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Abstract

This quasi-experimental study investigates the effects of the Think—Pair—Share (TPS)
cooperative learning strategy on the English-speaking skills of 46 10th-grade students at a
rural high school in An Giang province, Vietnam. The 12-week intervention was integrated
into the English 10 textbook with weekly speaking lessons structured around three phases such
as individual thinking, paired discussion, and whole-class sharing. Quantitative data were
collected from pre- and post-speaking tests assessed across five domains including content,
organization, pronunciation, grammar, and vocabulary. Complementary qualitative data
were obtained through semi-structured interviews with ten students. The results indicated
statistically significant improvements in all assessed areas. Moreover, interview data revealed
enhanced learner confidence, reduced speaking anxiety, and improved idea organization
through peer collaboration. While students valued the structured interaction and peer support
offered by TPS, some reported challenges related to time pressure and uneven group
participation. These findings suggest that TPS is an effective, low-cost instructional strategy
for fostering communicative competence in English as a foreign language, particularly in
under-resourced rural contexts. The study highlights the pedagogical potential of TPS for
promoting interactive speaking practice in secondary EFL classrooms and calls for further
research into its long-term effects and adaptability across different learner populations.
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Tém tit

Nghién civu ban thie nghiém nay nham khao sdt tac dong ciia chién lwoe hoc tdp hop
tac Suy nght — Lam viéc ¢dp déi — Chia sé (TPS) doi véi kj nang néi tiéng Anh ciia 46 hoc
sinh I6p 10 tai truong trung hoc phd thong néng thon An Giang, Viét Nam. Trong thoi gian
thue hién kéo dai 12 tuan, TPS duoc tich hop vao cac tiét hoc néi theo sach gido khoa Ti iéng
Anh 10, bao gom ba giai doan: tw duy cd nhan, thdo ludn cdp doi va chia sé triede I6p. Dir
liéu dinh luwong dwoc thu thap tu bai kiém tra ndi trude va sau can thiép, dwoc danh gia dua
trén nam tiéu chi: néi dung, t6 chire, phat am, ngit phdp va tir vieng. Song song do, dir liéu
dinh tinh dwoc thu thdp théng qua phong van véi 10 hoc sinh. Két qua cho thdy sw cdi thién
6 ¥ nghia thong ké ¢ tdt ca cdc tiéu chi dwoe danh gid. Bén canh dé, div liéu phong van phdn
dnh sw gia ting mirc do tw tin, kha nang té chire Y twong va giam lo du khi néi thong qua qud
trinh hop tdc véi ban hoc. Mdc dit hoc sinh danh gia cao tinh twong tdc ¢é hiwdng dan va sw
hé tro tir ban ciing nhém trong qud trinh thuec hién TPS, mot s6 em van gép kho khan nhw dp
luc thoi gian va mirc do tham gia chua dong déu giita cdc thanh vién. Nhitng phadt hién nay
cho thdy TPS la mét chién lwoc giang day hiéu qud, chi phi thap trong viéc phdt trién ning
liee giao tiép tiéng Anh, dic biét phiv hop véi béi canh gido duc néng thén con thiéu nguon
luwc. Nghién ciru dong thoi dé xudt tiép tuc khao sat hiéu qua lau dai va kha nang diéu chinh

cua TPS voi cac nhom nguoi hoc khdc nhau.

Tir khéa: Chién liwoc Suy nght — Lam viéc c¢dp déi — Chia sé, gido duc trung hoc ving
néng thén, hoc tdp hop tdc, nang lhec néi tiéng Anh, nguoi hoc tiéng Anh nhw ngoai ngi, thiét

ke ban thyc nghiém, trién khai giang day, yéu to cam xuc cua nguoi hoc.
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1. Introduction

The revised General Education English Language Curriculum (MOET, 2018) prioritizes
communicative competence and real-world language use in English as a Foreign Language
(EFL) instruction. Despite this progressive shift, speaking remains the most challenging skill
for Vietnamese high school students, particularly in rural contexts such as An Giang province.
Students at Nguyen Cong Tru High School, for instance, exhibit comparatively low oral
proficiency and limited classroom interaction, largely due to teacher-centered practices and a
fear of making mistakes. This calls for more innovative, student-centered strategies aligned
with the government’s recent educational reform efforts (MOET, 2024), which encourage
learner autonomy, communication, and critical skills.

