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ABSTRACT

The rise of English-medium Instruction (EMI) across academic disciplines
underscores the need for proficient communication skills among students.
Many tertiary-level students, however, encounter frustration due to language
barriers. This study explores the efficacy of reciprocal teaching (RT),
traditionally employed for enhancing second-language reading, in bolstering
English speaking skills among English-as-a-foreign-language (EFL)
graduate students. Given its emphasis on collaboration and meaningful
interaction, RT aligns well with the needs of EFL learners who often lack
authentic English communication opportunities. Twelve Computer Science
graduate students with intermediate to low confidence in English proficiency,
who attended EMI courses, engaged in a 14-week extracurricular program
integrating RT. Pre- and post-tests on pronunciation, intonation and stress,
grammar, vocabulary, coherence and cohesion, fluency, and content
relevance were conducted. Pre- and post-program surveys explored their
learning perception. A Wilcoxon signed-rank test was used to compare the
pre- and post-test and survey results due to the small sample size. Significant
improvements were found in post-program speaking abilities, including
pronunciation, intonation, stress, and idea description, as well as in
perceptions of reading and listening skills. Thematic analysis of qualitative
responses revealed increased confidence, reduced anxiety, and greater
willingness to communicate in English. Participants held a favorable view of
the RT approach and demonstrated positive attitudes toward the program.
These findings indicate that RT holds promise for fostering English-speaking
skills, particularly within collaborative learning environments. The study
highlights the pedagogical value of adopting RT to enhance EMI graduate
students’ English proficiency and suggests potential benefits for their
academic performance in EMI contexts.

Key words: Reciprocal Teaching Approach; speaking abilities; English-
medium Instruction (EMI)
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INTRODUCTION

English has been widely used as a primary means of
communication among people from different linguistic and cultural
backgrounds. Many countries, including Taiwan, have made English
a compulsory subject at every level of education. The Taiwan Ministry
of Education (MOE) has also advocated the use of English as a
medium of instruction (EMI) in higher education to enhance students’
English language proficiency while studying academic subjects
(MOE, 2022), thereby preparing them for the globalized world and
the widespread use of English in academic discourse (Li & Wu, 2018).
The adoption of EMI in higher education has thus emerged as a
significant trend in Taiwan’s educational landscape (MOE, 2022).

The increasing popularity of EMI in various academic fields
places a demand on students to possess proficient communication
skills. However, many tertiary-level students face challenges in
meeting such a demand in their academic disciplines due to
inadequate preparation, affective barriers, and inappropriate learning
strategies (Pitura, 2022). Specifically, non-English major university
students may lack adequate communication skills, especially speaking
abilities which are often neglected in their professional training
(Adams, 2003). Given the importance of English communication
skills for future professional and career development, it is crucial to
provide structured support for students in developing these skills
(Adams & Missingham, 2006). Among various second-language
instructional strategies, reciprocal teaching (RT) is promising for
speaking practice due to its interactive and collaborative nature, which
emphasizes comprehension and communication within a scaffolded
learning environment (Palinscar & Brown, 1984). These affordances
align well with the needs of EFL learners who often lack authentic
English communication opportunities (Lee & Chiu, 2023). Yet, few
studies have adopted such strategies to foster the development of
second-language speaking skills. Thus, this study aims to investigate
the efficacy of reciprocal teaching strategies in enhancing the English-
speaking abilities of EMI students, particularly those with
intermediate to low confidence in their English proficiency.
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LITERATURE REVIEW

Students’ Language-Related Challenges in EMI

EMI, defined as “the use of the English language to teach
academic subjects other than English itself in countries or
jurisdictions where the first language of the majority of the population
is not English” (Macaro, 2018, p. 19), has emerged in recent years as
a response to a call for higher-education internationalization (Chapple,
2015). Its instructional goal is mainly on content learning. In Taiwan,
education authorities have been actively promoting the
implementation of bilingual education and EMI, aiming to equip
students with the ability to achieve global competitiveness. This
initiative encourages students to engage in international mobility,
enabling them to stay aligned with global trends (MOE, 2022). EMI
environments provide students with greater exposure to English, the
dominant international language, enhancing their English proficiency.
Consequently, EMI not only facilitates access to a broader range of
academic resources and knowledge but also improves students’
employability and educational opportunities (Dearden, 2015;
Kirkpatrick, 2011, 2014a).

While EMI offers considerable benefits, it also poses significant
challenges. A major issue that frequently arises is language-related.
For instance, the overemphasis on English can lead to the
marginalization of students’ local languages and cultures, hindering
the development of local language skills and cultural identity
(Kirkpatrick & Liddicoat, 2023). Furthermore, the quality of students’
learning may suffer if their English proficiency is insufficient
(Kirkpatrick, 2014b). Thus, before policymakers and educators
endorse the effectiveness of EMI in higher education, it is critical to
first understand the difficulties faced by students in their EMI
experience. EMI studies have identified language-related frustration
as a primary challenge for non-native English speakers (Su et al.,
2021). Aizawa et al. (2020) found the English language proficiency
level to be a useful indicator for predicting the extent to which
students felt challenged in EMI programs. This language factor has
also been confirmed as one that impacts students’ attitudes toward
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EMI (Wilang & Nupong, 2022). EMI students expressed their concern
about their low English proficiency and considered themselves
underprepared for such an instructional setting (Hammou & Kesbi,
2023). Further demonstrating the importance of a student’s English
abilities in their EMI learning experience, Pun and Jin (2021) found
that university students in Hong Kong with adequate preparation and
command of English before entering an EMI program encountered
fewer language challenges and became quickly accustomed to using
English in their interactions with peers and professionals.

The comprehension of teaching materials and participation in
class discussions are some of the other language-related challenges
that EMI students encounter. For instance, Chinese students were
reluctant to interact with teachers in EMI classes because of their low
level of English proficiency, which prevented them from
understanding their teachers and expressing themselves clearly (An &
Thomas, 2021). Moreover, their incomprehension with the class
learning content delivered in English hampered their confidence in
communicating in EMI classes (Ma et al., 2022). Furthermore,
Vietnamese students in transnational universities experienced a
similar challenge—they found verbal communication in English and
understanding teachers’ lectures to be challenging (Yao et al., 2022).

Language challenges have also been reported in studies conducted
in Taiwan. Yeh (2014) revealed that Taiwanese students had difficulty
understanding the learning content delivered in EMI classes due to
their inadequate English proficiency. Poor comprehension leads to
unsatisfactory learning performance. Chu et al. (2018) found that
local students rarely continued using English after class, leading to
little interaction with international students. Chan et al. (2024)
reported EMI students’ concerns about their inappropriate English
proficiency levels to handling EMI classes. Additionally, Lin et al.
(2021) reported that Taiwanese students relied on support from
Chinese translations to help themselves understand the learning
materials in EMI classes.

Thus, the ability to properly communicate and interact in English
in EMI classes is an essential requirement for students. This also
indicates that inadequate English ability creates a barrier to the
implementation of EMI (Ekog, 2020). Among the various language

68



RECIPROCAL TEACHING FOR ENGLISH SPEAKING ABILITIES

skills, students specifically indicated reading and speaking as more
difficult skills to master in the EMI context (Aizawa et al., 2020).
Furthermore, studies have noted that students feel anxious and remain
silent in EMI class discussions due to their limited English speaking
skills (Pitura, 2022). Students also expressed their dissatisfaction with
the limited opportunities to improve their English speaking skills
during EMI classes (Sahan & Sahan, 2024). As Macaro (2018)
emphasized, language support is essential for students both before and
during their EMI learning. Yao et al. (2022) further advocated
providing students with out-of-class learning opportunities and
training in learning strategies. The above discussion addresses the
importance of promoting students’ English proficiency to be
successful in learning through EMI programs.

