what 
the text is about. 

0 0% 9 23% 21 53% 10 25% 

2. While reading, I constantly ask 
myself questions on the things I 
read about.  

0 0% 5 13% 24 60% 11 28% 

3. After reading the title or the first 
few parts of a text, I usually make 
predictions of what the text is really 
about. 

0 0% 5 13% 29 73% 4 10% 

4. I always find connection between 
the information I find in a text to 
the knowledge I have already 
learned in the past, or situations I 
have observed in my surroundings. 

0 0% 3 8% 26 65% 9 23% 

5. While reading, I usually find 
myself sometimes agreeing and 
sometimes disagreeing with the 
author/writer. 

0 0% 1 3% 24 60% 13 33% 

 
Questions #2 and #5 focused on determining students‟ use of 

while reading strategies. When asked if they constantly ask 
themselves questions, 60% answered „agree‟, while 28% „strongly 
agreed‟. Meanwhile, when asked if they find themselves agreeing or 
disagreeing with the author (question #5), 60% answered „agree‟, 
while 33% also responded „strongly agree‟. Only one respondent (3%) 
claimed that he/she does not use the said strategy while reading. 
Lastly, question #4 sought to find out if the subjects related currently 
retrieved information to those they have acquired before. The data 
reveal that 65% agree in using this strategy. The students‟ positive 
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response to the use of compensatory strategies in reading reveals that 
these strategies are not foreign to them, and that they have been using 
them in their reading activities.  

Experimental Group Use of Compensatory Strategies 

The following table summarizes the experimental group‟s use 
of compensatory strategies after the treatment period. As can be seen, 
a majority (65%) agreed that they use „previewing the text‟ as a 
strategy. When asked if they constantly question themselves while 
reading, 60% agreed while 18% strongly agreed. Based on the 
responses for both groups, the experimental group finds previewing 
the text more acceptable probably because of direct training they 
received on this type of strategy. However, when asked if the 
students constantly ask themselves questions, the control group gave 
a slightly higher positive response having more „strongly agree‟ 
answers. This may be caused by the variety of questions that students 
may ask during the reading process. Since the reading orientation 
survey revealed that the control group pays much attention to 
vocabulary processing, the range of questions they may ask when 
reading a particular text may not only be questions regarding content, 
but also questions on vocabulary meaning.  

When asked if they make predictions while reading (question 
#3), a more positive response was given by the subjects. Most of them 
(68%) responded „agreed‟, while 23% „strongly agreed‟. Although the 
control group had more „agree‟ responses, the „strongly agree‟ 
responses in the experimental group is more noteworthy. The high 
percentage of those who answered „strongly agree‟ suggests a more 
positive attitude.  
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Table 6  
Experimental Group Use of Compensatory Strategies 
 

 RANKING SCALE 

QUESTIONS 1 % 2 % 3 % 4 % 

1. Before reading a text, I usually 
preview it first by looking at the 
title, illustration and other parts that 
would give me an idea on what the 
text is about. 

0 0% 4 10% 26 65% 10 25% 

2. While reading, I constantly ask 
myself questions on the things I read 
about.  

0 0% 9 23% 24 60% 7 18% 

3. After reading the title or the first 
few parts of a text, I usually make 
predictions of what the text is really 
about. 

0 0% 4 10% 27 68% 9 23% 

4. I always find connection between 
the information I find in a text to the 
knowledge I have already learned in 
the past, or situations I have 
observed in my surroundings. 

0 0% 4 10% 21 53% 15 38% 

5. While reading, I usually find 
myself sometimes agreeing and 
sometimes disagreeing with the 
author/writer. 

1 3% 4 10% 24 60% 11 28% 

 
When the subjects were asked if they connect previously 

acquired information to recently acquired information (question #4), 
most of the students gave a positive response. In addition, the 
percentage of those who answered „strongly agree‟ in the 
experimental group (38%) is relatively higher than of the control 
group (20%). Among the five questions, question #4 displays the 
most positive response which means that the Interactive Approach 
successfully trained students in using top-down processing skills and 
critical reading skills.  
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Lastly, when asked if they usually find themselves agreeing or 
disagreeing with the author, most of them still gave positive 
responses, but there are more „strongly agree‟ answers for the control 
group. This may be attributed to the fact that the experimental group 
has been exposed more to science texts which are more factual and 
logical than opinionated. 

