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Building on prior research that applies Conversation Analysis (CA) insights to

teaching conversation in Thai EFL contexts, this study proposes and evaluates

the Conversation Analysis-informed Teaching (CA-T) Model, a novel pedagogical

approach to developing EFL learners’ conversation skills. A quasi-experimental

study was conducted with 12 conveniently sampled Thai EFL teachers (Grade

6: n = 3; Grade 9: n = 5; Grade 12: n = 3; undergraduate: n = 1)

and their students across primary, secondary, and tertiary levels in southern

Thailand. Teachers received structured training in the CA-T approach before

implementing semester-long unit plans with specially developed instructional

materials. Students’ overall English proficiency and conversational abilities were

assessed through pre- and post-instruction direct and indirect tests. Statistical

analyses revealed significant improvements across all educational levels (p

< 0.01), further supported by positive qualitative feedback from teacher and

student group interviews. Teachers expressed a strong intention to continue

using the CA-T model in their classrooms, while students reported satisfaction

with their conversational achievements. These encouraging results support a

systematic national integration of CA insights into EFL speaking curriculum

design, empowering learners at all levels to strengthen conversational skills and

e�ectively leverage abundant online recorded talk resources. The findings further

suggest that integrating CA principles into English conversation instruction can

enhance learners’ interactional competence, motivation, and ability to engage

with naturalistic spoken English, supporting the potential for broader application

of CA-informed pedagogy in EFL contexts through authentic, naturally occurring

materials and sca�olded, action-oriented instruction.
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1 Introduction

English language proficiency has long been a priority in foreign language curricula

globally, including in Thailand. Yet a persistent question remains: how can these curricula

be implemented to effectively develop learners’ real-world English communication skills,

particularly in speaking? In response to UNESCO’s call for education that prepares

global citizens for 21st-century challenges, including effective navigation of the digital,

borderless world [United Nations Educational, Scientific and Cultural Organization

(UNESCO), 2014], Thai national policy has actively promoted global citizenship education,

placing strong emphasis on communicative competence. Concurrently, the pursuit of

international recognition has become amajor impetus for institutional internationalization
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efforts. In this environment, it is therefore an especially opportune

time for educators and policymakers to critically assess what has

been accomplished and to consider what further steps are needed to

better equip Thai youth with the English language skills necessary

for global engagement.

Rather than dwelling on recurring reports of Thailand’s

consistently low performance on English proficiency indices (EF

English Proficiency Index, 2022; Sunil, 2022), it is more productive

to examine the persistent classroom realities contributing to this

issue. This particularly applies to the teaching of foundational

skills like English conversation, where exploring strategies for

meaningful improvement is crucial. In fact, numerous challenges

related to the development of Thai learners’ speaking skills have

been identified in prior studies of English language education in

Thailand, which warrant serious attention. These include a shortage

of qualified English teachers, inadequate teacher training and

ongoing support, excessive school-related workloads, limited access

to teaching and learning resources, and a prevailing emphasis on

exam-oriented language instruction (Baker and Jarunthawatchai,

2017; Chanaroke and Niemprapan, 2020; Sinwongsuwat et al.,

2018). Additionally, Thai students have been reported to struggle

with speaking and understanding English, lack opportunities to

practice the language outside the classroom, and often assume

passive, dependent roles in the learning process (Bruner et al., 2015;

Sanitchai and Thomas, 2018; Ulla et al., 2022).

To address these challenges, particularly the insufficient

training and support for teachers, coupled with the absence of

research-based, up-to-date instructional models and resources for

teaching English conversation, this study draws on insights from

Conversation Analysis (CA) to develop a pedagogical approach

tailored to Thai EFL teachers and learners. Originating in sociology

in the 1960s through the seminal work of Harvey Sacks and his

collaborators (Heritage, 1984; Jefferson, 1992; Sacks, 1995; Sacks

et al., 1974; Schegloff, 2013), CA offers a powerful analytic toolkit

for uncovering the methodical, systematic organization of all forms

of talk-in-interaction, beyond just ordinary conversation. These

insights are applicable across a wide range of professions, including

language education. Subsequently, CA has been increasingly

applied beyond its sociological roots, influencing fields such

as linguistics, psychology, anthropology, cognitive science, and

communication studies. Notably, in the early 2000s, interactional

linguistics emerged as a CA-informed discipline, prompting efforts

to integrate CA into applied domains such as second language (L2)

acquisition and language pedagogy (Couper-Kuhlen and Selting,

2001; Kasper and Wagner, 2014).

With its methods, principles, and empirical findings on

the systematic nature of talk-in-interaction, CA has profoundly

influenced various areas of applied linguistics, especially the

study of L2 acquisition, language use, and education. Within L2

education, CA offers valuable resources for teachers to closely

examine classroom interaction dynamics, enabling them to assess

learner participation, identify learning opportunities, and critically

reflect on their own instructional practices (Hale et al., 2018).

By revealing the sequential organization of talk and the reflexive

relationship between pedagogy and interaction, CA facilitates

a more nuanced evaluation of how curriculum is enacted in

real-time and how it can be improved (Koshik et al., 2002;

Pourhaji and Alavi, 2015; Sert and Seedhouse, 2011). Moreover,

CA insights have informed the development of teacher training

programs and instructional materials that support more effective

teaching of conversational competence in EFL contexts (Wong

and Waring, 2010a). These contributions position CA as a

powerful theoretical and practical resource for addressing enduring

challenges in English language classrooms, particularly in settings

like Thailand where communicative competence remains a key

educational priority.

This study, therefore, aims to propose and evaluate the CA-

T Model, a Conversation Analysis-informed teaching model that

evolved from the author’s previous classroom-based research

on teaching English conversation skills in Thailand. Designed

for implementation by local teachers, the model incorporates

structured scaffolding, authentic materials, and action-oriented

learning. Specifically, the study addresses two key questions: (1)

How effective is the CA-T Model in improving Thai EFL learners’

conversational skills? and (2) What are teachers’ and learners’

perceptions of the CA-T pedagogical approach? To investigate these

questions, a quasi-experimental study was conducted involving

Thai EFL teachers and learners at the primary, secondary, and

tertiary levels in southern Thailand.

This paper is structured as follows: First, an overview of CA-

informed English conversation instruction in Thai contexts is

provided, followed by a detailed description of the CA-T Model.

The methodology section then outlines the training of teacher

participants and the implementation of CA-T materials in their

English conversation lessons. The subsequent section presents the

results of the model’s implementation, followed by a discussion

of how CA-T materials can be further optimized for classroom

use. The paper concludes with practical recommendations and

directions for future research.

2 Conversation Analysis (CA)-informed
approaches to EFL conversation
teaching

Over the past decade, there has been growing scholarly

and pedagogical interest in applying Conversation Analysis (CA)

findings to L2 teaching. This has prompted a shift toward the

explicit instruction of conversation and language in interaction

(Barraja-Rohan, 2011; Kasper, 2017; Kassaye, 2021; Lin and Lo,

2016; Siegel and Seedhouse, 2019; Sinwongsuwat et al., 2018;

Wong and Waring, 2010a), alongside the increased incorporation

of authentic materials into L2 classroom instruction (Tran, 2022).