In response, the TPS strategy (Lyman, 1981) has gained attention for promoting
collaborative speaking. International research (Al-Zahrani, 2022; Hajrayana, 2022; Latifah,
2022; Adellia, 2022) reports improvements in fluency, vocabulary, and learner confidence.
Additionally, Vietnamese studies (Phan, 2021; Nguyen et al., 2021, 2023) also indicate that
TPS supports student participation and speaking development. Nonetheless, most prior
research has focused on urban schools. Therefore, this study aims to investigate the
pedagogical impact of the TPS cooperative learning strategy on the development of English-
speaking skills among Grade 10 students in a rural high school setting in Vietnam. In addition,
it seeks to explore students’ perceptions regarding the benefits and challenges associated with
participating in TPS-based speaking activities.

To achieve these aims, the study was conducted with Grade 10 students at Nguyen Cong
Tru High School. It was guided by the following research questions: (1) To what extent does
the implementation of TPS influence students’ English-speaking performance? and (2) What
perceived benefits and challenges do students report after engaging in TPS-integrated speaking
tasks?

2. Literature Review
2.1. Theoretical Foundations of the Think—Pair—Share Strategy

TPS is a cooperative learning strategy first conceptualized by Lyman (1981) to promote
student engagement through structured phases of reflection and peer interaction. Instead of
teacher-fronted delivery, TPS aligns with learner-centered pedagogy rooted in social
constructivist theory (Vygotsky, 1978), where learners co-construct knowledge via dialogue
and shared problem-solving.

The strategy has been widely acknowledged for fostering both cognitive and affective
gains in EFL instruction. TPS encourages students to generate, refine, and express ideas
collaboratively, supporting higher-order thinking and language use in meaningful contexts
(Johnson & Johnson, 1999; Brown, 2004). Moreover, it offers incremental scaffolding through
individual preparation and peer interaction, which helps reduce cognitive overload and build
learner confidence in oral communication (Harmer, 2002; Raba, 2017).

Another central advantage of TPS is its flexibility across class sizes, age groups, and
proficiency levels. Its structure can be adapted to different teaching conditions, making it
particularly suitable for under-resourced or rural classrooms where communicative
opportunities are often limited (Ismail & Al Allag, 2019; Nguyen et al., 2023). These
theoretical and pedagogical strengths form the foundation for its growing adoption in EFL
contexts.
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2.2. Empirical Studies on TPS in EFL Speaking Development

Despite the increasing adoption of TPS in EFL instruction, its documented impacts tend
to cluster around four major domains, which are reviewed below to identify both consistent
findings and persisting research gaps.

Speaking Fluency and Idea Development

One of the most widely reported outcomes of TPS is its positive influence on students’
fluency and ability to organize ideas. Nasution and Surya (2017) found that Indonesian high
school students who engaged in TPS-based speaking tasks demonstrated improved fluency
and greater spontaneity compared to those in conventional classrooms. Cahyani (2018)
similarly reported enhanced verbal expression and logical sequencing of ideas, though her
study’s short duration limited the evaluation of long-term retention. In Saudi Arabia, Al-
Zahrani (2022) observed that structured peer discussion in TPS significantly contributed to
fluent and cognitively rich speech among university students. In the Vietnamese context,
Nguyen et al. (2023) confirmed that repeated collaborative interaction supported more
coherent and extended speaking performance.

Vocabulary Use and Language Accuracy

TPS has also been linked to improvements in learners’ lexical range and grammatical
control. Retnowati and Ngadiso (2018) demonstrated that when TPS was integrated with
vocabulary-focused tasks, students showed increased lexical recall and more accurate word
use in speaking. Kurjum et al. (2020) further found that the structured peer interaction in TPS
helped learners apply syntactic structures more accurately. In Vietnam, Nguyen et al. (2023)
noted more varied and precise vocabulary use among learners participating in TPS activities,
suggesting that the strategy supports not only fluency but also linguistic competence.

