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Abstract
Vietnam's ongoing shift toward English as an additional language for international communication has placed new demands on university English courses, particularly in English for Specific Purposes (ESP) programmes where listening instruction has traditionally emphasised comprehension and reproduction rather than communicative interaction. This pattern is especially evident at the Diplomatic Academy of Vietnam (DAV), where students engage with authentic news content on international relations, diplomacy, and economics but are rarely required to respond to it spontaneously.
This study investigated whether a brief, interaction-oriented post-listening activity could strengthen students' listening-to-respond performance, defined as the capacity to process spoken input and produce a relevant oral response. A four-week classroom-based action research project was conducted with 30 third-year undergraduate students in one ESP II listening class at DAV. The existing reproduction-based lesson sequence was left unchanged; a short peer-questioning stage was added immediately afterward.
Pre-test and post-test recordings were scored on a four-category rubric assessing comprehension, response relevance, fluency, and response development. Because pre-post difference scores departed from normality, Wilcoxon signed-rank tests served as the primary inferential analysis, supported by paired-samples t-tests as a robustness check. Both tests indicated statistically significant gains across all categories and the total score (all p < .01), with effect sizes ranging from medium-to-large (d = 0.66) to very large (d = 2.10), the strongest gain occurring in response development. Qualitative analysis across multiple news genres corroborated this pattern, showing a consistent shift from factual recall toward explanation and elaboration. The findings suggest that minimal, curriculum-compatible interaction extensions can meaningfully advance communicative listening within reproduction-oriented ESP instruction.
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1. Introduction
Vietnam's deepening international integration has raised expectations for communicative English competence across higher education, requiring university English programmes to prepare students not merely to know the language but to use it in real academic and professional exchange. Following Canale and Swain (1980), communicative competence denotes the ability to use language appropriately and effectively, grammatically, sociolinguistically, discursively, and strategically, across authentic contexts, a standard increasingly written into Vietnamese higher-education policy even where classroom practice has been slower to follow.
English for Specific Purposes (ESP) courses sit at the centre of this shift because they exist specifically to prepare learners for discipline-specific communication. At DAV, ESP listening courses draw on authentic, news-based material tied to international relations, diplomacy, economics, and international law, content that mirrors real diplomatic and legal communication. Students are streamed by proficiency at entry; those without an IELTS score of 6.0 or above sit an institutional placement test aligned with the Vietnamese six-level foreign-language framework, itself broadly mapped to the CEFR. Students in ESP II, the level examined here, correspond approximately to B1.
In practice, instruction at this level centres on comprehension and reproduction: students listen to authentic news and reproduce its content, in writing or speech, as accurately as possible. This builds comprehension, vocabulary, and information-processing skill, but leaves little room for learners to respond to what they hear, to interpret it, react to it, or use it communicatively. Contemporary TESOL scholarship increasingly foregrounds listening-to-respond, the capacity to process spoken input and produce a meaningful spoken reaction to it, yet bringing this into heavily structured ESP settings is not straightforward given curriculum load, assessment expectations, and learners' proficiency ceilings.
The problem motivating this study arose from the researcher's own classroom observation in ESP listening courses at DAV. Students could generally identify key information in authentic news reports, but many struggled to respond to it spontaneously: responses were often short, memorised, or lifted almost verbatim from the listening text, and students hesitated when asked to elaborate or explain cause and effect. This reflects a structural feature of the curriculum rather than an individual shortcoming, since comprehension and reproduction are heavily practised and assessed while spontaneous, meaning-based response is neither taught nor tested. A full communicative redesign was not a realistic option within the existing course structure, so the problem this study addresses is narrower: whether a small extension to existing reproduction tasks can move students toward more communicative listening behaviour without disturbing the curriculum they are already required to deliver.
Accordingly, the study pursues three aims: to describe a brief, interaction-oriented post-listening activity compatible with an existing ESP reproduction-based sequence; to examine changes in listening-to-respond performance, comprehension, response relevance, fluency, and response development, across a four-week implementation; and to interpret these changes, together with classroom observation and recorded excerpts, in relation to theory and research on interaction, output, and ESP pedagogy. The study addresses the following research question:
To what extent can brief interaction-oriented post-listening activities enhance students' listening-to-respond performance in an ESP listening course?
This question is framed as a matter of extent rather than a directional prediction because the study is a single-cycle, single-group action research project conducted by the class teacher within one intact class over four weeks. Under these conditions, no control group, no random assignment, teacher and researcher combined in one role, a research question is a more defensible instrument than a formal hypothesis, which would imply a confirmatory logic the design was not built to support (Burns, 2010; Mills, 2011).
2. Literature Review
2.1. ESP Listening in Higher Education
Listening sits at the centre of ESP instruction because learners must process discipline-specific input in academic and professional settings. Dudley-Evans and St John (1998) argue that ESP instruction should be built around learners' communicative needs within a specific domain, typically lectures, interviews, presentations, and authentic media. Authentic listening material builds familiarity with real-world language use and professional communication patterns (Gilmore, 2007), though the same authenticity raises the cognitive load learners must manage. Several scholars have pushed ESP listening instruction to move past comprehension testing toward communicative application: Flowerdew and Miller (2005) observe that listening instruction still prioritises information recall over interaction, and Field (2008) describes listening classrooms that position learners as passive receivers. In Vietnam and across Asian EFL contexts more broadly, listening instruction has historically emphasised test preparation and factual comprehension (Nguyen & Boers, 2019), a pattern sharpened in ESP settings where anxiety about specialised content can push students toward memorisation over communicative risk-taking.
2.2. Listening-to-Respond and Communicative Listening
Older listening pedagogy treated listening largely as decoding followed by comprehension checks; communicative approaches instead treat listening as interpretive and interactive. Richards (2008) argues listening cannot be cleanly separated from speaking, since real communication requires listeners to act on what they hear, and Nation and Newton (2009) make a parallel case for teaching listening and speaking together through communicative tasks. Vandergrift and Goh (2012) push this further, arguing that effective listening instruction should cultivate active meaning processing and metacognitive reflection rather than comprehension testing alone; Vandergrift (2007) frames listening research in similar terms, as increasingly concerned with active meaning construction. Rost (2011) notes that response-oriented tasks push learners to process input more deeply, since they must prepare a reaction rather than select a correct answer, and Newton and Nation (2020) report that post-listening interaction can support both fluency and communicative confidence. This matters especially in ESP, where professional listening is rarely passive: diplomatic and international settings routinely require people to react, question, and explain, so listening-to-respond arguably reflects the target communicative demand more directly than comprehension testing does.
2.3. Interaction-Oriented Post-Listening Activities
Post-listening stages give learners room to consolidate comprehension and extend what they have heard into productive language use (Underwood, 1989). Two strands of theory motivate why peer interaction specifically should help. Long's (1996) Interaction Hypothesis holds that interaction supports acquisition because learners negotiate meaning and receive opportunities for modified output; Swain (2005) argues, complementarily, that producing language pushes learners to notice gaps in what they can already say, building communicative control. Peer interaction may also lower speaking anxiety, since learners are often more comfortable experimenting and reformulating with classmates than performing directly for the teacher. None of this is straightforward where courses remain assessment-driven: classroom time is limited and students carry real anxiety about spontaneous speaking, which is precisely why a minimal, low-preparation adaptation, rather than a larger communicative overhaul, is worth testing in a setting like this one.
2.4. Theoretical Framework
The theoretical framework guiding this study follows a single explanatory chain rather than a list of separate theories. Communicative Competence (Canale & Swain, 1980) supplies the target construct: the goal of instruction is appropriate, effective language use across grammatical, sociolinguistic, discourse, and strategic dimensions, not comprehension accuracy alone. Long's (1996) Interaction Hypothesis supplies the mechanism for why peer questioning should help learners move toward that target, since negotiating meaning with a partner creates opportunities for modified input and output that a solitary reproduction task does not. Swain's (2005) Output Hypothesis supplies the complementary production-side mechanism: producing a spoken response, rather than merely comprehending, pushes learners to notice gaps between what they want to say and what they can currently say. Listening-to-respond operationalises this chain for classroom measurement, sitting at the intersection of Long's interactional mechanism and Swain's output mechanism, and ESP pedagogy (Dudley-Evans & St John, 1998) supplies the professional-relevance rationale that justifies building the intervention around DAV's own news-based content.