Reciprocal Teaching Approach

Reciprocal teaching (RT), an instructional strategy originally
proposed by Palinscar and Brown (1984) for reading comprehension,
shows promise in addressing EMI students’ language needs. RT
“takes place in the form of a dialogue between teacher and students
regarding segments of text” (Palinscar & Brown, 1984, p. 121) and
can be adapted to support speaking skill development. Its core
principles of scaffolded instruction, peer collaboration, and active
engagement align with best practices in second language speaking
instruction (Long, 1996; Swain, 2000). RT encourages all members to
engage in dialogue and work collaboratively in small group
discussions (Chang & Lan, 2021). The approach is grounded in
Vygotsky’s sociocultural theory (Vygotsky, 1978), focusing on what
learners can accomplish with guidance from instructors or more
competent others. In other words, interaction with others is crucial in
fostering learning development, which is the core purpose of RT
(Seymour & Osana, 2003). RT’s emphasis on dialogue and interactive
meaning-making resonates with sociocultural theories of language
learning, which posit that language development occurs through
social interaction and collaborative problem-solving (Lantolf &
Thorne, 2006). Another concept closely related to RT is expert
scaffolding (Brown & Palinscar, 1989), which highlights the
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provision of immediate support to novices through expert guidance,
thus shaping their learning efforts. This continuous support would
cease when the novice picks up the targeted skills. Such scaffolding
support can be provided in the form of questions, discussions, cues,
and hints with the aim of developing task-related abilities (Wood et
al., 1976). Finally, RT is supported by the peer-assisted learning model,
which means “the acquisition of knowledge and skill through active
help and support among status equals or matched companions”
(Topping, 2005, p. 631). Moreover, during RT activities, all learners
both learn from their instructors and reach out to their struggling
learning partners, thus enhancing peer interaction and learning
effectiveness (Rosencrum et al., 2021).

RT was originally proposed to develop learners’ reading
comprehension (Palinscar & Brown, 1984). Its application mainly
involves small-group discussions, scaffolding, and learning-strategy
practices. In RT, the instructor starts with direct and scaffolded
teaching, including guided practice and modeling. Then, students
engage in tasks to practice key learning strategies, like predicting,
generating questions, clarifying, and summarizing. Finally, the
teacher elicits peer support to encourage social interaction for
employing learners’ cognitive, metacognitive, and affective strategies.
In summary, RT pedagogical practices help learners solve
comprehension difficulties, achieve higher-level thinking, build
metacognition, increase learning motivation, and cultivate self-
regulatory capabilities in a dialogic setting (Kadam & Sawant, 2020;
Palinscar & Brown, 1984).

To enhance their familiarity with learning strategies, individual
learners are assigned to small groups to play different roles related to
RT activities. Learners read a paragraph together, and then a dialogue
leader initiates a discussion. The leader proposes questions and assists
group members in clarifying confusing words or concepts. Group
members answer questions, comment on responses, and ask new
questions. The leader offers a summary and invites feedback, then
encourages predictions for the next paragraph. The RT process
resumes with a new section and leader (Yawisah, 2017).
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The Application of the RT Approach to Second-Language Development

As an interactive teaching technique and a cooperative learning
instructional method, the RT approach involves a high degree of social
interaction and collaboration, where learners shoulder individual
responsibilities of facilitating their group members to construct
meaning from language input (Mafarja et al., 2023). Furthermore, the
RT approach comprises both peer-peer and instructor-learner
interactions. In such processes of social interaction, participants
engage in dialogues that enable them to construct comprehensible
input, produce language output, and receive feedback through
interactions with others. These factors are key to the success of
second-language acquisition (Harper & De Jong, 2004; Krashen, 1982;
Long, 1996; Swain, 1993).

The RT approach features an evidence-based, structured strategy
and a dialogic pedagogical process that facilitates learning in the
context of a collaborative environment. It provides learners with
sufficient exposure to constructive language input, engaging
conversations, and meaningful interactions. This approach has
already been used in second-language instruction, and its
effectiveness has been examined in multiple studies. Research has
confirmed its usefulness for enhancing second-language reading
comprehension (Chang & Lan, 2021; Kosar & Akbana, 2021; Sari,
2021). Moreover, second-language learners were able to bolster their
writing abilities (Alehegn et al., 2024; Liu & Cao, 2021), listening
skills (Rokhaniyah, 2020), and vocabulary knowledge (Ningsih &
Fitrawati, 2018) through the RT approach.

While initially designed for reading comprehension, RT’s
underlying principles are well-suited for developing speaking skills.
The four key strategies of RT - predicting, questioning, clarifying, and
summarizing - naturally lend themselves to oral language practice.
Seminal research supports the use of RT for enhancing speaking
proficiency, citing its features such as instructor’s scaffolding,
structured role discussion, collaborative process, and specified
context (Harper & De Jong, 2004; Klingner & Vaughn, 1996). These
are closely linked to common instructional approaches for developing
second-language speaking skills, like task-based language teaching,
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communicative language teaching,  role-playing, and group
discussion, highlighting meaningful communication, the use of
language in authentic contexts, execution of specific tasks, and
encouragement of active, interactive engagement (Hughes & Reed,
2016; Robinson et al., 2016; Reynolds & Yu, 2022). It is promising to
adopt such an approach to expand the repertoire of second-language
speaking skills.

However, to our knowledge, there has been little empirical
research exploring its impact on second-language learners’ speaking
development. For example, Ahmad (2014) found that using the RT
approach improved the English-speaking skills of 99 Indonesian
twelfth graders, based on data from speaking tests, learning
observations, video recordings, and interviews. Another study
(Kadam & Sawant, 2020) found that a four-week RT activity
improved the English communication performance of Indian
university freshman students. The experimental group receiving the
RT approach outperformed the control group taught with traditional
methods. Finally, Sabzevari et al. (2022) demonstrated a positive
impact of the RT approach on the English-speaking skills of Iranian
students in virtual environments. However, the three aforementioned
studies have been criticized for providing insufficient information to
comprehensively understand the efficacy of RP on second-language
speaking skill development, such as presenting only descriptive
statistics data without conducting inferential statistics to validate their
findings or detailing the pedagogical design of RT. Therefore, more
studies that implement rigorous research methodologies are required.

The Current Research

Although equipping tertiary-level EMI students with proficient
English-speaking skills is critical for active class participation and
overall academic success, students are often inadequately prepared in
this domain despite its importance. The RT approach, encouraging
meaningful social interaction and collaborative learning, offers
potential for second language acquisition. However, empirical
research on RT’s effectiveness in enhancing second-language
speaking skills remains sparse, leaving a gap in the literature.
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Accordingly, this study aims to explore the benefits of the RT
approach for Taiwanese graduate students, who perceive their English
skills as inadequate for courses delivered in EMI, aiming to answer
the following research questions:

1. To what extent does the RT approach enhance Taiwanese EFL
graduate students’ speaking skills?

2. How do they perceive their own development of English skills?

3. What are their attitudes toward the program conducting the RT
approach?

METHODOLOGY

Research Context and Participants

The research took place at a public university in northern Taiwan
known for its Computer Science (CS) program. Approximately half
of the graduate-level courses in the CS College are offered in EMI,
aiming to equip students with both strong professional knowledge and
internationalization perspectives. To better prepare students for their
EMI courses, the College partnered with the Teaching-English-to-
Speakers-of-Other-Languages (TESOL) Graduate Program within the
same university, introducing the English Communication Roundtable
Program to enhance students’ English proficiency.

Twelve graduate students (10 males and two females) facing
language barriers in EMI courses and wishing to improve their
English proficiency enrolled in the program. They had never attended
an English communication program of this kind. Before the program
began, all students received detailed information about the study and
provided signed consent forms. Aged 22-25, they were native
Mandarin speakers who had studied English for 6-17 years.