Affective Factors: Confidence and Anxiety Reduction

The affective dimension of speaking is another area where TPS has shown considerable
promise. Harmer (2002) argued that reducing learners’ psychological barriers is key to
increasing oral participation, and the peer discussion phase of TPS provides a low-anxiety
space for learners to rehearse ideas. Putri et al. (2020) and Phan (2021) both observed
significant reductions in speaking anxiety among students after TPS implementation. Phan’s
quasi-experimental study in Vietnam specifically revealed that TPS enhanced student
confidence and willingness to speak. Similar results were reported by Adellia (2022) and
Latifah (2022), who found improvements in learner motivation and risk-taking, although these
studies relied on self-report data without controlled comparisons.

Peer Collaboration and Learner Autonomy

In addition to cognitive and affective gains, TPS has been shown to strengthen peer
collaboration and foster learner autonomy. Raba (2017) and Kandasamy and Habil (2018)
highlighted how TPS promoted active negotiation of meaning and increased learner
responsibility during speaking tasks. Adellia (2022) observed enhanced classroom interaction
and mutual support in lower-secondary learners, while Nguyen et al. (2021) reported that
English teachers viewed TPS as effective in increasing student participation and ownership of
learning. However, some of these studies did not directly measure changes in oral proficiency
or classroom discourse, pointing to the need for more rigorous designs.

Despite growing evidence supporting the effectiveness of Think—Pair—Share (TPS) in
enhancing EFL speaking skills, several limitations persist. Existing research predominantly
focuses on urban or semi-urban contexts (Nasution & Surya, 2017; Al-Zahrani, 2022), leaving
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rural areas particularly in southern Vietnam underexplored, where students often face reduced
language exposure and confidence (Nguyen & Dao, 2020). Moreover, many studies adopt
descriptive or perception-based approaches (Putri et al., 2020; Adellia, 2022), with limited use
of quasi-experimental designs featuring control groups and pre-tests and post-tests (Phan,
2021). Additionally, few investigations integrate learners’ perspectives to examine the
cognitive and emotional effects of TPS-based instruction (Nguyen et al., 2023). Addressing
these gaps, the present study explores the impact of TPS on Grade 10 students’ speaking
performance in a rural Vietnamese high school, drawing on both quantitative and qualitative
data to provide a more comprehensive understanding of TPS in under-researched EFL
contexts.

3. Methods
3.1. Research design

Given the absence of random assignment, this study adopted a quasi-experimental
mixed-methods design to investigate the effects of the TPS strategy on learners’ speaking
proficiency. Pre-/post-tests and semi-structured interviews were employed to integrate
statistical outcomes with learner-reported experiences (Creswell & Creswell, 2018). Forty-six
Grade 10 students from Nguyen Cong Tru High School, An Giang, were selected via
convenience sampling. For the qualitative phase, ten students were purposively chosen to
ensure gender balance and variation in oral performance (Lazaraton, 2014; Kandasamy &
Habil, 2018), enriching both depth and representativeness (Cahyani, 2018; Darmawan &
Lestariningsih, 2023).

3.2. Think-Pair-Share Intervention

TPS intervention was implemented over 12 weeks during the second semester of the
2024-2025 academic year. Each 45-minute English lesson followed the English 10 textbook
in accordance with the MOET (2018) curriculum. Following the main instructional content,
students participated in a 20-minute TPS activity designed to enhance their speaking
performance through structured interaction and reflection. Each TPS sequence followed three
consistent steps:

o Think (5—7 minutes): Students individually reflected on two to three guiding
questions related to the lesson theme. They took notes using target structures and vocabulary
previously taught (e.g., modal verbs, relative clauses), allowing time for idea generation and
language rehearsal.

o Pair (7-8 minutes): Learners worked in pairs to exchange and elaborate on their
responses. Peer interaction encouraged clarification, negotiation of meaning, and spontaneous
language use. The teacher circulated to provide unobtrusive support as needed.

o Share (7-8 minutes): Pairs formed small groups (4—6 students) to consolidate key
points, followed by short presentations from selected individuals or groups. Feedback was
provided by peers and the teacher, with attention to fluency, clarity, and accuracy.