2.5. Research Gap and Contribution of the Present Study
ESP listening research documents that reproduction-oriented instruction dominates ESP classrooms, including in Vietnam, and explains why this persists institutionally (Dudley-Evans & St John, 1998; Gilmore, 2007; Flowerdew & Miller, 2005; Field, 2008; Nguyen & Boers, 2019). Listening-to-respond and interaction research establishes, largely in general EFL/ESL contexts, why moving listening instruction toward interaction should support learners (Richards, 2008; Nation & Newton, 2009; Vandergrift, 2007; Vandergrift & Goh, 2012; Rost, 2011; Newton & Nation, 2020; Long, 1996; Swain, 2005). What remains unexplored is the middle ground: whether a minimal, curriculum-embedded interaction stage that leaves existing reproduction tasks untouched can produce measurable movement toward listening-to-respond inside an ESP course structured around reproduction, in a context where wholesale communicative redesign is not realistic. The present study's contribution is this bridging step, tested statistically rather than described only in general terms.
3. Methodology
3.1. Research Design
The study used a classroom-based action research design, structured as a one-group pre-test/post-test comparison over a four-week intervention period. Action research was appropriate because the aim was to improve classroom practice within a real instructional context, testing whether a communicative extension could be added to an existing ESP curriculum under authentic institutional constraints, rather than to establish a causal effect under controlled experimental conditions (Burns, 2010; Mills, 2011). The single ESP II class involved was selected through convenience sampling: it was the class the researcher was already teaching that semester, which made a genuine classroom-embedded trial possible. Other ESP classes taught by the same researcher continued with regular instruction but did not function as a formal control group, since students were not randomly assigned and no parallel data were collected from them, a design limitation discussed further below.
3.2. Participants
Participants were 30 third-year undergraduate students in one ESP II listening class at DAV, placed at approximately B1 level under DAV's institutional procedures. Students without an internationally recognised certificate sat an institutional placement examination covering listening, grammar, vocabulary, reading, and short written responses, aligned with the Vietnamese six-level framework. Most participants had studied English through secondary school before entering university, and several had attended specialised or high-performing secondary schools, consistent with DAV's competitive admissions profile. The course met once weekly for 135-minute sessions; before the intervention, instruction had been predominantly comprehension-oriented, with limited communicative follow-up.
The researcher was also the classroom teacher, a dual role that carries an inherent risk of bias, since the same person designed the intervention, taught it, and scored the outcome measure. Before data collection, students were informed of the study's purpose and gave verbal consent for anonymised use of their recordings; participation did not affect course grades. Ethical approval was granted by the faculty research committee of the English Division at DAV.
3.3. Instructional Context
The course covered listening material on international relations, economics, diplomacy, international law, and global affairs, using authentic sources such as BBC World News, CNN International, Al Jazeera English, and VOA Learning English. Standard practice involved listening comprehension exercises, vocabulary development, note-taking, and news reproduction, with the emphasis on comprehension and recall rather than spoken production. During the intervention, listening texts covered international trade, climate policy, regional conflict, and diplomatic relations, chosen because they matched the curriculum's existing thematic focus. Each 2.5-hour lesson followed the textbook's usual sequence, pre-listening preparation, listening comprehension, vocabulary consolidation, note-taking, and news reproduction, and the intervention was built to sit inside this structure rather than compress or replace any part of it.
3.4. Intervention
The intervention added a brief, interaction-oriented post-listening stage immediately after the standard reproduction task, without replacing any existing activity. A typical lesson followed this sequence: warm-up and vocabulary preparation; authentic news listening and comprehension tasks; vocabulary consolidation and note-taking; oral or written news reproduction; pair questioning and listening-to-respond activity; and teacher summary. After reproduction, students worked in pairs, one answering follow-up questions while the partner asked, using teacher-provided prompts; roles rotated so both students practised questioning and responding. Prompts moved from factual clarification in the first two weeks to more elaborated, causal-reasoning prompts in the final two weeks (e.g., What happened? Why is it important? How are people reacting? What may happen next?), matched to text structure. The teacher circulated, took brief observation notes, and intervened only occasionally, keeping corrective feedback deliberately light so as not to suppress spontaneous response. The interaction stage lasted roughly three to seven minutes per lesson.
Table 1
Sample Lesson Structure During the Intervention
	Stage
	Activity
	Approximate Time