At the outset of the program, students assessed their confidence in
English proficiency by responding to the statement “To what extent
are you confident in your English proficiency?” with options of low,
intermediate, and high. They were required to submit score reports
from standardized language assessments as evidence of their
proficiency levels. Five students reported low confidence, and seven
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indicated intermediate confidence. Regarding their proficiency levels,
six had B1 or lower CEFR levels, and six had no experience with
standardized assessments or knowledge of their proficiency levels.

Program Design

The program was an extracurricular English learning activity
designed for CS graduate students. Under the supervision of the first
author, four TESOL graduate students served as tutors. Prior to the
program’s commencement, these tutors underwent three
comprehensive training sessions focused on communication
facilitation, grounded in the RT framework and program design. To
ensure consistency in program delivery and provide ongoing feedback,
the first author and peers observed each TESOL tutor during their
initial three sessions.

The RT approach, known for its interactivity and collaboration,
was chosen as the main instructional approach. This approach fosters
meaningful and contextual communication, thus enhancing oral skills.
The RT sessions spanned 12 weeks, with each CS lab engaging with
two different TESOL tutors for six weeks each. The first author
designed the program and developed the framework and model
teaching materials for the tutors to follow. Each week, the tutors
selected a topic and a related short video clip (e.g., a TED Talk or
TED-Ed video) for a roundtable discussion. They then created a
discussion worksheet based on the RT framework. Each session
followed a predetermined agenda. The program incorporated four
discussion roles, adapted from Palinscar and Brown’s (1984) reading
comprehension strategies, as detailed in Table 1.
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Table 1

Discussion Roles in the English Communication Roundtable Program

Role Responsibility

Word Master  Identify at least 5 keywords from the video, define
them in context, and teach them to your group

Questioner Ask 2-3 open-ended questions about the video to
generate discussion and encourage follow-up

Connector Share personal experiences and help others
connect and expand on their own experiences
related to the video

Summarizer = Summarize the video and discussion to enhance
everyone’s understanding

A typical session in the program is exemplified by the
“Conformity & Individuality: Are we afraid to stand out?” module, as
illustrated in Table 2:

Table 2

Example of an RT Session

Before the session

Tutors selected relevant TED talks or TED-Ed videos based on their
understanding of CS graduate students’ interests and professional
needs. For example, for one session, a TESOL tutor chose the talk
“Conformity: Are we afraid to stand out?”” by Mina Whorms from
TEDxUCCI. She then prepared a comprehensive worksheet
including the video link and transcript, a synopsis, and clearly
defined objectives, including

(a) content objective: Analyze the psychological and social

factors influencing conformity in various contexts; and

(b) language objectives: Apply topic-specific vocabulary in

discussions about conformity and express personal views on

conformity in academic and professional environments using
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appropriate language structures and examples.
The worksheet was structured into three main sections: Reciprocal
Group Discussion, Student Facilitating Table Topic, and Follow-Up
Exercises, providing a clear framework for the session’s activities.

During the session

Introduction (5-10 minutes): Tutor introduced the topic of
conformity and individuality.
Warm-up (5-10 minutes):

o Review of key vocabulary from the video transcript
(e.g., converge, conversion therapy, disciplinarian
upbringing).

o Brief discussion on prior knowledge of conformity.

Small Group Discussion (30-40 minutes): Attendants were divided
into small groups, assuming the following roles:

o Word Master: Define and explain key terms like
“prejudice” and “execute somebody.”

o Questioner: Pose questions such as “Why do people
usually follow the crowd and not be themselves?”
and create additional questions like “What are the
pros and cons of conformity in society?”

o Connector: Relate the video content to personal
experiences or wider societal issues using prompts
like “This reminds me of...” or “I can relate...”

o Summarizer: Prepare to synthesize the group’s main
discussion points.

Whole-Class Discussion (Interspersed):

o Tutors facilitated broader discussions on vocabulary
usage, thought-provoking questions, and real-world
connections related to conformity.

Summary and Feedback (10 minutes):

o Each group’s Summarizer presented their key
takeaways using a suggested summary frame
provided in the worksheet.

o Other students asked questions, and tutors provided
final feedback and clarification.
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Student Facilitating Table Topic (20 minutes):
o A designated student facilitator presented on a
related topic, followed by a Q&A session.
o Follow-Up  Exercises:  Students completed
additional exercises to reinforce learning and
encourage further reflection on the topic.

Throughout the session, the tutor supported and guided group
discussions, offering feedback, language assistance, and facilitation
as needed. This collaborative approach, centered around the theme of
conformity and individuality, fostered comprehension, motivated
engagement, and provided ample opportunities for English language
practice and skill development. The program ensured that participants
engaged deeply with both the content and language aspects of each
topic, while also developing their communication and critical thinking
skills in English.

Instruments

TOEIC Speaking Pre- and Post-test

The TOEIC Speaking test—a popular standardized language
assessment designed for daily and workplace English communication
(ETS, n.d.)—was adapted to evaluate the participants’ speaking skills.
Although the official version of the speaking test had six tasks, the
participants’ tight schedules prevented them from completing all of
the tasks. Thus, after a discussion with official TOEIC raters, two
concise versions of the test were developed specifically for the current
research. The test format, topic, scope, and difficulty levels in the two
tests were similar, as confirmed by the raters.

Speaking tests were used as pre- and post-tests at the beginning
and end of the program to monitor the participants’ speaking skills
development. Each test was designed to measure different aspects of
the attendants’ speaking skills, such as pronunciation, intonation,
stress, grammar, vocabulary, cohesion, and relevance and
completeness of the content (ETS, 2020). The first task, read-aloud
questions, gave the participants 45 seconds to read nearly 100-word
texts out loud. The second task, “Describe a Picture”, asked
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participants to first look at a picture, after which they were given 30
seconds to prepare their answer, describing the picture in as much
detail as possible in 45 seconds. In the third task, “Respond to
Questions”, participants answered three questions. After hearing the
questions, they immediately answered the first two questions for 15
seconds and the third question for 30 seconds. In the final task,
“Express an Opinion”, participants offered their opinions on a specific
topic within 60 seconds. Tasks 1, 2, and 3 had a score range of 0 to 3,
whereas Task 4 had a score range of 0 to 5 (ETS, 2020).

Pre- and Post-Program Surveys

Complementing the TOEIC Speaking tests, pre- and post-program
surveys were designed based on the principles of questionnaire design
in second language research (Dornyei & Taguchi, 2009). These
surveys aimed to capture participants’ perspectives and attitudes
toward English learning in the RT program context.

The pre-program survey consisted of two main sections. The first
gathered demographic information and language learning background,
providing a baseline understanding of participants’ profiles. The
second section included five-point Likert scale questions assessing
participants’ confidence in English proficiency and self-evaluation of
their listening, speaking, reading, and writing skills. This self-
assessment component was grounded in research highlighting the
influence of learners’ self-perceptions on language learning outcomes
(Mercer, 2011).

The post-program survey maintained the self-assessment section
for direct comparison with pre-program responses and added a
program evaluation component. This new section comprised nine
five-point Likert scale questions addressing various aspects of the
program, such as its relevance and effectiveness, and three open-
ended questions exploring participants’ engagement, perceived
learning changes, and feedback about the program. This mixed-
methods approach allowed for both systematic comparison across
participants and capture of individual, nuanced reflections. Both
surveys underwent pilot testing to ensure clarity and relevance. Their
Cronbach’s alpha reliability values (0.85 for pre-program and 0.78 for
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post-program) indicated good internal consistency (Nunnally &
Bernstein, 1994).