The use of CA-informed transcription in conversation lessons

enables learners not only to notice spoken language features such

as pauses, stress, rhythm, and intonation, but also to recognize the

interactional practices that structure real-time talk. These practices

include turn-taking, sequencing, overall conversation organization,

overlap, and repair, all essential for helping learners navigate

conversational challenges and participate more effectively in the

target language.

Beyond its benefits for learners, CA also offers teachers a

powerful diagnostic tool for identifying the challenges students
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face during classroom interaction. CA practitioners have long

emphasized its value in examining various aspects of classroom

discourse, particularly the dynamic, moment-by-moment

unfolding of interactional micro-events (Sert and Seedhouse, 2011).

CA can be used to uncover and explain the specific difficulties

learners encounter as they navigate different interactional scenarios

on their path to becoming more proficient L2 speakers (Bowles,

2006). As noted by Barraja-Rohan (2011) and Fujii (2012), CA

is useful not only useful for analyzing learner talk-in-interaction

but also for assessing it and diagnosing the underlying causes

of interactional breakdowns. Moreover, CA equips learners to

reflect on their own interactional practices, including problematic

exchanges, thereby enhancing their self-awareness and ability to

improve over time (Clifton, 2011).

While CA-informed pedagogy has become increasingly

influential in Western contexts since the foundational work of

Seedhouse (2004, 2005), a steadily growing body of applied CA

research has also emerged in Asian and other Eastern educational

settings. Scholars have examined how teachers and learners

utilize resources such as repair and turn-taking to accomplish

pedagogical and communicative goals (Akmaliyah, 2014; Matsui,

2014; Van Canh and Renandya, 2017), and how interaction is

shaped by sociocultural and linguistic contexts (Li and Norton,

2019; Wong and Waring, 2010b). In Thailand, the application

of CA in EFL teaching remains relatively new, with early efforts

emerging in the 2010s. Notably, Teng and Sinwongsuwat (2015a,b)

were among the first to advocate the systematic incorporation of

CA insights into Thai EFL instruction. Their studies highlighted

the value of making the features of naturally occurring talk,

particularly everyday conversation, visible to learners, and

using this knowledge to develop awareness of interactional

practices. Non-scripted role-plays were especially encouraged,

as they provide learners with more authentic opportunities to

engage in dynamic, co-constructed interaction that more closely

resembles real-life conversation (Naksevee and Sinwongsuwat,

2014). Subsequent studies confirmed that university students

who received explicit CA-informed instruction demonstrated

greater conversational competence, heightened sensitivity to

interactional norms, and increased confidence in speaking English

compared to their peers taught through conventional approaches

(Sinwongsuwat et al., 2018; Sitthikoson and Sinwongsuwat,

2017).

Compared to more widely adopted approaches such as

Communicative Language Teaching (CLT) and Task-Based

Language Teaching (TBLT), CA offers a more empirically

grounded and interactionally precise framework for teaching

conversation. While CLT and TBLT emphasize fluency and

meaning-focused tasks, they often overlook the fine-grained

mechanisms of interaction that underpin effective real-world

communication. In contrast, CA draws on naturally occurring

conversational data to inform instruction, enabling learners to

develop turn-by-turn sensitivity and a clearer understanding of

how social actions are constructed and interpreted in talk.

The present study builds on this expanding body of CA-

informed research, extending its application beyond tertiary

settings. Drawing from earlier classroom-based studies conducted

by Sinwongsuwat and her research team (see, e.g., Dema

and Sinwongsuwat, 2021; Sinwongsuwat and Nicoletti, 2020;

Tantiwich and Sinwongsuwat, 2021), this study translated these

insights into a more comprehensive and scalable instructional

framework. Through a series of professional development

workshops with local schoolteachers, findings from earlier pilot

work were refined into a structured, teachable approach: the CA-T

Model. The CA-T Model operationalizes CA principles in ways

that are both pedagogically accessible and contextually adaptable

to Thai EFL classrooms at multiple educational levels.

The following section outlines the theoretical foundations and

pedagogical components of the CA-T Model, followed by its

implementation and evaluation across primary, secondary, and

tertiary classrooms.

3 The CA-T Model

The CA-T Model is a curriculum framework grounded in

a Conversation Analysis (CA)-informed approach to enhancing

Thai EFL learners’ English conversation skills. It is based on a

set of interrelated beliefs concerning the nature of language and

language learning, the needs of EFL learners, and the role of

EFL teachers.

3.1 Language and language learning

Language is viewed as a resource for performing social action,

and language learning occurs as learners use, or attempt to use, that

resource to achieve goals within situated interactional contexts. In

this view, everyday conversation serves as the primary habitat of

both language use and language learning (Ford et al., 2003; Hall,

2004; Schegloff, 1995; Seedhouse, 2004; Walsh, 2006). Accordingly,

conversation lessons should be driven by interactional goals and

organized around accomplishing particular social actions, using

a range of linguistic and interactional resources that learners can

apply in real-time communication.

3.2 EFL learners

EFL learners, particularly those with limited exposure to

the target language outside the classroom, require instructional

environments that:

1. Provide regular direct or indirect exposure to naturally

occurring or near-natural L2 conversation in class;

2. Raise awareness of the differences between written and

spoken language, and the interactional practices characteristic

of conversation;

3. Make explicit what learners are expected to do in functionally

meaningful contexts at each stage of learning;

4. Encourage learners to reflect on and talk about what they

are learning;

5. Offer sufficient scaffolding to support the gradual development

of natural language use in real-world interactional settings; and

6. Promote learner autonomy through structured self-study

activities (e.g., language-in-talk logs).
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3.3 EFL teachers

Despite the considerable challenges in teaching productive

skills such as EFL speaking, advancements in digital technology

have made natural language input and research-based insights

more accessible than ever. This creates new opportunities to

empower EFL teachers. By engaging teachers in curriculum design,

providing targeted training on what and how to teach, and offering

continuous expert coaching and peer support, the CA-T Model

enables teachers to deliver effective conversation instruction with

increased confidence.

3.4 Key features of the CA-T Model

The CA-T Model is characterized by the following key

pedagogical features: regular exposure to natural or near-natural

conversational input; explicit awareness-raising of the structure

and mechanisms of conversation and language-in-interaction;

interactional-context-based teaching of vocabulary and grammar;

lessons organized around interactional goals and social actions;

explicit instruction of conversation; a structured sequence of

scripted conversation practice followed by non-scripted role-

play; authentic performance assessment aligned with CA-informed

criteria; monitored self-study tasks such as language-in-talk logs;

and continuous professional support through expert coaching and

teacher collaboration.

By establishing a coherent and accessible framework for

conversation instruction, the CA-T Model addresses the needs

expressed by Thai EFL teachers in the author’s pilot project.

