THE ROLE OF CLASSROOM INTERACTION IN THE CONSTRUCTION OF
CLASSROOM ORDER: A CONVERSATION ANALYTIC STUDY

A THESIS SUBMITTED TO
THE GRADUATE SCHOOL OF SOCIAL SCIENCES
OF
MIDDLE EAST TECHNICAL UNIVERSITY

BY
MEHMET ALI ICBAY

IN PARTIAL FULLFILLMENT OF THE REQUIREMENTS
FOR
THE DEGREE OF DOCTOR OF PHILOSOPHY
IN
THE DEPARTMENT OF EDUCATIONAL SCIENCES

JULY 2008



Approval of the Graduate School of Social Sciences.

Prof. Dr. Sencer Ayata

Director

I certify that this thesis satisfies all the requirements as a thesis for the degree of

Doctor of Philosophy.

Prof. Dr. Ali Yildirim
Head of Department

This is to certify that we have read this thesis and that in our opinion it is fully

adequate, in scope and quality, as a thesis for the degree of Doctor of Philosophy.

Prof. Dr. Ali Yildirim

Supervisor

Examining Committee Members

Prof. Dr. Deniz Zeyrek (METU, FLE)
Prof. Dr. Ali Yildirim (METU, EDS)
Prof. Dr. David Bloome (OSU, LLC)

Assoc. Prof. Dr. Ercan Kiraz (METU, EDS)
Assist. Prof. Dr. Hanife Akar (METU, EDS)




I hereby declare that all information in this document has been obtained and
presented in accordance with academic rules and ethical conduct. I also declare
that, as required by these rules and conduct, I have fully cited and referenced
all material and results that are not original to this work.

Mehmet Ali ICBAY

Signature:

il



ABSTRACT

THE ROLE OF CLASSROOM INTERACTION IN THE CONSTRUCTION OF
CLASSROOM ORDER: A CONVERSATION ANALYTIC STUDY

Icbay, Mehmet Ali
Ph.D., Department of Educational Sciences

Supervisor: Prof. Dr. Ali Yildirim

July 2008, 252 pages

This conversation analytic study basically aimed at unearthing the role of classroom
interaction in the construction of classroom order. Rooted in the theoretical and
methodological principles of Ethnomethodology and Conversation Analysis, this
study investigated the mechanisms of how the order in the classroom was
established, organized and sustained mutually by the teacher and students. From
three classrooms in three high schools in Ankara, the study collected a 47 hour
video-recording database from 69 different sessions with 15 teachers. The analysis
focused on the scenes of trouble that revealed the interactional organization of order
with particular reference to the participants’ demonstrable actions. The scenes of
troubles were composed of four particular groups of moments in the classroom life:
(a) class beginnings, (b) transitions between activities, (c) post-humor moments, and
(d) specific-student calls. The results demonstrated in the details of recordings how
the participants in the classroom attributed meaning to order, how they showed their
understanding of classroom order through their demonstrable action, and through

their actions how they applied their mechanisms of classroom order to other contexts.

Keywords: Classroom order, classroom interaction, conversation analysis.
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SINIF ICINDEKI ILETISIMIN SINIF DUZENINI YAPILANDIRMADAKI
ROLU: BIR KONUSMA COZUMLEMESI CALISMASI

Icbay, Mehmet Ali
Doktora, Egitim Bilimleri Boliimii

Tez Yoneticisi: Prof. Dr. Ali Yildirinm

Temmuz 2008, 252 sayfa

Bu konusma c¢oziimlemesi calismasi smnif igindeki iletisimin sinif diizenini
yapilandirmadaki roliinii ortaya ¢ikarmayr amaglamistir. Kokleri Budunydntembilim
(Ethnomethodology) ve Konusma Coziimlemesi’nin (Conversation Analysis)
kuramsal ve yontemsel ilkelerine dayanan bu calisma 6gretmen ve Ogrencilerin
birlikte olusturduklari, diizenledikleri ve siirdiirdiikleri sinif diizenini incelemistir.
Arastirma icin Ankara’da bulunan ii¢ okuldaki ii¢ siniftan 15 6gretmenin bulundugu
69 degisik dersten 47 saatlik bir ¢ekim veritaban1 olusturulmustur. Arastirma
katilimcilarin - gozlenebilir davraniglarini temel alarak sinif diizeninin yeniden
olusturuldugu anlara odaklanmistir. Bu anlar simif yasaminda yer alan dort farkh
siirecte incelenmistir: (a) ders baslangiclari, (b) etkinlikler arasindaki gegisler, (c)
giilmece sonrasi anlar ve (d) belirli 6grenci seslenmeleri sonrasi anlar. Dolayisiyla
arastirmanin sonunda smnif i¢indeki katilimcilarin diizen olgusuna nasil anlam
yiikledikleri, diizen olgusu hakkindaki anlayislarini gozlenebilir davramislariyla
harekete nasil doniistiirdiikleri ve bu gozlenebilir davranislariyla diizeni saglayan

diizenekleri diger baglamlara nasil aktardiklar1 ortaya ¢ikarilmistir.

Anahtar kelimeler: Sinif diizeni, sinif-ici iletisim, konugma ¢6ziimlemesi.
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CHAPTER1I

INTRODUCTION

Hayatta en hakiki miirsit ilimdir.
[The truest path to life is science itself.]
Mustafa Kemal Atatiirk

All of the efforts in the vast field of education are rooted in the same motive:
we, as researchers, practitioners and policy makers, all want to achieve a better
understanding of the teaching and learning process, the factors that contribute to this
mutual relation, and the role of schooling life in this process. As a result, we wish to
increase the student’s academic, social, and personal development. One way of
increasing the student progress before taking any practical action to change the
dynamics in the school environment is to portray the classroom life and depict what
happens in the classroom. This study rooted in the same motive to understand the
order organization of classroom life aims at describing how the interaction in the
classroom plays a central role in shaping the construction and organization of order
in the classroom.

Education is essentially a social action, and thus depends on social
interaction. It typically occurs in small places in small social units through face-to-
face interactions (Vanderstraeten, 2001). A teacher talks to a group of 20-30 (or
more) students for hours in 40-50 (or less) minute segments. They share what they
know, how they do what they know, what they feel, what they think and what they
plan to do all through interactions in the classroom. These moments of sharing are
then coordinated around a set of previously established rules. Classrooms thus
become a platform where teacher and students recurrently negotiate on how to

organize their actions.



Language, or more specifically conversation, which is referred to as talk-in-
interaction in this study, is the key medium of social life, and a vast number of social
actions in life and at the school are organized and shared in naturally occurring
conversations. It is through these different talks-in-interaction at different contexts
that social institutions and actions are produced and composed (Watson, 1992).
Education, or more specifically classroom life, the primary focus and starting point
of the study, which is referred to as classroom interaction in this study, is the main
mode in which teaching, learning, and other allied phenomena within the classroom
environment are produced, organized, and shared by the participants in the
classroom. This study by drawing a close connection between what happens in the
ordinary world and what happens in classrooms plans to explore how order is
produced in the classroom with a comparative focus on how order is produced in the
ordinary world.

The key notion building the theoretical and methodological skeleton of this
study is the idea that interaction generates the only social stage at which reality is
constructed, shared, and made meaningful. It “has a life on its own and [...] a little
social system with its own boundary-making tendencies” (Goffman, 1966, p. 113).
Based on Goffman’s vision of reality, i.e. any social reality is bound to exist within
the boundaries of interactions in this social peripheral, classroom interaction is
considered to be one of the sole platforms where any reality about any classroom
phenomena is constructed, shared, and made meaningful both to the participants and
to the outsiders who take interest in what happens in the classrooms. This study,
which has built its conceptual framework on this nature of reality, focuses on how
the order in the classroom, a massive phenomenon in the classroom life, is
constructed, organized and made meaningful through the interactions in the
classroom.

This introductory chapter started with the background to the study, i.e. how
the order, a particular classroom phenomenon, was conceptually framed in the
previous studies, how the concepts about order and interaction were formulated in
the related literature, and how conversation analysis was thought to be one of the
valid and applicable theoretical and methodological ways to look for order in the

classroom life. The chapter then continued with the particular purposes of the study,
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listing what purposes were targeted and what foreshadowing questions were asked to
reach these purposes at the beginning of the study. The significance of the study
followed the discussion of purposes. The practical benefits of the study were listed in
terms of applicability to the classroom life. At the end of the chapter, the core
concepts that shaped the basics of the study and that were used extensively in the
study were defined, with a particular focus on how the term, classroom order, was

conceptualized

1.1. Background to the Study

The section of background to the study provides a focus and a set of lens for
the study. Based on the previously established frames in the related studies, the
background presents a path for the study to follow in its own course. Similarly, in
order to build a conceptual framework and at the same time to reshape the problem
eliciting the pioneering notion in the study, the background work in this section
consisted of the discussion of the main studies done in the field of classroom
interaction analysis and classroom order. At the end of these discussions, the path for
the inquiry into how order was constructed in the classroom was sketched with
particular reference to the conversation analytic principles.

The teacher as the only person on one side is busy with finishing the tasks in
her plan, is on the alert for any possible misbehavior, is constantly making herself
available to the students for their questions and wonders, is continuously monitoring
her students to check what they have learnt and if they are ready for the next step,
and is in the never-ending process of when to give a small break before the next
activity. The students as fifteen or twenty people on the other side are busy with
making themselves publicly available to the teachers and their classmates, are
relentlessly following the interactions between the teacher and the students not to
miss any possible call from the teacher or classmates, is trying to learn what is being
presented in the class, and screening the class flow to find any possible moment to
have a short chat with their classmates. The list of interactions for both sides might
increase. The remarkable point is, however, this unique classroom scene where a
teacher and twenty or more students come together and spend some time together

with a number of rules regulating their interactions. Consequently, this study focuses
3



on how these rules are put into action through the teacher’s and students’
interactions.

Maintaining order and re-maintaining order once diffused in a place at which
there are two parties, one of which embodies the power to organize the rules to
allocate limited liberty among the members of the second party, is a most ordinary
but unnoticed event in the social world. Assembling the order and re-assembling it
once dissolved in a classroom where there are two parties, one of which, the teacher
as the cohorting party, has the leading power to allocate the turn-takings among the
students who have been transformed into an instructed and cohorted group, is a most
ordinary seen but unnoticed event in the classroom life. The primary purpose of this
study is thus showing how the order in the classroom is restored mutually by the
teacher and students with particular reference to the two-party system regulating the
allocation of liberty among the members of second party.

It is easier to illustrate the mechanism of how order is restored continuously
and constantly in the classroom by an analogy with the nature of traffic. Before
depicting the connections between the nature of traffic and the nature of classroom
order, it is essential at this point to note that this analogy only presents the
similarities that are of interest to this research. More similarities and even differences
can be listed for different purposes and for different interests. Suppose that (1) you
have a car, (2) you basically know how to drive, (3) you know the traffic rules
governing the flow of traffic on the roads, and thus (4) you are aware of the fact there
are also other drivers that you are going to come across while driving. The facts that
you have the car and that you know the rules and phenomena surrounding the nature
of traffic do not eliminate the foreshadowing fact that you might have problems on
the road. Further, having problems while driving does not mean that you have
violated the rules, or that your car has had a mechanic problem, or does not mean
that you have had an accident. You as a novice or experienced driver are quite aware
of the fact derived from the nature of traffic that the roads have other drivers that
constantly interact with you on the roads and they might cause problems, or that the
roads you are driving on with other drivers might have improper engineering and
might cause problems, or that previous problems that other drivers have had might

lead to numerous possibilities of problems in traffic. The idea of having the
4



possibility to have an accident at any moment in traffic does not prevent you from
driving on the road because you can anticipate what you can do to save yourself from
an accident or because you have the skills and experiences of what you can do to
eliminate the damage and injury at an accident.

The sophisticated characteristic of traffic applies to the classroom life. A
teacher like a driver (1) has a number of students, (2) knows the content of her
subject matter, (3) knows the classroom management techniques, and (4) knows the
nature of the students in her class. However, the students and that much knowledge
about the classroom life do not prevent the teacher, and thus the class as a whole,
from having order problems because the teacher is aware of the fact that each
moment in a session in the classroom has numerous combinations of actions that
might lead to order problems. The teacher nevertheless knows (1) what she can do to
prevent any order problems and (2) what she can do to eliminate the damage in an
order problem in the classroom. This study as an attempt to portray the flow of
classroom life and classroom order in this never-ending flow is an example of
conversation analytic work that has unearthed the mechanisms of how the
participants achieve to maintain order in the classroom.

The issue of order in the classroom has been one of the major concerns for
the people in the educational community not only because it involves the practical
and observable consequences for the classroom practitioners, but also because it is
built on diverse conceptual and theoretical frameworks from various fields of
inquiry. The nature of order in the classroom thus has resulted in a vast amount of
literature ranging from the ones listing practical tips, such as how to arrange the
desks in the classroom or how to call students before a question, to the ones
suggesting the underlying theoretical motives in the management of the students as a
group. However, the studies that shaped the conceptual framework of this study and
that ones that consequently provided research questions at the end concentrated on
the connection between the demonstrable actions of the participants in the classroom
and the emergence of order with these demonstrable actions.

The interest in the seen but unnoticed mechanisms of how teachers and
students collaboratively constructed order in the classroom started with a familiar

observation. The observation of a secondary school class showed that despite
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different formations of classes at different times, teachers were able to manage their
students with relative ease (Payne & Hustler, 1980). The inquiry into how teachers
could manage different students at different times in different classes was answered
by Payne and Hustler’s conclusion in their study, stating that one general strategy
teacher used to handle students in classrooms was “to constitute them as a class, as a
collectivity, as a cohort” (1980, p. 50).

The cohorting practices, the actions to sustain order in the classroom by
turning individual students into a single unit, became the central theme in the field of
classroom interaction analysis and classroom order. Meanwhile, researchers applying
conversation analytic principles into the classroom environment found that the two-
party speech exchange system was the underlying drive shaping the nature of
classroom interactions (McHoul, 1978). As a result, the pioneering ideas of cohorting
practices and two-party speech exchange system constructed the basic conceptual
framework for the researchers that were interested in the connection between talk-in-
interaction in the classroom and classroom order.

Conversation analysis (CA), with a core assumption derived from
ethnomethodology (EM) which relies on the idea that the members of a conversation
are the first analysts of the conversation, aims at characterizing the organization of
the interaction by abstracting from exemplars of specimens of interaction and at
uncovering the emic logic underlying the organization (Seedhouse, 2004).
Consequently, CA uses the members’ own analytic signs as the core part of the
analysis of social interaction. Furthermore, CA aims at locating and describing how
the world of talk works, how the experienced moments of social life are constructed,
as well as how the ongoing operation of the social order is organized (Moerman,
1988).

CA is a field that focuses heavily on issues of meaning and context in
interaction. It is based on the theory which argues that sequences of actions are a
major part of what is meant with context and that the meaning of an action is shaped
by the sequence of previous actions from which it emerges. It further discusses that
the social context is a dynamically created construct that is expressed in the

sequential organization of interaction (Heritage, 1984).



The aim of a conversation analytic study is to produce descriptions of
recurrent patterns of social interaction and language use (Perakyla, 1997). In order to
generate a description of patterns in a social interaction, CA has developed its own
subset of principles and procedures: (1) the principle of order in interaction, (2) the
principle of context-shaped and context-renewing interaction, (3) the procedure of
seeking microscopic detail in interaction and (4) the principle of data-driven analysis
(Seedhouse, 2004).

Conversation as a field of study is a major domain of social action, and due to
its interactional nature revealing key social aspects, it has been the focus of research
studying classroom life (Macbeth, 1994, p.137). This study has focused on the ways
of how troubles are handled through interactions that recursively make publicly
available to the participants involved in the conversation. As a result, the treatment of
language conceptually showed that talk-in-interaction is not a means to reach the
reality hidden in the phenomena being studied but is an end itself that embraces the
reality of social phenomena that can be reached through the detailed analysis of the
interaction as an end.

The focus on the theoretical and methodological stance in the study redirected
the path of interest and thus led to reshape the conceptual framework with the
CA/EM perspective. The previous studies in the field stressed the seen but unnoticed
fact that experienced teachers were told to manage their classes in such taken-for-
granted ways that those teachers were not consciously aware of the nature of their
practical accomplishment (Payne & Hustler, 1980). They became aware of the
outcomes of their practical achievement when trouble occurred in the classroom, or
when the students were being challenging. Other than those moments in the
classroom, those experienced teachers did not pay particular attention to what they
consciously did for the order in the classroom. Consequently, the order was said to
be accomplished in unnoticed ways in a classroom (Payne & Hustler, 1980).

Another regular but unnoticed fact is that the classroom was essentially built
on the struggle between assembling the students as a cohort and re-assembling the
cohort when the cohortness was diffused during certain periods (Davies, 1983;
Macbeth, 1990, 1991, 1992; Payne & Hustler, 1980). This study after reviewing the

research previously done at the crossroads of classroom order and classroom
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interaction evolved into the state which aims to uncover how order is restored after
particular cohort diffusing periods, which are considered to be (a) the class
beginnings, (b) the transition periods between activities, (c) the moments after a
humorous event, and (d) the moments after student-specific calls. These moments in
the classroom life are the examples of junctures at which the diffused body is

transformed into the cohorted body.

1.2. Purpose of the Study

The goal of the study is to portray how the teacher and students in a
classroom environment construct the classroom order through their interactions
during a class time. It aims to uncover the mechanisms of how the teacher and
students collectively construct order with particular reference to their demonstrable
actions. Since it focuses on the demonstrable mechanisms that are made publicly
available through the participants’ actions, the study aims to show the sequential
development of classroom order construction in the flow of classroom life.

More specifically, the study will try to answer the following questions, noting
though that since this is essentially qualitative study and thus does not start with
clear-cut predetermined questions, but set off its route with foreshadowing questions,
the questions listed here have been changed and new ones have been added in the

course of study as the analyses have suggested.

(1) How do the participants, the teacher and students in a classroom

environment, construct the classroom order?
(a) What demonstrable mechanisms do the participants display in their
interactions in order to construct the classroom order?
(b) How do the participants account for their own actions and for
others’ actions to regard them as the signals of constructing order in
the classroom?

(2) What steps do the participants follow to construct the classroom order?

(3) How is the two-party speech system put into action in a classroom

interaction?



(a) How is the cohorting practices initiated, organized and sustained in

particular moments of the classroom life?
(i) How is the cohorting practices made available to the
participants and others in the class beginnings?
(i1)) How is the cohorting practices made available to the
participants and others in the transition periods between
activities?
(iii) How is the cohorting practices made available to the
participants and others in the moments after humorous events?
(iv) How is the cohorting practices made available to the
participants and others in the moments after specific student
calls?

(b) How is the act of restoring the order terminated in a classroom

interaction?

(4) How does the teacher handle the mechanisms of students’ participation in

the construction of classroom order?

1.3. Significance of the Study

We, as the members of the scientific community in the field of education that
have taken a promised interest in changing the structure of education in the society
for better teaching and learning practices, need to start understanding what happens
in and out of classrooms with a descriptive eye showing the whats and hows of
classroom life organizations (Mehan, 1982). This study as an attempt to uncover
what happens in a classroom and particularly how the teacher and students construct
the order will present the specific ways that the order problems can be solved with
particular reference to its organizational features.

In other words, the problems in educational settings cannot be solved, or the
solutions that have been formulated to solve those problems cannot be evaluated
unless what the problems are or how the actors in those settings define them are
understood with particular reference to the nature of those problems (Anderson-
Levitt, 2006). As Erickson and Gutierrez (2002) put it, “a logically and empirically

prior question to ‘Did it work?’ is ‘What was the “it”?"” (p. 21). As an attempt to
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define the problem of order in the classroom, this study will aim at showing how
classroom life is organized and more specifically will aim at portraying how the
order in the classroom is constructed. The study thus will guide the people who are
interested in changing the dynamics of classroom life to produce solutions to the
problems embedded in the classroom life.

The seen but unnoticed ways of maintaining order in the classroom constitute
the main part of a teacher’s professional expertise. The process of maintaining order
is derived not only from the fact that society ascribes to the teacher certain measures
of authority and power but also from the fact that they are supposed to reformulate
their own accomplished ways to manage, coordinate, control, and direct on the
occasion of each and every lesson. It is part of their professional repertoire of
methodic skills required to do their job properly. However, this repertoire of
methodic skills with which the experienced teachers handle and control the students
is such a taken-for-granted aspect of teacher life that they cannot easily tell others
how they accomplish it (Payne & Hustler, 1980). This study thus aims to uncover
how those seen but unnoticed ways of maintaining order are accomplished in a
classroom. By unearthing how the order is handled in the classroom with publicly
demonstrable steps, the findings of the study are expected to help novice teachers
learn from other teachers’ ways of maintaining order.

Each context in a classroom imposes different constraints on students’
actions. Those constraints in each context vary from event to event, from phase to
phase within those events, and even from interactional sequence to interactional
sequence within those phases. These permutations thus require teacher and students
to engage in interpretive work to make sense of constantly changing social
circumstances in the classroom, and thus for an effective participation in the
classroom result in the need for the students to recognize different contexts with
certain event and instructional sequence features (Mehan, 1982). This study as a
disciplined attempt will make publicly demonstrable the mechanisms of how the
participants make sense out of those permutations. These descriptions will in the long
run help the education community, researchers, practitioners, and policy makers,
decide where to focus before making a further step in changing the nature of

education in the classrooms.
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The related literature in the crossroad of classroom interaction analysis and
classroom order have focused on the mechanisms of how order is initiated, organized
and sustained through the participants’ interactions in particular moments of the
classroom life. However, the particular mechanisms of how order is diffused and
terminated and of how the participants turn back to their non-institutionalized life
have not been uncovered yet. This study with a particular focus on how the teachers
and students end an activity and a lesson will try to discover how the teacher and
students in a classroom disassemble order and turn back to their non-school life.

The review of humor in the field of education and in other fields have not
been able to develop a detailed understanding of how humor is formed or produced,
and how humor is made publicly demonstrable to the participants (McGhee, 1971;
Robinson & Smith-Lovin, 2001). The study in the subsection of the results chapter
will aim at making available to the researchers, practitioners, and policy makers how
humor is formed in the classroom. As a byproduct of the study’s main purpose,
unearthing how order is restored after a humorous event, the study will demonstrate
how humor in a conversation is produced, sustained and organized with the particular
focus on the mechanisms of how order plays a role in the construction of humor.

In addition to the practical benefits listed above, this study as being one of the
first Turkish CA research will show how Turkish can be studied with the CA lenses
and how classroom talk in a Turkish classroom context can be studied with the CA
principles. Furthermore, there has not been any study that has investigated how talk-
in-interaction creates the order in Turkish classrooms. Consequently, this study will
be one of the pioneering studies investigating the classroom life in a Turkish school

context with an emic perspective.

1.4. Definition of Terms

The concepts that have shaped the skeleton of the study and that will guide
the conceptual frames of the following chapters in this study are defined in a non-
operational manner. Those concepts are explained in a non-operational fashion not
only because they are defined to give the readers a sense of what will be discussed in
detail in the following sections but also the concepts stated here do not have clear-cut

boundaries in the literature. The concepts to be defined include (a) conversation
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analysis, (b) classroom order, (c) classroom culture, (d) classroom interaction, and
(e) cohorting practices.

(a) Conversation analysis (CA): Conversation analysis is basically the study
of talk. More particularly, it is the systematic analysis of the talk in everyday
situations of social interaction (Hutchby & Wooffitt, 1988). CA aims to “discover
how participants understand and respond to one another in their turns at talk, with a
central focus on how sequences of actions are generated” (Hutchby & Wooffitt,
1988, p. 14). CA uncovers how the participants in a talk-in-interaction construct the
social phenomena through their interactions, an orderly accomplishment that is
oriented to by the participants themselves.

(b) Classroom order: Classroom order is defined as the cooperative
achievement of teacher and students in a classroom for having a smooth flow of
interaction in a session. As an umbrella term, classroom management, a certain set of
ways to sustain the classroom order, can be defined as the process of creating a
classroom environment that facilitates learning and teaching. Similarly, classroom
management is defined as “the actions teachers take to create an environment that
supports and facilitates both academic and socio-emotional learning” (Evertson &
Weinstein, 2006). Brophy (2006) defines classroom management as “actions taken to
create and maintain a learning environment conductive to successful instruction.”
Classroom management is equally considered to be “the provisions and procedures
necessary to establish and maintain an environment in which instruction and learning
can occur” (Duke, 1979), and at the same time as “covering a wide range of teacher
duties from distributing resources to students, accounting for student attendance and
school property, enforcing compliance with rules and procedures to grouping
students for instruction” (Doyle, 1986). However, the term, classroom order, in this
study is defined as the set of mutually constructed actions to gain and regain when
lost the pendulum of two-party speech exchange system that is composed of the
teacher as the cohorting party and the students as the cohorted party in the classroom.

(¢) Classroom culture: Derived from Geertz’s (1973) reformulation of
culture, classroom culture is the interactionally constructed and publicly held system
of meanings acted, organized, and shared publicly in a particular classroom

environment. It helps the participant guide their actions and make sense of the
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others’ actions. Furthermore, it creates a platform for the teacher and students to
understand what meanings the participants’ actions have and what meanings their
own actions might propose.

(d) Classroom interaction: Classroom interaction as a form of institutional
talk is locally managed but cooperatively constructed speech exchange system
(Markee & Kasper, 2004). Composed of interactions between teacher and students
and among students, classroom interaction is one of the platforms where any reality
about classroom phenomena is produced and can be observed at the same time.
Teacher-talk-dominated classroom interaction is a seemingly unequal power speech
exchange system where teachers have the right to allocate turns to the students as a
cohort.