The experimental group‟s positive response to the use of 
compensatory strategies in reading reveals that they use varied 
reading strategies in the different stages of the reading process. 
Though the control group was also able to display a positive attitude, 
overall the experimental group showed a more positive use of the 
strategies. Again, this may be attributed to the emphasis of the 
Interactive Approach on exposing students to varied reading 
compensatory strategies that can help them overcome reading 
difficulties in all levels. However, aside from the strategies asked in 
the survey, more compensatory strategies were included in the 
reading lessons.  

Effective readers select from a variety of strategies according to 
the nature of the text, the purpose for reading, and the context of the 
situation to arrive at comprehension (Wallace, 1992). In addition, 
wide knowledge on varied reading strategies help students know 
what to use in order to compensate for a reading difficulty whether in 
structure or content. This students‟ awareness of reading difficulties 
and their ability to overcome them pertains to their metacognitive 
awareness which is also developed by the Interactive Approach. 
According to Alderson (2000), metacognitive skills also contribute to 
effective reading. Hence, the experimental group‟s reading 
comprehension improvement may be attributed to the compensatory 
reading strategies and metacognitive skills acquired through the 
Interactive Approach to reading as treatment. 

 
4. Is the motivation to reading content-based materials of the 

subjects promoted by an interactive approach to reading 
instruction? 

 
The final part of the results discusses if the experimental 

group‟s motivation towards content-based texts increased after the 
treatment period. The data were gathered through a 
reflection/assessment journal activity. In this journal writing activity, 



75 

Philippine ESL Journal, Vol. 5, July 2010 

 

© 2010 Time Taylor International ISSN 1718-2298 
 

the subjects in the experimental group were given a chance to express 
their opinions regarding the interactive approach to content-based 
materials. They were asked questions that required them to answer 
freely and to further support the responses they gave in the survey 
and their performance in the reading tests.  

When they were asked how they found the reading lessons 
and classroom and individual activities given to them, their answers 
can be summarized into three main points: first, that the reading 
lessons and activities were informative and helped them gain 
knowledge; second, that the lessons and activities were manageable, 
fun and interesting; and third, that the lessons and activities helped 
them improve their skills in reading.  

Here are some of the specific answers the respondents gave: 
(Other responses which share similar thoughts and ideas are not 
repeated.) 

 Informative/Helped gain knowledge 

(1) …texts and reading lessons are quite long but they bring 
new knowledge 

(2) …informing (informative) to the subject and (improves) 
general knowledge. 

(3) … enhanced my knowledge. 
(4) I learned new ideas from it (text) 
(5) … It is also information giving texts which gives new ideas 

and knowledge about different things.  
(6) … texts are science-based so we are assured that those are 

factual information.  
(7) I think the lessons given us not only provide us better 

understanding of the subject matter but also enhance our 
skills in reading.  

(8) I found it (activities) useful because it tested my knowledge 
about the topic… 

(9) The teacher would give us activities which can help us 
encounter problems regarding texts and reading lessons 
that can help us correct simple mistakes. 
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Manageable, Fun and Interesting 

(10) …having different texts and reading lessons is easier 
and more fun 

(11) … good and interesting science texts 
(12) … fun because most of the texts are very interesting and 

new to us.  
(13) I find it very interesting because I learned many words 

that are not familiar to me. 
(14) It was somehow fun and enjoyable like the robot and 

people comparison 
(15) They are fun… but at the same time we are learning. 
(16) Participation of class were fully enjoyable and the 

activities done were very much educational. 

Helped Improve Skills 

(17) …texts helped greatly in making us understand reading 
skills taught 

(18) …you can learn more reading skills and strategies 
(19) I think the lessons given us not only provide us better 

understanding of the subject matter but also enhance our 
skills in reading.  