The combination of standardized speaking tests and tailored
surveys provided a comprehensive assessment framework, aligning
with best practices in language program evaluation (Norris, 2016).
This multi-faceted approach enabled us to triangulate objective
speaking performance data with participants’ self-perceptions and
program experiences, offering a rich, nuanced understanding of the
RT program’s impact on EMI graduate students’ English skills and
attitudes.

Research Design and Data Collection Procedure

This study employed a 14-week quasi-experimental design to
investigate the effect of the Reciprocal Teaching approach on
participants’ English-speaking skills, their perceived development in
English language skills, and their attitudes toward the program. The
design was structured to align closely with the principles of RT,
ensuring that each component of the approach was integrated into the
research process. The 14-week timeline was presented as follows (see
Figure 1):
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Figure 1

The Timeline of the Research Design

*Pre-program assessment
*Individual appointments for TOEIC Speaking pre-test
*Pre-program survey administration

*RT Sessions \

* Weekly two-hour RT sessions (12 sessions in total)

*Each session followed the RT framework, incorporating the four
key roles: Word Master, Questioner, Connector, and Summarizer.

*Sessions were structured around topics relevant to participants’
academic fields, with materials including academic articles, TED
talks, or TED-Ed videos.

*Participants rotated through the RT roles, ensuring exposure to all

aspects of the approach. )

~
*Post-program assessment

*Individual appointments for TOEIC Speaking post-test
*Post-program survey administration

The primary objective of this study was to examine the efficacy of
RT in enhancing English-speaking skills. Our focus on quantitative
methods was deliberate, aiming to establish measurable outcomes for
this novel application of RT in an EMI context. Quantifiable
improvements in speaking performance and students’ perceived
attitudes were closely aligned with the research questions, allowing
for clear comparisions between pre- and post-intervention
performance (Creswell & Creswell, 2017). The use of standardized
speaking tests (i.e., adapted TOEIC Speaking) provided a validated
and reliable measure of speaking proficiency, enhancing the
generalizability and practical applicability of our findings. Although
the primary analysis was quantitative, qualitative data from open-
ended survey responses provided students’ perspectives on their
learning experiences and attitudes toward the RT intervention. These
qualitative insights offered valuable context on how RT impacted their
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English-speaking development, enriching the quantitative findings.

To ensure the validity and reliability of our instruments,
meticulous preparations were undertaken before the research began.
The TOEIC Speaking pre- and post-tests underwent an expert review
(Tessmer, 1993) carried out by TOEIC raters to assure practicality and
identify potential deficiencies. Additionally, a pilot study was
conducted with a senior graduate student who had previously enrolled
in the program. This pilot study helped refine the test-taking
procedures, test directions, audio quality of the TOEIC Speaking tests,
and question slides. For both the pre- and post-program assessments,
individual appointments were scheduled to create a controlled
environment for data collection. During these appointments, the test
procedure and question types were fully explained to participants
before administration. All responses were audio-recorded for later
analysis.

This research design and data collection procedure allowed us to
capture the impact of the program over time. By aligning our data
collection methods with the RT approach, we ensured that our
findings would directly reflect the effectiveness of RT in improving
participants’ English-speaking skills in the EMI context.

Data Collection and Analysis

Two types of data were collected in this study. The TOEIC
Speaking tests were used to evaluate participants’ English-speaking
performances. Two official raters assessed recorded oral
performances using the TOEIC Speaking test rubric (ETS, 2020).
Inter-rater reliability between the two raters calculated using
intraclass correlation coefficients (ICCs) was .72 in the pre-test
and .87 in the post-test, both of which were acceptable (Larson-Hall,
2015). The average of their grading points determined the final scores.
Descriptive statistics were calculated to determine means and
standard deviations (SD). A Wilcoxon signed ranks test was
conducted to compare pre- and post-test results due to the small
sample size. Furthermore, surveys provided information on
participants’ perceived language abilities and program perspectives.
Descriptive statistics were used for mean and SD calculations. The
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Wilcoxon signed ranks test was applied to Likert scale data to identify
any differences between pre- and post-program survey results. A
thematic analysis (Braun & Clarke, 2006) was used to examine
responses to open-ended items. The researchers collaborated to
analyze the data, resolving discrepancies through discussion.

RESULTS

Taiwanese EFL Graduate Students’ Speaking Skill Development

The first research question explored the effectiveness of the RT
strategy in improving students’ speaking skills by conducting pre- and
post-tests in TOEIC Speaking. Table 3 presents descriptive statistics
comparing pre-test and post-test scores for participants. It was found
that all post-test task scores were higher than the pre-test scores.
Specifically, Tasks 1 and 2 showed significant differences with z-
scores of -1.98 and -2.07 (p < 0.05) and large effect sizes of -0.57 and
-0.6, respectively. However, no significant difference was observed in
the performance of Tasks 3 and 4 between the two tests (z =-.78 and
-.79, p > 0.05), with small effect sizes of -0.23 for both tasks.

Table 3

Students’ Speaking Performance and Wilcoxon Signed Ranks Test
Results

Test Asymp. Sig.
Task Pre-test Post-test Z (2-tailed) r
1. Read a text . b "
dloud 2.88(.13) 296(.14)  -1.98 048 0.57
2. Describe a b *
Dicture 2.58(36)  3.46(69)  -2.07 038 0.6
3. Respond to 2.58(48)  2.63(43) -78b 0.44 023
questions
4. Express an 246(58)  3.71(.92) -79¢ 0.43 -0.23

opinion

Note. N = 12 (7 with intermediate confidence, 5 with low confidence)
* Mean (SD)
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® Based on positive ranks.
¢ Based on negative ranks.
*p <0.05

Taiwanese EFL Graduate Students’ Perceptions of English Skills

To assess changes in students’ perceptions of their English skills,
pre-program survey and post-program survey approaches were used.
The students reported improved self-evaluations in the post-survey, as
shown in Table 4. The Wilcoxon signed-ranks test revealed significant
differences in perceived listening and reading skills between the pre-
program survey and post-program survey (z = -2.45 and -2.00, p <
0.05), with large effect sizes of » = -0.71 and -0.58, respectively.
However, there were no significant changes in speaking and writing
skills (z =-1.13 and -1.40, p > 0.05), with medium effect sizes (r = -
0.33 and -0.41, respectively).

Table 4

Students’ Perceptions and Wilcoxon Signed Ranks Test Results

Survey  Pre-program Post-program 7 Asymp. Sig. -
Skill survey survey (2-tailed)
Listening 2.58 (.90)* 3.08 (.67) -2.45b .01* -0.71
Speaking 2.08 (.79) 2.33(.78) -1.13b 0.26 -0.33
Reading 3.08 (.67) 342 (.51) -2.00° .046%* -0.58
Writing 2.08 (.67) 2.58 (.90) -1.40° 0.16 -0.41

Note. N = 12 (7 with intermediate confidence, 5 with low confidence)
* Mean (SD)

® Based on negative ranks.

*p <0.05

Taiwanese EFL Graduate Students’ Attitudes toward Application of the RT
Strategy

Quantitative Findings

Analysis of the nine-item, five-point Likert scale questionnaire
revealed generally positive attitudes towards the RT program among
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participants. As shown in Table 5, all items scored above 3.5, with
eight out of nine items averaging 4 or higher. The highest-rated
aspects were the program’s design facilitating increased English-
speaking opportunities (item #4, M = 4.75) and the usefulness of input
materials such as videos and readings (item #8, M =4.50). The lowest-
rated item, though still positive, concerned the program’s impact on
refining spoken grammar (item #6, M = 3.83).

Table 5

Students’ Attitudes toward the Application of the Reciprocal Teaching
Strategy

Item Min Max M SD

1.I actively participated in the

. 3.00 5.00 4.08 19
session.