(e) Cohorting practices: Payne and Hustler (1980) defines any cohorting
practice as the teacher-driven but cooperatively constructed sequences of actions in a
classroom interaction to transform the individual students into a coherent group to be
called as a single unit by the teacher. Cohorting practices are the result of the
struggle of gaining the order in the classroom. Occasionally organized by the teacher,

cohorting practices are the mutually constructed actions in the classroom.
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CHAPTER 11

LITERATURE REVIEW

We are fated to live in world of talk. We are successively exalted or
bored, enraptured, embarrassed, made anxious largely by talk
organized as conversation (Moerman, 1988, p. xi).

This chapter framed the theoretical foundations of the study and at the end
provided a particular stance for the study to follow its course. At the onset, it
presented the studies that structured the basics of the study. These core texts
represented the ideological standpoint towards the intersection between classroom
conversation and classroom order.

The chapter continued with the discussion of what classroom culture meant,
with particular reference to Geertz’s (1973) reformulation of culture in a larger
context and to the studies done in the ecological tradition. Next, the chapter defined
classroom management and classroom order, and reviewed the studies done in the
field of classroom order and classroom interaction. Although the subtitles were not
parallel to each other, classroom management studies were handled under four
headings: (a) the ecological approaches to classroom management, (b) classroom
management in high schools, (c) classroom management in urban contexts, and (d)
classroom management and classroom discourse. It then discussed the previous
works on the segmentation of classroom life: (a) classroom beginnings, (b)
transitions between activities and (¢) humor in the classroom.

The chapter at the end summarized the review and concluded with the
implications for the study. The conclusions in this chapter focused on how the
findings from the previous studies could be applied to this study, especially to

construct the conceptual framework and to determine the methodic decisions.
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2.1. Introduction

Research on classrooms has primarily focused on how, and more particularly,
to what extent experiences in a classroom will influence the students’ later behavior.
This focus on the relationship between what is now happening in the classroom and
how, as well as to what extent students will learn has dominated the education field
with a future orientation to the classroom research. However, for two decades, the
interest in classroom research has changed its standpoint to the orientation that views
classrooms as a particular set of cultural events (Bloome et al., 1989). The shift from
future-oriented research understanding to the present-oriented paradigm is originated
in the interest in the lively layers of classroom life, i.e. what happens in the
classroom, what the teacher and students do in a classroom, what they talk about,
how they interact with one another, and how they share the culture they create in the
classroom. Order in the classroom and the connection between the order and
classroom interaction, the focus of this study, are rooted in this paradigm shift in the
research on classroom.

Interest in how classrooms do the work of teaching and learning among other
things has led to the development of a substantial literature of classroom discourse
studies (Macbeth, 2004). Those studies have investigated the different roles of
classroom language in certain aspects of classroom life. Social competence, as an
aspect of classroom life and as a key mechanism in the classroom life, is rooted in
knowing what context a participant is located in and what actions are regarded as
appropriate to that context (Shultz & Florio, 1979). Hence, it is the “capacity for
monitoring contexts and [...] for knowing when the context changes” (Erikson &
Shultz, 1977, p. 5). Making sense of classroom order and thus navigating
appropriately across the contexts for interaction within it are crucial aspects of social
competence in classroom life (Shultz & Florio, 1979). At the same time, other
studies in the field focusing on the related phenomena in the classroom have proved
the significance of the shift to the closer analysis and thick description of classroom
life with particular interest in how participants ‘do classroom life’.

This study is an effort to portray this collectively and mutually constructed

social competence, i.e. the social competence of constructing the classroom order
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and acting on the order in the classroom interactions. The following section first
presented the primary findings from the core studies that shaped the overall
perspective to this social competence, and then discussed how those findings were

integrated into the study.

2.2. Core Texts

The core texts presented extensively here include (1) the study by Macbeth
(1987) where he investigated classroom order and disruption exclusively for a
description of the indigenous social organizations of the classroom within the CA
discipline, (2) the study by Payne and Hustler (1980) where they searched for the
ways of how the classroom order is restored from the CA perspective, (3) the study
by McHoul (1978) where he adopted the turn-taking system developed by Sacks,
Schegloff and Jefferson (1974) to the classroom interaction and proposed a modified
institutional turn-taking system as an evidence to institutional talk-in-interaction, (4)
the study by Macbeth (1992) stressing the role of classroom floor for authority and
classroom order, (5) the study by Shultz and Florio (1979) as an early and classic
example of segmenting the classroom life and as an early work revealing the key role
of demonstrable actions of the teacher and students in understanding the classroom
phenomena, (6) the study by Mehan (1982), the cutting-edge work of viewing the
segmentation of classroom life with the CA perspective, (7) the study by Bremme
and Erickson (1977) where they investigated the relationships among verbal and
nonverbal classroom behaviors and showed how the participants in the classroom
signaled different activities, and finally (8) the study by Davies where he examined

the role the students played in the construction of classroom order.

2.2.1. The Study by Macbeth (1987)

This study started its analytical voyage with a close reading of Macbeth’s
study on the conversation analytic analysis of classroom order in the secondary
classrooms. Macbeth (1987) in his dissertation entitled ‘Management’s work: The
social organization of order and troubles in secondary classrooms’ found in the
details of the video records an understanding of how each scene of troubles was

distinctively assembled and accomplished by the participants. He also discovered
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that there was interactional regularity within his recorded scenes, which allowed him
to develop a new way to discriminate and organize the phenomenon of classroom
order.

Macbeth (1987) started his study of classroom analysis with the perspective
that it was the participants’ work that the researcher as an outsider found the
achievements of classroom order, i.e. the teacher and students in a classroom, the
local staff, were held accountable for what he found those interior organizations that
yielded the details of how the local staff produced the social competence of
classroom order. Consequently, he located what participants displayed to one another
in the classroom at the center of his analysis, and further came to the conclusion that
what the local stuff publicly displayed was the only data that could be trusted.

Macbeth (1987) started his analysis with the particular interest in class
beginnings because, despite their familiarity as normal, regular, typical and uniform

EAN13

organizations, for him each class beginning was the participants’ “practical tasks and
actual achievements” allowing them to demonstrate how they made sense of the
order (p. 446). Those class beginnings were also the first places where he could point
out the mechanisms of how an accountable sense of instructed class became
available to him as an observer.

In the following chapters where he was looking for the places to position the

mechanisms of how order was restored, Macbeth (1987) discovered that

[T]he structure of accountability we found was nothing of a
disengaged or formal kind, but a contingent structure produced first as
a closely placed sequence of remark and response, and then, in the
skillful assembling of the sequences, as an emerging asymmetry of
power and resources for shaping its course and what it came to (p.
448).

His statement proved the two fundamental points in a conversation analytic study of
classroom order: (a) the order is constructed with the demonstrable actions of the
participants, which became available to the researcher through the sequential analysis
of the turn-takings in the interactions, and (b) the classroom order is organized
around the struggle of unequal power resulting in the teacher-driven but mutually

constructed cohorting practices.
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2.1.2. The Study by Payne and Hustler (1980)

Payne and Hustler (1980) started their argument with an observation: the
teacher in a secondary school repeatedly handled a variety of collections of students
at different times. Despite this varied constitution of classes, teachers were able to
manage their students with relative ease. The other observation in their study
indicated that one general strategy a teacher used in order to handle the students in
the classroom was “to constitute them as a class, as a collectivity, as a cohort” (p.
50). The idea of constituting students as a collective unit framed the whole
presentation of the findings in the study.

Payne and Hustler (1980) found that because a question had been asked of an
individual, this still did not remove the need for all students to orient to that question
as potentially theirs (p. 58). The nature of student-specific questions thus indicated
that the students as a unit needed to attend to what is happening in the classroom
even though they are not specifically addressed.

One of the findings in their study was that the teacher made available his
cohorting work through the way he introduced the topic to the current lesson. He
accomplished this by doing some resuming work through his recall on the previous
lesson. In referring to the time before, the teacher was said to be asking the students
“to discover an appropriate last time and so to constitute this current talk as another
instance of the talk that was produced in that identifiable last time” (Payne &
Hustler, 1980, p. 56). Similarly, the teacher’s usage of the word ‘now’ progressively
brought the class along to the next activity. The teacher’s usage ‘“describe a
recapitulation on what has happened so far and point to what the class can sensibly
expect to happen next” (Payne & Hustler, 1980, p. 63).

As a methodological offshoot, they suggested that the constitution of students
as a cohort was a feature of the classroom environment that was made available to
the researchers in part through the organization of talk. Consequently, it can be said
that they were placing the conversation at the center of constructing the social reality.

In order to find instances of cohorting practices, Payne and Hustler (1980)
began the analyses by focusing on class beginnings. They thought that “beginnings

are a proper time in an occasion for occasion relevant identities to be available by
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and to the assembled parties” (p. 53). At the end of the analyses, they found out that
the teacher was addressing the class as a cohort and getting them to act as a unit,
making their individual fates collectively interdependent. The other finding from
their analyses was that even though the teacher and students knew each other, knew
how they started the lesson, and knew how they initiated the topics, each class
beginning still required work and practice from the parties involved. In other words,
the fact that the teacher and students know each other and have experienced some
time together does not eliminate the peculiar reality that they must construct and re-
construct the orders at each occasion.

One of the central findings in the study was the fact that providing that the
number of persons in a conversation became overlarge, there was a tendency that the
talk would break up into smaller groups, usually groups of two, participating in
different conversations, unless there were some organizational constraints in
operation, or a form of mechanism governing the allocations of talk among the
members in the conversation (Payne & Hustler, 1980).

Payne and Hustler (1980) also discovered that there were certain times during
the course of a lesson when the cohorting practices were positioned more obviously.
Those moments included those certain places in the lesson “when the teacher is
concerned to bring about some change of activity for everyone” (p. 60). Thus, they
focused on the times in a lesson when the teacher attempted to move the students as a
cohort from one activity to another. Namely, class beginnings and transitions
between activities were the moments in the class period where the teacher lost the

cohortness and thus was forced to restore the order.

2.1.3. The Study by McHoul (1978)

McHoul (1978) by reviewing Sacks, Schegloff and Jefferson (1974) focused
on their promise that different kinds of talk would show different systems of turn
allocation and at the same time would show permutations of the turn-taking in the
naturally occurring conversation. Consequently, McHoul (1978) showed how talk in
classroom might show certain modifications from natural talk.

The CA manifesto by Sacks, Schegloff, and Jefferson (1974) showed that a

naturally occurring conversation operates on two main components, which were turn
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construction (turn construction units) and turn allocation (transition relevant places),

and a rule set as well. The rule set was ordered and operated recursively, i.e. it would

happen in the sequence of 1la, if not 1b, if not Ic, if not return to la (D. Macbeth,

personal communication, February 21, 2007).

McHoul (1978) after analyzing the observations in his study proposed four

modifications of the turn-taking system found in ordinary conversations:

)

2)

3)

“4)

For a teacher’s turn-so-far, at the first possible turn relevance
place, (a) If the turn shows ‘teacher selects next’ technique, the
selected next student has the right to the turn, (b) If the turn
shows ‘no next speaker’ designation, the teacher continues.

If 1a happens (the teacher selects next speaker student), at the
first possible completion of the student’s turn, (a) If the student’s
turn itself is constructed as ‘current speaker selects next’, then
the turn returns to the teacher (students always select teacher
next), (b) If the student’s turn is not constructed as ‘current
selects next’, self-selection might happen but routinely it is the
teacher’s self-selection, (c) If the student’s turn is not constructed
as ‘current selects next’, then current speaker, the student in this
case, may continue, unless the teacher self-selects.

For any student’s turn, if at the first possible completion, neither
la nor 1b happens, and the teacher continues, the system recycles
at the next transition relevance place.

For any student’s turn, if at the first possible transition relevance
place, neither 2a nor 2b happens, and 2c¢ happens (the student
continues), the rule set reapplies at the next possible completion
(McHoul, 1978, p.188; D. Macbeth, personal communication,
February 21, 2007).

Among other results from the study by McHoul (1984), his study proved that

(a) until the selection of a next speaker was produced in any current turn by the

teacher, every member of the cohort, each student in the classroom, had to attend to
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what is being uttered in the classroom, and (b) teachers overwhelmingly did the
talking in the classroom to create a two-party speech exchange system. The turn-
taking system modified according to the institutional features of classroom life
provided the starting point for the researchers who took interest in the different

aspects of classroom interaction.

2.1.4. The Study by Macbeth (1992)
According to Macbeth (1992), classroom floor denoted authority structures
governing the speaking rights and obligations to listen. For him, the floor was a

material object,

consisting of an interactional configuration and the competence to
produce it, and possessing the following features it can be seen,
found, pointed to, observed, approached, avoided, trespassed, and
missed (p. 128).

Following the premises of CA, Macbeth (1992) proposed that floor was the outcome
of local order, i.e. the familiar task and actual achievement of the persons who lived
and worked there. Thus, he regarded the classroom floor as an ensemble of social-
material organization, “a produced locale, and a creature of the competence of the
persons in the room” (p. 128). For him, classroom floor was the platform where the
classroom order struggle took place. The teacher was involved in his or her work to
find proper time to start his or her cohorting party in the classroom floor.

Although he focused on the class beginnings, he concluded that the order of
methodic work reoccurred throughout the day in the classroom. For him, “the notion
of the floor becomes a device for collecting and analyzing the orderliness of the
room” (p. 147). The teacher’s work of producing instruction, authority, and purposes
as public, observable, and analyzable ensembles of interactional material was subject

to revision from moment to moment in the classroom.

2.1.5. The Study by Shultz and Florio (1979)
By using microethnographic techniques, the study by Shultz and Florio

(1979) discovered and described important aspects of the social competence acquired
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by children in a kindergarten/first grade classroom. In their introduction, they
suggested that:

[U]pon entering school for the first time, children must learn how to
behave appropriately in the classroom. At any given moment, they
need to know what is expected of them by the teacher and by their
classmates (p. 166).

Following this discussion, Shultz and Florio (1979) examined the ways in
which one kindergarten teacher signaled to her students that something new was
about to happen, more specifically the contextual changes that occurred during an
open activity period called work time. They also attempted to uncover what it was
that children needed to know in order to act in a manner that was considered
appropriate in the classroom.

They found out that in order for a large group of people, the students in their
case, in order to move from a single-focus into small activity groups and back again
in limited time and space, changes in the flow of activity occurred, and activity was
segmented into a series of constituent contexts for interaction. Another finding from
their study was that the teacher and students used movement through space as a
powerful context cue.

Shultz and Florio (1979) concluded that making sense of classroom order and
thus navigating appropriately across the contexts for interaction within it are
important aspects of social competence. They also demonstrated that a student’s
failure to appropriately interpret the social meaning inherent in the teacher’s actions

revealed the institutional formulation of the order.

2.1.6. The Study by Mehan (1982)

Mehan (1982) started his chapter with background information about
ethnography, culturally specific ethnography, and the ethnography of
communication, as well as how they were handled in the education field. This
discussion provided a background for investigating students’ participation in the
classroom. It also provided ‘“a warrant for defining ‘interactional competence’ in

terms of effective participation or membership in the classroom” (p. 65). His focus of
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interest was on answering questions of what was involved in competent participation
in the classroom community and what students did and said when they were judged
as effective in the classroom.

Mehan (1982), after the segmentation of classroom life into events, and then
events into phases, divided those phases into interactional sequences. At the end of
his two-step segmentation of classroom life, he concluded that (1) the behaviors of
teacher and students could be segmented into relatively discrete units, (2) the
segmentation of behavior could be made available to the participants and others
through “a small set of recursive rules,” (3) general behavior in the classroom was
composed of events, events were composed of phases, and phases were composed of
interactional sequences, (4) the partitioning process in the classroom was an
“interactional accomplishment” between the participants, (5) the same partitioning
process formed boundaries or transitions between events or activities, and (6) these
transitions were marked by the participants’ interactional work, including verbal and
nonverbal behavior (p. 72).

Mehan (1982) concluded that in order for students to be competent members
in the classroom community, in addition to knowing what to say, just as importantly
they must also know how to actually display their knowledge. This awareness
involved knowing that certain ways of talking and acting are appropriate on some
occasions and not others. They must acquire the knowledge to “knowing with whom,
when, and when they can speak and act” (p. 79). He also put forward that the
organization of the classroom was not uni-dimensional, with activity originating only
from the teacher and flowing towards the students, but was multi-dimensional, with

students and teacher jointly responsible for this flow.

2.1.7. The Study by Bremme and Erickson (1977)

Bremme and Erickson (1977) started their study by stressing a familiar but
overlooked observation: sharing personal experiences and engaging in brief teaching
and learning episodes, the teacher and students in the classroom “give little thought
to the complexity of the interactional work they perform” (p. 153). For them, social
interaction is a simple accomplishment. People are continuously engaged in

interacting in everyday social occasions. They are producing these social interactions
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and at the same time making sense of what others are doing in the same place. The
inborn skill to produce interactions and to make sense of others’ actions seems
simple, and as a result, they take interest in this seemingly simple aspect of social
phenomenon in the classroom.

For them, any social interaction involves an infinite number of actions.
However, what forms of actions are counted as a particular social interaction depends
on the particular setting. One form of action might mean something different at
different times with a changing social situation. Further, a particular form of action
might be appropriate in one social context and inappropriate in another social
context. In order to fit into the social situation, the study required that each

participant be able to:

(1) determine what social situation, or context, is happening now,
from moment to moment within the occasion;

(2) interpret the social meaning of others’ behaviors in the light of
the social situation happening now, and,

(3) identify and produce, from among one’s “repertoire” of
behaviors, those forms considered appropriate alternatives now,
in this social context (pp. 153-154).

The standpoint of communication in their study was rooted in complementary
elements from the fields of cognitive anthropology, sociolinguistics, and
ethnomethodology. Following their perspective of communication, they indicated
that (1) participants in an interaction must attend simultaneously to verbal and
nonverbal behavior, and (2) the rules that the participants were drawing upon to do
the interactional work may not be readily apparent to newcomers. Thus, in order for
a newcomer to make sense of what others were meaning with their actions and to
make sense of what social situation was happening, the newcomer and at the same
time the researcher as an outsider must read others’ actions.

Bremme and Erikson (1977) also found out that “as members of a society, we
learn to identify particular patterns of communicative behaviors as kinds of social
occasions” (p.155). Following this finding, they investigated the segments in First
Circle period and showed that First Circle was composed of (a) the teacher’s time,

(b) the students’ time, and (c) the transitions. They also indicated that in order to
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behave and to make sense appropriately, students and teacher must be able to figure
out which of these three times is happening at a specific time in the classroom.

After listing the specific actions that the teacher and students do in the three
times, they concluded that (a) “the accomplishment of interactional events is the
collective work of all participants” (p. 159), and (b) “there is increasing evidence that
different cultural groups know and use different forms of behavior for performing

interactional work” (p. 160).

2.1.8. The Study by Davies (1983)

The last work in this section is an ethnographic study focusing on the lively
layers of classroom life. Davies (1983) started his study with a comment on the
situation of ethnography in the education field. For him, many ethnographic studies
describing the classroom life used a conceptual framework that focused either
directly or indirectly on the teacher’s control.

Davies (1983) suggested that, in order to produce the sense of order that
allowed them to know what was going on in a particular context, the participants
needed to develop a variety of social competencies. For him, the students in the
classroom must develop a set of social competencies to be used in the production of
order in the classroom, in order to develop a detailed understanding of their
surroundings, i.e. what was happening and who was doing what in the context they
were situated.

In his study examining the role the students play in the construction of
classroom order, Davies (1983) found that by cueing into what the teacher wants of
them, the kind of student s/he wants them to be, and by allowing him or her to be the
sort of teacher s/he wants to be, the teacher and students agree to construct the
particular order of that classroom. This major finding suggested that order in the
classroom is actually an outcome of mutually negotiated meaning between the

teacher and students about what they were expecting from each other.

2.3. Classroom Culture and Order
Any ethnographic study is rooted in its particular reformulation of culture.

Researchers focusing on the ordinary lives of people have produced different
25



perceptions about various dimensions of culture. These different views, originating
in different research perspectives, have resulted in various definitions of culture.
Since the term governs the basics of any research targeting the investigation of social
phenomena, the particular stance that the research is centering on becomes the key
element in defining the social phenomenon as well.

The dictionary definition of culture regards this idea as the way of life,
especially the general customs and beliefs, of a particular group of people at a
particular time, or the integrated pattern of human knowledge, belief, and behavior
that depends on the capacity for learning and transmitting knowledge to succeeding
generations (Cambridge Advanced Learner’s Online Dictionary, 2008; Merriam-
Webster Online Dictionary, 2008). For Anderson-Levitt (2006), for example, culture
is basically any “learning as opposed to whatever is biologically innate in human
behavior” (p. 280). On the other hand, for Street (1993), culture is “an active process
of meaning making and contest over definition’ (p. 25). The key features of culture
derived from these various definitions show that culture (a) is the result product of
people’s everyday life, (2) is shared by a group of people in a specific environment
and at a specific time, and (3) helps these particular people guide their behaviors in
these settings as well as make meaning of what others do.

Classroom culture, based on the key features of culture, is a set of symbols
and meanings constructed cooperatively by teacher and students to guide their
actions and at the same time to make sense of their classmates’ actions in a
classroom setting where they spend a series of periods sharing academic, social, and
emotional issues. This seemingly encompassing definition illustrates the major
aspects of classroom life: (a) Classroom is a place where an adult, the teacher, leads a
group of younger people, the students. (b) The members of this culture know what
they are expected to do and not to do according to certain previously determined
standards in the classroom. (c¢) They are required to join in the production of symbols
and meanings. (d) They are required to make sense of what others are doing in a
specific context. The reformulation of classroom culture in this study is based on the
results from studies done with the ecological perspective to classroom life and

Geertz’s (1973) definition of culture.
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From the ecological tradition (see Gump, 1967, 1969), a classroom culture is
a setting, more specifically an eco-behavioral unit, composed of segments that
surround and regulate behavior (Doyle, 2006). A classroom is an environment where
20 to 30 students are gathered with one adult, the teacher, to engage in activities. The
description of a classroom environment adds more to the restructuring of the
classroom culture by presenting certain dimensions that are already constructed to act
on when the teacher and students arrive (Doyle, 1977).Those dimensions include: (a)
multidimensionality: a number of events happen at the same time in the classroom,
e.g. while the teacher is talking about the topic of the day, a few students might be
playing dots, (b) simultaneity: those events and other tasks happen at the same time,
(c) immediacy: those events take place rapidly, (d) unpredictability: since they are
jointly constructed by the teacher and students, it is difficult to anticipate how an
activity will take place at a particular time with a particular group, (e) publicness: all
the participants do is witnessed by the participants themselves, and (f) history: the
meetings of participants over a long period of time create a common set of
experiences, routines and norms. These six dimensions frame the basic facets of
classroom culture. Thus, the definition of classroom culture has evolved to include
these dimensions as well.

The understanding of classroom culture in this study is also derived from

Geertz’s definition of culture. For him,

culture [...] is public, like a burlesque wink or a mock sheep raid.
Though 1deational, it does not exist in someone’s head; though
unphysical, it is not an occult entity (1973, p. 10).

Geertz’s definition shows that culture as an interactionally constructed and publicly
held system of meanings and significance is an acted and public social phenomenon
(Bloome et al., 1989). The cultural meaning and significance is rooted in the local
system of meanings publicly constructed by the participants who interact with each

other and in which the behavior or interaction is embedded. For Geertz (1973),

the concept of culture [...] is essentially a semiotic one. Believing,
with Max Weber, that man is an animal suspended in webs of
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significance he himself has spun, I take the culture to be those webs,
and the analysis of it to be therefore not an experimental science in
search of law but an interpretive one in search of meaning” (p. 5).

Consequently, culture for Geertz consists of socially established structures of
meaning, which people communicate with and which is produced in a conversation,
and thus is inseparable from symbolic social discourse (Moore, 1997).

Classroom culture, based on the dimensions proposed by the ecological
perspective and on Geertz’s conception of culture, is a subsystem consisting of a set
of meanings produced by teacher and students collectively in the interactions to
guide their actions and to make sense of their classmates’ and teacher’s actions. It is
further a public phenomenon having a particular history that is made available to one

another in their interactions.

2.4. Classroom Order and Management

Classroom order and classroom management among other related phenomena
such as classroom discipline and organization are actually the same concepts that
have been defined differently according to the research traditions taken by the
studies. In this section, these two concepts will be used interchangeably and referred
to basically as the mutually constructed mechanisms to govern the participants’
actions in different contexts.

Classroom management has been one of the major concerns for the
educational community not only because it involves the practical and observable
consequences for the classroom practitioners, but also because it involves diverse
theoretical frameworks from various fields of inquiry for policy makers. Classroom
management, as an interdisciplinary field of inquiry within the vast educational
research spectrum, includes pragmatic answers to classroom problems, from the
physical arrangement of the desks to the timing of questions, and also includes the
theoretical questions rooted in the emerging aspects of the classroom life such as the
role of naming students with their names in the context of constructing discipline.
Consequently, classroom management has evolved into a distinct field of inquiry
within the educational research community from the area of practical suggestions and

tips compiled for novice teachers.
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The literature in this study concerned with the study of classroom order and
management consists of diverse interests, perspectives and commitments. Their
characterizations and findings show the kinds of events and circumstances that
motivate their inquiries (Macbeth, 1987). The literature assembled in this section
talks about the studies that view the classroom environment as a place where trouble
scenes are familiar ones. However, as a first task, the section defines what classroom
order means with different examples from different studies as well as from different
research traditions. Next, it gives a brief historical course of research on classroom
management, which is mainly taken from Brophy’s (2006) review. It then presents
some main findings from the ecological perspectives to classroom management. The
section finally focuses on the classroom management in high schools and then in an
urban context.