Teachers are supported through fully developed CA-informed

materials, including flexible video clips of model conversations

and a practical assessment rubric, designed to promote successful

implementation across diverse classroom contexts.

4 Methodology

Supported by the National Science, Research and Innovation

Fund (NSRF), this quasi-experimental study aimed to enable EFL

teachers, particularly those in the southern border provinces of

Thailand, most of whom are Thai nationals, to recognize and

understand the authentic nature of conversation and the language

they are expected to teach. The intervention also sought to build

teacher confidence in organizing conversation lessons for students

with limited exposure to English outside the classroom, using

a peer-support system. In addition to improving instructional

practice, the study aimed to develop teachers’ ability to collect

performance data and diagnose learner problems in English

conversation more effectively. It was anticipated that the CA-

informed approach would yield broader benefits for Thai EFL

teachers and learners, contributing to the development of more

critical learning skills and stronger interactional competence

among Thai students.

The study specifically aims to determine the effectiveness of

the proposed CA-T instruction model in improving Thai EFL

learners’ English conversation skills; examine obstacles to the

model implementation; explore teacher and student satisfaction or

dissatisfaction with the teaching and learning process; and evaluate

the usefulness of the CA-informed educationalmaterials developed.

4.1 Participants and setting

The target population for this study comprised Thai EFL

teachers and learners across primary, secondary, and tertiary levels

in Thailand’s southern border provinces of Songkhla, Pattani,

and Narathiwat. Student participants were specifically drawn

from Grade 6, Grade 9, Grade 12, and undergraduate English

conversation classes. These particular grade levels were chosen for

two key reasons: they aligned with a prior pilot project conducted

by the author, which involved teachers at these stages, and selecting

learners in their final year of each educational tier provided optimal

opportunities to elicit more substantial conversational performance

and to support their transition to the next academic level.

A total of 12 teachers and their respective student cohorts

were conveniently sampled from various schools. The participating

teachers held bachelor’s and master’s degrees, bringing diverse

experience with teaching durations ranging from 2 to 27

years. Participation in the study was entirely voluntary. While

convenience sampling limited the generalizability of findings, it

allowed access to real-world classrooms where the CA-Tmodel had

practical relevance.

All teacher participants completed a 15-h CA-TModel training

workshop series on using insights from CA and CA-informed

instructional materials to develop learners’ conversational

competence, with a minimum attendance requirement of 80%.

Prior to implementation, a pre-treatment readiness survey was

administered to evaluate teachers’ preparedness to deliver CA-

informed instruction and to collect initial feedback on the model

and accompanying materials. Survey results indicated that at least

90% of participating teachers expressed strong to moderately

strong agreement (i.e., ratings of 3–5 on a 5-point Likert scale) that

they would:

• implement CA-T lessons organized around interactional goals

and social actions;

• use natural or near-natural English talk and its CA-

informed representations;

• teach vocabulary and grammar in context with a focus on

functional language use;

• emphasize non-scripted role-play practice;

• apply the CA-informed rubric for assessing

student performance;

• integrate recommended self-study tasks and conversation

corpora, and

• seek support from the established network of CA-T coaches

and peers as needed.

Teachers also confirmed that their schools were equipped

with adequate infrastructure to support implementation

throughout the semester. They reported that their students

were ready to participate in both online and offline lessons,

though most preferred face-to-face instruction for greater

classroom engagement. Teachers expected the CA-T Model

Frontiers in Education 04 frontiersin.org

https://doi.org/10.3389/feduc.2025.1627966
https://www.frontiersin.org/journals/education
https://www.frontiersin.org


Sinwongsuwat 10.3389/feduc.2025.1627966

to enhance students’ motivation and encourage more active

English use. Regarding CA-informed transcription symbols, most

acknowledged their pedagogical value but expressed concern that

students might initially struggle with unfamiliar conventions. To

address this, teachers were encouraged to introduce the symbols

early in the semester and reinforce them throughout the course.

To ensure consistency in the delivery of the CA-T pedagogical

model across educational sites, the study incorporated structured

mechanisms for monitoring implementation fidelity. All

participating teachers joined a Line group where they could

ask questions or raise concerns about CA-informed training and

materials. During the semester, regular check-ins were conducted

by the project team to assess adherence to the teaching model

and provide formative feedback. Additionally, mid-semester

developmental workshops were organized to facilitate collaborative

reflection, troubleshoot implementation challenges, and reinforce

shared instructional goals. These measures helped ensure

that variation in learner outcomes could be more confidently

attributed to the CA-T intervention rather than inconsistencies in

instructional delivery.

Students were required to complete an online English

proficiency test hosted by Cambridge Assessment English (https://

www.cambridgeenglish.org/test-your-english/) both before and

after the CA-T intervention. Grade 6 and Grade 9 learners took

the Young Learners version, while Grade 12 and undergraduate

students completed the General English version. These assessments

provided CEFR-aligned baseline and post-instruction data on

learners’ overall proficiency.

Due to the real-world classroom constraints and ethical

considerations related to withholding potentially beneficial

instruction, a control group was not used. This is acknowledged

as a limitation in the study’s design and is discussed in the

concluding sections.

Table 1 presents the distribution of participating Thai EFL

teachers and their students across the four educational levels and

school sites involved in the CA-T intervention study.

4.2 Research design, materials, and
assessment

4.2.1 Design overview
As illustrated in Figure 1, a quasi-experimental design with

pre- and post-testing was employed to evaluate the effectiveness

of the CA-T pedagogical intervention. The primary focus was on

measuring students’ development in English conversation skills

following instruction using the English in Interaction 1-4 CA-

informed materials.

4.2.2 Educational materials: English in Interaction
series

In alignment with the previously proposed CA-informed

approach to teaching English conversation (CA-T), the

English in Interaction series comprises CA-informed English

conversation lessons organized around everyday social actions and

communicative activities. It was specifically designed for Thai EFL

TABLE 1 Research participants.

Educational Service
Area (ESAO) a�liated

School Level Number
of

students

Primary Education ESAO,

Narathiwat 2

TLI Grade 6 44

PPO Grade 6 34

LLA Grade 6 46

BLU Grade 9 44

SKO Grade 9 28

SMO Grade 9 23

Office of Special Education

Administration, Office of the

Basic Education Commission,

Songkhla

RAJ Grade 9 11

Secondary Education,

Songkhla-Satun

NTW Grade 9 55

JNA Grade 12 80

Secondary Education, Pattani BNJ Grade 12 23

SAI Grade 12 26

University FLA Year 2–4 24

learners at key transition points across the educational spectrum;

namely, Primary 6 (Grade 6), Lower Secondary 3 (Grade 9), Higher

Secondary (Grade 12), and University (Undergraduate Years 2–4).