2.The sessions were relevant to

my English learning needs. 3.00 500 425 .62

3.The sessions improved my

S 3.00 5.00 4.42 .67
communication fluency.

4.The sessions allowed me to

speak more English. 4.00 500 475 45

5.The sessions helped expand

3.00 5.00 4.00 .74
my spoken vocabulary.

6.The sessions helped refine my

3.00 5.00 3.83 .83
spoken grammar.

7.The sessions engaged my

) 3.00 5.00 4.33 78
interest.

8.1 felt comfortable speaking

during the session. 3.00 >.00 4.33 78
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9.1 found the input materials

(videos and readings) helpful. 4.00 500 4.30 52

Did you actively engage in the Yes: 9 (75%)

program? OK: 1 (8.3%)

Could be better: 2 (16.7%)
What self-changes did you 1. More confident and
observe from the first to the last relaxed while speaking in
English Roundtable session? English

2. More increase in the
amount of vocabulary

3. More engagement in
activities

4. Broader perspectives on a
variety of issues

What did you like the most 1. Performing a variety of

about the English Roundtable activities

activity? 2. Exchanging ideas with
other participants

3. Encouragement and
support from tutors

4. Using English in the
discussions

Note. N = 12 (7 with intermediate confidence, 5 with low confidence). 1: Strongly
disagree, 2: Disagree, 3: Neutral, 4: Agree, 5: Strongly agree.

Quantitative Analysis

To complement the quantitative data, a thematic analysis (Braun
& Clarke, 2006) was conducted on responses to open-ended questions.
This analysis revealed several key themes, providing deeper insights
into participants’ experiences with the RT strategy.

Self-Perception of Participation. A majority of participants
viewed themselves as effective team members in the RT activities.
They cited reasons such as active idea sharing, facilitation of group
discussions, and consistent participation. For instance, one participant
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noted, “/ can actively propose my ideas,” while another mentioned, ““/
can organize everybody s ideas and pose interesting arguments.” This
high level of self-reported engagement aligns with the core principles
of RT, which emphasizes active participation and collaborative
learning (Palinscar & Brown, 1984). However, a few participants
acknowledged challenges in engagement, primarily due to shyness or
discomfort with English expression. These responses reflect the
anxiety often experienced by EFL learners in speaking situation.

Perceived Changes and Improvements. Participants reported
several areas of improvement throughout the program. The most
frequently mentioned was increased confidence in English speaking,
followed by reduced anxiety about using English, enhanced
vocabulary, greater involvement in discussions, and broadened
perspectives on various topics. These findings support previous
research on the positive impact of collaborative learning strategies on
language anxiety reduction and confidence building (Maclntyre &
Gardner, 1991).

One participant’s comment illustrates this theme: “/ feel more
courageous to talk to others in English.” Another noted, “My anxiety
about English speaking is lower.” Such responses suggest that the RT
approach may be effective in creating a low-anxiety environment.

Favorite Aspects of the Program. Four main categories emerged
as favored elements of the program: diverse and interactive tasks (e.g.,
cooking sessions, board games), peer interaction and idea exchange,
tutor support and encouragement, and opportunities for active English
use. Participants particularly appreciated how games and interactive
activities motivated them to use English despite difficulties. One
student remarked, “Although it s still difficult for me to express all my
ideas in English, playing games indeed motivated me to try.”

Program Impact on English Use. Students reported increased
willingness to speak English, more opportunities for English practice,
and improved ability to express ideas in English. A representative
comment was: “We could push ourselves to use English during the
activity.” This increased willingness to communicate in English is a
crucial factor in language learning success.

Areas for Improvement. While less prevalent, some responses
indicated areas for potential enhancement. These included a need for
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more preparation time and a desire for additional vocabulary focus.
One student noted that “Sometimes I was too busy to prepare well.
Just need more time and vocabulary to complete tasks”, and the other
mentioned that “/ still need to improve my speaking abilities to more
actively participate in the discussion.” These suggestions align with
research emphasizing the importance of adequate preparation and
vocabulary knowledge in successful language production (Nation,
2001).

DISCUSSION AND CONCLUSION

Building on Macaro’s (2018) argument for offering language
support to EMI students, this study examined the effect of the RT
approach on speaking abilities, English language perceptions, and
attitudes of Taiwanese EFL graduate students. While previous studies
(Ahmad, 2014; Kadam & Sawant, 2020) have highlighted the benefits
of the RT approach based on descriptive statistics, further evidence
derived from the rigorous research designs and analyses conducted in
our study serves to reinforce the importance of RT as a useful,
engaging, and meaningful pedagogical technique. Notably, our study
found that Taiwanese graduate students with intermediate or low
confidence in their English proficiency displayed significant
improvements in post-program speaking abilities, including
pronunciation, intonation, stress, and idea description, as well as in
their perceptions of reading and listening skills.

In our program, the RT routine and activities notably improved the
language competencies of the participating students with intermediate
to low English confidence. Evidence of this improvement was
reflected in the significantly better performance in Speaking Tasks 1
and 2, especially in pronunciation, delivery, and coherence. It might
be due to the immediate feedback participants received during the RT
sessions, which enabled them to practice and modify their production
on the spot, thus resulting in a noticeable improvement in their
comprehensibility and intelligibility. Yet, no significant improvement
in Tasks 3 and 4 was identified. This could be explained that skills
required to perform both tasks, including grammar, vocabulary,
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cohesion, relevance, and completeness of the content, would develop
incrementally over a long period of time (Dekeyser, 2005; Nation,
2001; Tsunemoto & Trofimovich, 2024). Participants might need
more practice to improve such skills.

Moreover, the increased confidence in English listening and
reading skills exhibited by the participants corroborated the
effectiveness of the program in addressing EMI students’ needs. The
positive results can be attributed to RT’s scaffolding nature (Brown &
Palinscar, 1989), interactive environment (Seymour & Osana, 2003),
and peer-assisted learning (Topping, 2005), confirming the assertions
of previous studies (Ahmad, 2014; Harper & De Jong, 2004; Yawisah,
2017). The enhanced perceptions of the participants’ listening and
reading skills have important implications for their performance in the
EMI context. Improved listening skills can directly contribute to
better comprehension of lectures, discussions, and multimedia
materials in English-medium courses (Macaro et al., 2018). Enhanced
reading skills, in turn, can facilitate more efficient processing of
academic texts, research papers, and online resources crucial for EMI
course success (Breeze & Sancho Guinda, 2017). In EMI contexts,
this heightened confidence in receptive skills could encourage more
active participation in class discussions, willingness to engage with
English materials, and overall better adaptation to the EMI
environment (Tweedie & Johnson, 2018).

Interestingly, while participants valued the RT activities, they did
not fully agree that these activities improved their spoken grammar.
This perspective is consistent with the goal of the program, which
prioritized fluency over linguistic perfection. Their positive
perspectives on the RT approach reflected their enjoyment and
perceived value of the interactive learning experience, which further
enhanced their language and communication skills in an English-
speaking environment (Harper & De Jong, 2004; Krashen, 1982;
Long, 1996; Swain, 1993).

This study underscores the effectiveness of the RT approach in
providing EMI students with the language skills necessary for
academic success. Both qualitative and quantitative analyses
demonstrated the students’ improved English language skills and
increased confidence. The RT approach provides a structured
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framework for discussion and fosters a collaborative learning
environment where students take on various roles in learning tasks,
enhancing active participation and responsibility in their English
practice. Through the discussion, spontaneous, supportive feedback
from peers and tutors is encouraged. Additionally, practical speaking
pedagogical strategies, such as group discussion, tasks, and role-
playing, can be successfully integrated into the RT approach,
demonstrating its flexibility and adaptability for promoting second-
language speaking skills. The RT activities provided valuable
language practice opportunities and language input that contributed to
the student’s overall academic and English-language development.