Classroom management can be defined as the process of creating a classroom
environment that facilitates learning and teaching. Similarly, classroom management
is defined as “the actions teachers take to create an environment that supports and
facilitates both academic and socio-emotional learning” (Evertson & Weinstein,
2006). Brophy (2006) defines classroom management as “actions taken to create and
maintain a learning environment conductive to successful instruction” (p. 17).
Classroom management is equally considered to be the provisions and procedures
necessary to establish and maintain an environment in which instruction and learning
can occur (Duke, 1979), and at the same time as covering a wide range of teacher
duties from distributing resources to students, accounting for student attendance and
school property, enforcing compliance with rules and procedures to grouping
students for instruction (Doyle, 1986).

Research on classroom management carried out in different places using
different methods has produced complementary findings supporting a set of
principles that appear to have considerable validity and generality (Brophy, 2006). In
the pre-empirical period, research focused on producing good behavior habits.
Consequently, the studies at that period were moralistic-oriented and highly
pragmatic. Survival in the classroom through teacher domination and student
obedience was stressed in the classroom management studies (see Bagley, 1907;

Breed, 1933; Brown, 1952; Wickman, 1928). Empirical studies perceived to be
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relevant to classroom management began to emerge during the mid 20th century.
Some were the isolated individual studies rooted in the experiments conducted by
psychologists and focusing on the contrast between reward and punishment or
between praise and blame. Others, however, were the parts of programmatic research
done in settings other than classrooms addressing the questions not directly related to
classroom management topics such as group leadership or social climate (see
Anderson, 1943; Estes, 1944; Flanders, 1970; Kennedy & Willicutt, 1964; Kounin &
Gump, 1961; Lewin et al., 1939; Ryans, 1952; Sears et al., 1957; Solomon, 1964).

Research focusing explicitly on classroom management was rooted in two
different sources. Working deductively from a theoretically integrated knowledge
base developed from experimental studies, the behaviorists as the first source, began
building classroom management applications of key concepts and principles, and
then generated new techniques (see Brophy, 1981; Brophy & Evertson, 1976;
Kounin, 1970). The second source, the ecological researchers, developed the
concepts and principles inductively by documenting variation in observed student
and teacher behavior (see Kounin, 1970; Kounin & Doyle, 1975; Kounin & Gump,
1958; Kounin et al., 1966). Between the 1960s and 1980s, several different research
teams explored the relationships between classroom processes, particularly teacher
behaviors and teacher-student interaction patterns, and their subsequent outcomes,
especially adjusted achievement gain (see Brophy & Evertson, 1976; Crawford,
1989; Crawford et al., 1978; Good & Grouws, 1977).

As the brief discussion of history has showed, there is a great amount of
literature in the study of classroom order, management, discipline and allied issues in
the professional reports, teacher education texts and practitioner accounts (Macbeth,
1990). As Macbeth (1991) put forward in his study, research in classroom
management found the classroom order as an array of formal or analytic objects.
Classroom order thus has been analyzed as (a) structures of teacher power and
authority (Doyle, 1984; Emmer & Evertson, 1981; Howell & Howell, 1979;
Stebbins, 1977), (b) arrays of student attitude, types and competencies (Duke, 1976;
Macpherson, 1983), (c) teachers’ professional strategy and technique (Brophy, 1982;
Carter, 1986; Hargreaves, Hestor & Mellor, 1975; Kounin & Gump, 1975), (d)
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institutional structures of principled conflict (Getzels & Thelen, 1971; Metz, 1978),
and (e) rules and roles (Allen, 1986; Jackson, 1968; Woods, 1977).

Following the distinction in Macbeth’s (1987) study, there are three main
areas where classroom order, discipline and management are discussed in relation to
classroom culture. The literature in the first field is derived from in-class experiences
of teachers, administrators, and teacher educators, which are “often anecdotal and
collected as a body of narratives and sometimes advising to other practitioners” (p.
4). The second field offers instruction and skill development in classroom and
disciplinary management and provides technical recommendations as well as
conceptual formulations for a practical understanding of order and discipline. The
third field concerns classroom order, management and discipline as observable as
observable events, and thus involves the studies which are “ethnographic or
ethnographically informed field of studies of classroom order” (p. 6).

This study, as an example of conversation analytic work, takes an interest in
classroom order as an observable and demonstrable event and thus focuses on the
literature regarding classroom order as the participants’ noticeable achievements.
Therefore, it first discusses the ecological approaches to classroom management,
then the studies of classroom management in high schools and in urban settings. The
section finally briefly discusses the connection between classroom discourse studies

and classroom management.

2.4.1. Ecological Approaches to Classroom Management

From the ecological standpoint, classroom management is about how order is
established and maintained in classroom life (Doyle, 2006). For the researchers in
this tradition, what constitutes classroom order changes according to the contexts and
people involved in those settings. Those settings where order is constructed differ in
their structure as well as in their complexity.

Classroom ecologists (see Gump, 1967, 1975, 1982; Ross, 1984; Weinstein,
1991) have described the structures of behavior settings that organize classroom
events and processes. Microethnographers (see Cazden, 1986; Erikson & Mohatt,
1982; Erikson & Shultz, 1981; Mehan, 1979) have examined the interactional

machinery involved in the construction and enactment of classroom events.
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Classroom researchers (see Blumenfield et al., 1983; Doyle, 1979, 1983; Doyle &
Carter, 1984; Korth & Cornbleth, 1982) “have analyzed the task systems that
organize and direct classroom experiences” (Doyle, 2006, p. 100).

Order in a classroom refers to the fact that “within acceptable limits the
students are following the program of action necessary for a particular classroom
event to be realized in the situation” (Doyle, 2006, p. 99). However, what was meant
by these so-called acceptable limits still remains unanswered. Therefore, misbehavior
beyond these acceptable limits can be “any misbehavior by one or more students that
is perceived by the teacher to initiate a vector of action that competes with or
threatens the primary vector of action at a particular moment in a classroom activity
(Doyle, 2006, p. 112).

The basic ideas of the ecological perspective towards classroom management
include the following points, each of which needs further elaboration of its own: (1)
Classroom management is “fundamentally a process of solving the problem of order
in classrooms rather than the problems of disruption or misbehavior” (Doyle, 2006,
p. 116). This paradigmatic shift to viewing order as a process of solving placed the
primary interest in portraying how order is solved with particular reference to what
actually happens in the classroom.

(2) Order in classrooms was formulated with the strength and durability of
the program of action embedded in the activities teachers and students enact together
as they accomplish work. The question of what was meant with strength and
durability of the action was not answered in the literature. The ecological community
is aware of the fact that order is a mutual accomplishment. However, they do not
provide any demonstrable and observable explanation to their proposal.

(3) A program of action, collectively then the classroom order, is jointly
constructed by teachers and students in classroom settings with numerous
complexities. The permutations of order in the classroom resulted from the numerous
combinations of teacher and student actions creating a field of interest that must start
its analysis with the promised idea that meaning cannot be separated from the context
where it is produced.

(4) Any program of action in a classroom setting is defined by both the rules

for social participation and the demands of academic work. (5) Classroom order is
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context specific. (6) The key to a teacher’s success in management can be said to be
reliant upon his/her (a) understanding of the configuration of events in the classroom
and (b) skill in monitoring and guiding activities in light of this information (Doyle,
2006). The final point illustrated the particular stance the ecological studies adopted
when they investigated the role of the teacher in managing his/her class. For them,
the management was overwhelmingly initiated by the teacher whereas at the same
time they stressed the fact that management was a mutual accomplishment in the

classroom.

2.4.2. Classroom Management in High School Classrooms

Two principal characteristics of secondary schools make a difference between
the overall organizations of secondary schools and elementary schools: (a) the school
time in a day is divided into separate periods of instruction with multiple teachers
according to subject matter, and (b) the students are now in their adolescent periods.
These two differences in the course of schooling make the educational community
have different classroom management plans and strategies (Emmerson & Gerwels,
2006).

The fact that the students become adolescent, an early step to becoming an
adult, in their high school time has important implications for the sort of
management in the classroom environment. At that period, students need to have
friends and adult relationship for support, a sense of belonging at school, fair
treatment, teachers who listen, feelings of competence, and an environment that
balances teacher authority with student autonomy (Emmer & Gerwels, 2006). The
physical and psychological needs of the students that have changed drastically in
high school result in their reformulation of interactions in the classroom. The
interaction patterns, the topics that they talk about, the attention that they pay, etc. all
change when they start to adopt early adult roles.

Teachers’ thinking about classroom management in high schools covers
diverse areas of actions that were identified by Fenwick (1998). He found that
teachers perceive their classroom work in terms of management strategies with three
primary areas: (a) managing classroom space and objects within it, (b) managing the

students and teaching practices within that space, and (c¢) managing their own
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identity. Following Fenwick’s discussion, Metz (1978) found that as the students
grow from later childhood to adolescence, they tend to question the teacher’s
authority to organize or direct their behavior and activities.

Managing secondary classrooms effectively requires different skills for
interacting with students who exhibit a range of problematic behaviors. In most
interactions, as examples of different skills specific to the high school context, the
teacher was able to redirect the student’s behavior. They seldom gave reprimands, or
ignored the misbehavior. The interesting result was the difference in teacher
strategies across the chain of interactions with the target students (Emmer &
Gerwels, 2006).

Secondary teachers used a limited number of relatively direct approaches to
manage students who showed inappropriate behavior. A sample of middle school
teachers in the United States ordered their use of classroom management skills as
conferences (86%) and proximity (80%) followed by peer tutoring (66%),
punishment (19%), a behavior plan (12%) and reinforcement (16%) whereas high
school teachers chose conferences (85%), proximity (65%), peer tutoring (36%),
punishment (22%), behavior plan (16%) and reinforcement (23%) (Ringer et al.,
1993). The results indicated that teachers started making use of different skills at

different times to manage their classes.

2.4.3. Classroom Management in Urban Classrooms

This study is rooted in the CA perspective which attempts to explain that any
contextual factor has to be demonstrated with the participants’ actions in the
conversation. Otherwise, i.e. by specifically pointing to the factors derived from the
researcher’s own biases, the nature of authentic CA analyses would be violated.
Creating a distinction between urban and rural context might seem to be a way of
violation of the premises of CA. However, the main reason why this subsection is
presented is that there are some crucial differences inherent to the place of the
schools.

Classroom management in an urban setting is more than controlling students
or organizing their actions, but about raising their opportunities to learn in a context.

An urban context in the United States can be defined as one that is heavily populated
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with students of color and has a heavy concentration of single-medium-language
learners, a large number of students from lower SES, high attrition of teachers, heavy
institutional and systematic barriers, and meager resources (Milner, 2006).

Classroom management in urban classrooms helps students think critically
about issues both inside and outside of school (Milner, 2006). It helps students
develop ideas about power structures, recognize the social and political landscape of
their schools and communities, and understand the culture of power in their
classrooms (Delpit, 1995). Thus, the sort of classroom management in the urban
classrooms 1is considered to be one that empowers students to be participants in
knowledge development and distribution in their classrooms, helping them realize
their capacity to learn (Siddle-Walker, 1996).

In her work, Delpit (1995) explained the role of “culture of power” in

classroom management in an urban context in the United States:

(a) issues of power are enacted in classrooms; (b) there are codes or
rules for participating in power; that is, there is “a culture of power”;
(c) the rules of the culture of power are a reflection of the rules of the
culture of those who have power; (d) if you are not already a
participant in the culture of power, being told explicitly in the rules of
that culture makes acquiring power easier; and (e) those with power
are frequently least aware of — at least willing to acknowledge— its
existence (p. 24).

Delpit (1995) in her study considered the ways in which students’ home
environments and their experiences of discipline at home differed from the ways in
which order was produced in classroom environments. She suggested that the rules
and the consequences of rule violations should be told to the students explicitly
because an urban classroom was a sophisticated place where many different systems
of power were negotiated. Similarly, Schlosser (1992) discovered that teachers must
avoid distancing themselves from their students by developing knowledge about
adolescents’ development needs as well as about their home and cultural
background.

Order in urban classrooms is an enduring task to deal with for the teachers

working in an urban context because urban schools are increasingly populated by
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students of color, students from different SES, and linguistically diverse students (see
Haberman & Rickards, 1990; Houston & Williamson, 1993; Howard, 2003).
Furthermore, urban schools tend to be underfunded, larger in size and infiltrated with
bureaucracy (Milner, 2006). Therefore, order in the urban classroom has various

characteristics that are different from the order in typical mainstream classrooms.

2.4.4. Classroom Discourse and Order

The studies that investigated the communicative aspect of classroom
management/order focused on how the rules and routines were constructed through
the interaction in the classroom. The guiding principle in those studies was that
classroom interaction is the fundamental structuring drive in the construction of

classroom order. They consequently provide

[IInformation about rules and routines that are implicitly followed by
teacher and pupils, and that are seen a jointly constructed by
classroom participants one time through interaction in various settings
or types of activities (Morine-Dershimer, 2006, p. 129).

The classroom management/order studies in general however provide
information about “who can talk when to whom about what, who should listen when
to whom, and what can appropriately be said” (Morine-Dershimer, 2006, p. 129), and
thus generate the should list for teachers about what types of routines are important
in both promoting student engagement in academic tasks and in showing when and

how to establish these routines in their classrooms (Lin, 1994).

2.5. The Segmentation of Classroom Life

The segmentation of classroom life constitutes the skeleton of this study. The
main reason why a class period is divided into certain parts is the results of the
findings from the core texts that handled the classroom order in different times. This
section thus reviews the previous studies that investigated how a class session is
segmented into certain periods: (a) class beginnings, (b) transitions between
activities, and (¢) moments after humorous events. However, it starts with the

definition of segment and segmentation.
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A segment is described as the key governing element including: (a) its
temporal duration, (b) the shape of the site in which it occurs, the number of and
types of participants, the arrangement of participants, (c) the behavior format or
program of action for participants, and (d) the focal content or concern for the
segment (Doyle, 2006). The rules for segmentation of classroom life is based on the
changes: (a) patterns for arranging participants (e.g., small-group or whole-class
presentation), (b) resources or the sources of information (e.g., books or films), (c)
roles and responsibilities for carrying out actions and events (e.g., answering or
writing in notebooks), and (d) the kinds of behaviors that are allowed or disapproved
of.

The stream of behavior between teachers and students is classified into
relatively discrete segments (Mehan, 1982). These segments can be also called
“events” (Frake 1964; Hymes, 1974) because participants in those events are
engaged in certain activities with different behavior patterns and thus publicly
demonstrate to each other that they are in a different form of activity and also
because they purposefully name what is going to take place (Erikson & Shultz, 1977;
McDermott, 1976).

The basic unit of classroom life is the activity (see Berliner, 1983; Doyle,

1984; Gump, 1967; Kounin, 1970). Activities are

relatively short blocks of classroom time — typically 10 to 20 minutes
— during which students are arranged in a particular way (Doyle,
2006, p. 101).

Sometimes activities are labeled with names reflecting their organizational focus, i.e.
seatwork, recitation, presentations, small group works, while sometimes they are
designated by their local content, i.e. morning spell, spelling test, art hour (Doyle,
2006).

Finding the concept of behavior setting too general to distinguish the natural
subsettings within the classroom, in order to unitize the classroom behavior setting,
Gump (1968) developed the concept of segment to refer to the constituent parts of a

classroom day:
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Constituted along lines similar to the behavior setting, these segments
have their own behavior patterns, their own nonpsychological milieu,
and display synomorphy between milieu and behavior. They will also
have an action structure which integrates inter-participant behavior.
The segments differ from settings in their lack of independence from
one another. As opposed to settings, segments share the same leader,
the same nonleader participants, the same adjacent sites and times,
and so forth (Gump, 1968, p. 244).

Similar to other segmentation concepts like “episodes” (Wright, 1967) or “lessons”
(Herbert, 1967), the act of segmenting the ongoing flow of classroom events
“unitizes” the classroom session into natural constituent parts (Burns & Anderson,
1987). Others have also examined and/or used the concept of segmenting the
classroom life or other closely related concepts in examining classroom
environments (Berliner, 1983; Bossert, 1979; Burns, 1984; Burns & Lash, 1984;
Doyle, 1986; 1984; Grannis, 1978; Kounin & Sherman, 1979; Leinhardt & Greeno,
1986; Leinhardt et al., 1984; Mandeville, 1984; Ross, 1984; Scott, 1977).

For Burns and Anderson (1987), each lesson segment is characterized by
three major components: the purpose of the segment, the activity format and the
segment topic/assignment. The particular reformation of features in these
components defines the milieu of the segment. In turn, the milieu suggests that
particular teacher and student roles and the tasks be accomplished in order to fulfill
role expectations. Finally, the behavior students and teachers engage in to
accomplish these tasks characterizes the nature of the teacher-student interaction
during that particular segment.

For Bloome et al. (1989), by using language within the context of face-to-
face interaction to construct lessons in a classroom, the teacher and students, “display
to each other sets of interactional and academic procedures that count as doing a
lesson” (p. 272). Payne and Hustler (1980) suggested that the business of a school is
organized around transactions or transitions between a single teacher and 25-30 or so
students in a class (p. 49).

As shown in the previous paragraphs, researchers had different names for the
same phenomenon. Some called it segments, some activities, some events, and some

periods. However, the underlying idea in those labels is that classroom life is
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composed of certain periods which are distinct from other periods with its organizing
features. This study has adopted the term, activity, to refer to these distinct and self-

governed periods in classroom life.

2.5.1. Beginnings

Class beginnings are the first part of segmentation in this study. They are the
first juncture at which the dissolved class is being transformed to a cohorted body.
Because ‘making a start’ and invoking the relevant activities and meanings are often
interwoven accomplishments, beginnings in the classrooms are a proper time for the
activities and identities to be made available by and to the assembled parties in the
classroom. In other words, the first few minutes of a classroom provide the first
platform for both parties, teacher as the cohorting party and students as the cohorted
party, to publicly demonstrate the mechanisms governing the order construction
through their interactions in those first minutes.

The act of making and demonstrating the mechanisms involved in every
beginning does not deal with the fact that the students do not know who the teacher
is when he enters the classroom nor do they know each other when the class starts.
However, although the teacher and students are considered as knowing each other for
some time, this does not change the fact that the beginning of the lesson will not
produce itself. In contrast, every beginning requires the interactions from both parties
to construct the mechanisms recurrently (Payne & Hustler, 1980). Consequently, the
same mechanisms constructed in many previous lessons previously again must be re-
constructed at each beginning.

As Macbeth (1992) put forward in his study, while the bell is a resource for
the members to know when class should start, the bell does work as a cohort
assembler in the class beginning. The actual signal of beginning to the students
unified as the cohort is the teacher’s walk to the center zone of the classroom.
Further, he observed that the warning by a student when the teacher is assembling the
cohort displays the student’s assessment and recognition of the ends to which the
teacher is working in his or her cohorting of the class. It proves the mutual

achievement of cohorting practices in the classroom.
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2.5.2. Transitions

Transitions are points in any social interaction “when contexts change”
(Doyle, 2006, p. 103). They have been a popular topic among researchers interested
in activity structure and classroom discourse (see Erickson & Shultz, 1981; Gump,
1967). Doyle (2006) makes a distinction between minor transitions between speaking
turns and major transitions between activities or phases of a lesson. At both levels,
large amounts of cuing and interactional negotiation occur to signal the onset of
change, the reorientation of focus, and the onset of the new activity (see Bremme &
Erickson, 1977; McDermott, 1976; Shultz & Florio, 1979).

Arlin (1979) defined transition as ‘““a teacher-initiated directive to students to
end one activity and to start another” (p. 42), and in another way as “a signal to
pupils that the teacher has determined that sufficient time has been allocated to an
activity and it is time to move onward” (p. 44).

During the course of a lesson, there are times when the cohort organization of
the students can be more obviously located. Such moments include those places in
the lesson where the teacher is concerned with bringing about some change of
activity for everyone. In other words, there are times in a lesson when the teacher
attempts to move the students as a cohort from one activity to another. At these
points, the change brings the previously constructed mechanism to be re-constructed
according to the nature of that new activity (Payne & Hustler, 1980).

Transitions between the activities are simple accomplishments to which the

participants themselves did not pay particular attention.

Interacting in everyday social occasions [...] usually seems simple.
We engage in it— speaking, moving our eyes and faces and bodies—
generally with a minimum of deliberate planning. As if by reflex, we
produce the communications such social situations appear to call for.
Typically, too, we manage without difficulty to make sense of what
others are doing and to make sense to others in what we do. None of
this, on the surface, seems especially complicated. We feel we ‘just do
it.” It is transparent to us, as is the grammar of our language as we
speak it (Bremme & Erickson, 1977, p. 153.).

All participants in a social event are required to (a) determine what social

event or context they are situated in, (b) interpret the social meanings of other
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participants’ behaviors within the boundaries of that social context, and (c) identify
and produce appropriate behaviors that are applicable to that social context (Bremme
& Erikson, 1977, p.153).

Providing that the members in a particular social context (a) mis-identify the
situation in that social context, (b) misinterpret the other participants’ actions, or (c)
produce actions that are not appropriate to that social context, “the ongoing flow of
interaction is interrupted.” Similarly, providing that the students in the classroom (a)
mis-identify the particular class segment, (b) misinterpret the teacher’s and/or
classmates’ actions, or (c) produce inappropriate actions, the flow of interaction in
that particular class segment is interrupted and thus the order is violated (Bremme &
Erikson, 1977, p.154.)

According to Bremme and Erikson (1977), in order to identify the situation in
the transition context and to produce appropriate actions during a transition time, the
participants attend to the actions because “there is increased movement and change,
verbally and nonverbally, on the part of both students and teacher” (p. 155). In a
transition period, the previously constructed pattern breaks up, and actions become
less interdependent and more individualized. The students in the transition period
shift positions and orientations, and they may gaze off in various directions. At the
same time, the teacher moves about more, using all or many parts of his/her body.
Conversational topics change and topics temporarily multiply and overlapped. Many
people may talk at once, to various others, and about a variety of different things.

For Shultz and Florio (1979), junctures between the segments must be made
publicly available or be marked in such a manner that the members in that particular
context can attribute meaning to the change and to the criteria for what constitutes
appropriate actions in that new segment. Consequently, in a classroom context, “the
teacher and students need ways of signaling to each other that the context has
changed and that something new is about to happen” (p. 167).

Shultz and Florio (1979) produced the observable fact in the classroom that
the transitions are apparently marked both verbally and nonverbally, with a definite
set of steps. In order to make an announcement in a transition period, the teacher first
walks toward the circle area, providing that s/he is not already standing there. As the

second step, the teacher stops in the circle area and finishes her announcement. The
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teacher lastly bends forward from the waist while standing in the circle area and
finally sits down on a chair with the students in front of her.

Florio (1978) found that work time in the K-1 classroom is composed of three
parts, segments, which participants refer to as “getting ready,” “focused time” and
“wind-up.” In a different study, Mehan et al. (1976) found that lessons are arranged
into “opening,” “instructional” and “closing” phases, a similar hierarchical

organization to which the participants were oriented.

2.5.3. Humor

The third segment in the study is moments after humorous events. The
literature focusing on humor in sociology, psychology, philosophy, and
communications involves the descriptions of its functions for either the individual or
the social group instead of starting with how one could define humor or how one
could point out a humorous event in the social interaction (Fine, 1984; Mulkay,
1988). However, Robinson (1977) defined humor as “any communication which is
perceived by any of the interacting parties as humorous and leads to laughing,
smiling, or a feeling of amusement” (p. 10). In addition to the definition, it is also
known that humor can take many forms. It can be characteristics of the person, of the
environment, or of a mixture of the person-environment interface (Moran & Hughes,
2006).

In the review of the humor research literature, McGhee (1971) and in the
other review since McGhee (1971), Robinson and Smith-Lovin (2001) found that
less than 10 percent of humor studies focused on how humor was created or
produced, stating that they found “the current humor literature to be of limited use in
developing a detailed understanding of humor in conversational interaction” (p. 150).

Humor has been viewed as a crucial tool in areas such as statistics, law and
other courses that have been regarded as tedious and difficult by students (Torok et
al., 2004). Humor has been found to facilitate the retention of novel information
(Cornett, 1986; Vance, 1987; Ziv, 1988), to increase learning speed (Gorham &
Christophel, 1990), to improve problem solving (Klavir & Gorodetsky, 2001), to
relieve stress (White, 2001), reduce text anxiety (Berk, 1999; McMorris et al., 1997),
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to neutralize the distancing effects of a particular lecture (Mealyea, 1989), and to
increase perceptions of teacher credibility (Frymier & Thompson, 1992).

For Martineau (1972) humor has been shown to be useful as an instrument to
protect and develop the self, as political weapon to defend against or strike at an
enemy, as a social regulator to highlight norms, as a bargaining counter, or as cement
for social relations. For Woods (1983), humor is to be seen as a “coping behavior,” a
means of adjusting the self to difficulties and problems that otherwise might result in
failure of task, alienation from self, or breakdown of social order (p. 122).
Furthermore, for Woods (1983), humor as facilitator (a) eases teaching and learning,
(b) relieves physical and intellectual strain induced by task, (c) parries alienation
threatened by institution, (d) aids the formation of a cultural bond between teacher
and pupils, and (e) preserves dignity and esteem. For Weaver and Cotrell (1987),
humor serves social, psychological and communication functions. As a social
function, it is used to establish relationships, as a psychological function, to relieve
anxiety and tension, or to escape from the reality, and as a communication function,
to introduce a topic, lecture, or a course.

Sacks proposed a formula to point out humor in an interaction. For someone
to be funny, and consequently for something to be picked up as funny, a participant
or a number of participants need to be amused (Sacks 1974; Fine 1984). The
fundamental symptoms of being amused in a funny event are thus the act of laughing
or related actions such as smiling (Robinson & Smith-Lovin, 2001).

The conversation analytic view on how a joke is organized comes from a
study by Sacks (1978). In his study, he examined the sequential organization of the
telling of a dirty joke in conversation. This telling for him was composed of three
serially ordered and adjacently placed types of sequences, which he called (1) the
preface, (2) the telling, and (3) the response sequence. Similarly, for Weaver and
Cotrell (1987), because of its nature, “a framework needs to be established that is

recognized” by all the participants concerned in the particular context (p. 168).