Available online at https://ca-t.psu.ac.th/, the series covers

essential social actions commonly performed in everyday

interactions. These include greetings, introducing oneself and

others, making small talk, leave-taking, inviting, making requests,

expressing and returning gratitude, offering, sharing news and

information, complimenting, giving suggestions and advice,

dis/agreeing, and news sharing. To ensure accessibility, printed

copies of the materials were also distributed to all participating

teachers and students.

CA-T lessons were implemented following the administration

of both direct and indirect pre-instructional conversation tests,

which are described in a later section.

4.2.3 7Cs teaching procedures
Each CA-T unit is organized around a set of 7Cs teaching

procedures, as outlined in Table 2. These procedures are designed

to progressively scaffold students’ learning, enabling them to

ultimately engage in their own English conversations through a

non-scripted roleplay task centered on the unit’s target actions.

Accordingly, they may be referred to as task-oriented 7Cs

scaffolding techniques.

Each C of the unit plan can be explained inmore detail below:

C1 (Connect) is aimed at activating learners’ schema with

discussion questions related to social activities or situational

contexts involved in the undertaking of the featured actions of the

unit. The questions used can be broad or made more specific to

the video clip of the conversation to be presented in the following

stage. In that case, teachers are recommended to contextualize the

questions within the settings of the unit conversation.
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FIGURE 1

Study design.

C2 (Cultivate) not only helps learners increase new words and

grammar but improves their existing vocabulary and grammar

knowledge. Taken primarily from the model conversation

provided, choices are made primarily on the salience of the

words and grammar constructions in performing target actions,

their frequency in use, and challenges experienced by learners

in using them. Teachers need to make sure the vocabulary

choice is not far beyond the target vocabulary level learners

are expected to reach especially in terms of their pronunciation

and use.

C3 (Comprehend) is designed to help learners’ reach the

global understanding of the model conversation they are

going to watch or listen to. At this stage, they are made

especially aware of such factors shaping the conversation as

its setting, main goal, relationship between speakers, and social

actions involved.

C4 (Characterize) is a very important step in the CA-T process as

learners are taught how to examine conversation and language to

organize social actions in the conversation with CA insights.

C5 (Co-construct) gets learners to gradually construct the target

conversation together, making sure they master one small,

manageable sequence at a time via primarily scripted practice.

C6 (Contextualize) puts the learners in free conversation practice

as they are engaged in non-scripted talk contextualized in the local

conversation context they can associate with.

C7 (Conclude) engages both teacher and learners in reflecting on

what has been learned from the entire unit, especially to make

sure the learners not only understand what is expected of them

in their own self-study practice but also can actually achieve the

target learning outcomes of the unit.

4.2.4 CA-T assessment and data analysis
This section describes the instruments used for data collection,

including surveys, interviews, and performance assessments, as well

as the methods employed for data analysis.

4.2.4.1 Data collection instruments

Pre-treatment surveys were administered to teachers to gauge

their readiness to implement CA-informed instruction and to

collect their initial views on the CA-T model and its associated

materials. This survey assessed participants’ familiarity with key

features of the CA-T approach, such as interactional goal-driven

instruction, contextualized grammar and vocabulary teaching, the

use of naturalistic conversation data, CA-informed assessment

rubrics, and self-study tools (e.g., language-in-talk logs). It

also included items on perceived school readiness and student

preparedness for implementing CA-informed lessons.

Following implementation, post-treatment surveys were

conducted with both teachers and students, complemented

by group interviews. These instruments were used to explore

participants’ perspectives on the CA-T model’s implementation

and the use of CA-informed educational materials.

The post-treatment student questionnaire, administered at

the conclusion of the CA-T instruction, comprised five sections

using a five-point Likert scale. These sections measured (1)

students’ motivation and engagement, (2) their understanding

and perceived usefulness of CA transcription symbols, (3) their

evaluations of the seven scaffolded stages of CA-T lessons (7Cs),

(4) overall satisfaction with the CA-informed course, and (5)

qualitative reflections elicited through open-ended prompts. The

items were designed to assess students’ perceived learning gains
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in conversation, their awareness of spoken language features, and

confidence in speaking English.

Post-treatment teacher surveys and semi-structured group

interviews with both teachers and students further explored

participants’ experiences with the CA-T model, implementation

challenges, and suggestions for improvement.

To evaluate student learning outcomes and the effectiveness of

the CA-TModel, both direct and indirect conversation assessments

were administered before, during, and after instruction. These

assessments were designed to measure improvements in students’

conversation skills and broader English proficiency. Prior to

and following the intervention, three forms of assessment

were employed:

1. An online CEFR-aligned English proficiency test (as previously

described) to assess students’ overall language development.

2. An indirect conversation test, a paper-basedmultiple-choice test

modeled after the Ordinary National Educational Test (ONET),

required at Grades 6, 9, and 12 under the Basic Education Core

Curriculum, B.E. 2551. Each version of this ONET-substitute

test included 30 items requiring students to select the most

pragmatically appropriate conversational responses.

3. A direct conversation test, implemented through a role-play

task, designed to assess students’ interactional performance

before and after CA-T instruction. Performance was evaluated

using a CA-informed rubric developed by the research team

(see Appendix). The role-play task served as the summative

performance-based assessment of conversational competence.

During the course of instruction, formative assessment

was integrated into each lesson. This included teacher

observation of students’ participation in class activities such

as question-answer tasks, dialogue completions, pair work,

and scaffolded role-play practices. These formative checkpoints

were used to monitor learners’ incremental development and to

inform teaching.

4.2.4.2 Data analysis

Quantitative data from the surveys and assessments were

analyzed using descriptive statistics. To determine the impact of the

CA-T intervention, pre- and post-test scores from both the indirect

and direct assessments were compared using a paired-sample t-test.

On the other hand, qualitative data, including responses to open-

ended survey questions and interview transcripts, were examined

using content analysis to identify recurring themes related to

implementation feasibility, learner engagement, and perceived

instructional value. Interviews were audio-recorded, transcribed,

and subjected to this analysis. Although a qualitativemicro-analytic

comparison of selected pre- and post-instruction student role-play

samples was also conducted using CA transcription and analysis

techniques to support triangulation, the results of this analysis

are not presented in the current paper and will be reported in

future publications.

5 Results

This section presents the results of the study, which

aimed to evaluate the effectiveness of the proposed CA-T

Model in enhancing English conversational skills of Thai

EFL learners across all educational levels. It also explores

potential barriers to the model’s implementation, as well as

teacher and student satisfaction or dissatisfaction with the CA-

informed instructional materials used. The findings are organized

into four thematic areas: quantitative performance outcomes,

teacher implementation and perceptions, learner engagement

and feedback, and recommendations for enhancing the CA-T

model’s implementation.