This three-phase structure was integrated into Speaking lessons from Units 6 to 10.
Although lesson topics varied (e.g., education, technology, environment), the TPS procedure
remained consistent to support procedural fluency and scaffolded oral practice in a low-anxiety
environment.

3.3. Data Collection Instruments

3.3.1. English Speaking Pre-Test and Post-Test
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To evaluate students’ oral proficiency, standardized pre- and post-tests were
administered at the beginning and end of the 12-week TPS intervention. Each assessment
consisted of three components: (1) a brief self-introduction, (2) an individual discussion of
topic-based prompts, and (3) follow-up questions posed by the examiner to elicit extended and
spontaneous responses. The pre-test and post-test were designed with age-appropriate and
thematically relevant topics to reflect students’ language development over time. To ensure
reliable and consistent scoring, an analytic rubric adapted from Brown (2004) was employed,
assessing five key dimensions of speaking performance: content, organization, pronunciation,
grammatical accuracy, and lexical resource. The full rubric is presented in Appendix A, and
representative task prompts for both assessments are provided in Appendix B.

3.3.2. Semi-Structured Interviews

To complement the quantitative test data and deepen the understanding of students’
responses to the TPS intervention, semi-structured interviews were conducted with ten
students upon completion of the study. These interviews served to triangulate the pre- and
post-test findings by capturing learners’ subjective experiences, perceived benefits, and
challenges encountered during TPS-based speaking activities. Guiding questions focused on
three thematic areas: students’ participation in TPS tasks, perceived impacts on their speaking
development, and suggestions for improving future implementation. The complete set of
interview questions is provided in Appendix C.

3.4. Data collection and analysis
3.4.1. Speaking tests

The speaking tests were conducted in a designated English classroom equipped for
language assessment at Nguyen Cong Tru High School. This setting provided a quiet and
distraction-free environment, enabling consistent evaluation of students' oral performance.
Both pre-tests and post-tests were audio-recorded using high-quality digital devices to ensure
objectivity and accuracy during the scoring process. The pre-test was administered in the week
prior to the TPS intervention, while the post-test was carried out immediately after the 12-
week program concluded.

Each student’s performance was evaluated by two experienced English teachers using
a standardized rubric adapted from Brown (2004), which covered five domains: Content,
Organization, Vocabulary, Grammar, and Pronunciation. Each criterion was rated on a 0.4-
point scale, with the overall speaking score calculated as the average of the two raters’ total
scores. In the event of a score discrepancy greater than 0.8 points, the raters reviewed the
audio recordings and reached a consensus through discussion.

All test scores were input into IBM SPSS Version 26 for statistical analysis. Descriptive
statistics and paired-sample t-tests were employed to compare pre-test and post-test results and
determine the significance of changes in speaking proficiency (Field, 2018; Pallant, 2020;
Stockemer, 2019). Results were visualized in tables to present trends and validate the
intervention’s effects.

3.4.2. Interviews

Semi-structured interviews were conducted individually with selected participants in
the same English classroom, which offered a comfortable and private setting to foster
openness. Each session lasted approximately 10—12 minutes and aimed to explore students’
perceptions of the TPS strategy, including its benefits, limitations, and overall impact on their
speaking confidence and engagement.
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All interviews were conducted in Vietnamese and recorded upon receiving the
participants’ consent. The recordings were then transcribed verbatim and translated into
English to ensure accuracy and preserve the intended meanings. All personal identifiers were
removed to maintain confidentiality and adhere to ethical research guidelines. Thematic
analysis followed the six-phase approach proposed by Braun and Clarke (2006). The coding
process began with initial open coding, identifying meaningful units in the text, followed by
axial coding to group related concepts. Thematic categories were then refined and interpreted.
And two external English instructors independently reviewed the coding results to enhance
reliability (Creswell & Creswell, 2018; Nowell et al., 2017). Themes such as collaborative
learning, reduced speaking anxiety, and peer support were consistently reported, providing
qualitative support to the quantitative findings and enriching the overall interpretation of the
TPS intervention’s impact.