2.6. Implications of the Literature Review
The literature review chapter started with the presentation of essential

findings from the so-called core studies. Those findings shaped the flow of the study,
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framed the key ideas, and generated the common jargons used extensively
throughout the study.

The preliminary finding from the core texts provided a theoretical stance to
the topic: it was only through the participants’ demonstrable actions that the
mechanisms that establish and organize social phenomena become visible to the
researcher. Consequently, those core studies concentrated on the teacher’s and
students’ demonstrable actions in the classroom, holding those actions as the only
accountable constructs to explain the unknotting of social phenomena.

The other point stressed in the core texts was the outstanding discovery of the
basic mechanism in the classroom. Order in the classroom was considered to be
constructed as an outcome of struggle to transform individual students into a
coherent unit. As stated in many places in the CA literature, talk-in-interaction is
inherently a two-party accomplishment: the first party as the speaking and the second
as the listening party. Talk is organized around the mechanisms regulating the shifts
of these parties at certain times. The classroom interaction similarly was thought to
be principally made as a two-party accomplishment: the teacher as the speaking party
and the cohorted students as the listening party.

The core texts focused on the class beginnings to discover the distinctive
mechanisms of how order is constructed in the classroom. The key reason for that
was that they figured out that class beginnings were the moments where the teacher
and students had to re-construct the previously established order. The re-construction
of order in class beginnings shed light on the mechanisms dealing with how order is
produced in the first instance.

The chapter continued by presenting previous studies with the intention of
reaching a working definition of classroom culture. At the end of the section, the
study defined classroom culture as a subsystem consisting of a set of meanings
produced by teacher and students collectively in the interactions to guide their
actions and to make sense of their classmates’ and teacher’s actions. The significant
point in this definition is that classroom culture is regarded as a set of meanings that
challenges the participants to make sense of their actions. It provides a tool for the
researcher to focus on the participants’ actions to make inferences about the social

phenomena.
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The definition of classroom culture in this chapter establishes that classrooms
are essentially public settings. Thus, the members are supposed to make available
their actions to others and at the same time to make sense of others’ publicly
demonstrable actions. In order for these dual processes to be accomplished, these
governing meanings must be constructed. The construction of meanings thus requires
common experience and history, and in the same setting with the same people. As a
result, this study will be focusing on the participants’ demonstrable actions in their
classroom interactions to render the meanings governing the classroom culture.

An offshoot of the definitions demonstrates that the term, classroom order
and management, acquires many meanings, many of which have negative
connotations (Evertson & Weinstein, 2006) It was often thought of as a set of skills
for controlling students, getting them to respond quickly to teacher demands, needs
and goals, and further it is regarded as a “a bag of tricks” (Brophy, 1988) to be
passed along from teacher to teacher, rather than a set of research-based principles,
concepts and skills that require serious academic study. The main reason why the
field has these negative connotations has resulted from a particular standpoint
stressing that classroom management is a classroom phenomenon to be applied to the
classroom environment. However, the core texts presented earlier in the chapter
proves otherwise, emphasizing that classroom order is an interactional achievement
that can be found in the participants’ demonstrable actions.

The definitions for classroom management also point to the certain core
assumptions about the connection between the classroom life and the management of
this dynamic life. One of the primary assumptions is that the classroom management
work is organized by teacher. More specifically, it was the teacher’s deliberate duty
to create a comfortable classroom environment. However, since the teacher-initiated
act in a classroom is the one side of the classroom management phenomenon,
creating a peaceful and productive classroom environment is a collaborative,
purposeful but often unplanned task established by teacher and students.

The second core assumption is that classroom management is fundamentally
used for creating a classroom environment for successful learning/instruction.
Consequently, in order to establish an environment that will yield the maximum

learning/instruction opportunity, the prerequisites and precautions are planned before
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any teaching occurs. However, classroom management is also established to generate
a place to socialize through interaction. It is also known that socialization through
interaction in the classroom cannot be planned with predetermined provisions and
precautions. The focus of any classroom interaction analysis should regard the
context-specific features of socialization.

The third assumption about the nature of classroom management is that the
chief action to attain a classroom is to determine the list of provisions and
precautions to be implemented in the classroom. However, classroom management is
established through interaction between teacher and students as the two members of
classroom and in the course of a classroom life. Based on the discussion of the
assumptions underlying the classroom management, this study defines classroom
management as the teacher-initiated but collaboratively established, and purposeful
but often unplanned actions yielding a peaceful classroom environment to socialize
and to have a more goal-oriented instruction.

The ecological perspective to classroom order is the paradigmatic revolution
in the field. They change the focus from the set of variables to predict the most
feasible and encompassing skills to the sophisticated and interconnected skills that
can be discovered with a closer look at what happens in the classroom. They also
uncover that order is a process, not product of previously established principled to be
applied to the classroom settings. The most crucial discovery is that order in the
classroom is not the teacher’s work, but a mutual understanding of regulations
unknotted in the interactions between the teacher and students.

The section of the order in high school context stressed the change in the
students’ lives and the result of this change in the organization of order in the high
school classroom. The physical and psychological needs of the students that have
changed drastically in high school result in their reformulation of interactions in the
classroom. The interaction patterns, the topics that they talk about, the attention that
they pay, etc. all change when they start to adopt early adult roles.

The studies of classroom management carried out in the classrooms in urban
schools showed that the sort of classroom order changed in those settings because
they were the places students from diverse ethnicities, from various cultural

backgrounds, and from different SES came together to produce and organize order.
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The studies focusing on the order in the classroom with a CA lens segmented the
classroom period into separate periods and labeled them with their organizing
features, the study paid particular attention to how those studies portrayed class
beginnings, transitions and humor. The practical benefit of dividing the classroom
life into activities is that I can point to these moments in the videotapes more easily
and more efficiently because those moments are already defined in detail in previous
CA studies.

The class beginnings were handled as a special topic in the literature because
they are considered to be the first places the participants can make available the
mechanisms of how order is organized. By the same token, the transitions are the
moments when the teacher and students can show how they restore order in the
process of moving from one activity to another. Although humor is not a topic
among the CA community that points to the order in the classroom, I believe that the
period after a humorous event is the proper time when the participants could again

produce their demonstrable actions to restore the order.
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CHAPTER 111

METHOD

“Science is an essentially anarchic enterprise: theoretical anarchism is
more humanitarian and more likely to encourage progress than its
law-and-order alternatives” (Feyerabend, 1993, p. 5).

The method chapter embodied the skeleton of the study. It first presented the
overall methodological standpoint and continued with the theoretical foundations
building and underlying the method used in the study. The theoretical foundation
included the discussion of ethnography, ethnomethodology, and conversation
analysis. Following the logic of the method, it explained how the data were collected
and then how those data were analyzed according to the CA principles. Validity and
reliability issues were explained with particular reference to the qualitative nature of
the research. The chapter finally discussed the limitations that the researcher

experienced in both the data collection and the data analysis stages.

3.1. Overall Research Design

This study was basically based on the conversation analytic perspective to the
investigation of social life in the classroom life. As an example of pure descriptive
study, it described how a particular social phenomenon, the construction of
classroom order, was produced, maintained, and shared in the classrooms with
specific references to what the teachers and students did in their interactions. Instead
of taking a hypothetical version of the world, this study with the committed belief in
the idea that “detailed study of small phenomena may give an enormous
understanding of the way humans do things and the kinds of objects they use to

construct and order their affairs” (Sacks, 1984a, p. 24) used authentic video-
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recordings as its basis for finding commonalities among the cases. Consequently, the
form of social phenomena that this study was focusing on was “always transcriptions
of actual occurrences in their actual sequences” (Sacks, 1984a, p. 25).

The study started with video-recorded conversations in the classrooms not
only because the focus of interest with specific reference to the actual conversations
could be studied again and again, raising the level of validity in the inferences as
well, but also because the readers who would be interested in the sort of work
presented meticulously in the fragments could have the opportunity to have a
different interpretation and thus would be able to disagree with me with particular
reference to the data presented in the fragments. The idea underlying the methodic
stance is “to take singular sequences of conversation and tear them apart in such a
way as to find rules, techniques, procedures, methods, maxims,” which are referred
to mechanisms collectively in this study, to use them to generate the orderly features
in the conversations, and then to come back to the singular things observed in a
singular sequence with the mechanisms that handle those singular features and at the
same time handle other prospective events (Sacks, 1984b, p. 413.). Hence, the sort of
analysis has a dualistic pattern: (a) bottom-up analysis to find the particular instances
to dig what is covered and then (b) top-down analysis to find commonalities across
those particular instances.

Throughout this methodic route, one can

[H]andle the details of actual events, handle them formally, and in the
first instance be informative about them in the direct ways in which
primitive sciences tend to be formative — that is, that anyone else can
go and see whether what was said is so (Sacks, 1984a, p. 26).

The focal point in the methodic standpoint governing the whole process of
data mining in this study is not only presenting what and how the participants are
interacting each other and thus are making available their actions to each other but
also is the aim of transforming what have happened in the conversation to the
products of a machinery (Sacks, 1984a). With the demonstrable access to the
products, the transcriptions of actual occurrences in their actual sequences, I have

aimed to find the machinery regulating the organization of those social interactions.
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As Heap (1982) in his study criticizing a previous study on classroom
interaction suggests any study focusing on the aspects of classroom interaction
should access events as constructed and constructible by the ordinary speakers in the
local production without presumptive reconstructions while effacing the events that
they represent. Since the analyses in this CA study was not based on “presumptive
reconstructions,” the detailed representations of the social phenomena in the
classroom with the help of video-recording to help researchers create data-driven
reconstructions were needed (p. 401). Thus, the second task was to transform the
naturally occurring talk in the classroom into an entity transcribed with a specific
transcription convention.

As an example of descriptive qualitative research, the study is “attracted to a
form of investigation that, by considering the extraordinary variability of things, is
replete with ambiguity” (Peshkin, 1988, p. 418). Although it is aimed to reach the
generalizations out of the products to have the potential power to explain other
products in other contexts, the study also paid attention to the deviant cases as forms
of ambiguity and tried to integrate those deviances into the mainstream conclusions.
Thus, the third task was to locate the deviant cases to provide alternative

explanations for the same phenomena.

3.2. Foundations of Research Design

Different from what was presented in the literature review chapter, this
section presented the foundations of the method guiding the flow of the study. The
three sections in the following sections were briefly discussed to provide the readers
how this study chose its own route to discover the mechanisms of classroom order.
The study basically is an example of an ethnographic work but is not a pure form of
ethnography because of some reasons. Hence, the reasons why this study was not
counted as an authentic sort of ethnography and why the study preferred CA to
ethnography was discussed after a brief explanation of ethnography was presented.
Because this study is an example of conversation analytic work, the theoretical
foundation of CA, ethnomethodology, was briefly presented. At the end of this
section, CA was sketched with particular reference to the aspect of sequential

analysis, the core device in any CA work.
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3.2.1. Ethnography

Ethnography is basically the study of people. It is the closer investigation of
“people in everyday settings, with particular attention to culture — that is, how people
make meaning of their lives” (Anderson-Levitt, 2006, p. 279.). For Atkinson and

Hammersley (1994), ethnography refers to forms of social research having

(a) a strong emphasis on exploring the nature of particular social
phenomena, rather than setting out to test hypotheses about them, (b)
a tendency to work primarily with “unstructured” data, that is, data
that have not been coded at the point of data collection in terms of a
closed set of analytic categories, (c) investigation of a small of
number cases, perhaps just one case, in detail, (d) analysis of data that
involves explicit interpretation of the meanings and functions of
human actions, the product of which mainly takes the form of verbal
descriptions and explanations, with quantification and statistical
analysis playing a subordinate role at most (p. 248).

The forerunning feature of any ethnographic work is the drive to describe a
social phenomenon with what is present in any particular context. Rather than
starting with previously constructed theories or assumptions limiting the perspective
about the nature of the social phenomenon, ethnographic work begins its journey
with experiencing the social reality in its own place. Because it does not explain the
unknown social phenomenon with summative tools such as numbers or codes but
with verbal descriptions, ethnographic work is more interested in in-depth and thick
descriptions of a few cases. As a result, the focus is shifted from the overall and
encompassing results to the detailed explanatory results. Thus, the motive is to
uncover what is hidden under summaries and generalities.

The primary question that an ethnographer asks in the beginning of his or her
work starts with ‘how,” i.e. how a specific social phenomenon is organized. Instead
of seeking causal connections between the concepts or overall opinions about the
concepts, the ethnographer “seeks the rules and principles that organize behavior in
practical circumstances” (Mehan, 1982, p. 59). The goal of an ethnographic research
is thus to specify the machinery that generates the social order observed as people

organize their lives together.
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Despite the differences in how different fractions of ethnographies have in
order to render meanings out of culture, ethnography has a common methodological
base. The basic common methodological way is the shared belief that “a cultural
description requires a long period of intimate study and residence among members of
the community being studied” (Mehan, 1982, p. 61). The physical presence of the
ethnographer in the field where s/he is carrying out the study over a certain period of
time provides his or her the ability (1) to get used to the people s/he is working with
and at the same time for those people to accept him or her as a member of that group,
(2) to recognize how the social phenomena s/he is trying to undercover is organized
and acted in that specific context and (3) to have a sense of culture in which s/he is
living.

Ethnography through participant observation requires that the researcher
experience both physically and intellectually “the vicissitudes of translation”, i.e.
learn the language, have some degree of direct involvement and conversation, and
also derange personal and cultural expectations (Clifford, 1988, p. 24). In this
complex transformation, ethnography from the beginning to end is engaged in a
writing task -translating experience into a textual form. Consequently, the
ethnographer is expected to be good at describing the people, the actions, the places,
and other things with words. This requires the researcher to be experienced about
how to put what she observes into a textual form.

CA is ultimately an ethnographic work not only because it is a way of
participant observation, but also because it is rooted in the same motive with
ethnography to describe the social world with particular reference to what happens in
a particular context. However, CA is not a pure form of ethnography because first of
all most ethnographic work relies heavily on the information gained through
interviews with certain trusted or usually available members of the group or on the
observer’s notes on the setting and people being studied. As Sacks put it, “the trouble
with their work is that they’re using informants; that is, they’re asking questions of
their subjects” (1992, p. 27).

CA is not a pure ethnographic work because an ethnographic work makes use
of common sense knowledge of members of a setting as a resource whereas it should

be turned into a topic of study. Asking what certain members of a context know
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about a particular social phenomenon does not necessarily point to the mechanism or
social reality governing that social phenomenon. The members might be mis-
constructing what they are experiencing or developing unrelated constructions
coming from their experiences from different social phenomena.

Furthermore, the details of actual events recorded in the field notes are not
made available to the reader. What is presented in an ethnographic study is “an
account of the practices of a setting’s members based on information gleaned by the
ethnographer” (Hutchby & Wooffitt, 1988, p. 26). Readers are accessing what the
researcher has thought to be related or crucial about the social phenomenon studied.
Due to the three key reasons listed above, heavy reliance on the researcher’s
observation notes, asking the informants about the social phenomena they are
experiencing, and the limited access to the data, this study cannot be considered to be
a pure example of ethnographic work. However, this study can be considered to be a
pure example of ethnomethodological study and at the end as a conversation analytic

study.

3.2.2. Ethnomethodology

Ethnomethodology (EM), literally meaning ‘members’ method,” is totally
engaged in answering the question of how an interaction is done/accomplished.
Rather than attempting to find answers for why a particular social phenomenon is
done, i.e. discovering the reasons for a social phenomenon, it aims at developing a
set of tools to help researchers understand from the participants’ lenses how they in
that particular context make sense of their actions. The fundamental focus in EM is
thus how members make sense out of their world and at the same time how they
make available their actions to one another.

The primary resource of EM is Garfinkel’s (1967) theoretical manifesto that
defines ethnomethodology as the study of methods by which members make sense of

their world.

Their study is directed to the tasks of learning how members’ actual,
ordinary activities consist of methods to make practical actions,
practical circumstances, common sense knowledge of social
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structures, and practical sociological reasoning analyzable (Garfinkel,
1967, p. vii).

A central and identifying interest for EM is thus how people construct order,
meaning, and structure and then make meaning out of their actions through their
natural language use (Garfinkel, 1967; Sacks, 1992). Thus, EM looks for social order
and structure as ordinary and practical achievements, finds them being produced,
organized and maintained in the naturally occurring talks, and at the end proposes a
rigorously naturalistic program for studying them.

For Macbeth (in revision), EM is a methodological program and recommends
its program with its formal analytic steps, procedures, or techniques. Again for
Macbeth (2003), EM is a program that “set out to dissolve the analytic privilege of
speaking authoritatively on behalf of a world that could not know its own affairs” (p.
241). EM does not adopt the view that the order, meaning, and structure of ordinary
actions are hidden from ordinary view and thus in order to make sense out of
ordinary affairs of any social action, a set of formal structures presenting the
underlying rules, procedures, or machineries behind those actions are needed.
Instead, EM starts its disciplined inquiry with particular interest in how members do
those actions. Also, instead of adopting an external omniscient standpoint to social
actions, EM “re-sited the locus of social order from distal organizations of formal
structure shaping action from afar to local orders of competent practice and practical
reasoning” (Macbeth, 2003, p. 242).

A large part of ethnomethodology becomes the study of how members build
accounts of a social action while they do that action. At this point, making sense of a
social action and giving ordinary accounts of that action become interconnected:
making sense out of the action is depended on how members doing that action are
able to announce to themselves and to others what meaning they are getting out of

that social action (Attewell, 1974).

[...] the activities whereby members produce and manage settings of
organized everyday affairs are identical with members’ procedures for
making those settings ‘accountable’ [...] When I speak of accountable
my interests are directed to such matters as the following. I mean
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observable-and-reportable, i.e. available to members as situated
practices of looking-and-telling (Garfinkel, 1967, p. 1).

In addition to the concept of accountable/observable actions, the concept of
indexicality is a fundamental concept governing the ethnomethodological look at
how meanings emerge from interactions within a particular situation because social
interaction is seen as linked to context and explicable only in that context.
Indexicality refers to “the fact that a word may have a meaning which holds true for
all situations in which the word is used, but a word has meanings which relates to the
particular situation in which it is being used” (Attawell, 1974, p. 185).

Indexicality in EM shapes the basic idea in CA. For the conversation analytic
perspective, the mechanisms on which the participants organize their interactions and
with which they make available their governing stances to one another have both
context-free and context-sensitive features, which will be discussed in detail in the

following section.

3.2.3. Conversation Analysis

Conversation analysis (CA) is the disciplined inquiry exploring the key role
of talk-in-interaction in constructing social organizations and is the investigation of
what people do with naturally occurring talk across different situations. Influenced
by Goffman’s (1983) interaction order, the relatively new field of interest at that time
focusing on the face-to-face interaction, and rooted in Garfinkel’s (1967) EM, the
process of discovering the formal properties of commonplace actions, CA aims at
“locating and describing how the world talk works, how the experienced moments of
social life are constructed, how the ongoing operation of the social order is
organized” (Moerman, 1988).

CA operates closer to the phenomena and works on detailed renderings of
interactional activities, recordings, and detailed transcriptions, rather than on coded,
counted, or other summarized representations. The mere focus of CA is the naturally
occurring data because it considers talk-in-interaction as a situated achievement
rather than as a product of personal intentions or of external forces. CA’s stance on

talk-in-interaction is rooted in its organizational and procedural aspects, i.e. talk is
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not regarded as a series of individual acts but as a collectively and sequentially
organized event (ten Have, 2007).

Conversation analysis starts with the question of how people in a talk
understand each other or more specifically “what forms of social organization secure
the recurrence of understanding among parties to conversation, the central institution
of language use” (Moerman & Sacks, 1988, p. 182). As a result of this disciplined
inquiry into understanding through the meticulous analysis of conversation, CA
proposes two key points in its discipline: (a) the forms of understanding required for
conversation sequencing, the underlying formal property of conversation, which
provide and implicate social organization for other forms of understanding, and (b)
those understandings that are done locally, immediately, publicly, accessibly and
continually (Moerman & Sacks, 1988).

Turn-taking is a fundamental dynamic in any conversational analytic study
because it is used for governing the mechanism of who speaks once the current
speaker has finished her turn. In an ordinary conversation, turn-taking system has
two twin characteristics of being (a) context-free and (b) context-sensible. Any focus
of concern in a conversational analytic study is situated in the actual conversation,
1.e. the focus of inquiry comes out of and is part of “some real sets of circumstances
of its participants” while since conversations take place in a wide range of situations
and since a variety of participants from different identities are able to interact in
those conversations, “there must be some formal apparatus which is itself context-
free” that operates beyond the contextual features of those conversations (Sacks,
Schegloff & Jefferson, 1974, p. 699.). Therefore, the mechanisms on which the
participants organize their interactions and with which they make available their
governing stances to one another are uncovered in cases and can be accountable for
the other cases.

In addition to the underlying features of CA discussed in this section, the
studies in the field have also talked about the two different but interrelated routes that
a conversation analytic study follows. Button (1977) identified two strains for a
conversation analytic study to follow: (a) the ethnographic-character strain that is
concerned with conversational organization involved in the accomplishment of some

interactional encounter, and (b) the fine-grained sequential analysis strain with the
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goal of describing and documenting as activity in its own right, requiring no recourse
to extra-conversational facets, and making no claims to be capturing wider
sociological concerns.

This conversation analytic study with the particular focus on the modes of
talk organization, including the organization of turn-taking and aspects of sequential
structuring, adopted a more fine-grained sequential analysis route in the analysis
section. However, in order to follow a middle path galvanizing both routes, it also
paid attention to the ethnographic accounts in the results section. In order to have an
ethnographic account for the analysis, each fragment from the video-recordings were
presented with its relative history in the classroom life, what teacher and students in
that particular moment are doing.

This short discussion of research foundation was purposefully articulated
before the discussion of data collection and analysis for a number of reasons. Firstly,
the CA view on the classroom interaction is a relatively new disciplined inquiry into
social interactions. The key inbuilt features of CA needed to be discussed before it
was put into action in the method chapter. Secondly, CA is a sociological field that
dictates both theoretical and methodological choices at the same time. Consequently,
it was thought to be a necessary step to sketch the boundaries of this study before the

fragments were analyzed on their own terms.

3.3. Sampling

Any sampling procedure is a challenging task because researchers need to
sample, as “they often confront a wealth of potential cases and do not have the time
or resources to study them all” (Ragin, 1994, p. 191). It is a demanding step because
the way it is handled in a study is the primary factor that shapes the overall flow of
the research. At the same time, sampling is basically viewed as a “factist activity” in
a context-stripping study because in order to reach generalizations, meaning is
stripped from the contexts (Ragin, 1994, p. 191). Context-stripping is thus the
inevitable result of a study where different sampling procedures are used to secure
the flawless of these generalizations (Mishler, 1979). However, this study as a
qualitative and descriptive CA work, different from the background presented here,

regarded the sampling issue as a step to decide where to start field visits and as a
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formula to decide which fragments to be involved in the analysis section. The two
purposes of sampling thus showed that the study had a two-level sampling rationale.
As an example of ethnographic work, the study was more interested in the
fine details in a few cases rather than reaching overall results encompassing the
whole situations within a limited explanation. The sample consequently was
composed of three high school classrooms. The sample in the study was three high
schools located in Ankara, Turkey. The schools were (1) a private high school, (2) an
Anatolian public high school and (3) a general public high school. All of those three
schools were located in the same county in Ankara. A 10th grade class was selected

from each school (see Figure 3.1.1. for the sampling).

A general
public high
school

An Anatolian
public high
school

A private high
school

A 10th grade
class

A 10th grade
class

A 10th grade
class

Figure 3.1.1. The sample in the study.

The sample of the three 10th grade classes from three different schools was
selected using maximum variation strategy (Creswell, 1998). The reasons for
selecting the sample were (a) being a 10th grade in a high school, and (b) showing
different high school characteristics. To present the diversity, the class at the private
school located in the university campus was selected because it was relatively

convenient to get the consent from the school administration. The other two state

58



schools were selected because they were located in neighbor communities, and thus
it was less time-consuming for me to get to them from where I lived.

At the beginning of the research, I was aware that some teachers and students
would not agree to be video-recorded. The nature of the research, being a
conversation analytic and ethnographic work, was a novel endeavor involving risking
the dynamics of classroom life. Consequently, the classes at the three schools were
selected after the negotiation with the principals first and then teachers. The process
of negotiation for consents and permissions will be discussed in detail in the
following section.

At the end of the field visits in three schools starting in November 26, 2007
and ending in May 8, 2008, approximately 47 hours, 2814 minutes, in 69 different
sessions with 15 different teachers were recorded (see Appendix A for the video
logs). The sampling procedure at the second level for the analysis followed

Heritage’s (1988) reformulation of maximum variation strategy:

CA adopted the naturalist’s strategy of building up large collections of
data from as many sites as possible. Like a good collection of
naturalist’s specimens, these growing data bases contain many
variations of particular types of interactional events whose features
can be systematically compared. Analysts constantly seek for new
variants and may focus their searches on particular settings in the
expectation of finding them (p. 131).

In order to have the maximum variation from the recordings for each section
in the results, the 69 video-recordings were labeled as (a) school names: School A,
School B, and School C, (b) subject matters: chemistry, language arts, geography,
mathematics, biology, Turkish literature, history, geometer and health science, (c)
dates of recordings, and (d) the sections in the results chapter in this study: S1, S2,
S3 and S4 (see Appendix B for the sampling matrix). Those fragments were
distributed equally to each section in the results by using those labels. The reason
why the fragments were labeled and placed at four sections in the analysis was to
sustain the maximum variation in the study. At the end of the distribution, the

fragments were analyzed in their sections.
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3.4. Data Collection Procedure

This section explained how the data were collected for this study. It discussed
the description of the settings where the data were collected, the explanation of the
technology used, the stages of permissions necessary for data collection, and finally

discussed the political and ethical issues involved in the data collection period.