5.1 Quantitative performance outcomes:
learners’ conversation skill improvement

To evaluate the effectiveness of the CA-T pedagogical model

in enhancing Thai EFL learners’ conversational performance,

students were assessed using both indirect and direct conversation

tests administered before and after instruction. Quantitative

analysis revealed statistically significant improvements across

all educational levels—Grades 6, 9, 12, and undergraduate. Two

assessment types were employed. The indirect test, modeled

after Thailand’s Ordinary National Educational Test (ONET),

consisted of 30 multiple-choice items targeting pragmatic

appropriateness and conversation completion. The direct test

involved a role-play task, evaluated using a CA-informed analytic

rubric adapted from Dema and Sinwongsuwat (2021) and

Youn (2020) (see Appendix). The rubric assessed three key

dimensions of interactional competence: (1) language use in

turn construction (e.g., pronunciation, intonation, vocabulary,

grammatical accuracy, and non-verbal behavior); (2) turn delivery

and allocation (e.g., fluency, timing, and turn transition strategies);

and (3) sequential organization and discourse structure (e.g.,

adjacency pair completion, coherence, and content engagement).

Each criterion was rated on a 3-point scale.

A comparison of pre- and post-test scores showed consistent

improvement across all levels. Paired-sample t-tests confirmed that

these gains were statistically significant (p< 0.01), providing robust

evidence for the instructional impact of the CA-T intervention.

Results of the ONET-substitute test are presented in Table 3.

In the indirect test, which assessed students’ ability to produce

pragmatically appropriate responses within conversational

contexts, post-test results indicated statistically significant

improvements across all participant groups (p < 0.01). Similarly,

in the direct role-play test, students demonstrated enhanced ability

to manage turn-taking, initiate and respond to adjacency-pair

sequences, perform repair, and maintain conversational coherence,

core components of interactional competence as defined in

Conversation Analysis.

Despite these overall positive outcomes, notable discrepancies

emerged at two school sites. Students at SKO School showed

significant gains in the direct test but not in the indirect one, while

students at JNA School improved only in the indirect test. Follow-

up interviews with the teachers suggested that these inconsistencies

were likely the result of external constraints on instructional

time. The SKO teacher reported limited opportunity to prepare

students for the indirect post-test due to overlapping school

activities, whereas the JNA teacher described difficulty maintaining
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TABLE 2 7Cs teaching procedures.

Procedures CA-T features Example activities Teaching objectives Assessment plan

1. Connect (C1) the type of text or

communicative event to be taught with

what students already know

Action/goal-driven Pre-teaching warm-up activities such as getting Ss to

respond to guiding questions about different aspects

of the conversation to be taught

- To assess and activate Ss’ prior knowledge of the

featured action and its social and cultural context

- To activate Ss’ schema and help them to establish

connections between the lesson and their

experiences

- Checking Ss’ responses

with anticipated answers

(applicable to both direct

and indirect assessments)

- Observing Ss’ behavior

2.Cultivate (C2) linguistic knowledge,

allowing Ss to acquire essential

language input including vocabulary,

pronunciation, spoken grammar,

language function review (optional) for

the conversation to be taught with

target actions

Interactional-context-based introduction of

language input wherever possible

- Learning new words and expressions

- Noticing pronunciation of certain sounds and

spoken grammar in context

- To provide essential language input for performing

target actions in conversation

- To pre-teach new vocabulary and expressions

- To raise awareness of relevant phonetic features

- Checking Ss’ vocabulary and

grammar intakes via in-class

exercises

- Checking S’s pronunciation

3. Comprehend (C3) the meaning of

conversation expressed through verbal

and non-verbal language

- Exposure to natural or near-natural talk in

varieties of English and their representations

- Listening for global understanding of

discourse (i.e., register or situational

variation)

- Noticing relevant non-verbal language

Finding out

- Conversational setting, goal, and topics/subtopics

- Participants’ relationship

- To enable Ss to comprehend authentic, natural

conversation

- To raise Ss’ awareness of the register and factors

shaping language choice

- To perform situational analysis of the conversation,

targeting appropriacy of language use

- Checking Ss’ answers to

questions

4. Characterize (C4) conversation and

language in conversation

- Raising Ss’ awareness/explicit teaching of

conversation mechanisms/practices,

structure and language/grammar to perform

featured actions/speech acts in conversation

- Describing overall structure and sequential

organization: opening, centering, and closing

- Identifying actions and language used to perform

each action

- Comparing different aspects of the target and the

native cultures

- To raise Ss’ awareness of conversation

mechanisms/practices and structure

- To get Ss to analyze language in talk and to help

them improve speaking accuracy

- Checking Ss’ answers to

exercise questions

5. Co-construct (C5) the conversation

(Practice)

- Mastering short conversation sequences - Sequence practice (drills are possible at this stage)

- Completing conversation

- Cued dialogues

- Mini-role play (video recording (optional),

self-assessment and peer-assessment)

- To get Ss to practice conversation with its

fundamental features in sequences

- Assessing Ss’ performance

6. Contextualize (C6) the conversation - Making ones’ own conversation and

authentic self-assessment of conversation

practice with emphasis on non-scripted

roleplay

- Contextualized, non-scripted roleplay

- Video recording of role play (selfand

peer-assessment)

- To put the conversation learned in a larger context

- To reinforce the connections of what Ss have

learned to their lives

- To get Ss to practice unscripted talk for fluency and

naturalness

- To assess the talk produced and give feedback on it,

using a CA-informed rubric

- Assessing Ss’ performance

via

teacher/peer/self-evaluation

7. Conclude (C7) - Autonomous and life-long learning via

self-study assignments

Wrap-up activities;

Self-study assignment such as Language-in-talk log

assignments and other forms of assignment such as

getting Ss to talk with an English speaker and tape

record it for subsequent analysis

- To conclude the lesson

- To promote learning outside the classroom

- To increase Ss’ exposure to L2 and make the most

use of abundant digital resources available on the

internet

- Assessing Ss’ responses to

wrap-up questions and

submitted assignments
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TABLE 3 ONET substitute test results.

Level School n ONET test t df p-value

Pre-ONET Post-ONET

(30 points) (30 points)

Mean S.D. Mean S.D.

Grade 6 TLI 44 11.07 4.245 16.18 4.320 34.981 43 0.000

PPO 34 5.38 1.596 7.59 2.426 4.942 33 0.000

LLA 45 8.91 3.592 15.49 4.521 11.920 44 0.000

Total 123 8.71 4.099 13.55 5.416 16.842 122 0.000

Grade 9 NTW 55 14.22 5.130 18.93 5.007 17.997 54 0.000

BLU 35 10.43 2.076 12.94 3.531 5.544 34 0.000

SKO 25 8.28 2.836 7.52 2.400 −1.018 24 0.319

SMO 45 6.00 1.895 9.89 2.497 9.821 44 0.000

RAJ 37 11.27 2.388 12.46 2.578 4.001 36 0.000

Total 197 10.36 4.482 13.14 5.324 12.583 196 0.000

Grade 12 SAI 26 15.43 6.016 20.51 5.400 5.995 25 0.000

JNA 80 10.82 4.767 18.05 5.451 23.439 79 0.000

BNJ 23 14.67 2.932 18.95 2.297 12.847 22 0.000

Total 129 12.44 5.189 18.70 5.087 22.132 128 0.000

Undergrad FLA 24 18.63 5.490 24.80 2.123 5.906 23 0.000

consistent role-play practice, as students were frequently occupied

with extracurricular commitments.