3.5. Ethical considerations

Before data collection, participants received comprehensive information about the
study’s purpose, procedures, and potential benefits. Their voluntary participation was
emphasized, and confidentiality was strictly maintained through data anonymization and
secure storage, adhering to ethical research principles and national guidelines (Creswell &
Creswell, 2018; MOET, 2024).

4. Results and discussion
4.1. Pretest and posttest findings

Speaking performance was evaluated across five core dimensions: content,
organization, grammar, vocabulary, and pronunciation. Each category was rated using a
standardized 0.4-point rubric, allowing for consistent scoring across participants. Descriptive
and inferential statistics for pre-test and post-test scores are presented in Table 1.

Table 1. Descriptive and Inferential Statistics of Pre-Test and Post-Test Speaking
Scores (N =46)

. .. Minimum Maximum Mean  t(df = Significance
Statistic Score Score Mean — SD Difference 45) (2-tailed)
Pre-Test 0.40 2.00 1.40 0.376 — — —

Post-Test 0.60 2.00 1.67 0327 — —

Difference 10.20 — 10.27 10.049 0265 —4.924 .000 ***

Table 1 presents both descriptive and inferential statistics comparing students’ speaking
performance before and after the implementation of the TPS strategy. The minimum score
increased from 0.40 in the pre-test to 0.60 in the post-test, suggesting a baseline improvement
among lower-performing students. The maximum score remained constant at 2.00, indicating
that the highest level of achievement was maintained across both test phases. The mean score
rose from 1.40 to 1.67, reflecting a mean difference of 0.27, which indicates an overall
enhancement in speaking proficiency. Furthermore, the standard deviation decreased slightly
from 0.376 to 0.327, implying a more consistent distribution of scores among participants after
the intervention. Inferentially, a paired-samples t-test revealed a statistically significant
improvement (t(45) = —4.924, p <.001), with a 95% confidence interval ranging from —0.374
to —0.157. These results confirm that the TPS strategy had a meaningful and reliable impact

39



Tap chi Khoa hoc Pai hoc Pong Thap, Tdp 14, Sé Pdc biét 07S (2025): 33-46

on learners’ speaking outcomes.

The pre- and post-test results showed a clear improvement in students’ English-
speaking skills after using the TPS strategy. The average score increased from 1.40 to 1.67 (t
=-4.924, p <.001), showing that students became more fluent and used better vocabulary after
the lessons. This result is similar to Raba (2017), who found that TPS helped students speak
more in class and become more confident. Putri et al. (2020) also reported that TPS helped
students improve speaking because they had more time to think and work with a partner.
However, their study focused on smaller, urban classrooms, while this study was done in a
rural high school with fewer resources. Namaziandost et al. (2019) also showed that TPS
helped students speak more accurately and confidently. In this study, students with lower
starting scores also improved, which supports Nguyen et al. (2023), who said that repeating
TPS activities helps students at all levels. These results prove that TPS can work well in
different types of classrooms, including large and rural ones.

4.2. Interview findings

Although the quantitative results confirmed significant gains in speaking proficiency,
they offered limited insight into the mechanisms underlying these improvements. To
complement the statistical findings and explore learner engagement with the TPS strategy,
semi-structured interviews were conducted with ten participants. Thematic analysis revealed
three key areas: students’ engagement with TPS procedures, perceived impacts on speaking
development, and challenges encountered during the intervention. These themes are discussed
below with reference to relevant literature.

4.2.1. Students’ Practice with the TPS Strategy

Most students confirmed that their teachers regularly applied all three stages of TPS
with clear instructions. During the Think phase, students reported silently preparing ideas and
recalling vocabulary. For example, S2 said, “I try to think about the topic and what words 1
will use in English, ” while S5 noted, “I always prepare my ideas first, so I don’t get confused
when talking to my partner.” This kind of pre-task planning supports earlier findings by
Cahyani (2018), who found that students in Indonesia benefited from the Think phase through
reduced anxiety and clearer output.