The findings of this study confirm the overall effectiveness of the
RT approach in enhancing the English-speaking abilities of EMI
graduate students. The significant improvements observed in
pronunciation, intonation, stress, and idea description echo recent
research on the benefits of collaborative learning strategies for
language development (Abramczyk & Jurkowski, 2020). The
structured nature of the RT sessions, incorporating roles such as Word
Master, Questioner, Connector, and Summarizer, provided students
with diverse opportunities to engage with the language. This aligns
with Vygotsky’s sociocultural theory and the concept of scaffolded
learning (Lantolf & Poehner, 2014), where peer interaction and expert
guidance facilitate language acquisition. The improved performance
in Tasks 1 and 2 of the TOEIC Speaking test suggests that the RT
approach particularly benefits pronunciation and descriptive abilities,
highlighting the effectiveness of structured peer interaction in
enhancing oral proficiency.

These findings have several pedagogical implications. First, the
provision of language support is essential for EMI students to improve
their language skills and facilitate the learning of EMI content.
Students benefit from structured discussions that involve predicting,
generating questions, clarifying, and summarizing. Second, assigning
specific communication roles encourages interaction and practice,
facilitates information exchange, and ultimately improves students’
language proficiency (Doughty & Pica, 1986). Finally, empowering
students by delegating speaking responsibilities and providing
scaffolding support can significantly improve students’ language
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proficiency (Harper & De Jong, 2004; Savignon, 2005).

In conclusion, this study provides evidence for the effectiveness
of the RT approach in supporting EMI graduate students’ English-
speaking abilities. The structured, collaborative nature of RT sessions,
combined with diverse task-based and content-based learning, offers
a promising model for language support in EMI contexts. While these
results are encouraging, certain limitations warrant caution in their
interpretation. These include the lack of a control group, the small
sample size, and the relatively short duration of the study, thus
limiting the generalizability of the findings. In addition, potential bias
due to the presence of the researchers and possible variation in
students’ extracurricular English exposure may have influenced the
results. Future research could address these limitations. The inclusion
of a delayed post-test to assess long-term retention, the adoption of
more comprehensive interactive speaking tasks, and the extension of
the study duration are suggested. In addition, future research could
explore the impact of the RT approach on English language skills
across students from various EMI disciplines and with differing levels
of English proficiency and confidence, to achieve a more nuanced
understanding of its effectiveness. Finally, we acknowledge that a
mixed-methods approach, incorporating more extensive qualitative
analyses such as conversation analysis or semi-structured interviews,
could provide deeper insights into the processes underlying speaking
skill development through RT (Lee & Hellermann, 2014). Future
research could benefit from such an approach to explore not just
whether RT improves speaking skills, but how and why it does so,
offering richer insights to inform pedagogical practice in EMI
contexts.

90



RECIPROCAL TEACHING FOR ENGLISH SPEAKING ABILITIES

REFERENCES

Abramczyk, A., & Jurkowski, S. (2020). Cooperative learning as an evidence-based
teaching strategy: What teachers know, believe, and how they use it. Journal of
Education for Teaching, 46(3), 296-308.
https://doi.org/10.1080/02607476.2020.1733402

Adams, K. & Missingham, D. (2006) Contributions to student learning: An
overview of engineering communication courses in mechanical engineering
education, School of Mechanical Engineering, University of Adelaide.

Adams, S. G. (2003). Building successful student teams in the engineering
classroom. Journal of STEM Education. Innovations and Research, 4(3), 1-6.

Ahmad, Z. (2014). Improving students’ speaking ability by using reciprocal
teaching strategy at the twelve grade students of SMKN 1 Rambah Rrokan Hulu
Regency, Education Research, 3(1), 17-20.

Aizawa, 1., Rose, H., Thompson, G., & Curle, S. (2020). Beyond the threshold:
Exploring English language proficiency, linguistic challenges, and academic
language skills of Japanese students in an English medium instruction
programme. Language Teaching Research, 1362168820965510.
https://doi.org/10.1177/1362168820965510

Alehegn, A., Yigzaw, A., & Shifere, K. (2024). The reciprocal pedagogy: Effects on
students’ writing proficiency development in an EFL classroom. Teaching
English Language, 18(1), 317-339.
https://doi.org/10.22132/te.2024.453473.1596

An, J., & Thomas, N. (2021). Students’ beliefs about the role of interaction for
science learning and language learning in EMI science classes: Evidence from
high schools in China. Linguistics and Education, 65, 100972.
https://doi.org/10.1016/j.linged.2021.100972

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative
Research in Psychology, 3(2), 77-101.
https://doi.org/10.1191/1478088706qp0630a

Breeze, R., & Sancho Guinda, C. (2017). Genre-based strategies for integrating
critical and creative thinking in engineering and journalism. ESP Today, 5(2),
196-221.

Brown, A., and Palinscar, A. (1989). Guided, cooperative learning and individual
knowledge acquisition. In L. Resnick (ed.), Knowing, learning and instruction:
Essays in honor of Robert Glaser (pp. 393—451). Hillsdale, NJ: Lawrence
Erlbaum Associates.

Chan, S. W., Chen, C. F., Hsiao, S. C., Tseng, C. C., Wong, X. W., & Yu, L. T. (2024).
University students’ attitudes towards EMI courses: A study at National Tsing
Hua University [Conference presentation]. 2024 "The Present and Future on
Effective Teaching” International Conference, Taiwan.

Chang, M. M., & Lan, S. W. (2021). Exploring undergraduate EFL students’
perceptions and experiences of a Moodle-based reciprocal teaching application.
Open Learning: The Journal of Open, Distance and e-Learning, 36(1), 29-44.

91



Lu-Chun Lin, Li-Tang Yu & Yi-Chen Wu

https://doi.org/10.1080/02680513.2019.1708298
Chapple, J. (2015). Teaching in English is not necessarily the teaching of English.

International Education Studies, 8, 1-13.

Chu, H. N. R, Lee, W. S., & O’Brien, P. W. (2018). Student satisfaction in an
undergraduate international business EMI program: A case in southern Taiwan.
Journal of Studies in International Education, 22(3), 198-2009.

https://doi.org/10.1177/1028315317748525
Creswell, J. W., & Creswell, J. D. (2017). Research design: Qualitative, quantitative,

and mixed methods approaches. Sage publications.
Dearden, J. (2015). English as a medium of instruction —A growing global

phenomenon. London: British Council. Retrieved from

https://www.britishcouncil.es/sites/default/files/british_council english as a

medium_of instruction.pdf

DeKeyser, R. M. (2005). What makes learning second-language grammar difficult?
A review of issues. Language  Learning,  55(S1),  1-25.
https://doi.org/10.1111/j.0023-8333.2005.00294.x

Dornyei, Z., & Taguchi, T. (2009). Questionnaires in second language research:
Construction, administration, and processing. Routledge.

Doughty, C., & Pica, T. (1986). “Information gap” tasks: Do they facilitate second
language acquisition?. TESOL Quarterly, 20(2), 305-325.
https://doi.org/10.2307/3586546

Ekog, A. (2020). English Medium Instruction (EMI) from the perspectives of

students at a technical university in Turkey. Journal of Further and Higher

Education, 44(2), 231-243. https://doi.org/10.1080/0309877X.2018.1527025
ETS (2020). Examinee handbook: TOEIC speaking and writing tests.

https://www.toeic.com.tw/Upload/att/202011/202110281702449859741353.p

df
ETS (n.d.). TOEIC. https://www.ets.org/toeic.html
Hammou, S. B., & Kesbi, A. (2023). English-medium instruction (EMI) in
Graduate students’ attitudes. Journal for

Moroccan higher education:

Multicultural Education, 17(1), 43-55.
Harper, C., & De Jong, E. (2004). Misconceptions about teaching English-language

learners. Journal of Adolescent & Adult Literacy, 48(2), 152-162.