Overall, comparisons of pre- and post-test scores on the ONET-

substitute test revealed statistically significant gains (p< 0.01) at all

educational levels following the semester-long CA-T intervention.

A similar pattern of improvement was observed in the direct

role-play test, as presented in Table 4.

These positive student outcomes attest to the successful

implementation of the CA-T pedagogical model in English

conversation teaching across the participating sites. This success

was further supported by teachers’ reaffirmation of their initial

readiness to adopt the model, as evidenced in post-teaching

surveys and group interviews. With the exception of a single

school located in a remote valley in the deep South, where

unstable internet connectivity posed challenges, teachers confirmed

the practicality and applicability of the CA-T lessons across all

implementation domains.

However, a closer inspection of the test score data revealed

some variability at the school level. While all groups improved

overall, students at SKO School demonstrated statistically

significant gains only on the direct conversation test, whereas

students at JNA School improved significantly only on the indirect

test. Time constraints appeared to be a contributing factor in

both cases. The SKO teacher reported insufficient time to prepare

Grade 9 students for the indirect post-test due to overlapping

school activities. Similarly, the JNA teacher explained that her

Grade 12 students had limited exposure to role-play practice

throughout the semester, as they were frequently involved in

extracurricular commitments, including city-sponsored events and

sports tournaments, which disrupted the instructional sequence.

These contextual challenges likely explain the uneven

gains observed at those schools. Nonetheless, the statistically

significant differences between pre- and post-test scores, alongside

qualitative evidence from student role-play performances and

group interviews, strongly reaffirm the positive outcomes

reported in earlier studies (e.g., Teng and Sinwongsuwat, 2015b;

Sinwongsuwat et al., 2018). Taken together, the findings support

the value of systematically integrating CA insights into EFL

speaking curriculum design across educational levels.

5.2 Teacher implementation and
perceptions

Teacher surveys and interviews provided additional insights

into the implementation of the CA-T model. Pre-treatment

survey data indicated strong initial readiness, with over 90% of

participating teachers agreeing or strongly agreeing (on a 5-point

Likert scale) that they felt prepared to implement CA-informed

instruction. They reported confidence in their ability to deliver

action-oriented lessons, integrate CA transcription conventions,

and apply the CA-informed rubric to assess student performance.

Post-instruction feedback reinforced these findings. In group

interviews, teachers affirmed the pedagogical value of the CA-T

model and its materials, including the English in Interaction series.

Many expressed interest in expanding the model’s use to additional

grade levels, citing increased student engagement and motivation

in conversation lessons. Teachers also emphasized the effectiveness

of the 7Cs framework in scaffolding lesson delivery and facilitating

interactional learning.
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TABLE 4 Role-play test results.

Level School n Role-play test t df p-value

Pre-Roleplay Post-Roleplay

(30 points) (30 points)

Mean S.D. Mean S.D.

Grade 6 TLI 44 8.91 4.108 14.25 4.711 24.504 43 0.000

PPO 34 5.47 3.603 10.68 5.062 13.013 33 0.000

LLA 45 4.69 3.110 15.80 6.751 14.810 44 0.000

Total 123 6.41 4.067 13.83 5.954 18.721 122 0.000

Grade 9 NTW 55 23.00 4.554 26.29 3.275 8.332 54 0.000

BLU 35 11.46 1.738 14.14 3.011 7.526 34 0.000

SKO 26 11.23 1.505 13.65 2.607 6.892 25 0.000

SMO 45 11.02 1.340 13.31 2.382 10.547 44 0.000

RAJ 11 8.82 1.537 12.36 2.580 9.092 10 0.000

Total 172 14.83 6.324 17.62 6.614 16.509 171 0.000

Grade 12 SAI 26 18.00 6.735 21.81 6.325 4.282 25 0.000

JNA 36 20.25 4.500 21.75 5.843 1.972 35 0.057

BNJ 23 19.48 2.520 25.35 1.722 15.085 22 0.000

Total 85 19.35 4.951 22.74 5.427 7.171 84 0.000

Undergrad FLA 24 21.07 2.040 23.80 2.015 6.285 23 0.000

While the model was found to be generally adaptable

across classroom contexts, some implementation challenges were

noted. In particular, one school located in a remote area

reported unstable internet access, which hindered the use of

online CA-T materials. Nevertheless, all participating teachers

successfully implemented the full sequence of CA-T lessons.

Several voiced intentions to adapt the materials to better reflect

culturally relevant content and to design new tasks aligned with

CA-T principles.

During group interviews, teachers enthusiastically shared their

plans to:

• Develop materials using the CA-T model for additional

student levels not currently covered;

• Create supplementary worksheets featuring diverse speaking

scenarios for practicing expressions learned in class;

• Design more innovative, student-centered activities to foster

active learning of English conversation both in and out of the

classroom; and

• Use authentic settings to enhance the realism of role-play

activities—an idea also encouraged by one school director.

Additionally, some teachers expressed aspirations to

advance their professional development through the creation

of original CA-T-informed teaching resources. Notably, one

participant suggested that the CA-T pedagogical approach

could also be applied to teaching other foreign languages, such

as Arabic.

5.3 Student engagement and learning
experience

To evaluate learners’ perspectives on the CA-T instruction,

group interviews were conducted in conjunction with a verification

Likert-scale survey administered to selected students. As shown

in Table 5, students across all educational levels and performance

bands (Low, Mid/Intermediate, and High) responded positively to

the CA-T lessons. The overall mean satisfaction score was 4.23,

which corresponds to a “strong” level of agreement (cf. 3.50–

4.49), indicating that learners found the CA-T instruction engaging,

accessible, and effective.

Specifically, students reported feeling motivated to speak

English, confident in reading the conversation materials, and active

participants in classroom interactions—yielding an overall mean of

4.15 for these core engagement indicators. Qualitative data from

group interviews reinforced these quantitative findings. Students

expressed that the use of CA-informed transcription symbols

significantly supported their understanding of spoken English,

particularly in identifying features such as stress, rhythm, and

intonation, and in recognizing the differences between written

and spoken language. Most students reported little difficulty

understanding the symbols and did not confuse them with

punctuation used in writing. However, the mean score for this

component was slightly lower at 3.88, suggesting that while

the transcription symbols were generally well-received, they

introduced new conceptual demands that may require further

scaffolding and repetition in future instruction.
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TABLE 5 Students’ opinions on CA-T model instruction.

Topics Student post-teaching interviews

Low/L (n = 12) Middle/M (n = 12) High/H (n = 12) Overall opinion of
LMH (n = 36)

Min Max x S.D. Min Max x S.D. Min Max x S.D. Min Max x S.D.