3.4.1. Settings

The life and scenes of classrooms are not the constructs that can be defined
with summary description in spite of the familiarity of the classrooms to the people
and their regular and massive reproduction (Macbeth, 1990). In this section, I tried to
explain the three settings: the three classes in the three high schools. I am aware of
the fact that those descriptions were not enough to portray what had been
experienced in the field visits. At the same time, I had to eliminate some of my
observations in order not to violate the agreement items in the consents forms that
would reveal the identification of the people and institutions involved in the field
visits.

School A was a private school located on a university campus in Ankara. The
elementary school and high school were at the same place. It had a number of
buildings: among others, there were (a) a cafeteria, (b) sports center and (c)
conference hall. The 17 10th grade students I was following were having their
classes in different classrooms according to the subject matter. They had physics,
biology, and chemistry laboratories where they could have experiments. They had
history, language art, geography classes where they had maps, posters, and other
items related to the content matter. Each class had a data projector, audio player and
a computer connected to the internet. Since it was a private school, the students’ SES
was relatively the same, coming from the upper class.

School B was a general public high school located in a central county in
Ankara. It had a 4-storey building where the classes, teacher’s staff room,
administrative offices, and a canteen were located. The class I was following for my
study consisted of more than 35 students who were sitting in three rows. The class
had a blackboard, student desks, a teacher table, and a map of Turkey. Different from

the system in School A, the teachers were visiting the classrooms. Since the school
60



was located in a place where luxury apartments, middle class houses, and shanties
are in the same area, the students were from diverse SES and cultural backgrounds.
School C was an Anatolian public high school located in a seemingly
suburban county of Ankara. The differences between a regular high school and an
Anatolian high school are that (a) the students are accepted to the Anatolian high
schools after a nation-wide examination, (b) the students in the Anatolian high
schools have an English preparatory year, and (c) the Anatolian high school
graduates have a better chance of getting higher grades in the university entrance
examination. Because the students were selected after an examination, the academic
profile of students were considered to be higher than Schools A and B. School C had
a 4 storey building where, similar to School B, all sorts of offices and classes were
located. Different from School A, it had a conference hall and a better equipped
sports center. The students’ SES were diverse, some coming from lower class, some

from middle class, and some from upper middle class.

3.4.2. Technology

A conversation analytic study has to make use of technology. Recording the
talk-in-interaction at various places, analyzing them with proper equipment and
presenting the results at different places require the researcher to be good at making
use of those different technologies. As a researcher experiencing the challenges of
technology use in my own study, I thought the method chapter should include a
section, technology, explaining what type of technological activities 1 had in the
course of the study starting from the activity of collecting the audio/video data to the
activity of presenting the results.

This study began with the research practice field work performed at the Ohio
State University, Columbus, Ohio. To collect my data for the practice study, I bought
a digital camcorder. There were two criteria in my mind for purchasing that camera
because (1) it had a microphone slot that would enable me to use external
microphones when the built-in microphone could not record the interactions hearable
enough to transcribe, and because (2) it had a multi-card slot in addition to the mini-

DVD burning recording option.
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Before collecting the data from the pilot field, I needed to check the sound
and video quality. First, I tested different kinds of external microphones, a desktop
one, a stereo headset one and a regular one, at different places. The camcorder’s
built-in microphone had the best sound quality at noisy places. Therefore, I decided
to continue the data collection with the internal microphone. Secondly, to test the
video quality, I bought different mini-DVDs from different brands. It turned out that
deciding for the brand was not the crucial point because any mini-DVDs on the
market allowed me to record at most for 30 minutes. Further, changing the disc and
formatting it before recording again took at least 2 minutes. Consequently, I decided
to go on recording the class with a memory card. I bought a 2GB SD memory card
that allowed me to record for more than 2 hours without any surprises. An
unexpected advantage of using the memory card instead of mini-DVDs was that the
battery lasted longer because- I suppose- the camcorder did not have to use energy to
spin the disc and to beam the high amount of laser in order to burn the disc spinning
inside.

The other problem I experienced while I was in the field and recording the
class was the battery. The original battery, 800 mAh, lasted for at most one hour.
Therefore, I purchased two non-original batteries, 1600 mAh and 2000 mAh, for my
camcorder. Having three batteries that would last for more than 7 hours gave me
more time to spend more time in the field. The last problem in the data collection
period was the storage. Since the size of video segments was more than 1 megabyte,
I decided to purchase an 80 GB external hard drive to store my video recordings.
Having an external hard drive also secured the confidentiality of data as stated in the
consent forms.

After I had collected and stored the video recordings, I started watching them
on my notebook. The first trouble in watching the segments was the codec mismatch.
The video recording codec in my camcorder was different from the codecs in my
laptop. Therefore, I needed to find the necessary codec from my camcorder’s
website. The second trouble was the corrupted video segments. When the battery
died in the middle of recording a 45 minute lesson, that segment became corrupted.
In order to rescue them and make them viewable again, I used the software, which

worked smoothly and saved almost all of the corrupted video segments.
62



The following step in my study was to transcribe what I heard from the video
segments. At that point, I was supposed to decide for the overall organization of
transcriptions: (a) what font to make use of, and (b) how to put Turkish and English
translation versions into the same place. The first decision was to make use of
Courier New font, a monospaced slab serif typeface designed to resemble the output
from a strike-on typewriter, mainly because the letters in Courier New font has equal
length, which led me to locate the overlaps and pauses precisely in the transcriptions.
The second decision was the practical problem with placing both the original Turkish
and English-translation utterances at the same transcripts. At the end of different
trials, I decided to put the English-translations just after the original Turkish ones

with a gray color.

3.4.3. Permissions

Permission embodies the skeleton of a data collection procedure in a
conversation analytic study. Getting the consents of the participants to be video
recorded requires negotiation skills. This section explained how I got the permissions
from the four settings and how I negotiated with the key personnel in those fields.
The first setting was the laboratory kindergarten located in the university campus.
Before receiving the consents from teachers, parents, and students in the
kindergarten, I was supposed to get the permission from the Institutional Review
Board (IRB) at the Office of Responsible Research Practices at the Ohio State
University to carry out my study in that setting. After getting the consent from the
IRB at the Ohio State University, I started negotiating with the administration at the
kindergarten, explaining the scope of my study, what the study aimed at, and how
data would be collected. The administration and teachers agreed to have the study in
the kindergarten. As a result, I started getting the parents’ consent. Since the children
in the kindergarten could not read and write, I had to take their oral consent. I was
supposed to talk them individually. There was only one parent who did not agree to
have her child be recorded. In order to overcome that problem, I agreed with the
teachers to make that student sit facing the teacher, not the camera lens, so that that
student was not recorded and at the same did not prevent the others from being

recorded.
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The second setting was the private high school located on the university
campus in Ankara. Before contacting to the administration in the high school, I was
required to get the consent from Applied Ethical Research Center (Uygulamal1 Etik
Aragtirma Merkezi) at Middle East Technical University. After getting the
permission to conduct my research in the high schools, 1 started talking to the
administration in the private high school. Except for one teacher, I was able to get the
permissions from the teachers, parents and students (see Appendix C for the teacher,
parent and student consent forms used in the study).

The other two settings where the data were collected for the study were two
public schools. Before I could start my field visits in a public school, I was required
to get the consent from the Ministry of National Education (see Appendix D for the
consent from the Ministry of National Education). In the general public high school,
there were two teachers who did not agree to participate in the study and in the
Anatolian public high school, there were four teachers did not agree to join and
further resisted the idea of having the research in their school. This resistance spread
among the other teachers in the school and I had to start the negotiations from the
beginning by finding a teacher who was really enthusiastic about the study. With
regular reference to him, I was able to convince some of the teachers for video-
recording.

The negotiation in this field study started with long talks with the
administrative staff at the three schools. The administrative staff had a very crucial
role in getting into the field because (1) the principal or vice principal was the one
who allowed the study to be carried out in their schools and (2) they were the first
people that introduced me to the teachers and students. Consequently, I as a novice
ethnographer had to have good terms with the administration. The other key people
at the schools were the school counselors. In the two state schools they were held
responsible by the principals for selecting the class and introducing me to the
teachers first and then to students. The resistance in the school actually rooted in the
school counselor’s indifference and unenthusiastic standpoint to the research. He did
not want to take the initiative and introduce me to the teachers. As a result, I had to

restart the talks from the beginning with the principal’s presence.
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3.4.4. Video-recording

The core of a conversation analytic study is the challenging process of
capturing naturally occurring talk-in-interaction. Any recording for a research
purpose follows previously defined steps. The recording starts with getting the
consent from the Institutional Review Board confirming that the study is framed
within the limits of ethics and moral codes. The IRB consent is followed with the
permissions from the participants who will be recorded. The next step is the field
visits where the researcher records the interactions in the setting. At that stage, the
crucial decisions about the nature of research are made. This section talks about
those decisions and the logical reasons for them.

The primary decision about video-recording in the field was the physical
point in the classroom to place the camera in the classroom. For Erickson (2006),
placing the camera at the back of the classroom and shooting directly forward with
the teacher full-face in the center of the frame and the backs of students’ necks
implicitly constructs teaching as a process in which the teacher is the primary agent
and students are relatively passive recipients. Hence, the placement of the camera
imposes certain degree of theoretical standpoint to the nature of research. In the
classrooms, however, I was allowed to sit only at the back and to record the
interactions with the framing focus on the teacher and the specific student the teacher
was addressing. In School B, for certain classes, I was allowed to change my place.
Nevertheless, the spatial change in those sessions showed that my move attracted the
students’ attention and disrupted them.

The panning of the camera was the main advantageous result of holding the
camera in my hand. Located at the back of the classroom, I was unable to see the
students’ perspectives, mainly focusing on the teacher’s view on the classroom.
However, 1 was able to move the camera from side to side to capture what was
happening outside the camera’s fixed angle. Those panning moments included
mainly the chatters among few students while the teacher was talking, the sudden
comments by a specific student, and student-to-student calls.

I used a wide angle camera that was able to capture almost the whole
classroom scene. Consequently, I did not need to zoom in and out at certain times.

However, when I tried to zoom in a particular interaction, I missed other side
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interactions because zooming out from that particular scene took a couple of seconds,
and meanwhile those side scenes had already ended by the time I zoomed out fully.
As a result, I preferred to use the same wide angle recording during the whole field
visits in the classrooms.

It is a shared fact among the researchers who rely on the video-recordings for
the analytic purposes that the videotape is not data itself (Erikson, 2006). It is a
resource for data construction, “an information source containing potential data out
of which actual data must be defined and searched for” (Erikson, 2006, p. 178). The
questions of how much of the potential information on the tapes should be attended
and accounted for in the transcriptions become the fundamental decisions before the
analysis stage starts. Those questions become more crucial especially when the
transcriptions in a CA fashion require the researcher to pay attention to details in the
talks. Thus, it makes the decisions to what to account for in the videotapes much
more important. The decisions for selecting what to transcribe and what to account
for will be discussed in detail in the data analysis section. However, at this point, it is
enough to note that different fragments from diverse situations were included in the

analysis.

3.4.5. Politics and Ethics

In a qualitative study that attempts to uncover meaning in a context where
any participant constructs and shares the meaning studied, there are certain features
that are not articulated but have a material impact on the study, and thus shape the
politics of research (Punch, 1994). Any field research is “dependent on one person’s
perception of the field situation at a given point in time, that perception is shaped
both by personality and by the nature of the interaction with the researched” (Punch,
1994, p. 84). The features that shaped the politics of this research include the
researcher’s personality, the nature of the research object, the gatekeepers in the
field, accidents in the field, and bureaucratic obstacles. This section talks about those
features faced in the course of the study.

The political aspect of this study was rooted in the nature of the research:
video-recording classrooms, video-recording the interactions between the teacher and

students. Although I had the necessary permissions from the authorities, from the
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center at the university for the ethical reasons and from the office at the Ministry of
National Education for the administrative reasons, although I had granted that I
would make use of recordings only for the sake of research, and although I stated in
the consent forms that I would secure the anonymity of people involved in those
recordings, the participants had questions about the study, more particularly the use
of camera. They also had doubts about the genuine purposes of the study.

At each first visit to the settings, I started talking about my identity, where
and what I studied, what my research aims were, and what I would do with these
recordings. However, the participants always had the key questions about the nature
of video-recording. The video-recording and my physical appearance in the classes
led to the doubts that I had to explain further or answer with reasons at each
negotiation session. The teachers were questioning if those recordings would be
broadcast in some ‘undesired’ ways. I was even told an unfortunate event happened
in one of the schools. One of the students in a classroom recorded one of the teachers
with his mobile phone while he was talking to the students, and then put it on
YouTube, the popular video broadcasting website. That teacher had to resign from
teaching at that school at the end of that trauma. Therefore, the teachers were
suspicious about my promise of securing broadcasting for only research purposes.

The second reason for why the teachers felt involuntary for the study was that
they did not want to be observed by a researcher from a university who had the
potential to assess their teaching skills. In addition, although I expressed my research
aim in the negotiation talks, three teachers, who formed a resistance group in one of
the schools, did not agree to be recorded because they told me that they did not want
any Big Brother scene in their classrooms. Getting over Big Brother worry was
impossible for me in the beginning.

However, when I got the consents from the other four teachers who were
really enthusiastic about the study, the students and teachers got used to seeing me at
the back rows of the classroom and realized that Big Brother worry was not their real
reason. Towards the middle of the semester, the students started talking to me in the
break times. One of the popular topics we were sharing was why I could not video-
record those teachers. The students suggested me that I should record those teachers,

especially because they thought that I could capture the real classroom environments
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in those teacher’s classrooms. When I asked why they called those teachers’ classes
real ones and why they recommended me to record them, they did not provide me
any satisfactory answers but said that I would realize it if I were to do that.

One of the deals I as the researchers and the students as the main participants
agreed on was that I not record during the examination hours. Due to the apparent
reason, which cannot be articulated here because of the ethical part of consents, no
class allowed me to record them while they were having an examination. The other
deal was to stop recording when they were having their break times. They totally
resisted being recorded during their free times.

The raw view that science is intrinsically and automatically neutral and
essentially beneficial disappeared with the surprising revelations at the Nuremberg
trials and with other so-called purely scientific experiments (Punch, 1994). Although
it is fairly assumed that controlling science limits the horizon of development
inherent in each discipline, any study involving the treatment of human needs to
secure the moral and ethical responsibilities (Henn et al., 2006). This section at this
point described the steps to ensure the ethical standards in the study.

The first principle required that all participants in this study be voluntary. In
order to ensure the voluntariness of all participants, their consents in written
documents were acquired except that the consents from the children in the pilot study
were taken orally because they were not able to read and write. In the negotiation
talks, the second principle, which is that any data collection attempt should not harm
participants emotionally or psychologically, was expressed and any concern about
that issue was discussed before data collection started.

The third principle addresses the importance of protecting participants’
anonymity and confidentiality. In order to secure this principle, along with the
statements in the consent forms, the video recordings were kept in an external hard
drive with a codec system that would enable only the researcher to review them. In
addition to the use of external hard drive, any information in the transcriptions that
would reveal the participants’ or institutions’ identities were masked with
pseudonyms.

The fourth principle requires that the aims of a study be explained to

participants so that they know what is being studied. In order to guarantee it, a
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statement was written in the consent forms explaining what this study aimed at
investigating and how it would investigate those issues in their settings. In addition
to the statement, the participants were provided with an Internet site where they
could access to the summary findings of the study. With the results on the Internet

site, the participants could know what was being studied in a comprehensive manner.

3.5. Data Analysis Procedure

This conversation analytic study started the data analysis with the preliminary
findings from the research practice carried out in a laboratory kindergarten located in
a Midwestern university campus in the United States. The findings from the practice
study together with the findings from the core texts constituted of the basic blocks of
the study. The combined results provided the possible areas to start within the
analysis of the data from the study. The data from the study were first analyzed with
a particular CA method, the unmotivated look and then elaborated with the basic CA
method, the sequential analysis of the turns. At the end of the analysis, the deviant
cases were examined to see what the cases outside the main reformulation were and
how they could be integrated into the main frame (see Figure 3.1.2. for overall data

analysis).
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Figure 3.1.2. The overall data analysis process.

69



3.5.1. Phase I: Preliminary Findings from the Research Practice

The research practice was the period when the researcher was practicing the
application of the conversation analytic principles to the classroom environment and
at the same time testing how CA could unearth the order layer of classroom life. As a
result, this period was the preliminary stage where the theoretical and
methodological premises of the study were piloted before the main study. The
practice was carried out in a laboratory kindergarten located in a Midwestern
university campus in the United States. There were 20 students aging from 3 to 5
(see Icbay, 2008 for further information about the main results from the research
practice).

The first step in the data analysis was the research practice. The fundamental
goal of carrying out this period was to test how the methodological and theoretical
decisions would work. The first preliminary finding in the practice study was the
methodological shift from the perspective of conversation as a means to find the
social reality to the perspective of talk-in-interaction as an end itself creating the
social reality. In order both to overcome the various understandings of order, and
thus to create an understanding rooted in the perceptions of the teacher and students
in the classroom, the term, classroom order unit, was constructed to refer to the
interactions for constructing order. In the course of the study, classroom order units

were labeled as the mechanisms of order.

3.5.2. Phase II: Unmotivated Look

The key principle guiding and governing data analysis in this study was the
ethnographic drive to make the familiar strange in order to uncover the mechanisms
underlying the organization of events in the construction of classroom order. The
results of the pilot study provided one of the basic principles: the classroom order
was always reconstructed when there is a student action not confirming to the rule.

The first step to uncover the machinery regulating the classroom order
through the closer look on the actual occurrences in their actual sequences was the
unmotivated look. The unmotivated look at a CA context refers to the act of “giving
some consideration to whatever can be found in any particular conversation and

subjecting it to investigation in any direction that can be reproduced from it” (Sacks,
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1984a, p. 27). For the unmotivated look stage in this study, I watched the video
segments with no particular predetermined purpose while noting every possible
machinery with particular reference to the products in the video segments (see
Appendix E for sample notes for the unmotivated look analyses).

The general path suggested in the CA community is to start from the data at
hand with the unmotivated look, not from any preconceived ideas about what the
data are or represent. Having an overall analysis of what takes place in the
interactions lets the researcher see the bigger picture before going into the details. As

Psathas put forward it:

The variety of interactional phenomena available for study are not
selected on the basis of some preformulated theorizing, which may
specify matters of greater or lesser significance. Rather the first stages
of research have been characterized as unmotivated looking. Data
may be obtained from any available source, the only requirements
being that these should be naturally occurring (1995, p. 45).

However, as ten Have (2007) put forward in his book, it has become almost
impossible to start analysis without any preconceived ideas especially with the
“conceptual apparatus that has been built up over the last 40 years” (p. 121).
Consequently, the unmotivated look stage in this study was to some extent
influenced by the core texts summarized in the literature review part. I was looking
for the specific moments in the classroom sessions when the order was reconstructed
after the student interference, i.e. when the teacher was restoring order. At the end of
the analysis in the unmotivated look phase, I pointed out four different moments
when the order was restored: (a) class beginnings and re-beginnings, (b) transition
periods between the activities, (¢) moments after a humorous event, and (d) moments
after a student-specific call by teacher. The third phase looked at those specific

moments in detail and tried to explain how those moments are constructed.

3.5.3. Phase III: Sequential Analysis of Talk
The third and main phase started with a purposively selected fragment for
each phenomenon selected in the unmotivated look stage and went on working

through those fragments in terms of a restricted set of analytically distinguished
71



organizations. These organizations were referred to within the CA community as the
turn-taking and sequence organizations. At the end of the analyses governed with
turn-taking and sequence organizations, the basic mechanisms regulating the social
interactions in the fragments were formulated. The mechanisms found in those
preliminary analyses were validated with the analyses of other fragments taken from
the video database (see Appendix B for the sampling matrix).

As ten Have (2007) listed in his introductory book, the steps in exploring the
interactions, which I followed in my study, were: (1) selecting a sequence, (2)
characterizing the interactions in each sequence with particular reference to what
happens in the turns, (3) considering how the participants’ sequence of actions
provides for certain understandings of actions constructed and matters in focus, (4)
considering how the timing and talking of turns provide for certain understandings of
actions constructed and matters in focus, and (5) finally considering how the ways
the actions were accomplished implicate certain roles and connections for the
interaction (pp. 122-124).

Following the steps, I first provided what happened before and connected the
focus of interest to the context where it took place. The context description was
followed with a meticulous turn analysis with a particular focus on the question ‘why
that now’. The sequential analysis of the participants’ turns illustrated the
mechanisms of how they restored order when it was diffused. At the same time, the
sequential analysis showed how the participants made their interactions available to
each other. The analyses of different analyses on the same mechanisms provided
uncover of the different aspects of the mechanisms. It was also aimed in the details
of the recordings to discover the commonalities that could explain further cases in
different and larger contexts. The final step in the analysis was the particular interest

in the deviant cases.

3.5.4. Phase IV: Deviant Case Analysis

The deviant case analysis is a key integral part of a conversation analytic
study because deviance shows a different and alternative pattern that the analyst has
tried to show. As Clayman and Maynard (1995) explained in their book, the deviant

case analysis (1) reinforces the earlier analysis by showing the participants’
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orientation to both the normative basis of the pattern and the local rationality of
deviation from the pattern, (2) can be used to change the earlier analysis because the
results from the deviant case analysis cannot be integrated into the mainstream
pattern, or (3) make the analyst seek the local reasons that may account for the
deviance from the pattern (pp. 7-9).

The deviant case analysis in this study was purposefully employed to show
how different participants in different contexts restored the order. Those deviant
cases were referred to as teacher’s toolbox at each section. The primary drive in
those teacher’s toolboxes was to demonstrate how those deviant cases could be

integrated into the main frame or else could be explained with the same mechanisms.

3.6. Validity and Reliability

The issues of validity and reliability are the principal and vital stones of a
research process mainly because the credibility and objectivity of the research
depends on them (Kirk & Miller, 1986; Silverman, 2001). As Fraenkel and Wallen
(2003) stated, many researchers working with qualitative frames “take the position
that validity and reliability [...] are either irrelevant or nor situated to their research
efforts” because these researchers are trying to “describe a specific situation or event
as viewed by a particular individual [or a group of individual]” (p. 171). As a result,
instead of the terms, validity and reliability, to establish the trustworthiness, Lincoln
and Guba (1985) used the terms credibility, transferability, dependability, and
confirmability.

In a conversation analytic research, enhancing credibility involves specific
efforts to assure the accuracy and inclusiveness of recordings that the research is
based on as well as based on the efforts to test the truthfulness of the analytic claims
that are made about those recordings (Perakyla, 2004). For Lincoln and Guba (1985)
one way to gain the credibility in a qualitative study is the prolonged engagement in
the field. The field visits in three schools lasted for 3 months for each classroom.
Consequently, the three-month period for each classroom provided enough time to be
engaged in these classes’ dynamics in the classroom. The other way to promote

credibility is persistent observation. Persistent observation allowed me to “identify
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those characteristics and elements in the setting that are most relevant to the question
being pursued and focus on them in detail” (Lincoln & Guba, 1985, p. 304).

Theoretical validity is the other means ensuring the trustworthiness of this
study. Maxwell (1992) states that theoretical validity as being more abstract than the
descriptive and interpretive validities concerns the “immediate physical and mental
phenomena studied” (p. 291). It is the engagement of the constructions that the
researchers apply to, or develop during the research (Winter, 2000). The
constructions derived from the previous studies that focused on the phenomena of
classroom order with the conversation analytic premises were applied to the study
and thus created a validity issue for the study.

Thick description on the other hand is necessary to sustain the condition that
the findings are transferable between the researcher and those being studied
(Creswell, 2007). The fragments in this study were explained with precise references
to the points in the transcriptions. The reliability of recordings in conversation
analytic research can be achieved by paying attention to (a) the accurate decision of
what is recorded, (b) the technical quality of recordings, and (c) the adequacy of
transcriptions (Perakyla, 2004). In order to be able to have a more extensive control
over the variation of the phenomenon, demonstrating the mechanisms of how order
was restored in the classrooms, a large amount of video database was collected in a
relatively large collection of cases. In order to seize the variation in this study, the
authentic data from the three different classrooms at both private and two public high
schools were collected over two semesters in 2007 and 2008.

The technical quality of recordings in this study, using a digital video
recorder and the researcher’s field notes, were adjusted so not to lose any primarily
important data in the authentic classroom environment (Goodwin, 1992). The
transcription in this study with which the unit of analysis is determined was based on
the transcription convention by Jefferson (1979) so that the variation of naturally
occurring data in classroom environment could be wholly obtained.

The central question in conversation analytic research is what grounds the
researcher has for claiming that the inferences s/he has are connected to the social
reality. The basic criteria for the validity of claims concerning the institutional

character of talk requires the specific arguments called relevancy of categorization
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and procedural consequentiality of context outlined by Schegloff (1991; 1992). In
order to ensure the validity of inferences, the claims in the results chapter were
compared with the inferences done previously by other researchers who worked on
the same topic.

The authenticity issue rooted in the validity of analyses in this study first
questions the accuracy of transcriptions of the fragments. Making a transcript using
Jefferson’s conventions (1979, 2004) is the skeleton of data analysis in a
conversation analytic study. One of the ways to ensure the accuracy of transcriptions,
i.e. whether the written form represents the interactions accurately using the
convention by Jefferson, is to work with other CA people. However, since there was
no researcher using CA in Turkish, I was unable to get any friendly supervision.
Further, I was unable to find any study that worked with Turkish data with CA

lenses. Therefore, this could be considered as a limitation of the study.