(20) … cooperation and teamwork will be (was) developed. 
(21) …. Helped improve our thinking and analytic skills as 

well as comprehension in reading a text. 

The reactions of the subjects in the experimental group 
explained for their motivation to learn and gain knowledge in their 
areas of study. The interactive approach to content materials was able 
to expose them to these content-based texts and actually discuss 
science content in class. Top down processing and its emphasis on 
schema encouraged students to bring into the discussion the 
information that they acquired in the past. At the same time, the 
emphasis on bottom-up processing helped students overcome 
difficulties regarding the structure and vocabulary of science texts.  
 In addition, the subjects in the experimental group were 
trained to integrate strategies in the stages of the reading process to 
overcome reading difficulties whether due to lack of background 
knowledge of the content or lack of linguistic knowledge of the text. 
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Since a student‟s difficulty may not be another student‟s own, 
exposing them to varied reading strategies using the Interactive 
Approach opened up many  opportunities for them to repair 
comprehension breakdown. In their journal activity, the students in 
the experimental group were able to share the strategies they learned 
that helped them most. The following strategies were highlighted: 
scanning and skimming skills, better vocabulary, faster reading 
rate/speed, making predictions and hypothesis, understanding 
sentence structure, using context clues, better interpretation skills, 
and setting purpose for reading.     
 The lesson on scanning and skimming was the most notable 
for the subjects in the experimental group. The list given shows that 
the subjects learned both bottom-up skills, like improving vocabulary, 
using context clues and understanding sentence structures, and at the 
same time learned top-down skills, like making predictions and 
hypothesis and setting purpose for reading.    
 With regard to the attitude and motivation towards content 
materials, the journal writing activity showed that the subjects in the 
experimental group were motivated to read to gain knowledge in 
their area of specialization though they found science texts difficult to 
understand. Most of the subjects‟ opinions were positive, that is they 
thought that their ability to understand science texts significantly 
improved after the treatment period.  Also, most students wrote that 
they were more motivated reading science texts after the treatment 
period. Here are some of their insights gathered verbatim from the 
journal writing activities.  

(1) Before teaching the class, I am very much interested by 
Science texts. But now, I think I can understand science 
texts better.  

(2) …we are learning reading and reading comprehension, 
and at the same time, we are learning facts about 
Science.  

(3) … we learned new words and proper use of 
terms/phrases.  

(4) I improved a lot because I now know the approach I 
would make in reading these kinds of texts. 

(5) I do improved some skills or lessons that are explained 
to us helped us a lot in Science courses. It made us do 
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our note-taking easier and helped us to understand the 
texts in our book very well. 

(6) Somehow I became more interested in Science texts. 
(7) …the lessons presented different types of structures of 

text and now, I have already got some ideas in what 
reading strategies should be used.  

(8) …because of the different activities and exercise. It 
developed my reading skills or well my vocabulary.  

(9)  I think even for a little bit it helped me improve my 
reading skills and comprehension towards science texts.  

(10) I think my reading skills and comprehension 
towards science texts have improved because of the new 
skills and strategies I‟ve learned.  

 
The Interactive Approach to reading content-based materials 

enabled the students in the experimental group to develop 
appropriate motivation in reading science texts. Although it was 
found out that both groups had positive attitude towards reading 
content-based materials, the experimental group showed a higher 
motivation since they engaged in more interactive discussions and 
used more content-based texts than the control group.  

It can be deduced from the findings that the experimental 
group‟s motivation to read was caused by the opportunity to learn 
how to read and learn content at the same time. Hernandez (2003) 
explains that content-based instruction not only give students the 
opportunity to communicate in the target language, but also gives 
them the chance to communicate about the subject as well. Also, the 
experimental group‟s motivation may  be attributed to the emphasis 
of the Interactive Approach on providing opportunities for 
participation in dynamic classroom interaction, and overcoming 
reading difficulties through the use of varied reading strategies. 