Part 1:

Readiness for

CA-informed

conversation

lessons

2.67 4.33 3.69 0.54 4.00 5.00 4.31 0.36 3.67 5.00 4.44 0.41 2.67 5.00 4.15 0.54

Part 2:

Introduction of

transcription

symbols

3.17 4.00 3.54 0.24 3.50 5.00 4.01 0.46 3.33 4.67 4.10 0.45 3.17 5.00 3.88 0.46

Part 3: 7Cs

teaching

procedures

3.50 5.00 4.11 0.46 3.88 5.00 4.45 0.28 3.88 5.00 4.57 0.39 3.50 5.00 4.38 0.42

Part 4: Overall

satisfaction with

CA-informed

curriculum

3.80 5.00 4.12 0.39 3.60 5.00 4.55 0.44 4.00 5.00 4.68 0.28 3.60 5.00 4.45 0.44

Overall 3.64 4.45 3.90 0.25 4.00 5.00 4.33 0.28 4.00 4.77 4.45 0.24 3.64 5.00 4.23 0.35

Regarding the 7Cs scaffolding framework, students reported

substantial benefits, with an overall mean score of 4.38. They

described each stage of the 7Cs as contributing to their

development of English conversation skills. Activities in C1

(Connect) effectively activated prior knowledge and prepared them

for new content. C2 (Cultivate) introduced essential vocabulary,

pronunciation features, and grammatical structures necessary for

carrying out target actions. C3 (Comprehend) helped deepen

their understanding of model conversations, particularly through

the video clips, which were highlighted as both meaningful

and enjoyable.

Through C4 (Characterize), students gained insight into the

structural organization of conversation and the functional use of

language in interaction. C5 (Co-construct) offered opportunities to

rehearse short sequences of conversation in manageable chunks,

while C6 (Contextualize) encouraged learners to apply their

knowledge in realistic scenarios, building their confidence to

use English outside the classroom. Students also appreciated the

wrap-up phase of C7 (Conclude), where lessons were effectively

summarized and consolidated by their teachers.

Students in the high-performance group appeared to benefit

most from the structured 7Cs pedagogy, reporting the highest

satisfaction with a mean of 4.57 for the lesson framework and

4.68 for the overall curriculum. Across all groups, the mean

satisfaction rating with the CA-T conversation course stood at 4.45,

indicating strong approval. Students agreed that the CA-T lessons

enhanced their conversational abilities and speaking confidence,

provided more authentic speaking opportunities than prior English

courses, and helped them learn useful English expressions for

real-life communication.

Notably, students reported that the CA-T course had a

motivational effect, increasing their willingness to speak English

with teachers, peers, and even family members. One memorable

instance came from a group of Grade 9 students, who proudly

shared that they were able to initiate conversations with foreigners

during a field trip to Bangkok—applying expressions they had

practiced in class.

5.4 Recommendations for enhancing CA-T
Model implementation

While the implementation of the CA-T pedagogical model

yielded encouraging results in improving Thai EFL learners’

English conversation skills, focus group interviews with

participating teachers offered practical suggestions for enhancing

its effectiveness across the seven instructional stages. These

refinements can help tailor the CA-T lessons to better suit learners

at different proficiency levels.

5.4.1 C1 (connect)
At the beginning of each unit, open-ended discussion

questions designed to activate learners’ background knowledge

related to the target social activity should be supplemented with

culturally comparative prompts. Encouraging students to reflect on

similarities and differences between the target culture and their own

promotes intercultural awareness and deeper schema activation, a

key factor in the language learning process (Hu, 2012). Teachers

should ensure that questions are age-appropriate and engaging,

and that the use of the learners’ L1, especially at lower levels

such as Grades 6 and 9, is allowed to facilitate comprehension

and participation.

5.4.2 C2 (cultivate)
This stage should prioritize vocabulary and expressions

necessary for understanding the model conversation. These items

should be introduced within spoken contexts to support learners’
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listening comprehension. For younger learners, additional time

should be allocated for phonetic awareness training, including

decoding IPA symbols that accompany essential words and

expressions from various English varieties. Teachers may also

need support in phonetic instruction, especially those without a

formal background in linguistics. Preview activities are especially

beneficial here, as they not only raise student engagement but

also prepare learners to recognize key lexical and grammatical

features during upcoming tasks (Harmer, 2015; Nation, 2009).

Incorporating culturally relevant vocabulary at this stage can

further enhance learner engagement.

5.4.3 C3 (comprehend)
To make this stage more dynamic, comprehension exercises

should go beyond open-ended questions and incorporate

interactive, culturally oriented tasks (Goh, 2015). Younger

learners, especially those with literacy challenges, may require

multiple listenings, teacher-guided walkthroughs, and additional

out-of-class practice to reinforce understanding. Teachers are

encouraged to show only the transcribed excerpt of the model

conversation, rather than the full video, to reduce download time

and avoid cognitive overload.

5.4.4 C4 (characterize)
This phase, often enjoyed by students, helps them recognize

the prosodic contours of English speech. Teachers, however, must

be prepared to clarify spoken language features represented by

CA-informed transcription symbols. More advanced learners

may benefit from producing their own transcripts and critically

analyzing how symbol placement affects meaning. Providing

modified transcripts—with either omitted or repositioned

symbols—can further foster critical thinking and deepen learners’

interactional awareness (Lee, 2023).

5.4.5 C5 (co-construct)
Learners should begin by practicing short scripted sequences

before progressing to unscripted role-plays. Such stepwise practice

aligns with Ellis’s (2008) principle of manageable task progression,

which fosters learner confidence and consolidation. Teachers

may introduce alternative ways to perform target actions and

expand vocabulary options. At upper levels (e.g., Grade 12

and university), students should receive explicit instruction on

conversation sequencing (opening, centering, and closing) as

well as on essential interactional practices like turn-taking and

repair. Incorporating both metalinguistic and meta-interactional

knowledge helps learners grasp interactional norms and better

navigate diverse communicative contexts (Lightbown and Spada,

2021).

5.4.6 C6 (contextualize)
Advanced learners should be given more autonomy to create

and perform role-plays based on situational prompts of their own

design (Piscitelli, 2020), provided they include the target social

actions. Younger students, by contrast, tend to prefer illustrated

scenarios rather than text-based descriptions, and benefit from

teacher guidance in framing the context.

5.4.7 C7 (conclude)
In addition to reflective wrap-up discussions, advanced learners

may be assigned post-lesson tasks to reinforce learning. For

example, they could be asked to transcribe and analyze an excerpt

of natural conversation from movies, YouTube videos, or real-

life recordings using CA-informed conventions, identifying the

target social actions and contextual features that shape them.

Peer performance analysis can also enhance learning. Younger

learners, meanwhile, may need more structured review activities

and targeted practice identifying turns that accomplish the unit’s

focal actions.