3.7. Limitations

The forerunning limitation of this conversation analytic study is rooted in the
researcher’s implicit obligation to turn his findings into the practical consequences
that are supposed to be applicable to the community with which he has done his
study. Mehan (1982) at this point warned about focusing on the practicality of the
findings in a study because the uses of research for practical reasons only (a) treat
research as a set of static information to be transferred between people of different
interests, (b) “separate researchers from the educational community by treating the
community as a passive audience, whose role is to accept the findings of research,”
and more importantly (c) the researcher adopts a superior position in the community
because he has the resources to generate the facts (p. 82). On the one hand, I had the
implicit responsibility to make what I as a researcher have produced useful for both
the community for whom I did my study and for the larger context that may find the
findings relevant and helpful. On the other hand, I as a CA researcher engaged in
depicting the fine details of ordinary talk in the classroom without any further
purpose to connect them to larger contexts felt trapped in this dilemma. As a result, |

attempted to balance the pendulum between descriptive-oriented and practicality-
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concern research. However, this dilemma still remains an issue to be resolved: the
issue of practicality for the sake of reaching pure descriptive state.

The video recording technique solves some of the problems associated with
more conventional data collection techniques. However, the camera angle and
placement create a specific perspective of the scene being recorded (Mehan, 1982, p.
62). The second limitation of this study resulted from the practical side of the
camcorder use. It was almost impossible to capture an entire group of people and
further to transcribe the whole conversations occurring in a specific time although as
a researcher 1 was holding my camcorder in my hand to change the angles to the
places that interactions were taking place at a specific time. Consequently, the
perception of a situation in the process of recording was inevitably selective.

Another limitation of this study is rooted in the larger debate on
“transcription as theory” (Ochs, 1979). Each methodological commitment in a
particular case imposes certain definitions of the thing or field it examines. Although
this study adopted the conversation analytic perspective and thus focused on local
affairs of participants in a context with video recording tool, the transcription
convention carried a certain understanding of the phenomena studied, which was the
sequential analysis of talk-in-interaction at this case. However, as Bloome (personal
communication) suggested to me while we were going over the preliminary results
from the pilot study, by making use of such a transcription convention that would
allow each participant’s turn to be depicted in separate columns, it would be almost
impossible to create a transcription convention, especially with that huge amount of
data. Nevertheless, the choice of Jefferson’s transcription convention resulted from
the previous CA studies and certainly imposes certain degree of limitation in the
presentation of the data.

The other limitation is rooted in the translation of the Turkish interactions to
English. It is a well-known fact that in a study of interaction analysis, translating the
materials to an audience who are not familiar with the language used, Turkish in this
case, was a difficult task (Duranti, 1997). Therefore, it was a challenging task for me
to translate what was uttered in the turns from Turkish to English. The difficulty was

especially rooted in translating the discursive markers such as ya, iste to English. The
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other difficulty in the translation process was to find the equivalent forms for the
accents and mispronounced words in Turkish.

One other limitation related to the transcription convention in this study was
deciding to what extent audio or nonverbal information needed to be put into the
transcriptions. During the data analysis stage, I decided to put as much visual
information as possible. Nonetheless, no matter how much visual information I
provided in the transcripts, it is a well-known fact that there still remained a lot of
visual details in the interactions.

The nature of the volunteer ethnographic work could be another limitation.
Only the volunteer teachers at three schools participated in this study. The other
teachers who were asked to participate but did not want to take part could not be
recorded. Thus, how those teachers who did not agree to be recorded interacted in the
classroom and how they together with the students constructed the classroom order
still remain an archeological site to be excavated. The ones who did not want to be
video-recorded might be presenting the reality presented in the fragments in this
study. However, the issue of volunteering was the core ethical issue in the study.

My talks with the students in the break times showed me that the students at
two state schools were suggesting, even literally begging, me to record their teachers
who resisted in participating the study. For the students, those teachers would have
been the genuine ones that would help me collect valid data about my research topic.
Thus, working with only the teacher who agreed to be recorded imposed a certain
level of limitation. However, again, for the ethical consideration, this could be
possible to do.

Since this study was one of the pioneering CA studies done in a Turkish
school context, there was not any peer reviewing to promote the trustworthiness of
the study. The other limitation was derived from the fact that this study did not aim
to compare teachers, classroom or schools. The goal was to find commonalities of
classroom order in these three schools. The question of how teachers differed in
achieving the order or of how the school characteristics played a role in gaining the

classroom order could not be answered.
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CHAPTER IV

RESULTS

arkadaslar dinleyin beni

[friends listen to me]

bu halde hep ben tek kisi olarak konusuyorum cevap veriyorum
[at this situation I always talk answer as a single person]

sizler onbes yirmi kisi olarak cevap veriyosunuz

[you as fifteen twenty people answer]

dediklerinizin hi¢birini anlamiyorum

[I don’t get anything you say]

A teacher addressing to the students.

This quote taken from a class discussion was actually the starting point for
my interest as both an outsider and a researcher in the hows and whats of classroom
order construction. Rooted in this teacher’s quote, the goal of this chapter is to
publicly describe how teachers and students collaboratively construct classroom
order. The problem-free moments of classroom have a smooth flow of interaction,
and thus do not reveal the mechanisms governing the order construction process.
Thereby, the analyses in this section focused on the moments when the classroom
order was lost. The findings from the pilot study and also the findings from the
previous studies have proved the foreshadowed idea that when the order is lost, the
mechanism (used instead of rule for simplicity in this study) governing the flow of
that order unit needs to be re-constructed. The process of order re-construction
discloses how a teacher and students in a classroom at a specific moment build the

specific order unit that has been regarded as ‘violated.’
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The analyses in this section unearthed the mechanisms of how order was
restored. Those mechanisms focused on (1) the class beginnings, (2) the transition
periods between activities, (3) the moments after humorous events, and (4) the
specific student call moments. The key perception guiding the analyses in the
following sections is the fundamental idea that the classroom order construction is
rooted in the struggle to gain the pendulum between maintaining order and re-
maintaining order when it is lost. The following analyses made publicly
demonstrable how the members in the classroom interaction collaboratively achieve
the pendulum to transform into two main parties: (a) the teacher as the
speaking/cohorting party and (b) the students as the listening/cohorted party.

The transcription convention used in this chapter is given in Appendix F,
which is based on Jefferson’s (1979) system. In the transcriptions, S is used to refer
to the class as a whole, M to the teacher, O to a specific student, and OA to a group
of students in the classroom. The shaded lines in the transcriptions are the English
translations of the original turns in Turkish. There are two main ways to translate the
fragments into English. Providing that a fragment has more than 30 turns, certain
segments are handled separately, and the translations are given in these separate
segments. However, providing that a fragment has fewer turns, the English

translation is given with the original version.

4.1. The Cohorting Practices: Beginnings and Re-beginnings

The struggle between assembling and re-assembling the cohort becomes more
apparent in the class beginnings because each beginning is a reformulation of how
the members of a specific classroom environment in a specific session attribute
meaning to the order construction process. Each beginning creates a stage at which
the teacher and students reformulate their understanding of a class beginning and of
what mechanisms constitute a class beginning.

The constant reformulation of the members’ understanding for each class
beginning results in numerous possibilities of interactions that could not be
anticipated with any grand guiding theory. However, the mechanisms constructing
the skeleton of interactions and thus governing their flow in the classroom can guide

our interpretation of how the members organize and maintain their interactions. The
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primary aim of this section consequently is to build the skeleton of how a class
beginning is constructed, and how the two-party speech exchange system found in
the naturally occurring talk is mirrored in the classroom setting.

The guiding assumption in this section is the mutually constructed but
teacher-driven two-party cohorting practices. The order in the class beginning is
thought to be an outcome of the teacher’s interactional work of assembling the
individual students as a homogenous unit. In order to find the assembling
mechanism, the section starts with an in-depth and thick analysis of a fragment from
a class beginning. The preliminary findings from the single-fragment analysis will be

supported with the findings from the other fragments.

4.1.1. Building the Skeleton of Class Beginning and Re-beginning

For teachers and students, class beginnings are immensely familiar and are
seen as recurrently constructed events. An ordinary “seen but unnoticed” (Payne &
Hustler, 1980) class beginning starts with the teacher’s arrival to the classroom
followed by her greeting and continues with the teacher’s announcement of the topic
to be studied at that class session. However, as the fragments from different class
beginnings show in this section, the detailed sequential analysis of classroom talk in
the very first minutes will reveal those seen but unnoticed ordinary events, and

demonstrate the mechanism of how the participants actually start a lesson.

(1) r01d071203p4

01 M ((sinif kapisini kapatiyor.))

02 S ((kendi aralarindaki konusmayi bitirip siralarina
doniyorlar.))

03 M ((sinif masasinin yaninda sinifa bakiyor.))

04 e:ve:t (2.3) yerlerimizi alalim

05 S ((siralarina gegiyorlar.)) (2.5)

06 M tliinaydin=
07 OC =salolun

08 M [buyrun oturun ((kafasi ile onayliyor.))

09 ((s1inif defterine [yaziyor.))

10 S [ ((kendi aralarinda konusuyorlar.))
11 01 hoCAM sinavlari [okudunuz mu

12 M [sinavlarin son sayfasi kal[di

13 02 [ya::

14 M bugin okurum (0.3)
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15 6§leden sonra bi da 1:h size donebilirim- yani

16 03 [liste]

17 M =biraz: sey yapmam lazim [(0.4) kendi-mi sikistirmam
lazim

18 04 [ (ters bi durum)

19 M [((s1in1f defterine yaziyor.))

20 ((sinif1 sayiyor.))

21 M borGA= (.)

22 05 =((elini kaldiriyor.))

31 M ahmetcan=
32 06 =burda

39 [cocuklar heE=
40 07 [ho:cam
41 M =pisi mi s&liiceksiniz (2.1)

42 M umut bisi mi vaolum=

43 08 =yo:

44 M e:vet (.) gegen dersimizde (1.0) dort nolu calisma
yapradimizin

The first fragment is taken from a 10th grade history class. The video
recording begins before the bell, with most of the students standing in the classroom
and talking to their friends, the girls grouped in the front rows and the boys grouped
in the back rows, with a few girls waiting by the classroom door. After the bell rings,
the teacher enters the classroom and closes the classroom door. While the teacher
closes the door and moves towards the center zone of the classroom, both the
students waiting by the classroom door and the ones chatting and standing in the
front rows start ‘getting in their seats.” Having found himself in the moderate level
conversations, each of which are organized and oriented to the rights of their
speakers and listeners, the teacher searches for a place to start his turn as the

speaking party.

04 M e:ve:t (2.3) yerlerimizi alalim
ye:s (2.3) get in our seats

05 s (2.5) ((sinif siralarina gegiyor.))
(2.5) ((getting in their seats.))
06 M tinaydin=
afternoon=
07 S =salolun
=th[anks
08 M [buyrun oturun ((kafasi ile onayliyor.))
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[have your seats ((nodding.))

The physical setting of the classroom, standing and watching the students get
in their seats in the center zone of the classroom next to the teacher table and in front
of the blackboard while facing the students, provides the teacher, who is in the
process of finding a proper place to start his speaking party, a fitting opportunity to
be the only person as the speaking party. The spatial change in the teacher’s
positioning in the classroom, and how and what the spatial change signals to the class
will be discussed further in the following section. However, for the sake of the
analysis in this section, it is enough to note that the teacher’s walk from the door to
the center zone signals to the class that he is ready for a new form of activity, which
is the beginning at this case. Namely, he is signaling to the class that with his walk,
he is signaling to the class that he is moving to a sort of activity, which is distinct
from the previous student activities that are accomplished under the title of the un-
cohorted party.

The teacher notices that the boy group standing in the back rows has not been
seated and has still been engaged in their conversations with a moderate level of
chatter. Recognizing that the boys group have not ‘got in their seats,” the teacher
utters e:ve:t (2.3) yerlerimizi alalum in his turn. There are three fundamental details
in this turn’s construction. The first component of the turn, e:ve:t, is the teacher’s
prolonged remark rooted in his monitoring of the interaction taking place in the back
row. Consequently, the prolonged e:ve:t has the function of providing the teacher a
place to start his party as the cohort assembler. The second component is the
relatively long pause during which the teacher monitors the students’ seating action.
The pause after the prolonged e:v:et also functions as the evaluation of the first
speaking party attempt, i.e. the teacher is assessing how his first cohort assembling
attempt has resulted in the students’ reformulation of their action. The third
component in the turn, yerlerimizi alalim, is the result of the teacher’s re-evaluation
of the students’ seating action, and at the same time the re-assessment of his follow-
up cohort assembling attempt.

After a relatively long pause again, (2.5), the teacher makes sure that the

students are ready for the class, standing still at their desks and facing the teacher
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with the acceptable level of chatter among each other. The teacher then greets them
with tiinaydin=. The students then reply to his greeting and get seated at their desks.
This combination of actions will be referred to as the construction of ‘the seating-
greeting routine’ which will be explained particularly in the following section.

The first 8 lines starting with the teacher’s closing of the door behind him and
ending with the greeting exchange between the teacher and students constitute the
first cohorting practice of the classroom order construction. ‘The beginning practice’
in the first moments of a class after the bell actually provides the foremost stage for
the teacher to transform the individual students to a cohort, i.e. when the teacher
enters the classroom, the students have been engaged in their conversations
organized and oriented to the speaker(s) and listener(s) on their own. The teacher’s
initial task at this point is to create a classroom environment where he will speak to
the classroom as a whole unit, and consequently have two parties: the teacher as the
speaking party and the students as the listening party.

The teacher’s first action to start assembling the classroom as the listening
and “instructed” cohort (Macbeth, 1987) is to find himself a place to begin his turn,
and at the same time to signal to the students, who are moderately engaged in their
individual conversations, that he as the speaking party is there to be attended. The
teacher’s first interaction to assemble the two-party classroom order is the greeting-
seating routine: students standing still at their desks, greeting the teacher.

The greeting-seating routine needs to be portrayed with particular reference
to the interactional sequence. It is built on the following consecutive interactions: (1)
the teacher closes the classroom door behind, (2) he looks at the students and stands
in the center zone of the classroom simultaneously, (3) he produces the prolonged
e:ve:t, to create the initial point to start his turn as the speaking party, (4) he takes a
relatively long pause during which he is watching the students seating interactions,
(5) he treats the classroom as a cohort with the use of the first person plural pronoun
in yerlerimizi alalim, and (6) he takes the second pause during which he again is
watching the students’ seating interactions, and at the same time re-assesses his first
and follow-up cohort-assembling interactions (see Figure 4.1.1. for the sequential

analysis of the greeting-seating routine in the class beginning). The function of the
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pauses will be discussed further in the fourth section that deals with the student-

specific calls.

T look h
ooks at F € T utters the
students while .
T closes the . . first
. —®» standing in —P .
door behind. cohorting
the center
marker.
zone.
T has a pause T has the
to check the T utters the second pause
affect of his second to check his
. W . W
first cohorting second
cohorting marker. cohorting
marker. marker.

Figure 4.1.1. The sequential analysis of the greeting-seating routine in the class

beginning.
08 M [buyrun oturun ((kafasi ile onayliyor.))
[have your seats ((nodding.))
09 ((s1inif defterine [yaziyor.))
((writing on the c[lass log.))
10 S [ ((kendi aralarinda konusuyorlar.))
[

((chatter starts.))

In line 8, the teacher first bends and then bows, tells the students to sit in their
desks, and starts writing the short version of the lesson plan in the classroom log. At
that point when he turns back to the teacher table, the ‘housekeeping routine’ in the
beginning period begins. Concurrently, the unified students that have been
transformed into a single unit in the greeting-seating routine starts taking a part in a
moderate level of chatter, each of which is again oriented to and by the students
involved. Their conversations, now different from the ones that occured before the
teacher’s cohort assembling actions, are limited by the proximity, i.e. the students
can only participate in conversations with their classmates that are sitting near them.
The students’ individual chattering thus demonstrates that the first action in the
housekeeping routine signals the offset of the assembled cohort and thus the onset of

the dissolved cohort.
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11 0Ol hoCAM sinavlari [okudunuz mu

teACHER did you [grade the exams
12 M [sinavlarin son sayfasi kal[di

[the last pages of the exams al[re left
13 02 [ya:
[ya:

14 M buglin okurum (0.3)

I’11 read today (0.3)

15 6gleden sonra bi da 1:h size donebilirim- yani
afternoon once again e (h) I can turn back- I mean

16 03 [liste]

[list]

17 M =biraz: sey yapmam lazim [(0.4) kendi-mi sikistirmam
lazim
=I should do this a bit [(0.4) self- myself I should
push a bit

18 04 ters bi durum)

19 M

[(
[(a weird situation)

[ ((sinif defterine yaziyor.))
((

[

writing on the classroom log.))

The next housekeeping routine action reported here is a student question.
There are two remarkably non-ordinary details in this part of the fragment. The first
‘seen but unnoticed’ detail is the teacher’s dual and simultaneous interactions: he is
signing the classroom log, and at the same time he is listening to the question and
answering it. This finding parallels to the multidimensionality dimension stated in
the ecological studies. The teacher is carrying out two tasks at the same time.

The second detail is the student’s self-selection as the next speaker. It is a
well-known fact in the literature of classroom interaction analysis that student’s self-
selection as the next speaker is a rare phenomenon. The teacher has the priority to
allocate turns in the classroom, and student’s self-selection is restricted. However, in
this scene, the student self-selects himself and asks a question to the teacher. The
probable reason why that student has self-selected himself as the next speaker is that
the student is aware that the housekeeping period is not one of the times where he is

required to act as a cohort and thus can initiate the topic on his or her own.

20 M ((sinifi1 sayiyor.))
((counting the class.))
21 borGA (.)
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borGA (.) ((a student name.))
22 05 ((elini kaldairiyor.))
((raising his hand.))

31 M ahmetcan=

ahmetcan= ((a student name.))
32 06 =burda

=here

The subsequent housekeeping routine interactions in this class are the
teacher’s counting the students followed by his taking the attendance. The very
familiar and regular action in a class beginning, taking attendance, is constructed on
the mutually agreed set of actions between the teacher and students: (1) the teacher
calls a student’s name, (2) providing that the student whose name is called is in the
classroom (or exists), he (a) raises his hand or (b) replies burda, meaning s/he is
here, (3) or providing that the student whose name is called is not in the classroom
(or absent), the others either (a) remain silent or (b) one of the students (or a few at
the same time) replies yok, meaning s/he is not here (see Figure 4.1.2. for the process
of taking attendance).

The mechanism of taking attendance is built on the mutual understanding of
the interactions involved. Namely, the shared understanding of taking attendance is
rooted in the members’ experiences, i.e. the teacher and students have already been
exposed to many instances of taking attendance. Their experiences result in their
cooperation in taking the attendance at this case. However, having relatively
abundant experiences does not guarantee that the flow of attendance is problem-free.
Therefore, the mechanism governing the interactions of attendance is sketched in the

figure.
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Teacher calls ¢ ¢

a name.
If the student whose

name has been called
is NOT in the

If the student whose
name has been called
is in the classroom,

A\ classroom,
The class
The student .
Teacher looks ’ says here. > remains
for the silent.
student whom
s/he has
called.
The student A student (or
raises his/her a few) say/s
hand. not here.

Teacher calls
another name.

Figure 4.1.2. The process of taking attendance.

Taking attendance is a way of ensuring order in the classroom. A closer look
at the turns reveals that the cohortness is diffused in the housekeeping period when
he walks to the teacher table, but it is restored when he takes the attendance. The
teacher re-adopts his cohorting party role when he starts calling students. The
students on the other hand stop engaging in their individual chatters and start
listening to the teacher. They also know that their name is going to be called, and
then they are supposed to indicate that they indeed are present in the classroom.

In other words, the housekeeping routine involves the struggle between
assembling the cohort and re-assembling the dissolved cohort. The assembled cohort
in the greeting-seating period is dissolved into the students with separate
conversations who have the potential floors to self-select themselves. The tying
signal for the cohorted class to transform itself into a dissolved cohort in the
housekeeping routine is the teacher’s turning back to his table followed with his

engagement with the classroom log. However, when the teacher starts taking the
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attendance with a student call, borGA, the dissolved cohort stops having their own
conversations and transforms themselves into the assembled cohort.

The mutual agreement between the teacher and students governs the possible
actions for the students in the periods. The actions of talking to the classmate who is
sitting in the next desk, of having a relatively moderate level conversation, and of
asking a question about the exam grades in this scene, for example, are the mutually
approved actions in the classroom for the students in the housekeeping period.
However, the criteria for what student actions are approved or not approved are

governed by the mechanism of cohortness.

39 M [cocuklar heE=
[children yeAH=
40 07 [ho:cam

[tea:cher
41 M =bisi mi sdliiceksiniz (2.1)
=are you going to say something (2.1)
42 M umut bisi mi vaolum=

is there something umut my son=
43 08 =yo:

=no:pe
44 M e:vet (.) gegen dersimizde (1.0) dort nolu calisma
yapradimizin
ye:s (.) in our last session (1.0) the fourth worksheet

After the teacher takes the attendance and notes down the absent students to
the classroom log, ‘the re-beginning practice’ in this classroom scene starts with the
teacher’s address to the classroom as the cohort in line 39, cocuklar heE=. The
address, children, signals to the students to be the instructed cohort again: children as
the cohort party and the teacher as the speaking party. Since the teacher’s turn is
latched to the student’s turn in line 40, the second attempt to have the re-beginning
practice starts with the teacher’s marker, e:vet followed by his connection with the
previous lesson, gecen dersimizde (1.0). The crucial point in the re-beginning period
is that the marker and the signaling of the session’s topic with the connection to the
previous lesson work together as the cohort assembling actions (see Figure 4.1.2. for
the summary of the classroom beginning and re-beginning). How the tying signals

work as cohort assemblers will be discussed further in the following sections.
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However, at this point, it is enough to note that tying signals create a place for the

current speaker to regain his or her previous position.

The beginning The greeting-seating
practice routine

4

The housekeeping
routine

A

The re-beginning
practice

Figure 4.1.3. The summary of a class beginning.

The second fragment is taken from a geography class. The recording starts
with the scene at which most of the students are grouped near the teacher’s table and
are listening to music. A group of students are talking in front of the chalkboard,
three waiting by the door, the others sitting in their seats. Once the students dancing
near the table see the teacher entering the classroom and closing the door behind him,
they rush to their places. At the same time, the ones sitting at their desks stand up.
The teacher walks to the table and puts his bag on the table. Meanwhile, the students
continue their individual chatters. He starts waiting in the center zone, facing the
students.

The teacher’s presence in the classroom, entering the class and closing the
door behind, is actually the foremost signal to the student in the classroom that the
break is over. However, since they continue being involved in their private chattering
even, after the teacher closes the door and thus creates a physical secrecy within the
classroom environment, the message that the break is over does not convey the allied
message that the students should stop chattering and thus transform themselves into a
cohorted unit. This message becomes the teacher’s first task to accomplish in the

very first minutes of the class beginning.
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(2) r01d080510p1

01 M s: [(3.5)
sh: [(3.5)
02 [ ((6grencilerin yerlerine gegmesini izliyor.))
[ ((watching the students get in their seats.))
03 evet cocuklar bekliyorum
yes children I’'m waiting
04 ((bekliyor.))
((waiting.))
05 ( )=
( )=
06 ol =tamam hocam=

=ok teacher=

07 M =tesekkiir ederim
=thanks
08 simdi yazili ile ilgili hemen sorcaksiniz onu biliyorum

now you’ll immediately ask about the exam I know
09 [hemen s&lim

[I'11 tell right away
10 02 [okumadiniz

[you haven’t read them

In order to accomplish that task and thus restore the order diffused in the
break time, the teacher’s first move signaling that he is ready for that day’s session is
s: in line 1 followed by a relatively long pause in line 2 during which he is watching
the students get in their seats. The remarkable side of his monitoring is his form of
gaze. As the only person representing his party in the classroom, he is monitoring the
whole class and changing his gaze to watch many students in a relatively short
period. His monitoring provides him the ability to make an assessment and leads him
to have his second move in line 3, evet cocuklar bekliyorum. What he is waiting for
is not uttered by the teacher. The lack of the ‘what’ part in his turn shows to the
students that they should stop their chatter and get ready for the lecture.

The next step in the beginning period in this class is showing what actions
constitute the beginning period. Having a ‘relatively’ cohorted class, the teacher first
announces the news about the exam results as the first thing in the beginning period.

The details of his talk on the exam results are not included into the transcript though.

11 M bugiin aslinda 1h bir onbes yirmi dakka
today indeed eh for fifteen twenty minutes
12 yamur bisi teklif etti
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yamur ((a name)) suggested me something
13 hocam buglin biraz sakin bi ders olsa dedi

teacher I wish it was a calm lesson today he said
14 ben de tamam diyorum

and I say ok

As the second action in the beginning period, the teacher announces the plan
for that day’s session. As a student suggestion, he agrees to have fifteen or twenty

minutes of lecture and then will leave the class for free activity.

15 M evet onu yapilcaz onu yaplicaz
yes we’ll do that we’ll do that

16 ama oOnce ece abla bi sinifi sayalim
but before ece abla ((a name)) count the class
17 °yoklamayi ya[palim® birazdan sé&liicem konuyu
°let’s take t[he attendance I'"11 tell the topic soon
18 ol [((sinif1 sayiyor.))

[ ((counting the class.))
19 M [((s1in1f defterini imzaliyor.))
[ ((writing on the classroom
log.))

20 S ((giriltld artiyor.))

[
[ ((chatter increases.))

The third action in the beginning period is taking the attendance and noting
the absent students in the classroom log as well as the short version of the lesson
plan. The remarkable point in this scene is the onset of student chatter. Once the
teacher starts writing on the classroom log, the students start chattering, which
indicates that the cohorted class is diffused into individual students. As a
foreshadowed assumption at this point, the teacher is supposed to restore the order

and thus re-assemble the dissolved cohort again.