 
Conclusions and Pedagogical Implications 

 
The Interactive Approach to reading content-based materials is 

effective in improving the freshmen engineering students‟ reading 
comprehension skills because of the appropriate emphasis on bottom-
up and top-down processing skills. This interaction gave the students 
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in the experimental group the opportunity to address difficulties in 
content processing and language processing due to lack of knowledge 
in skill and subject matter of the text. In second language reading, 
both processes are important in assisting students in language and 
content processing (Eskey & Grabbe, 1998; Carell, 1988).  

Also, the Interactive Approach helped the experimental group 
acquire compensatory skills which assisted them in overcoming 
reading difficulties arising from lack of knowledge about the content 
or the subject matter of the text. Hence, the interactive process 
provided the students skills and strategies in compensating their own 
weaknesses with their own background knowledge (Stanovich, 1980). 
Furthermore, the Interactive Approach as treatment was successful 
because the experimental group found the lessons informative and 
relevant to their area of specialization, and dynamic as it encouraged 
exchange of ideas and feedback in the classroom.   
 It is therefore recommended that reading be taught in a more 
interactive and communicative manner. This interaction does not 
only refer to the interaction of bottom-up and top-down processing 
skills, but also the active participation of students in critical thinking, 
interactive activities, and discussions. Aside from individual, silent, 
and independent reading activities in which more time is usually 
spent, more collaborative reading and discussions should be offered 
to provide students opportunities to assess and evaluate meaning 
from a text, confirm with others predictions and assumptions, and 
share background knowledge with each other.  

The purpose and strategy relationship in reading should be 
further emphasized. The purpose for reading dictates the kind of 
strategies to be used, hence, students should be exposed to different 
reading purposes as well as tasks, and to identify the appropriate 
strategies for a specific task and purpose. Moreover, second language 
reading education should recognize that second language students of 
reading may find a variety of difficulties when reading foreign texts. 
These difficulties may arise because the context is unknown or the 
language of the text is unfamiliar to them. For instance, the complex 
sentence structure and vocabulary may be a dilemma for them 
especially when most of the texts they use in research are 
international publications. Language teachers should recognize these 
reading difficulties. Thus, reading lessons should take into 
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consideration teaching students the language of texts from different 
areas of knowledge.      

Furthermore, second language reading education should not 
only emphasize general reading abilities but also prepare students for 
real-life tasks in the future. For instance, exposing the students to 
texts that they encounter in their area of specialization would not 
only help them acquire more knowledge that they need but also help 
them be familiar with the language of their profession. In addition, 
exposing students to content-based materials would enable them to 
apply appropriate strategies in approaching these materials to 
enhance research skills. For future undertakings, it is suggested that 
the role of motivation to students‟ reading performance should be 
further considered. The relation of motivation and their use of 
compensatory strategies can be tested if they correlate with student‟s 
reading performance. Also, it is suggested that the reading attitudinal 
survey be further refined to include more questions on specific 
compensatory strategies. 
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Abstract 
 

This study was conducted in order to analyze the alignment of 
standards in the 2010 English curriculum with the overall goal of the 
reform and to analyze the authenticity of the assessment tasks. In 
addition, this research also asked English teachers to choose what 
proficiency standards to include in a new English curriculum for 
Filipino high school students. Policy documents were analyzed and 
focus-group discussion was used to collect data from selected English 
teachers. The results showed that most of the standards targeted 
literature rather than language use. In addition, only few 
performance tasks were related to authentic use of language. Finally, 
the teachers chose standards that integrate language for academic, for 
social, and for literary response.  
 
Key words: curriculum and standards, curriculum reform, 
curriculum and assessment 
 

Introduction 
 
 There seems to be an increasing interest in revising educational 
standards because the demands have changed with the explosion of 
information and because of the shift from industrial to knowledge 
economy. At present, nations want their citizens to be knowledge 
workers not just knowledge consumers. Knowledge workers design 
new products, solve existing problems, and evaluate current 
practices. They have to be effective in writing their findings, in 
describing their solutions, and in defining their products. They also 
need effective oral communication skills to inform and persuade 