	Warm-up
	Topic discussion and activation of background knowledge
	15 minutes

	Pre-listening
	Vocabulary preview and prediction activities
	25 minutes

	Listening
	Authentic news listening and comprehension tasks
	40 minutes

	Reproduction
	Oral or written news reproduction
	25 minutes

	Interaction extension
	Pair questioning and listening-to-respond activity
	3–7 minutes

	Wrap-up
	Teacher summary and clarification
	10 minutes



3.5. Data Collection
Pre-test and post-test listening-to-respond tasks were administered before and after the four-week intervention. Students listened to a short news report, took brief notes, and recorded oral responses to two follow-up questions, without preparing full scripts in advance; each response lasted roughly 45–60 seconds. Recordings were scored by the researcher using the rubric described below. A second independent rater was not involved, so inter-rater reliability could not be established, a limitation addressed in the Discussion. The researcher also kept brief observation notes on participation patterns, hesitation, and interactional difficulties during the pair activities, used to support interpretation of the qualitative findings.
3.6. Assessment Rubric
Recordings were scored on a four-category analytic rubric, Comprehension, Response Relevance, Fluency, and Response Development, each rated on a five-point scale (Table 2).
Table 2
Summary of Analytic Rubric Descriptors
	Category
	Score 1
	Score 3
	Score 5

	Comprehension
	Limited understanding of main ideas
	Understands main ideas with some missing details
	Accurate understanding of main ideas and supporting details

	Response Relevance
	Responses minimally connected to questions
	Responses generally relevant but occasionally unclear
	Responses consistently relevant and appropriate

	Fluency
	Frequent pauses and fragmented speech
	Some hesitation but generally understandable
	Smooth and sustained speech with minimal hesitation

	Response Development
	Very short or repetitive responses
	Some explanation or elaboration provided
	Responses extended with clear explanation and supporting ideas