Hughes, R. & Reed, B. S. (2016). Teaching and researching speaking (3rd ed.).
Routledge, Taylor & Francis Group.

Kadam, D. M., & Sawant, S. Y. (2020). Modified reciprocal teaching: Cooperative
learning technique for enhancing communication skills of first-year
engineering students. Journal of Engineering Education Transformations, 33,
532-536. https://doi.org/10.16920/jeet/2020/v3310/150111

Kirkpatrick, A. (2011). Internationalization or Englishization: Medium of
instruction in today’s universities. Hong Kong: Center for Governance and
Citizenship, The Hong Kong Institute of Education. Retrieved from

https://shorturl.at/3kcAy
Kirkpatrick, A. (2014a). The language(s) of HE: EMI and/or ELF and/or

92


https://www.toeic.com.tw/Upload/att/202011/202110281702449859741353.pdf
https://www.toeic.com.tw/Upload/att/202011/202110281702449859741353.pdf
https://www.ets.org/toeic.html

RECIPROCAL TEACHING FOR ENGLISH SPEAKING ABILITIES

multilingualism? The Asian Journal of Applied Linguistics, 1(1), 4-15.

Kirkpatrick, A. (2014b). English as a medium of instruction in East and Southeast
Asian universities. In N. Murray & A. Scarino (Eds.) Dynamic Ecologies (pp.
15-29). Springer

Kirkpatrick, A., & Liddicoat, A. J. (2023). Language education policy and
multilingual education. In W. O. Lee, P. Brown, A. L. Goodwin, A. Green (Eds.),
International Handbook on Education Development in the Asia-Pacific (pp.
513-527). Springer.

Klingner, J.K., & Vaughn, S. (1996). Reciprocal teaching of reading comprehension
strategies for students with learning disabilities who use English as a second
language. The  Elementary  School  Journal, 96,  275-292.
https://doi.org/10.1086/461828

Kosar, G., & Akbana, Y. E. (2021). The impact of reciprocal teaching on pre-service
English-as-a-foreign-language teachers’ reading comprehension skills. Journal
of Language Education and Research, 7(2), 280-294.
https://doi.org/10.31464/jlere.857504

Krashen, S. (1982). Principles and practices of second language acquisition.
Pergamon.

Lantolf, J. P, & Poehner, M. E. (2014). Sociocultural theory and the pedagogical
imperative in L2 education: Vygotskian praxis and the research/practice divide.
New York: Routledge.

Lantolf, J. P., & Thorne, S. L. (20006). Sociocultural theory and the genesis of second
language development. Oxford: Oxford University Press.

Larson-Hall, J. (2015). 4 guide to doing statistics in second language research using
SPSS and R. Routledge.

Lee, J. S.,, & Chiu, M. M. (2023). Modeling EFL learners’ willingness to
communicate: The roles of face-to-face and digital L2 communication
anxiety. Annual ~ Review  of  Applied  Linguistics, 43, 64-87.
https://doi.org/10.1017/S0267190523000090

Lee, Y. A., & Hellermann, J. (2014). Tracing developmental changes through
conversation analysis: Cross-sectional and longitudinal analysis. 7Tesol
Quarterly, 48(4), 763-788. https://doi.org/10.1002/tesq.149

Li, N., & Wu, J. (2018). Exploring assessment for learning practices in the EMI
classroom in the context of Taiwanese higher education. Language Education
& Assessment, 1(1), 28-44.

Lin, S. L., Wen, T. H., Ching, G. S., & Huang, Y. C. (2021). Experiences and
challenges of an English as a medium of instruction course in Taiwan during
COVID-19. International Journal of Environmental Research and Public
Health, 18(24), 12920. https://doi.org/10.3390/ijerph182412920

Liu, G., & Cao, H. (2021). The application of POA-based reciprocal teaching model
in Chinese senior high school English writing class. Theory and Practice in
Language Studies, 11(8), 891-900. https://doi.org/10.17507/tpls.1108.04

Long, M. H. (1996). The role of the linguistic environment in second language
acquisition. In W. C. Ritchie & T. K. Bhatia (Eds.), Handbook of second

93



Lu-Chun Lin, Li-Tang Yu & Yi-Chen Wu

language acquisition (pp. 413-468). Academic Press.

Ma, Y., Yu, S., Reynolds, B. L., & Jiang, L. (2022). A qualitative investigation of
Chinese students’ willingness to communicate in English in the graduate school
EMI  classroom. English ~ Teaching &  Learning, 46(1),  77-98.
https://doi.org/10.1007/s42321-021-00087-1

Macaro, E. (2018). English medium instruction. Oxford: Oxford University Press.

Macaro, E., Curle, S., Pun, J., An, J., & Dearden, J. (2018). A systematic review of
English medium instruction in higher education. Language Teaching, 51(1), 36-
76. https://doi.org/10.1017/S0261444817000350

MaclIntyre, P. D., & Gardner, R. C. (1991). Methods and results in the study of
anxiety and language learning: A review of the literature. Language Learning,
41(1), 85-117. https://doi.org/10.1111/.1467-1770.1991.tb00677.x

Mafarja, N., Mohamad, M. M., Zulnaidi, H., & Fadzil, H. M. (2023). Using of
reciprocal teaching to enhance academic achievement: A systematic literature
review. Heliyon. https://doi.org/10.1016/j.heliyon.2023.e18269

Mercer, S. (2011). Understanding learner agency as a complex dynamic system.
System, 39(4), 427-436. https://doi.org/10.1016/j.system.2011.08.001

Ministry of Education (2022, Aug. 26). 2030 bilingual policy.
https://www.edu.tw/News_Content.aspx?n=D33B55D537402BAA&s=FB233
D7EC45FFB37

Nation, I. S. P. (2001). Learning vocabulary in another language. Cambridge
University Press.

Ningsih, R., & Fitrawati, F. (2018). The use of reciprocal teaching technique in
teaching vocabulary to elementary school students. Journal of English
Language Teaching, 7(1), 151-156. https://doi.org/10.24036/jelt.v7i1.8968

Norris, J. M. (2016). Language program evaluation. The Modern Language Journal,
100(S1), 169-189. https://doi.org/10.1111/modl.12307

Nunnally, J. C. & Bernstein, I. R. (1994). Psychometric theory. McGraw-Hill, New
York.

Palinscar, A. S., & Brown, A. L. (1984). Reciprocal teaching of comprehension-
fostering and  comprehension-monitoring  activities. Cognition — and
Instruction, 1(2), 117-175.

Pitura, J. (2022). Developing L2 speaking skills in English-medium EFL higher
education. Innovation in Language Learning and Teaching, 16(2), 118-143.
https://doi.org/10.1080/17501229.2021.1884688

Pun, J., & Jin, X. (2021). Student challenges and learning strategies at Hong Kong
EMI universities. PLOS ONE, 16(5), e0251564.
https://doi.org/10.1371/journal.pone.0251564

Reynolds, B. L., & Yu, M. H. (2022). Using English as an international language
for fluency development in the internationalised Asian university context. The
Asia-Pacific Education Researcher, 31(1), 11-21.
https://doi.org/10.1007/s40299-020-00534-w

Robinson, C. 1., Harvey, T. M., & Tseng, M. (2016). Perceptions of Taiwanese
nursing students’ English-language progression following interactive scenario

94



RECIPROCAL TEACHING FOR ENGLISH SPEAKING ABILITIES

development and role play. Contemporary Nurse, 52(5), 590-601.
https://doi.org/10.1080/10376178.2016.1183463

Rokhaniyah, H. (2020). Applying reciprocal teaching to overcome learners' barriers
to effective listening. IDEAS: Journal on English Language Teaching and
Learning, Linguistics and Literature, 8(1), 37-45.
https://doi.org/10.24256/ideas.v8il.1259

Rosencrum, E. C., Hildebrand, E. E., Negron, M., & Adkinson, C. (2021).
Complementary teaching strategies anchored in the peer-assisted learning
model. Athletic Training Education Journal, 16(2), 142-149.
https://doi.org/10.4085/1947-380X-20-87

Sabzevari, M., Fatehi Rad, N., & Tajaddini, M. (2022). Implementation of
reciprocal-scaffolding treatment in virtual learning context: Iranian EFL
learners’ listening and speaking skills. Journal of New Trends in English
Language Learning, 1(3), 87-97.