6 Discussion

This study investigated the effectiveness of the Conversation

Analysis-informed Teaching (CA-T) Model in enhancing Thai

EFL learners’ conversation skills across primary, secondary,

and tertiary educational levels. Drawing on both quantitative

and qualitative data, the findings reveal statistically significant

improvements in learners’ conversational performance, alongside

increased classroom engagement and positive perceptions among

both teachers and students. These results make a compelling

theoretical and practical case for integrating CA into EFL

instruction, particularly in contexts where authentic interactional

input is limited, and offer a replicable pedagogical model addressing

a critical gap in systematic pragmatics instruction. These findings

are further discussed in the following subsections, exploring their

theoretical implications and pedagogical significance.

6.1 Interpreting learning gains through CA
principles

The significant improvements observed in learners’

performance on both the indirect conversation test and the

direct role-play assessment strongly underscore the pedagogical

value of a Conversation Analysis-informed framework for L2

instruction. These findings affirm CA’s foundational claim that

interaction is not random but methodically organized through

recurrent practices such as turn-taking, sequencing, overall

structuring, and repair (Sacks et al., 1974; Seedhouse, 2004). By

providing systematic exposure to these interactional practices,

through both authentic conversation models and guided analysis,

the CA-T Model demonstrably enabled learners to more effectively

recognize, interpret, and co-construct turns-at-talk. This outcome

resonates with previous research indicating that explicit awareness

of conversational sequential structure facilitates the development

of interactional competence (Barraja-Rohan, 2011; Wong and

Waring, 2010a,b). Learners in this study showed improved

abilities to initiate, sustain, and close conversations, demonstrating

greater control over turn construction and more sophisticated

use of linguistic and prosodic resources. By foregrounding clear

interactional goals and practices rather than decontextualized
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language forms, the CA-T Model effectively addresses the

insufficient systematic instruction in real-world communication

pragmatics, which is a critical gap in Thai EFL education.

6.2 The role of 7Cs sca�olding in
developing interactional competence

The observed learning gains are also directly attributable to

the structured scaffolding procedures embedded within the CA-

T Model, particularly the 7Cs framework. These procedures,

ranging from schema activation Connect to reflective wrap-up

Conclude, are well-aligned with socio-cognitive and usage-based

theories of language learning (Ford et al., 2003; Hall, 2004). By

progressively guiding learners from receptive to productive tasks,

the 7Cs facilitate learners’ internalization of how language is used

to accomplish social actions in real-time conversation. Specifically,

the progression from scripted to unscripted practice echoes Ellis’s

(2008) emphasis on meaningful task progression. For Thai EFL

learners, who often have limited opportunities for authentic English

use outside the classroom, this staged support proved essential for

building fluency and confidence in goal-oriented talk.

6.3 Teachers as facilitators of CA-informed
instruction

The success of the CA-T Model can also be attributed to

the active role played by trained teachers in facilitating learners’

interactional development. Beyond delivering CA-T lessons, these

teachers supported students in understanding key conversational

features, particularly prosodic cues and transcription symbols,

while also adapting materials to suit local needs. This supports

Hale et al.’s (2018) argument that teacher engagement with CA

can empower teachers to systematically analyze classroom talk,

identify learner difficulties in interaction, and make principled

pedagogical decisions. In this study, teacher familiarity with CA

principles and transcription conventions appeared to strengthen

their ability to scaffold both interactional understanding and

productive language use.

This is consistent with findings from other CA-informed

teacher development efforts. Sert (2015) emphasizes the value

of interactional awareness in helping teachers notice, interpret,

and respond to classroom contingencies in real time. Similarly,

Waring and Hruska (2011) found that when teachers are trained

to attend to the sequential organization of classroom discourse,

they become more effective at promoting learner participation

and interactional space. The CA-T project adds to this line

of research by demonstrating that even teachers without prior

academic training in applied linguistics or discourse analysis

can become proficient users of CA-informed methods through

sustained professional development and coaching.

Post-implementation interviews with teachers confirmed the

model’s practicality and adaptability. Several expressed interest in

extending its use to other grade levels, adapting materials to include

culturally relevant content, and experimenting with new classroom

activities grounded in the CA-T framework. One teacher even

suggested that a CA-informed approach could benefit the teaching

of other foreign languages such as Arabic. These responses suggest

that CA-based pedagogy not only enhances learners’ interactional

competence but also cultivates teacher agency and curriculum

innovation, aligning with broader goals of sustainable professional

growth in EFL contexts.

Practically, this study offers a replicable model supported by

instructional materials, teacher training protocols, and assessment

tools, which can be adapted to other under-resourced EFL

contexts. The online availability of the English in Interaction series

and associated CA-informed tools further increases the model’s

scalability and accessibility.

6.4 Limitations and directions for future
research

While the findings are promising, several limitations of this

study should be acknowledged. The study employed a quasi-

experimental design without a control group, which restricts

claims of causal attribution. Convenience sampling and geographic

specificity (southern Thailand) also limit the generalizability of

these findings. Furthermore, the long-term durability of learning

gains was not assessed. Therefore, future research should examine

the sustained development of learners’ interactional competence

through longitudinal classroom recordings and detailed CA

of learner talk; conduct comparative studies involving other

pedagogical models (e.g., CLT, TBLT) to clarify the unique

contributions of CA-informed instruction; explore adaptations of

CA transcription conventions for younger learners; and evaluate

the CA-T Model’s impacts on other dimensions of oral proficiency,

such as fluency, intelligibility, and prosody.

7 Conclusion

This study has successfully demonstrated how English

conversation instruction can be meaningfully informed by

Conversation Analysis to benefit both teachers and students in

EFL contexts. The CA-T Model, developed through prior research

and refined in collaboration with Thai EFL teachers, has shown

significant promise in fostering learners’ interactional awareness,

boosting their confidence, and enhancing teachers’ instructional

capacity, even in environments with limited English exposure.

This is notably achieved by engaging lessons that raise explicit

awareness of distinct linguistic and interactional resources involved

in conversation construction, using authentic or semi-authentic

talk excerpts from popular online sources like YouTube. By

emphasizing social actions, natural conversation structures, and

structured scaffolding through action-oriented tasks, CA-T lessons

effectively help learners recognize the interactional underpinnings

of spoken English and develop the skills needed to participate

meaningfully in real-world communication.

While the current study did not encompass learners from all

levels of formal education, its positive findings underscore the

feasibility and benefits of systematically embedding CA principles

in speaking curricula. Future research should further validate these

outcomes through detailed comparative Conversation Analysis

of pre- and post-instruction student talk, verifying how various
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groups of learners’ conversational practices improve via CA-

informed pedagogy. The development of annotated spoken

corpora of action-driven model conversations would also greatly

facilitate teachers’ lesson planning and students’ independent

learning, further supporting wider adoption. Additionally, careful

examination of classroom interaction is needed to identify how

CA-informed pedagogy might be made even more effective.

Ultimately, the advancement of CA-informed pedagogy and

the creation of more fulfilling teaching and learning experiences

depend on ongoing collaboration among researchers, practitioners,

and learners. Sustained dialogue, iterative refinement, and shared

reflection will be essential for enhancing the CA-TModel and other

approaches aimed at cultivating learners’ interactional competence

in real-world English communication.
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