The rubric was developed by the researcher directly from the constructs central to the study's theoretical framework, since no published instrument targeted listening-to-respond specifically for an ESP setting. Comprehension descriptors reflect established listening-assessment criteria describing accuracy of understanding of main ideas and supporting detail (Field, 2008; Flowerdew & Miller, 2005). Response Relevance and Response Development descriptors were written to capture the interactional and output dimensions emphasised by Long (1996) and Swain (2005): whether a response addressed the question asked, and whether it was extended with explanation rather than left at bare recall. Fluency descriptors reflect the broader communicative competence construct (Canale & Swain, 1980), specifically its emphasis on effective, connected spoken performance rather than accuracy alone. Score-point descriptors were written in plain, behaviourally anchored language so that a single classroom rater could apply them consistently across recordings.
Conceptual grounding of this kind, rather than statistical validation, is the basis on which the rubric's appropriateness for this study rests. No formal expert panel review, pilot validation, or psychometric analysis, such as a reliability coefficient or factor analysis, was conducted, and a single rater scored all recordings, so no inter-rater reliability statistic exists. For a small-scale classroom action research project designed to trial a pedagogical adjustment rather than to produce a standardised instrument, this level of instrument development is consistent with the exploratory purpose of the study.
3.7. Delimitations of the Study
The scope of this study was deliberately bounded, and these boundaries should be read as intentional design decisions rather than as unplanned gaps, which are discussed separately under Limitations. The study examined one intact ESP II class at one institution because the design required a genuine classroom-embedded trial, led by the students' own teacher, rather than an artificial or borrowed setting; investigating multiple classes was beyond the scope of a single-cycle action research project of this kind. The study examined listening-to-respond performance specifically, rather than general oral proficiency or listening comprehension in isolation, because this construct most directly reflects the interactional demand the intervention was designed to strengthen. Only authentic news-based listening lessons already used in the ESP II syllabus were included, so that the intervention could be evaluated under the exact instructional conditions the course normally provides, rather than under specially constructed materials that might not transfer to regular practice. Finally, the intervention was limited to a brief interaction-oriented post-listening questioning stage rather than a broader communicative task, such as role play or extended discussion, because the guiding concern was whether a minimal, low-preparation adaptation could be absorbed into an existing reproduction-based lesson without displacing it; broader tasks would have required curriculum time this study was not designed to test.
3.8. Data Analysis
Scores for each rubric category were entered into Microsoft Excel for both the pre-test and post-test, and descriptive statistics, means, standard deviations, and mean differences, were computed for each category and the total score. Prior to inferential testing, the assumption of normality was checked by applying the Shapiro-Wilk test to the pre-post difference scores for each category and the total score, since paired-samples t-tests assume that these difference scores are approximately normally distributed. In every case, the Shapiro-Wilk test indicated a significant departure from normality, W ranging from 0.58 to 0.84, p < .001, consistent with the bounded, discrete nature of a five-point rubric applied to a sample of this size.
Because this assumption was not satisfied, the non-parametric Wilcoxon signed-rank test served as the primary inferential analysis comparing pre-test and post-test scores for each category and the total score. Paired-samples t-tests were also computed and are reported alongside the Wilcoxon results as a supplementary robustness check; because both tests converged on the same conclusion for every comparison, this convergence increases confidence that the pattern of significant gains is not an artefact of the specific test chosen. Cohen's d for paired samples (the mean difference divided by the standard deviation of the difference scores) was computed for each comparison as a standardised, scale-independent measure of the size of the change, interpreted using Cohen's (1988) conventional benchmarks (0.2 = small, 0.5 = medium, 0.8 = large). All statistics were computed using JASP.
Qualitative analysis involved examining representative excerpts from student recordings and classroom observation notes, organised by recurring news-text types and question types used throughout the intervention, to identify patterns in explanation, causal reasoning, elaboration, and response relevance.
4. Results
4.1. Descriptive Statistics
All 30 students completed both the pre-test and post-test tasks. Table 3 presents the mean scores, standard deviations, and mean differences for each rubric category and the total score.
Table 3
Descriptive Statistics for Pre-Test and Post-Test Scores (N = 30)
	Category
	Pre-test M (SD)
	Post-test M (SD)
	Mean Difference