Moving into the Pair phase, all 10 participants described meaningful peer interaction.
They exchanged ideas, corrected errors, and often helped each other rephrase or clarify. S1
explained, “We help each other improve the answer.” This aligns with Retnowati and
Ngadiso’s (2018) study, which showed that peer work within TPS fosters lexical development
and fluency, especially when visuals or scaffolds are present.

However, participation in the Share phase varied. While most students presented
regularly, others admitted to avoiding it due to nervousness. S6 reflected, “Sometimes [ feel
shy to speak in front of everyone, even when I prepare.” Similar reactions were found by
Kandasamy and Habil (2018), who reported that some Malaysian learners still feared public
speaking despite preparation time. Overall, these patterns confirm Al-Zahrani’s (2022)
conclusion that TPS encourages both cognitive processing and verbal participation, provided
that classroom support is consistent.

4.2.2. Students’ Perceptions of TPS and Speaking Development

Almost all students said TPS made them feel more confident speaking English. The
structure of the activity, especially the chance to talk in pairs before sharing with the class,
helped ease anxiety. Inter6 shared, “I don’t speak alone suddenly,” and Inter10 added, “When
1 talk with my classmate first, ['m not scared to talk later.” These experiences echo Al-Zahrani
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(2022) and Hajrayana (2022), who both observed that TPS reduced affective barriers and built
students’ willingness to speak.

In terms of skill development, most students believed their vocabulary, pronunciation,
and fluency improved. Inter8 explained, “My partner helps me find words when I forget,”
while Inter9 said, “I practice speaking many times, and it helps my pronunciation.” These
comments support findings by Latifah (2022), who reported significant vocabulary gains and
sentence complexity improvements among students engaged in TPS activities.

Moreover, several students noted that TPS made lessons more enjoyable and less
stressful. They felt that the structured steps made it easier to organize ideas before speaking.
This reflects Nguyen et al. (2023), who found that TPS promoted deeper thinking and more
fluent output, even in under-resourced schools. Similarly, Adellia (2022) highlighted increased
student engagement and reduced speaking hesitation when TPS was used in lower-secondary
classrooms.

4.2.3. Students’ Challenges with TPS Implementation

Despite the benefits, students also faced several challenges. First, in the Think phase,
six students admitted they struggled to generate ideas or recall vocabulary. Inter4 said,
“Sometimes I don’t have any idea, so I just wait for my friend,” and Inter5 noted, “I want to
speak but I forget the words or grammar.” These difficulties highlight the need for more
language input and support—particularly in rural contexts—echoing findings by Nguyen et al.
(2021), who reported limited speaking readiness among students in remote areas.

Second, in the Pair phase, some students expressed discomfort when paired with
unfamiliar or less motivated peers. Inter6 remarked, “When I pair with someone I don’t know
well, it’s hard to talk.” This is consistent with Kandasamy and Habil (2018), who emphasized
the importance of pair dynamics in cooperative learning outcomes.

Third, the Share phase remained a source of anxiety for some students. Inter7 shared,
“I feel shy to speak in front of everyone, even when I prepare.” This confirms what Phan and
Do (2021) found regarding persistent speaking anxiety in Vietnamese high schools. Unlike
students in Wuryandani’s (2021) study—who gained independence after regular TPS
practice—rural students in this study still relied heavily on teacher support.

Other issues included time pressure, unequal participation (with stronger students
dominating), and occasional copying of ideas. These findings mirror concerns raised by
Hajrayana (2022), who noted that short lesson times and limited follow-up often reduced the
effectiveness of TPS activities.