Sahan, K., & Sahan, O. (2024). Investigating student and alumni perspectives on
language learning and career prospects through English medium
instruction. Teaching  in  Higher  Education,  29(1), 194-215.
https://doi.org/10.1080/13562517.2021.1973407

Sari, A. W. (2021). The effects of applying reciprocal teaching method to the
students’ achievement in reading comprehension. English Teaching and
Linguistics Journal, 2(2), 179-187. https://doi.org/10.30596/etlij.v2i2.6951

Savignon, S. J. (2005). Communicative language teaching: strategies and goals. In
E. Hinkel (Ed.), Handbook of research in second language teaching and
learning (pp. 635— 651). Mahwah, NJ: Erlbaum.

Seymour, J. R., & Osana, H. P. (2003). Reciprocal teaching procedures and
principles: Two teachers’ developing understanding. Teaching and Teacher
Education, 19(3), 325-344. https://doi.org/10.1016/S0742-051X(03)00018-0

Su, L. I. W, Cheung, H.,, & Wu, J. R. (eds.) (2021). Rethinking EMI:
Multidisciplinary perspectives from Chinese-speaking regions. Taylor &
Francis.

Swain, M. (1993). The output hypothesis: Just speaking and writing aren’t enough.
The Canadian ~ Modern  Language  Review, 50, 158-164.
https://doi.org/10.3138/cmlr.50.1.158

Swain, M. (2000). The output hypothesis and beyond: Mediating acquisition
through collaborative dialogue. Sociocultural theory and second language
learning, 97(1), 97-114.

Tessmer, M. (1993). Planning and conducting formative evaluations. Routledge.

Topping, K. (2005) Trends in peer learning. Educational Psychology, 25(6), 631-45.
https://doi.org/10.1080/01443410500345172

Tsunemoto, A., & Trofimovich, P. (2024). Coherence and comprehensibility in
second language speakers’ academic speaking performance. Studies in Second
Language Acquisition, 46(3), 795-817.
https://doi.org/10.1017/S0272263124000305

Tweedie, M.G., Johnson, R.C. (2018). Listening instruction for ESP: Exploring

95



Lu-Chun Lin, Li-Tang Yu & Yi-Chen Wu

nursing education where English is a lingua franca. In: Burns, A., Siegel, J. (eds)
International Perspectives on Teaching the Four Skills in ELT. Palgrave
Macmillan, Cham. https://doi.org/10.1007/978-3-319-63444-9 5

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological
processes. Cambridge, MA: Harvard University Press.

Wilang, J. D., & Nupong, S. (2022). Factors affecting EMI attitudes of engineering
and nursing students. Theory and Practice in Language Studies, 12(3), 437-446.
https://doi.org/10.17507/tpls.1203.03

Wood, D.J., Bruner, J.S. & Ross, G. (1976). The role of tutoring in problem solving.
Journal  of  Child  Psychology and  Psychiatry, 17, 89-100.
https://doi.org/10.1111/j.1469-7610.1976.tb00381.x

Yao, C. W, Collins, C., Bush, T., Briscoe, K. L., & Dang, N. L. T. (2022). English
as a ‘double barrier’: English medium instruction and student learning at
Vietnamese transnational universities. Higher FEducation Research &
Development, 41(4), 1372-1386.
https://doi.org/10.1080/07294360.2021.1896485

Yawisah, U. (2017). Reciprocal teaching: One of the methods for poor
comprehenders. Pedagogy: Journal of English Language Teaching, 1(1), 21-
25.

Yeh, C. C. (2014). Taiwanese students’ experiences and attitudes towards English-
medium courses in tertiary education. RELC Journal, 45(3), 305-319.
https://doi.org/10.1177/00336882145553

96



RECIPROCAL TEACHING FOR ENGLISH SPEAKING ABILITIES

APPENDIX

Appendix 1. Scoring Rubric of TOEIC Speaking Test (ETS,
2020, pp. 10, 11, & 13)

Scoring Guide for Tasks 1-2: Pronunciation

SCORE | RESPONSE DESCRIPTION

3 Pronunciation is highly intelligible, though the response
may include minor lapses and/or other language
influence.

2 Pronunciation is generally intelligible, though it includes
some lapses and/or other language influence.

1 Pronunciation may be intelligible at times, but significant
other language influence interferes with appropriate
delivery of the text.

0 No response OR no English in the response OR response
is completely unrelated to the test.

Scoring Guide for Tasks 1-2: Pronunciation

SCORE | RESPONSE DESCRIPTION

3 Use of emphases, pauses, and rising and falling pitch is
appropriate to the text.

2 Use of emphases, pauses, and rising and falling pitch is
generally appropriate to the text, though the response
includes some lapses and/or moderate other language
influence.

1 Use of emphases, pauses, and rising and falling pitch is
not appropriate, and the response includes significant
other language influence.

0 No response OR no English in the response OR the
response is completely unrelated to the test.
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Scoring Guide for Questions 3: Pronunciation, Intonation and Stress,
Grammar, Vocabulary, and Cohesion

SCORE | RESPONSE DESCRIPTION

3 The response describes the main features of the picture.

e  The delivery may require some listener effort,
but it is generally intelligible.

e  The choice of vocabulary and use of structures
allows coherent expression of ideas.

2 The response is connected to the picture, but meaning
may be obscured in places.
e The delivery requires some listener effort.
e The choice of vocabulary and use of structures
may be limited and may interfere with overall
comprehensibility.

1 The response may be connected to the picture, but the
speaker’s ability to produce intelligible language is
severely limited.
e The delivery may require significant listener
effort.
e The choice of vocabulary and use of structures
is severely limited OR significantly interferes
with comprehensibility.

0 No response OR no English in the response OR the
response is completely unrelated to the test.
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Scoring Guide for Questions 3: Pronunciation, Intonation and Stress,
Grammar, Vocabulary, and Cohesion

SCORE | RESPONSE DESCRIPTION

3 The response is a full, relevant, socially appropriate reply to
the question. In the case of Questions 7-9, information from
the prompt is accurate.

e The delivery requires little listener effort.
o The choice of vocabulary is appropriate.
e The use of structures fulfills the demands of the task.

2 The response is a partially effective reply to the question, but
is not complete, fully appropriate, or in the case of Questions
7-9, fully accurate.

e The delivery may require some listener effort but is
mostly intelligible.

e The choice of vocabulary may be limited or
somewhat inexact, although overall meaning is clear.

e The use of structures may require some listener effort
for interpretation.

e In the case of Questions 7-9, the speaker may locate
the relevant information in the prompt but fail to
distinguish it from irrelevant information or fail to
transform the written language so a listener can
easily understand it.

1 The response does not answer the question effectively.
Relevant information is not conveyed successfully.
e The delivery may impede or prevent listener
comprehension.
e The choice of vocabulary may be inaccurate or rely
on repetition of the prompt.

e The wuse of structures may interfere with
comprehensibility.

0 No response OR no English in the response OR the response
is completely unrelated to the test.
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