	Comprehension
	3.37 (0.61)
	3.70 (0.60)
	0.33

	Response Relevance
	3.03 (0.67)
	3.47 (0.63)
	0.43

	Fluency
	2.87 (0.68)
	3.23 (0.68)
	0.37

	Response Development
	2.53 (0.68)
	3.23 (0.63)
	0.70

	Total Score (/20)
	11.80 (2.38)
	13.63 (2.25)
	1.83



Scores improved across all four categories, with the largest raw gain in Response Development (0.70), followed by Response Relevance (0.43), Fluency (0.37), and Comprehension (0.33), consistent with an intervention targeting interaction and explanation specifically, layered onto a curriculum that had already trained comprehension and reproduction intensively.
4.2. Inferential Statistics
Shapiro-Wilk tests on the pre-post difference scores indicated a significant departure from normality for every category and the total score (Comprehension: W = 0.60, p < .001; Response Relevance: W = 0.63, p < .001; Fluency: W = 0.72, p < .001; Response Development: W = 0.58, p < .001; Total: W = 0.84, p < .001). Consistent with this violation, Wilcoxon signed-rank tests served as the primary inferential analysis (Table 4).
Table 4
Wilcoxon Signed-Rank Test Results and Effect Sizes (N = 30)
	Category
	z
	p
	r
	Cohen's d

	Comprehension
	-2.80
	.002
	.89
	0.70

	Response Relevance
	-3.18
	<.001
	.88
	0.86

	Fluency
	-2.69
	.003
	.75
	0.66

	Response Development
	-4.02
	<.001
	.88
	1.50

	Total Score
	-4.54
	<.001
	.87
	2.10



All five comparisons were statistically significant, indicating that the improvement from pre-test to post-test was unlikely to reflect chance variation. Effect sizes ranged from medium-to-large for Fluency (d = 0.66) and Comprehension (d = 0.70) to large for Response Relevance (d = 0.86) and very large for Response Development (d = 1.50) and the total score (d = 2.10); the corresponding rank-biserial correlations (r = .75-.89) point to the same conclusion.
Paired-samples t-tests, reported in Table 5 as a supplementary robustness check, converged with the Wilcoxon results for every comparison, and the 95% confidence intervals for the mean difference excluded zero in every case.
Table 5
Paired-Samples t-Test Results (Supplementary Robustness Check, N = 30)
	Category
	t(29)
	p
	95% CI for MD

	Comprehension
	3.81
	<.001
	[0.15, 0.51]

	Response Relevance
	4.71
	<.001
	[0.25, 0.62]

	Fluency
	3.61
	.001
	[0.16, 0.57]

	Response Development
	8.23
	<.001
	[0.53, 0.87]

	Total Score
	11.49
	<.001
	[1.51, 2.16]