21 M simdi gengler konuya geg¢iyorum bilgisayari agicam
now young people I am starting the topic I’1l1l turn on the
computer

22 onbes dakka sora konumuzu bitirelim ondan sora [konuyu

acicam sizin fikirlerinizi alicam
after fifteen minutes later we’ll finish our topic and then
[IT’11 start the discussion get your ideas

23 [ ((masaya
dogru yiriyor.))
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[ ((walking to the table.))

24 ((sinifin [ortasina yiuriyor.))
((walking [to the center zone.))
25 [s:: [biraz sessiz
[sh:: [a bit quiet
26 [((elini kaldiriyor.))

[((raising his hand to say stop.))

The first move to re-assemble the class as a cohort in the re-beginning period
is his call to the students in line 21. He goes on and explains what he is about to do in
lines 21 and 22. His first turn in this scene needs to be discussed further now. The
turn starts with a temporal marker, simdi. The temporal marker at this point functions
as the temporal reference to the time of speaking and as a signal to the students that
this moment is atypical from the time so far, indicating that the time which the
students have spent chattering must now be over. This is the same reason why the
temporal markers are occasionally used as the first component to re/assemble the
cohort. The turn continues with a collective address to students, gengler. The
collective address functions as a cohort assembling tool that enables the teacher to
call the group as a unit.

The second move to restore order that has been lost while the teacher is
taking the attendance is his g: to get the students’ attention. His first move does not
achieve its ends because the students continue chattering at the same noise level. The
onset of the attention marker is interrupted with the teacher’s spatial change, i.e. his
walking from the table to the center zone. The change in the teacher’s position in the
archeology of the classroom with his use of attention marker signals to the students a
new form of activity.

The teacher walks again to the table and turns on the computer. He looks for
the presentation file, opens it, and walks to the center zone of the classroom again.

Meanwhile, the students are chattering at a moderate level.

27 M evet arkadaslar haziriz litfen
yes friends we’re ready please

28 elinizde baska seler onlari birakin
something else in your hands leave them

29 yeter artik konusmayi keselim (0.3)
enough stop talking now (0.3)
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30 e:ve:t (.) simdi (onbir otuzbes)te dersimiz bitiyo
ye:s: (.) now the class ends at (eleven thirty five)

31 ben ceyrek geceye kadar (.) en ge¢ yirmi gecgeye kadar dersi
bitirip onbes yirmi dakka size dinlemek istiyorum (.)
fikirlerinizi
I till past quarter (.) at most past twenty finish the
lesson and I’d like to listen to you (.) your ideas

32 ama: konuyu s8lemeden O6nce (.) bu tartisma kiltlrid ile
ilgili bikag¢ bisi soliicem
but: before telling the topic (.) I’ll say something about
this discussion culture

33 ondan sora ( ) neyse biara bunu konusalim
and then ( ) whatever we’ll talk about it sometime

34 simdi birinci dénem anlattigimiz bir konu vardi piramitler
now there was a topic you got in the first semester
pyramids

35 hatirliyorsunuz (.) hatta bir 6rnek c¢izmistik
you remember (.) even we drew an example

36 simdi ben bugilin ( )

now I today ( )

The third move to re-assemble the cohort is his attention marker, evet,
followed with a collective address, arkadaslar. The same pattern explained
previously applies to this move as well. However, the teacher in line 27 utters haziriz
to indicate that he is ready for the class, and the students should be ready as well by
becoming the cohort party. The follow-up move when the previous move has not
worked fully to put them into a cohorted unit is the reformulation of the previous turn
in line 29.

At this point, particular attention needs to be paid to the nature of previous-
turn reformulation. The reformulation of the previous move proves the fact that each
turn is the assessment of the previous turn(s). The teacher assesses that his previous
turn, restoring the pendulum of two-party speech exchange system, has not reached
its aim, and thus has needed to repeat his move with a different organization in the
next turn.

The re-beginning practice ends with the onset of the teacher’s announcement
for the lecture. This fragment however has shown that the teacher has three similar
beginnings for the lecture, shown in lines 30, 34 and 36. The common components in
those onsets are the use of temporal markers and tying markers to the previous

contexts. The use of tying signals will be discussed further in the third section where
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the tying signals function as the connectors between activities. However, at his point,
the reformulation of onsets for the lecture in this scene involves the temporal and
tying markers that signal to the students that the class is moving from one form of
activity to another, i.e. the first activity as the students’ engagement with their
chatters and the second activity as the lecture.

The following fragment is taken from a health science class. The recording
begins before the bell. Many students are standing in front of the board, a few
students near the table, a few students waiting by the door, and the rest waiting at
their desks. The teacher enters the classroom and walks to the center zone. She
stands there, and waits the students get in their desks and get ready for the greeting.

That day’s session includes student presentations.

(3) r01d080424p2
01 M ((s1inif merkezinden [arka siraya dogdru yiriliyor.))
((walking from the cl[enter to the back rows.))
02 [evET: kizLAR (.) tamam (0.4)
[VES: giRLS (.) ok (0.4)
03 meteyi >dinliyorus:< (.)
to mete ((a name)) >we’re listening:<

04 Ol biling¢ kaybi ve sok
consciousness lose and shock
05 bein dokusunu olusturan sinir hiicrelerine oksicen
yetersiz[ligiyle
the nerves making up the brain without ox[ygen
06 M [evet bi dakka duyamiyorum bi dakka (0.2)
[yes one minute I
can’t hear one minute (0.2)

07 beyLER (.) ALO: sohbet bitti (.)
meN (.) HEY: the chat is over (.)
08 duyamiyoruz udgultunuzdan (0.2)

we can’t hear because of your noise
09 0Ol bein dokusunu olusturan sinir hilicrelerinin
the nerves making up the brain

The scene is taken from the moment when the student who is presenting his
topic is ready and waiting in front of the board. The teacher as the speaking party is
leaving the floor opened to the student. She is shifting her party as the cohorter to the
cohorted, and simultaneously she is making a specific student shift his party from the

cohorted to the cohorting. However, since the level of chatter has not decreased,
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leading to the inference by the teacher that the class has not been fully transformed
into a cohorted unit, she utters her first cohort assembling tool in line 2, evET:
kizLAR (.) tamam followed with a pause to assess if her move has reached its end.
The address in line 3, meteyi >dinliyorus:<, signals to the student who is ready for
the presentation in the center zone to start his presentation.

The second move takes place in line 6 with an overlap with the student’s
presentation and the teacher’s warnign. Her overlap actually demonstrates (a) that the
teacher is still acting as the speaking party in the classroom even though the speaking
floor has been given to the student, and (b) that the chatter level has not decreased
enough for the students as a whole to be qualified to be considered a cohorted unit.

These teacher calls have a common pattern: (a) the address/call starts with a
collective address, stressing the end syllable of the calls, kizLAR and beyLER, (b)
followed by a micro pause and (c) the implied message dictating what the students
need to do, tamam and sohbet bitti. The use of student-specific calls will be
discussed further in the fourth section. At this point of the analysis, however, it is
sufficient to note that instead of using direct imperatives, the teacher is using implied
imperatives to make the students stop their chatters and thus make them become a
cohorted unit.

The most fascinating point in this fragment, which is beyond the scope of this
study to analyze further, but as a possible topic to be uncovered in the further studies,
is the seen but unnoticed mechanism of how the student presenting his topic picks up
the teacher’s pause and regards it as a proper signal to resume his part. The teacher’s
turn in line 3 gives the necessary signal to the student that he should start his part
while there is no specific signal before his part in line 9. The question of how the
student who has the speaking party for a limited time decides for his self-selected

turn needs to be uncovered with particular reference to the teacher’s signal.

4.1.2. Assembling the Cohort: A Mutual Accomplishment
The cohort assembling is considered to be the teacher’s task in the classroom.
The teacher is hold responsible to initiate, sustain and re-sustain the cohorting

practices when the cohorted students are transformed into a dissolved unit. However,
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as the following fragments from different contexts will make publicly available, the

process of assembling a cohort is a mutual accomplishment.

(4) r01d071203p2
01 M ((sinif kapisini kapatip igeriye giriyor.))

((closes the door and walks in.))
02 S ((siralarina gec¢ip ayakta bekliyorlar.))
((get in their seats and stand.))
03 M hadi beyler (0.3) e:VET (1.2)

let’s men (0.3) ye:S (1.2)

04 M BEYler

GENTLEmen

05 (2.4)
(2.4)

06 Ol s: (2.2) ((etrafina bakiniyor.))
sh: (2.2) ((looking for others.))

07 02 dinleyin, (1.8)
listen, (1.8)

08 S ((siralarinda ayakta duruyorlar.))
((stand at their desks.))
09 M tamam misiniz (0.2) mervecim (.) gilinaydin=
are you ok (0.2) merve-dear ((a name)) good morning=
10 S =>sa:0l1l< ((siralarina oturuyorlar.))
=>tha:nks< ((sit on their desks.))
11 M ((masaya dodru ilerliyor.))

walks towards the table.))

((
12 ((ge¢ kalan bir O6drenciye oturmasini gdsteriyor.))
((shows a late student where to sit.))
13 ((1s191 agiyor.))
((turns on the lights.))
14 ((masaya gelen bir 6Jrenciyi dinliyor.))
((listens to the student who has come to the table.))
15 ((bilgisayari agiyor.))
((turns on the computer.))
16 s:imdi ( ) Odevini vermeyen kac¢ kisi var
no:w ( ) how many people haven’t handled their homeowork
17 03 [ben
[T
18 04 [((elini kaldriyor.))

[((raises her hand.))
19 M yarina 1h okuyup size geri vermem lazim
for tomorrow e(h) I need to read and give them back
20 yarin Odev tartisicaz (.) tamam mi (0.2) [( )
tomorrow we’ll discuss homework (.) ok (0.2) [(
21 05 [( )
[(

22 M yarin geri vericem [ ( )
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I'1l give them back tomorrow [ ( )

23 06 [( )
[( )
24 M ((masada kagitlarla ilgileniyor.))
((is busy with the notes on the table.))
25 ((calisma kagitlarini dagitiyor.))
((distributes the sheets to the students.))
26 ( )
( )
277 kaldir onlari (.) kaldir kaldir kaldir hemen hizlica
put them away ( ) put put put put right away quick
28 06 holcam
te[acher
29 07 [hocam bu ne

[what’s this
30 M gecen ders 1h heteretrof hipotezi filan gdrmistiik ya
in the last session eh we discussed the heterotrophic
hypothesis and so on you know ya

31 onlarla ilgili kitabinizda not yok (0.7) hi hi
there is no note for that in your textbook (0.7) ye yes
32 sadece seyi anlatiyor
only explaining the thing
33 heteretrof hipotezini anlatiyo ama onun disindaki (.)
seyler yok

explaining the heterotrophic hypothesis bit save that (.)
nothing else

34 ((staj O6fretmenine fazla calisma kagitlarini getirmesini
soyliyor))
((telling the intern teacher to bring more sheets.))

35 biliyorum eksik oldudunu geliyor
I know we need more they’re coming

36 ((ikinci c¢alisma kagidini dagitiyor.))
((distributing the second sheet.))
37 ((bilgisayara gidiyor.))
((walking towards to the computer.))
38 ((perdeyi kapatiyor.))
((drawing the curtain.))
39 merve (.) mervecim
merve (.) merve-—-dear
40 peki simdi verdidgim kadida bakiyoruz hepberaber
well now we are now looking at the sheet I gave together
41 di oricins of layf kadidina (.) ece (.) tamam

the origins of life paper (.) ece ((a name)) (.) ok

This relatively long fragment is taken from a 10th grade biology class.
Firstly, it proves that the interactions to assemble a cohort are achieved in the same
order described in the analysis of the fragments discussed earlier in the section: (1)

the teacher closes the classroom door behind and walks towards the center zone of
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the classroom, (2) stands in the center zone facing the student, (3) addresses them as
a cohort in lines 3 and 4 with hadi beyler (0.3) e:VET (1.2) and BEYler, and (4) has a
pause to decide if the students are ready for the greeting (see Figure 4.1.4. for the

summary of a beginning practice).

Teacher walks Teacher stands
Teacher closes
p towards the on the center
the door.
center zone. zone.
Teacher

T h h
addresses the eacher has a

. ause to
class with a p
. assess the
collective
turn.
name.

Figure 4.1.4. The summary of a beginning practice.

However, different from the first fragment at which the interactions to
assemble the cohort is initiated and maintained by the teacher, this fragment
demonstrates that the students are also involved in the cohort assembling practices.
In line 6, seeing that some of his classmates are still engaged in moderate level
conversations, a student warns his friends with s: (2.2) and a pause followed by his
monitoring of his friends to see if they have stopped speaking. Following that, in line
7, dinleyin (1.8), another student tells her friends who are still engaged in their
conversations to stop and get ready for the greeting-seating routine.

The onset of these cohort-initiated assembling actions overlaps with the onset
of the teacher’s standing and waiting silently in the center zone. The message of this
‘distinctive’ teacher pose, standing and waiting in the center zone in the beginning of
a class at which there is no specific reason to wait for the teacher part, literally
signals to the students that they should transform themselves into a cohort by
bringing their conversations to an end. The silent pose of the teacher in the beginning
period actually functions as a cohort assembler in the classroom environment.

Basically, classrooms are institutional contexts where the identities and roles derived
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from these identities are predetermined with the regulations of the institution. Thus,
the teacher’s silence at a specific moment when she needs to be talking adopts a
distinctive meaning for the participants. In this case, her silence together with her
standing in the center zone means that she is waiting for her turn to be given by the
students as a cohort.

In this fragment, again different from the earlier fragments, the housekeeping
period includes the following housekeeping interactions: showing a latecomer where
to sit, turning on the lights, listening to a student asking a question confidentially,
switching on the computer, announcing the homework details, distributing the
worksheets, closing the curtains, and preparing the slide show on the computer. The
signal for the re-beginning in this scene is the teacher’s marker, peki simdi, in line
40. The fact that the beginning practice might involve more than predefined
interactions proves the foreshadowed idea that the classroom 1is consisted of
numerous possibilities that cannot be anticipated beforehand.

The second fragment in this subsection is taken from a geography lesson. The
teacher in this scene is standing next to the teacher table and talking to a student. The
other students are engaged in their individual chatters. As an action to cohort the
students, the teacher moves to the center zone and does a finger act, raising his index
finger to say stop. However, this action does not stop the students’ chattering and
thus they do not become a cohorted unit. Thus, the two students in the class,
watching the teacher’s attempts to get attention and then starting his turn as a

speaking party, help him by warning their classmates.

(5) r01d080508p1l

((sinifa bakiyor ve sinif merkezine yliriyor.))

((looking at the class and walking to the center zone.))
[(

(

02 (parmagini siklatiyor.))
(clapping his fingers.))
03 [evet: arkadaslar
[yes: friends
04 bi saniye (.) [( ) bakin giizel bi soru vardi
one moment (.) [( ) look there was a good question
05 [((isaret parmadini kaldiriyor.))

[((raising his index finger.))
06 01 Dbi susun bi susun iice yA:
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shut up for once shut up full yA:

07 02 HE:AY:
HE:AY:
08 M s:t ((susun isareti.))
sh: ((showing his

finger to stop the chatter.))
09 03 ( )

( )
10 M s: litfen(.)

sh: please (.)

11 tamam tesekkiir ederimde ben onu hallederim

ok thanks but I’l1l take care of it
12 simdi sevgili arkadaslar bi dakka dinlerseniz (0.2)

now my dear friends if you listen for a minute (0.2)

The first co-construction interaction in the scene takes place in line 6, bi
susun bi susun iice yA:, followed with the second interaction by another student in
line 7, HE:AY:. The question of how the two students have decided to help the
teacher in this scene needs to be explored with the sequential analysis of what has
happened before line 6.

The teacher (1) moves to the center zone of the classroom as the first action
to signal that he is moving to a new form of activity, (2) claps his fingers to get their
attention as the second signal, (3) looks for a proper moment in the floor to start his
party by uttering the prolonged turn in line 3 and by uttering the turn in line 4, and
finally (5) raises his index finger, as the famous nurse-shut-up image at hospitals.
Having realized that the teacher’s attempts to restore order have not achieved their
ends, i.e. the students are still engaged in their chatters, two students have decided to
join in the construction of order in the beginning period.

A closer look on this mutual accomplishment of order sheds light on the
construction of order in the classroom. The two instances prove that the students are
constantly trying to make sense of what the others in the classroom are doing. In this
case, the two students are quite aware of the fact that the teacher is trying to assemble
the students as a coherent unit by making them stop their individual chatters.
However, the question of at what stage the students decide to join in the construction

of order remains still to be uncovered.
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4.1.3. Adjacency Pairs: An Attempt to Assemble the Cohort

(6) r01d080107p2

01 M hadi gengler yerlerinize, ((masaya dogru yiriyor.))
let’s young people get in your seats ((walking to the
table.))

02 S ((siralarina gec¢ip ayakta bekliyorlar.))
((getting to their seats and standing.))

03 M umut yerinize
umut ((a name)) your seat

04 hadi borcan ((a name))

hey borcan
05 ((s1inif perdesini diken kadin siniftan c¢ikiyor.))
((the woman who has knitted the curtain leaves.))
06 M peki glinaydin oturalim
ok good morning let’s sit

07 S ((siralarina oturuyorlar.))
((sitting.))

(7) r01d071210p7

01 M e:VE:T beyler bayanlar (0.3) ((masanin yaninda sinifa
bakiyor.))
ye:S: ladies and gentlemen (0.3) ((looking at the students
and standing next to the table.))

02 hadi bi selamlasalim yavrum (1.0)

let’s have a greeting my dears (1.0)
03 velilerinize sdyledikten sonra
after you said to your parents
04 6zel iltifatlar ( )
special compliments ( )

05 hepinize tilinaydin buyrun oturun (1.3)
good afternoon to all you let’s sit (1.3)
06 e:H hadi
e:H yes

The other remarkable point in the greeting-seating period is the paired action:
the teacher greets the students, and then the students reply to him. In lines 6 and 7 in
the first fragment and lines 9 and 10 in the second fragment, the teachers and

students greet each other:

06 M tinaydin=
good afternoon=
07 OC =safolun
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=th[anks

09 M tamam misiniz (0.2) mervecim (.) glinaydin=
are you ok (0.2) merve-dear (.) good morning=
10 S =>sa:01l< ((siralarina oturuyorlar.))

=>tha:nks< ((sitting.))

What is distinctive about this paired greeting action is its precise timing. The
greeting exchange takes place after the other cohort assembling actions. Thus, it has
different characteristics from the greeting exchange found in the naturally occurring
talk. Occasionally people greet each other first when they see each other. Before they
go into detail about topics, they have ‘hellos’, ‘good mornings’ or ‘good nights’.
However, the paired greeting action in the classroom follows a number of turns
before the two parties greet each other. Basically, the greeting follows the actions of
the cohort assembling attempts.

The idiosyncratic characteristic of ‘class greeting’ proves the assumption that
the talk in the classroom is made to skew to the two-party speech exchange system
characteristic of the naturally occurring talk. The teacher greets the class when the
class becomes a cohort (see Figure 4.1.5. for the cohort transformation sketch for the
paired greeting action). In other words, when the teacher makes sure that the class
has two parties, the teacher as the cohorting/speaking party and the students as the
cohorted/listening party, she greets them.
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Student 1
A
Y Student 1
Student 2
< Student 2
Teacher —» Teacher
r Student 3
Student 3
A 4 Student N
A
Student N
Multi-party speech exchange Two-party speech exchange
system system
y
> Cohorting practices

Figure 4.1.5. The organization of two-party speech exchange system in the

classroom.

What underlies the organization in this figure is the idea that talk-in-
interaction has inborn two-party characteristics. Although the classroom is composed
of more than 2 people, 20 or more generally, the organization of classroom life
through interactions makes the classroom participation patterns have the same two-
party characteristics. The teacher, being the first party, and the students, being the
second party, helps the participants have a platform where they can know whom to
attend.

Adjacency pairs essentially have three distinctive characteristics: (1) two
utterance length, (2) adjacent positioning of component utterances, and (3) different
speakers producing each utterance (Schegloff & Sacks, 1973). The ‘greeting’
adjacency pairs in the first and second fragments comply with the three basic features
of adjacency pairs. However, the pairs in the following third and fourth fragments
lack those characteristics: the teacher greets the cohort, produces the first pair part,
but the cohort does not produce the second pair part. The common point in the third
and fourth fragments and the uncommon one with the previous two fragments is the
sit-down command in the same turn:
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06 M peki glinaydin oturalim
ok good morning let’s sit
07 S ((siralarina oturuyorlar.))
((sitting.))

05 M hepinize tlinaydin buyrun oturun (1.3)
good morning to you all let’s sit (1.3)
06 S e:H hadi
e:H yeah

As the examples of deviant case analysis, the question of how those two
fragments do not comply with the mechanism found in the earlier two fragments
leads to the finding that the teacher’s command just after the first pair part of the
greeting nullifies the rules of adjacency pairs. It further shows that in order to call a
two-part exchange as adjacency pairs, the second pair part must follow the first pair

part without any extra signal between the first and second pair parts.

(8) r01d080107p3

01 M sinif kapisini kapatiyor.))

((

((closing the class door.))
((

(

02 masanin yaninda sinifa bakiyor.))
(looking at the class next to the table.))
03 hadi yerlerimizi alali:m (6.7)
let’s get in our sea:ts (6.7)
04 S ((siralarina gegiyorlar.))

((getting in their seats.))
05 M yerlerimizi alalim cocuklar (4.2)
let’s get in our seats children (4.2)

06 S ((siralarina gegiyorlar.))
((getting in their seats.))
07 ginaydin=
good morning=
08 S =>s5a:0:1<
=>sa:0:1<
09 M sinif defterini imzaliyor.))

((
((writing on the classroom log.))
10 ((yoklama aliyor.))
((taking the attendance.))
11 nasil gegti siNAV.
how was the eXAM
12 01 [¢ok igrencti hocam

[it was terrible teacher
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13 ocC

14 M [peki (0.3) ceren (0.2) dinliyorsunuz artik basladik
basladik
[well (0.3) ceren (0.2) you are now listening we’ve
started we’ve started
15 ceren merve (.) daha once ( ) baslamis miydik
ceren merve (.) before ( ) did we start

This fragment taken from a language arts class exemplifies the mechanism
governing how the teacher signals the re-beginning and how the teacher re-assembles
the dissolved cohort. In line 14, similar to the markers found in the previous
fragments, peki provides the teacher a place to start her speaking party. Further, her
use of dinliyorsunuz artik basladik basladik functions as the markers to intensify her
cohort assembling attempts.

The teacher enters the classroom, closes the door behind, walks to the center
zone, and looks at the students standing next to the teacher table. She makes sure that
everyone is seated, and then greets them. She walks to the teacher table, signs the
classroom log, takes the attendance, asks a question about the students’ examination,
and finally tells them she is beginning the lecture. This is the synopsis of a class
beginning that we are all familiar with. The familiarity is not caused solely by our
experiences but also by the closer and sequential analysis of the participants’ actions.

The same pattern found in the previous fragment applies here. However, the
teacher is making use of specific student calls in lines 14 and 15, ceren and merve
while she is assembling the class. The mechanism of how the teacher makes use
specific student calls will be examined fully in the following section. However, the
note that the use of a specific student call while the teacher is assembling the class
and thus restoring the order interrupts the cohorting practice, and thus leads to the

confusion needs to be pinned at this point.

4.1.4. Signaling the Re-beginnings: Teacher’s Toolbox

A beginning of a class is practically determined with the members’ initial
responses to the peripherals. The bell signals to the students that the break is over.
Further, the teacher’s entering the classroom, her closing the door behind, and thus

creating a private place for the members in this private environment signal to the
105



students that the class is practically initiated. Creating the undisclosed atmosphere
where the members are oriented to their interactions, and thus become publicly
observable to the others, is the first step in restoring order.

The teacher’s taking of the attendance, her announcements about the exam
results, her getting prepared for the lesson such as turning on the computer or data
projector, or her drawing the curtain are interactions that make the students continue
their dissolved cohort activities before the lesson starts. This subsection focuses on
how teachers signal to the students that they are ready for the lesson. The nature of
those signals consequently has a dual function in the re-beginning period: (a)
signaling the lesson and (b) assembling the class as a cohort, and thus terminating the
re-beginning period.

The first fragment is taken from a biology class. The same pattern
demonstrated in the previous fragments is applied to this scene as well: the teacher
enters the classroom, closes the door, and walks to the table to put down her things.
The students waiting in front by the board and those by the classroom door rush to
their desks. They wait standing beside their desks. The teacher greets them, and then
they sit down at their desks. The teacher walks back to the table from the center zone
where she has greeted them. She takes the attendance, signs the classroom log, and

meanwhile answers a student’s question.

(9) r01d080501pl

01 M s: (0.3) ders basladi
sh: (0.3) the class has started

01 M si[mdi en: so:n (.) yamur (.)
no [w last:1ly: (.) yamur ((a
name)) (.)

02 [((s1inif defterini kapatiyor.))

[ ((turning over the classroom log.))
03 nerde kalmistik
where were we

01 M simdi sustun ve dikkatli takip ederseniz
now you hush and if you follow carefully
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The teacher is equipped with a toolbox of maneuvers, all of which enable the
teacher to make use of different functions at different moments. The scenes above
are taken from the same fragment where the teacher is assembling the class. The
three scenes initially demonstrate the fact that the cohort assembling in the re-
beginning period can be achieved gradually, not a process performed once with a
certain set formula. The multi-faceted nature of a classroom is rooted in the features
of classroom environment. The classroom consists of a teacher and 20 or more
students interacting continuously for forty or more minutes. Each interaction creates
a distinct context that can be manifested with the members’ responses. The un-
anticipated multi-variable nature of a classroom environment makes the teacher to
develop a toolbox of maneuvers to use them at different contexts. The aim of this
subsection is not to catalog the whole list of maneuvers but through these different
maneuvers to make publicly observable the mechanism organizing its interactional
base.