5. Conclusion, Implications, and Limitations

The study’s findings indicate that the TPS strategy had a positive impact on the English-
speaking competence of Grade 10 students at a rural high school in An Giang, Vietnam. Both
quantitative and qualitative data revealed improvements in students’ fluency, pronunciation,
vocabulary, and interaction, alongside increased participation and reduced anxiety during
speaking tasks. The results align with previous studies suggesting that TPS promotes
structured peer collaboration and supports learners’ oral performance (Cahyani, 2018;
Al-Zahrani, 2022; Retnowati & Ngadiso, 2018). Furthermore, the study contributes to existing
literature by documenting the effectiveness of TPS in an under-resourced, exam-oriented
educational context, where traditional instruction remains dominant (Phan & Do, 2021;
Nguyen et al., 2023). Nonetheless, certain challenges such as unequal participation, limited
vocabulary, and public speaking anxiety were also observed through interview data.
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Based on these findings, several implications for integrating TPS into rural English-
speaking instruction are identified. First, teachers should receive adequate training to
implement all TPS stages effectively, including strategies for scaffolding weaker learners and
managing pair dynamics. As the results suggest, students benefit most when they are clearly
guided and supported during the Think and Share phases, particularly in large or mixed-ability
classes (Kandasamy & Habil, 2018). Second, TPS can be adopted as a low-cost, scalable
solution in schools with limited access to technology, supporting communicative learning
goals without the need for digital infrastructure (Latifah, 2022). Lastly, professional
development programs should emphasize teacher facilitation skills, including how to select
appropriate speaking topics, provide feedback, and sustain student engagement during peer
interaction (Nguyen et al., 2023). Together, these implications offer a practical framework for
improving oral English instruction in similar rural and resource-constrained environments.

Despite these contributions, several limitations must be acknowledged.
First, the study did not employ a control group, which limits the ability to attribute learning
gains solely to the TPS intervention. Second, the sample size was relatively small (N = 46),
and participants were drawn from a single rural high school, restricting the generalizability of
the results. Third, the qualitative data relied on interviews with ten students, which may not
fully represent the broader population. Future research should incorporate larger and more
diverse samples, include control or comparison groups, and examine long-term effects of TPS
on speaking development across different educational contexts.
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Appendix A: English Speaking Assessment Rubric

Criteria 0.4 Points 0.3 Points 0.2 Points 0.1 Point

Content Fully addresses Mostly Partially relevant,| Off-topic, lacks
topic, clear and relevant to ideas main ideas,
well- developed main ideas underdeveloped | disconnected
ideas with strong | and some or unsupported | thoughts
support supporting

details

Organization | Clear Well- Some structure | No clear
introduction, structured present, weak structure,
body, with minor flow difficult to
conclusion; issues follow
logical flow and
transitions

Pronunciation | Clear, natural, Mostly clear, Errors affecting | Frequent
correct stress and | minor issues some errors, hard to
intonation understanding understand

Grammar Variety of Mostly correct Frequent errors | Errors impede
correct with minor in longer understanding
structures, errors sentences
minimal
errors

Vocabulary Wide range, Good use Basic, some Very limited,
appropriate and with some errors in choice | inaccurate
accurate use repetition words

Appendix B: Pre- and Post-Test Speaking

Pre-Test Prompts:

w o=

Talk about the advantages of using smartphones.

Talk about how household chores are shared in your family.

Talk about how people can live a greener lifestyle.

4. Talk about your personal experience with voluntary work.

Post-Test Prompts:

1. Should girls get married before 18? Say why or why not.

Talk about the benefits of online learning.

2
3. Talk about how people can help protect the environment.
4

Talk about a place in Vietnam you want to visit or have visited.
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Appendix C: Semi-Structured Interview Questions

(a) Student Participation in TPS Activities

How often did your teacher use the TPS strategy in speaking lessons?
What activities did you usually engage in during the Think, Pair, and Share phases?

Did you clearly understand what to do at each stage? How helpful were the teacher’s
instructions?

(b) Perceived Impacts on Speaking Performance

In your opinion, did TPS help improve your English-speaking skills? In what
specific ways?

Did working with a partner enhance your confidence or fluency when speaking
English? Why or why not?

Compared to regular speaking lessons, did TPS make you feel more motivated or
engaged?

(c) Challenges and Suggestions

What difficulties or obstacles did you experience during any TPS phase?
Have you ever felt hesitant or uncomfortable sharing your ideas? Please explain.

Do you think TPS should be used more often in English speaking classes? Why or
why not?
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