Convergence across parametric and non-parametric tests strengthens confidence that the observed gains reflect a genuine pattern in the data rather than an artefact of a particular statistical procedure. The two categories showing the largest effect sizes, Response Development (d = 1.50) and the total score (d = 2.10), indicate that the intervention's clearest influence was on students' capacity to elaborate on and explain what they had heard, rather than on comprehension accuracy alone, a distinction developed further in the Discussion.
4.3. Qualitative Findings
Three cross-cutting patterns emerged when recordings and observation notes were analysed thematically across the recurring news genres used throughout the intervention, rather than lesson by lesson. Responses moved from recall toward explanation, became more closely anchored to the partner's question than to the source text, and this shift recurred across genres with different communicative demands rather than being confined to one or two familiar topics. Each pattern is illustrated below with excerpts drawn from more than one lesson of the relevant type.
The most consistent pattern was a shift from bare recall toward causal explanation, visible in both breaking-news and policy-related lessons, such as coverage of the Ever Given's grounding in the Suez Canal and of the Regional Comprehensive Economic Partnership (RCEP). Prompts for this kind of content, including What happened?, Why is this important?, and What could happen next?, were designed to move students from reporting an event to interpreting its significance. Before the intervention, responses of this type were typically limited to bare fact: one pre-test response to the Suez Canal report stated only that “the ship blocked the canal. Trade stopped,” and a comparable pre-test response to RCEP reduced the agreement to a label, “RCEP is a trade agreement.” Post-test responses to similar content added an explanatory clause in both cases: “The ship blocked the canal, so many ships could not pass. This affected transportation and world trade,” and “RCEP is a trade agreement and it can help countries recover their economies after the pandemic.” Because this shift recurred across two unrelated genres rather than in a single lesson, it illustrates the Response Development gain reported in Table 4 and points to a general change in how students used spoken input rather than a response tied to one topic.
A second pattern was closer alignment between responses and the partner's specific question rather than the original listening text, evident in both economic-news and organisational-decision lessons, such as coverage of sanctions affecting Russian seafood exports and of a Volkswagen labour dispute. Prompts of this kind, including How did this affect different people or countries?, Who benefited or was disadvantaged?, and Do you agree with the decision? Why?, asked students to reason about consequence or to take a position rather than restate content. Early responses to both genres tended to restate the reported fact without engaging the interactional question, reflecting adequate Comprehension but weaker Response Relevance. By the later weeks, students more often addressed the partner's follow-up directly, for instance distinguishing which countries' exporters were affected in the sanctions lessons, and linking a company's decision to its effect on workers before offering a judgement in the labour-dispute lessons. This convergence across an explanatory and an evaluative genre is broadly consistent with the negotiation-of-meaning mechanism proposed by Long (1996), in which the partner's question, rather than the source text, increasingly shapes what a learner says next.
A third pattern, cutting across the first two, was that neither shift appeared confined to a single genre or question type. Explanatory gains were observed in both factual (breaking news) and policy-oriented (international agreements) content, and relevance gains were observed in both economic and evaluative (organisational-decision) content. Taken together, this suggests a change in listening-to-respond behaviour that extended across the kinds of authentic material the course already used, rather than an improvement specific to one or two familiar lessons.
Considered together, this pattern is broadly consistent with the quantitative gains reported above: the largest effect sizes were observed for Response Development and Response Relevance, the two categories most directly reflected in the qualitative shifts described here. Given the study's design, this convergence does not by itself establish that the intervention caused the change, but it does support a fuller reading of the results than either the statistical or the qualitative evidence would offer alone, since the shift toward explanation and relevance appears to have been distributed across genres rather than isolated to particular lessons.
5. Discussion
5.1. Differential Gains Across Rubric Categories
One consistent finding across the quantitative and qualitative evidence is that the intervention shifted the character of students' listening-to-respond performance from factual reporting toward explanation, and did so across genres rather than within a single familiar lesson. This pattern is broadly consistent with Swain's (2005) Output Hypothesis: requiring a spoken response, rather than comprehension alone, is the condition under which learners are thought to notice gaps between what they understand and what they can currently articulate, and Response Development, the category most directly tied to that mechanism, produced the largest effect size observed (d = 1.50). Response Relevance improved almost as strongly (d = 0.86), a result perhaps better explained by Long's (1996) Interaction Hypothesis than by output alone, since negotiating meaning with a peer gives students real-time signals about whether a response addresses the question, a mechanism visible in the qualitative shift from restating the listening text toward answering a partner's specific follow-up.
By comparison, Comprehension showed the smallest, though still significant, effect (d = 0.70). This is not a surprising result: the existing curriculum had already trained comprehension and reproduction intensively, consistent with Nguyen and Boers's (2019) account of Vietnamese and broader Asian EFL contexts, where listening instruction has long emphasised test preparation and factual comprehension, precisely the skill this cohort had already practised. Fluency showed a similar pattern (d = 0.66), plausibly because the intervention targeted relevance and elaboration rather than fluency directly, and because four weeks is a short period in which to expect observable change in spontaneous speech at approximately B1 level. Read together, these differential effects, largest where the intervention's mechanism was most direct, offer a more precise account of what changed than the total score alone.
5.2. Extending ESP Listening Research through Minimal Interaction
One finding that deserves particular attention is that the largest improvements occurred in Response Development and Response Relevance rather than in Comprehension. In other words, students did not simply become better at understanding the listening texts; they became more willing to explain, interpret, and respond to what they had heard. This distinction helps position the study within existing ESP listening research. While previous studies have shown that reproduction activities support comprehension and information organisation (Dudley-Evans & St John, 1998; Flowerdew & Miller, 2005; Field, 2008; Long, 1996; Swain, 2005; Vandergrift & Goh, 2012), relatively few have examined whether a brief interaction stage can build on those strengths without changing the overall lesson structure. 
The present findings offer preliminary support that it can: reproduction and interaction need not be framed as competing approaches to listening instruction. Reproduction continues to do what Field (2008) and Flowerdew and Miller (2005) describe it as already doing well, supporting comprehension and information organisation, while a short interaction stage appears to do complementary work, encouraging communicative use of that information, in line with Richards's (2008) argument that listening and speaking are not easily separated in instruction.
Such a complementary relationship may matter most where a full communicative redesign is hardest to justify. In assessment-driven ESP programmes, where curriculum time and assessment weightings are fixed, a three-to-seven-minute addition seems more likely to be adopted and sustained than a larger structural change would be. For ESP teachers in similar positions, the practical question this study speaks to is less whether to replace reproduction with communicative tasks than what minimal addition might create room for response, a question addressed here with one tested, low-cost example rather than a general prescription.
5.3. Relevance to Vietnam's Shift toward Communicative English
Beyond the immediate classroom, these findings speak to a broader transition underway in Vietnamese higher education, in which English instruction is gradually repositioning English less as a subject mastered for examinations and more as an additional language for academic and professional use. Vandergrift and Goh (2012) argue that this kind of transition requires listening instruction to build active meaning processing and metacognitive engagement gradually rather than in short bursts, and the present study offers one classroom-tested mechanism for incremental progress toward that goal without waiting for curriculum-wide reform. Because DAV's ESP listening courses are built on internationally oriented content, diplomacy, law, and economics, where responding to spoken input is arguably a professional requirement rather than a general communicative skill, the case for narrowing the gap with communicative competence (Canale & Swain, 1980) may be stronger here than in general English contexts.
5.4. Limitations
Several limitations bound these findings. The study drew on a single class at a single institution, so results cannot be generalised without further testing. The absence of a control group means the gains reported are consistent with the intervention rather than proof of it. The researcher's dual role as teacher and rater introduces a structural source of bias, and reliance on a single rater means no inter-rater reliability statistic could be established. The four-week window is sufficient to detect an initial shift but not to establish durability, since no delayed post-test was administered. These limitations should be considered when interpreting the findings. At the same time, the consistency between the quantitative results and the classroom evidence provides reasonable confidence that the observed changes reflected meaningful developments in students' listening-to-respond performance.
6. Conclusion
The present study asked whether a brief, interaction-oriented post-listening activity could strengthen students' listening-to-respond performance in an ESP listening course at the Diplomatic Academy of Vietnam. Wilcoxon signed-rank tests, corroborated by paired-samples t-tests, showed statistically significant gains across comprehension, response relevance, fluency, and response development, with effect sizes ranging from medium-to-large to very large, and qualitative evidence across multiple news genres, breaking news, economic reporting, international agreements, and organisational decisions, pointed to the same underlying shift: from factual recall toward explanation, causal reasoning, and reasoned opinion.
Read against Canale and Swain's (1980) communicative competence framework and the interactional and output mechanisms proposed by Long (1996) and Swain (2005), this pattern suggests that reproduction-based ESP listening instruction does not need to be abandoned in order to move toward communicative goals; it can instead be extended. A brief interaction-oriented stage, added after an unchanged reproduction task, appears sufficient to convert a comprehension exercise into a modest bridge toward communicative listening. For ESP teachers working within fixed curricula and assessment structures, of the kind common across Vietnamese higher education, this offers one practical, evidence-based option that does not require institutional redesign to implement.
The broader implication is a modest one: even within reproduction-bound ESP classrooms, a few minutes of structured interaction may be enough to turn listening into a starting point for communication rather than an endpoint in itself.
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