The underlying common feature in these scenes is the reference to a certain
point on the timeline. The temporal reference in the first scene, ders basladi,
generates the division between the time before the lesson has started and the moment
after that reference. The second scene starts with a temporal reference to the time of
speaking, simdi, and continues with the reference to the recent past, en: so:n.
Similarly, the third scene starts with the temporal reference to the current time, gimdi.
These maneuvers involving a temporal reference proves the idea that in order to find
her place as the cohorting party in the floor, the teacher needs to make a connection
between the last moment when she has sustained the cohort and the present moment
when she is about to sustain the cohort.

The second fragment is taken from a history class. The class has got in their
seats, and at the same time has been involved in separate chattering. The teacher is
sitting at the table facing the students. He is looking at his notes. The same
mechanism is applied to this fragment as well. However, this fragment is different
from the previous fragment because the class has not become a dissolved cohort in
the period since the students are not involved in their individual chattering with their

classmates and attending to the teacher as a whole unit.
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The re-beginning signal in this case is the teacher’s temporal reference to the
present time followed with his plan for that session in line 1. After his announcement
for the plan of the session, he makes use of order calls in lines 2 and 3, dinleyin
evladim and ¢coCUKlar dinleyin. This deviant case shows that the teacher is avoiding
the use of temporal markers not only for the sake of restoring order by connecting the
last time and the present time but also for creating a temporal link to tie his present

topic to the previous one.

(10) r01d080307p4

01 M sindie arkadaslar (.) onsekizinci ve ondokuzuncu ylizyil
avrupasina baktidimiz zaman
nowie friends (.) when we have a look at the eighteenth
and nineteenth centuries

02 dinleyin evladim (.)
listen my kid (.)

03 ¢oCUKlar dinleyin
chiLDRen listen

04 6le anlayinki ( ) Oyle kafaniza yazinki
get it that much that ( ) inscribe it into your

minds that much

The third fragment is taken from a geography class. This scene starts with the
teacher’s housekeeping routine. After taking the attendance, the teacher stands up
and waits next to the teacher table. In order to assemble the cohort and make himself
the only available person to be able calling and to be called on by the cohort as a
single unit, he makes use of two order-calls in lines 1 and 2, dinleyelim arkadagslar
and cocuklar (0.3) (dinliyosunuz) bak. After those calls, he makes an announcement
of the following exam. After the interposed activity, he signals the lesson and thus

ends the re-beginning period in line 9, en son hangisinde kalmustik.

(11) r01d080321p2

01 M dinleyelim arkadaslar
listen friends
02 cocuklar (0.3) (dinliyosunuz) bak
children (0.3) (you’re listening) look
03 dinleyin
listen
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04 simdi sali giinkd yazili sorulari hazir
now the tuesday’s exam results are ready
05 ( ) bi konu var
( ) there is a topic

06 hizla isleyelim (0.2)
let’s do them quick (0.2)
07 sinavin ( ) biliyo musunuz (0.2)
the exam’s ( ) know that (0.2)
08 k1zLAR: (0.2)
giRLS: (0.2)
09 en son hangisinde kalmistik

in the last session where were we

10 °hangi konuda kalmistik®
°where were we°

11 01 c¢ernezyoma gec¢mistik

we moved to c¢ernezyom
12 ¢cernezyom yapmistik ama

we did g¢ernezyom but

13 M simdi: bi kis- bi kisi gelsin

Nnow: One pers— One person Comes
14 ol napcaz

what are we gonna do

A closer look at his maneuver illustrates the construction of order from a
different perspective. The first cohort assembler is the teacher’s turn in line 1,
dinleyelim arkadaglar. The first turn involves two components: (a) the order-call,
dinleyelim, and (b) the use of collective address, arkadaslar. His second turn is the
reformulation of the first turn with different collective address, cocuklar (0.3)
(dinliyosunuz) bak. There is a relatively short pause after the collective address for
the teacher to assess his cohort assembling attempt. His second turn is just the order-
call, dinleyin. The evolution of his three turns indicates a finely organized pattern. It
shows that the teacher is assessing his turns, and at the end of his turns, he
reformulates them with a different degree of cohortness.

The following fragment is taken from a physics course. The remarkable
aspect in this scene is the mechanism of how the teacher’s walk functions as the
cohort assembler. After signing the classroom log on the teacher’s table, and thus
finishing the tasks involved in the beginning period, the teacher stands up and walks
among the desks. During her walk, the level of chatter in the classroom does not
decrease. She finds something on the floor and walks to the garbage can next to the

class door. After that, she walks back to the center zone and waits there.
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(12) r01d080502p1

01 M ((masada sinif defterini imzaliyor.))
((signs the classroom log on the table.))

02 ((s1nif merkezine [dogru yiriyor.))
((walks to the cen[ter zone.))

03 [eve:t

[ye:s
04 ((siralarin arasinda yiriyor.))
((walks among the desks.))

05 ((cOpe birsey atmak ig¢in kapinin yanina ylriyor.))
((walks to the door to throw away something to the garbage
can.))

06 ((merkeze dogru ylriyor ve merkezde duruyor.))
((walks back to the center zone and stands there.))

07 simdi bakin ( ) zamaninda ben size 1h: ( )

now look ( ) at times I to you eh: ( )

The teacher’s first walk to the center zone and her follow-up walk among the
desks signal to the class that she is moving to a new form of activity. At the same
time, she is monitoring the chattering in the classroom. Thus, since the students’
chatter level continues at the same level and the class has not become a cohorted unit
ready to be called as a single body, the teacher, after throwing away the thing in her
hand into the garbage can, walks back to the center zone and waits. Consequently,
the teacher’s walk in the classroom at the re-beginning period is a teacher maneuver
to assemble the cohort.

The following fragment is taken from a geography class. The same pattern
found in the beginning period of the previous fragments is applied to this scene as
well. The remarkable point that needs to be discussed in this scene, which is different
from the others, is the students’ orientation to the teacher’s walk and their
reformulation of the interactions involved in the teacher’s walk.

The teacher, after signing the classroom log, takes his book out of his bag,
stands up, and walks to the center zone. The students starting with line 4 are trying to
persuade the teacher to let them study for their exam in the following hours. The
noteworthy point in this scene is the observable fact of what meaning the students
attribute to the teacher’s standing up and walking to the center zone: the students are

aware of the mechanism that the teacher’s walk to the center zone is the signal to the
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re-beginning of the lesson. Thus, before the teacher starts the lesson, the students
resort to making the lesson the preparation time for the examination in the following
hours.

The students’ orientation to the teacher’s walk and their reformulation of
what his walk to the center zone signals proves the idea that the center zone of the
classroom stands for the place where the lesson will be initiated. In other words, the
onset of students’ appeal to the teacher to study for the examination reveals the fact
that the students are aware that the teacher’s walk to the center zone is the signal for

the onset of the lecture.

(13) r01d080328p2

01 M masada sinif defterini imzaliyor.))

signs the classroom log on the table.))

((
((
02 ((cantasindan kitabini aliyor ve ayada kalkiyor.))
((takes his book out of his bag and stands up.))
03 ((sinif mer [kezine dodru yiliriyor.))
((walks to [the center zone.))
04 01 [ho:cam
[tea:cher
05 02 ho:CA:M (0.3) [ >hocam< c¢alisalim ma
hocam
te:ACHE:R (0.3) [>teacher< shall we work
teacher
06 03 [hocam
[teacher
07 04 [ho:cam lii:tfen:
[te:acher ple:ase
08 OA [( )
[( )
09 M [((s1in1f merkez[inde duruyor ve dinliyor.))
[((stands in th[e center zone and listens.))
10 05 [hocam ben ( ) ¢calismam
[teacher I ( ) won'’t work
11 M diger derste-
in the other lesson-—
12 06 s:t (.) [susun
sh: [shut up
13 07 [s:
[sh:
14 M diger derste ( ) sora hallederiz
in the other lesson ( ) we’ll deal it later on
15 ((arka [siraya dodru ylriyor.))

((walks [to the back zone.))
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16 [kim— kim geliyo hadi
[who— who is coming hey
17 herkes kaldirsin fizikleri kaldirin
everybody take away physics (books)) take away

Having found him having to respond to the individual calls coming from the
dissolved cohort, in line 9 the teacher stands in the center zone and listens to the
individual calls. It is obvious from those individual calls that the class has not been
transformed into a cohorted unit. Consequently, the teacher as his first move needs to
assemble the cohort. His maneuver in this scene is to stand in the center zone,
attending to their individual calls but not picking them up. The non-pick-up
interaction is actually the signal to the students that the teacher does not respond to
their individual calls unless the calls come from the cohorted unit.

After waiting for a while, the teacher utters his first turn in line 11 but seeing
that the chatter level has not decreased and thus the class has not become a cohorted
unit, he cuts off his turn and starts waiting again. Meanwhile, having recognized that
the teacher has cut off his turn, the two students in lines 12 and 13 help the teacher
put the students who are still engaged in their individual chatters into a whole unit.
This help is also an indication that the students are aware that the teacher’s sudden
cutting-off of his turn is a signal that the students have been turned into a cohorted
unit.

The last fragment in this section is taken from a history class where the class
is discussing the historical events in the nineteenth and twentieth century Europe.
The teacher after signing the classroom log walks to the center zone. The first
interaction for the re-beginning practice is thus the teacher’s spatial change. In line 3,
he resorts to the second interactional move and tells the students to get ready by
sitting back in their desks. The third move is his turn in line 4, derse basladik. This
call actually gives the message that the students need to be a cohort and act like a
cohort, a single unit. After giving the directions of what the students need to do while
he is lecturing, the teacher in lines 9 and 11, cocuklar (0.2) susuyoruz and ¢cocuklar

dinleyin beni, the teacher makes use two similar cohort assembler tools.
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(14) r01d080502pl

01 M ((masada sinif defterini imzaliyor.))
((signs the classroom log on the table.))
02 ((sinif [merkezine dodru yiliriyor.))
((walks [to the center zone.))
03 [tama:m c¢ocuklar ge:riye yaslanin
[oka:y children sit bac:k
04 (derse basladik) ( ) tamam taam
(we’ve started) ( ) okay ok
05 ((bir 6grenciye isaret ederek)) kaldir onu
((points to a student)) take it away
06 bi yandan beni dinlein bi yandanda elinizde kalem olsun
listen to me have a pen in your hand at the same time
07 anlamadiginiz yerleri sorun so-—
ask the things you don’t understand ask-
08 anladiginiz yerleri de defterinize not olarak isleyin
write down the things you understand as notes
09 ¢ocuklar (0.2) susuyoruz
children (0.2) we’ve stopped speaking
10 ((bir 63rencinin kitabina bakiyor.))
((looks at a student’s book.))
11 01 Dbaslik ne diyelim hocam
what do we say for the title teacher
12 (0.7)
13 M ¢ocuklar dinleyin beni
children listen to me
14 caNIM (.) tamam (0.2) birinci diinya savasi
my dEAR (.) okay (0.2) the first world war

The scene above shows that the outsiders can make sense of the interactional
phenomena only through the participants’ observable actions, such as that the teacher
(a) restores the order in the classroom through a series of actions, walking to the
center zone, using temporal markers, tying signals to the previous sessions, etc., and
(b) the participants are engaged in the constant process of making sense of what is

happening in the context.

4.1.5. Impossible interactions: Self-selected Student Questions
The following fragment taken from a chemistry class demonstrates what is
qualified as an ‘acceptable’ cohort interaction in the greeting-seating period. The

term ‘acceptable’ is basically used to denote the fact that in order for a student’s self-
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selected turn to be recognized as ‘acceptable,” that action is to be picked up by the
teacher in the very next or in the next turns.

In line 4 in this scene, before the greeting-seating routine a student addresses
the teacher: hocam. However, that address is not picked up by the teacher but
followed by a pause and a sharp decline of chatter. The probable reason why the
teacher does not pick the student’s address to him is rooted in the assumption that the
address is produced by an individual student who has not been a member of the
instructed and assembled cohort. It thus proves the theory that the classroom
exchange system is made to be built on the two-party speech exchange system, and
that in order to begin a class, the individual students that have the possible self-
selected turns at any point need to be assembled as a cohort, which leads to having a
two-party system in the classroom: the assembled cohort as the listening party and

the teacher as the speaking party.

(15) r01d080114p4

01 M ((masaya dogru yliriyor.))

02 ((masanin arkasinda sinifa bakiyor.))

03 S ((siralarina gecgiyorlar.))

04 01 hocam (2.7)

05 S ((gliriltl azaliyor.))

06 M arkadaslar hosgeldiniz=

07 02 =saolun

08 S ((siralarina oturuyorlar.))

09 M arkadaslar (3.4) sinavdan Onceki son dersimiz [bu saatte-

10 03 [test mi
olacak

11 M saat—|[

12 04 [hocam test mi dediniz]|

13 05 [test mi uygula-

14 M ben sinavdan Onceki [son dersimiz [dedim

15 06 [test mi

16 05 [ha’A

17 M sinavdan Onceki son dersimiz ( ) problemlerinden (0.2)

18 bika¢ tanesini ag¢iklamaya c¢alisicam (.) simdi

19 3 ((ayni anda sinav ile ilgili soru soruyorlar.))

20 M <gcarsamba sabahi>

21 S ((sorular devam ediyor.))

22 M <gcarsamba sabahi>

23 ((susarak bekliyor.))

24 dinlemeye baslarsaniz konusmaya baslicam ben
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There are two remarkable details about the cohorting practice in this scene.
The first detail is the teacher’s cohort marker, arkadaslar, followed by a relatively
long pause in line 9. The function and use of this cohort marker followed by a pause
will be discussed extensively in the following chapter where the cohort practices are
depicted in transition periods between activities.

The second detail is rooted in the teacher’s ‘pick-up’ mechanism. The teacher
starts talking about that day’s session before he begins the topic: announcing the
lesson plan. However, since his turn includes the segment, examination, the students
pick up that turn as an announcement about the details of examination, and thus
interrupt his turn at various points. The distinctive characteristic in this scene is the
mechanism of how the teacher does not pick up the self-selected student questions,
and then the return-mechanism of how he comes to terms with the second question

and answers it.

09 M arkadaslar (3.4) sinavdan Onceki son dersimiz [bu saatte-
friends (3.4) the last class before the exam [at this hour-
10 03 [test mi
olacak
[is 1t
multiple choice

In line 9, the teacher’s turn is overlapped with a student’s self-selected
question in line 10. The onset of the overlap signals the student’s timing for his turn:
he is aware that the teacher is going to talk about that day’s plan, but knowing that it
is the last day before the exam and knowing that the teacher goes on his turn with bu
saatte indicating that the teacher is going to talk about the lesson but not the exam
details, the student asks if the exam is going to be a multiple choice test. However,

the student’s self-selected question is not picked up by the teacher.

12 04 hocam test mi dediniz]|
teacher did you say multiple choice|
13 05 [test mi uygula-

[multiple choice
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is go-—

In line 11, the teacher continues with his cut off and overlapped turn, and
hence does not pick up the student’s question. The other self-selected question by
another student overlaps his turn in line 12. The question in line 12 is picked up by
the teacher in line 14 at which his turn is again interrupted with a self-selected

question by another student.

14 M ben sinavdan Onceki [son dersimiz [dedim
I told it was [our last lesson before [the exam
15 06 [test mi
[is it multiple choice
16 05 [ (h)aA
[a(h)A

The sequential analysis of the scene demonstrates that the teacher picks up
the turn in line 12 as the ‘possible’ question to be answered, and regards the other
turns as ‘impossible’ questions to be neglected (see Figure 4.1.6. for the summary of
teacher’s turn pick-up mechanism).

The probable reason why the teacher picks up the second self-selected student
turn as a possible question results from the nature of the question: hocam testmi
dediniz. Although the four questions are self-selected by the students and include a
yes/no question, the second question has two distinctive characteristics: (a) it starts
with an address to the teacher, hocam, and (b) it has an allegation that the teacher has
said something about the exam. This claim inherent in the student’s question makes

the teacher pick up that question as an appropriate one to be answered.
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Teacher’s turn

Self-selected student
question 1

Teacher’s turn

Self-selected student
question 2

Self-selected student
question 3

h 4

Teacher’s pick-up for
question 2

Self-selected student
question 3

Figure 4.1.6. The summary of the teacher’s turn pick-up mechanism.

17 M sinavdan o6nceki son dersimiz ( ) problemlerinden (0.2)
our last lesson before the exam out of ( ) problems (0.2)
18 bika¢ tanesini ag¢iklamaya c¢alisicam (.) simdi
I’ll try to explain some (.) now
19 3 ((ayni anda sinav ile ilgili soru soruyorlar.))

((asking questions about the exam at the same time.))
20 M <gcarsamba sabahi>
<wednesday morning>
21 S ((sorular devam ediyor.))
((the questions continue.))
22 M <gcarsamba sabahi>
<wednesday morning.
23 ((susarak bekliyor.))
((waiting in silenece))
24 dinlemeye baslarsaniz konusmaya baslicam ben
if you start listening I’1ll start speaking

The rest of the scene portrays how the teacher executes the re-beginning
practice. In line 17, with his repeated announcement for that day’s plan, the teacher
resumes the assembled cohort. However, the exam details are still the main inquiry
not fully discovered by the students. Hence, the students start asking questions about
the exam, i.e. when it will be held, if it is in the morning or afternoon, what it will
include, etc. The underlying feature in those questions is that they have originated in

the dissolved cohort. Consequently, the teacher attempts to resume the assembled
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cohort in line 20 and then in line 22, <¢arsamba sabahi>. The teacher’s slower turns
to re-maintain the cohort do not achieve their goals: the students still ask questions.
As the last resort to re-maintain the assembled cohort, the teacher becomes silent,
waiting and looking at the students at the same time, standing behind the teacher
table. In line 24, he presents the last tool to gain the cohorting practice: dinlemeye
baslarsaniz konusmaya baslicam ben.

Maintaining order and re-maintaining order once diffused in a place at which
there are two parties, one of which embodies the power to organize the rules to
allocate limited liberty, is the most ordinary but unnoticed event. This scene depicted
in the previous paragraph is an illustration of the struggle to maintain and re-maintain
the order, or of the struggle in assembling and re-assembling the order in a classroom
where there are two parties, one of which, the teacher as the speaking/cohorting
party, has the leading power to allocate the turn takings. The teacher, who finds
himself at a place where the students are firing the questions individually and
simultaneously, attempts to re-assemble the cohort by two consecutive ‘slower’
turns. After noticing that the dissolved cohort continues asking, he uses the ‘silent-
waiting’ tool. As a result, this scene demonstrates the observable fact that the teacher
has a number of tools for re/assembling the cohort: (a) slower turns, (b) the silent-

waiting, and (c) the literal warning.

4.1.6. The Shift in the Location of Address in the Cohorting Practices

The shift in the location of the address in the cohorting practices is the topic
that has evolved into a separate area to be uncovered in the course of the analyses in
the previous sections. The issue has evolved into a separate topic from a deviant case
analysis. This interactional phenomenon will be discussed further in the last section
in the chapter. The discussion here treats the shifting nature of the student-specific
calls.

The shift at this point refers to the teacher’s specific student calls while she is
cohorting the students. Thus, the shift is the teacher’s change in her address to the
students as a whole to her address to the specific students out of the whole group.
Therefore, the student-specific call is different from the teacher’s student calls

described in the fourth section because the student specific calls in the fourth section
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are uttered after the class is transformed into a cohorted unit whereas the calls in this
section are uttered while the class is being transformed into a cohorted unit.

The following fragment taken from a language arts class is built on the
continuous struggle for assembling and re-assembling the cohort in the beginning
period. The video-recording begins with the scene in which the teacher is waiting by
the classroom door, and three students are fighting in front of the board. When she
enters the classroom and finds those three students in a fight, she stops the fight, and

then looks at the class from the center zone.

(16) r01d080114p5

01 M ((sinifa bakiyor.))

02 °eve:t°® nerdeyiz (.) ( ycim kendimize dénelim mi

03 buglin biraz bozuk- sinav glini farklisiniz ( )

04 e (h)—- evet glinaydin ((eliyle oturun diyor.))

05 01 ((ge¢ kalan bir 6grenci icgeriye giriyor ve sirasina
gegiyor.))

06 M umut su siraya (gel) (.) ahmetle ayni yerde (.) cezalisin

07 s: (h) tamam (.) tamam artik sus (0.2) tamam sus

08 bir hafta daa ders isleriz (0.5)

09 kerem (0.4) keREM (0.2)

10 ( ) yapmayin artik ( ) ya(h)u

11 ((bir 6grenciye eliyle nereye oturmasi gerektidgini
gdsteriyor.))

12 tamam artik kerem (0.5)

13 ya: (h) bdle karsilanmak <isteMIYORum> |

14 S [ ((glirilti
azaliyor.))

15 M tamam hakkaten ( ) sekizinci saat- dokuzuncu-

dokuzuncu saat var ama [ ( )

16 02 [yedinci saatte diil miydik biz-][
17 M
[sinav saati olarak ( ) disindim de (0.2)
18 biraz daha gayret cocuklar (.) biraz daha (0.5)
19 bir 6ne (.) kerem (0.4)
20 cerE:N=
21 03 =efendim
22 caglacim buraya
23 M gel ben seni &nlimde gdrmek istiyorum
24 biraz gbrim sen- gel (.) gel
25 eyvah ( [ )
26 S [ ((gliliyorlar.))
27 (3.2)

28 M gevezeler ad dedistirdi galiba
29 3 ((ayni anda birden ¢ok yanit geliyor.))
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30 M (tavizden) plan artik yapiyorum ben ((sinif defterini

imzaliyor.))

31 simdi para<grafta> (0.2) heniliz bitti ( ) paragrafta (
)

32 ((sinif1 sayiyor.))

33 mustafanin sesi ¢ikmiyo (0.3) ((masaya vuruyor.))

34 olumlu anlamda dedim- yani hasta misin (.) canin mi sikkin

35 ce:RE:N (.) >bikez daa uyarmak istemiyorum ( ) ille (
) artik<

36 yeter ya(h) su kizmayi yapmadan beni- bi 1(h) saygi
cercevesinde yapalim artik liitfen vya: (h)

37 ((glirdltl bitiyor.))

38 tamam artik yorulmusssunuz anliyorum ama (0.2)
dagitmayalim ya(h)

39 04 ( )

40 M tamam olabilir ( )

41 sinavin bitmesi demek dersin bitmesi demek diil ki ya(h)

42 yoruldunuzu da ¢ok iyi biliyorum (.)

43 hakkaten|[

44 05 [ ((bir 6Jrenci masada sessizce OfJretmenle
konusuyor.))

48 M simdi gencgler (.) gegen dersimde hatirlarsaniz paragrafta

Before going into detail about the nature of shifts in the teacher’s address, it
is necessary to note how the teacher uses a cohort assembling tool in the beginning
part. The most intriguing part of the cohort assembling practice in this scene is the

teacher’s tool to use a question as a cohort assembler.

02 M °eve:t°® nerdeyiz (.) ( ycim kendimize dénelim mi
°yea:h® where are we (.) ( ydear ((a name)) shall we come
round

The possible direct answer to that question, nerdeyiz, might be we are in the
classroom. Because the answer to that question is evident and shared by the cohort,
1.e. it works as a question with no expected answer, the question essentially functions
as the order restoring tool for the teacher: since you, the students as the members of
the cohort, know that you are in the classroom, you should start acting like the
cohort. In addition to the use of a question format, the use of the first person plural

pronoun in the question reflects her aim in addressing to the students as a group.
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The second question-based cohort assembling tool in line 2 is addressed to a
specific student in the cohort, (  )cim kendimize donelimmi, whereas the first
question is addressed to the cohort as a whole. Although the aim of both questions is
to restore the order, the shift in the address in the same teacher turn presents the
ambiguity of the teacher’s aim in re-assembling the cohort.

The shift in the level of address from specific students to the cohort persists
throughout the fragment. The shift in the location of the address for the purpose of
maintaining order in this classroom results in a moderate level of chattering

throughout the scene. The first student-specific order restoring attempt takes place in

line 6:

06 M umut su siraya (gel) (.) ahmetle ayni yerde (.) cezalisin
umut sit in this desk (come) (.) at the same place with
ahmet (.) you are punished

In this precise student-specific order restoring moment, the teacher changes a
student’s desk with her explanation of logic for that desk change. It is followed with

the other moment in line 7 at which she is making a student stop speaking:

07 M s: (h) tamam (.) tamam artik sus (0.2) tamam sus
sh: ok (.) ok enough shut up (0.2) ok shut up

This is followed by another moment in line 9 where she is again warning a student:

09 M kerem (0.4) keREM (0.2)
kerem ((a name)) (0.4) keREM (0.2)

The three student-specific order restoring attempts take place in the greeting-
seating period after she greets them and allows the students to get in their seats. The
sequential analysis of the following turns in the fragment demonstrates how the
teacher shifts from the student-specific technique to the cohort technique, and thus
proves the foreshowed assumption that the shift in the address location creates the

confusion leading to the prolonged dissolved cohort.
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10 M ( ) yapmayin artik ( ) ya(h)u
( ) don’t do that any more ( ) yva(h)u
11 ((bir 6grenciye nereye oturmasi gerektidini gdsteriyor.))
((showing a student where to sit))
12 tamam artik kerem (0.5)
ok enough kerem (0.5)
13 ya: (h) bdle karsilanmak <isteMIYORum> |
ya: (h) I <DON'’T> want to be greeted like this]
14 S [ ((guriltd azalaiyor.))

[ ((chatter
dips))

After the three consecutive student-specific order restoring attempts, the teacher
addresses the students as a cohort in line 10. The other specific student call follows
the cohort assembling attempt in lines 11 and 12.

The moment when the chatter dips considerably enough to be counted and
qualified as a sign of being an instructed and assembled cohort overlaps the teacher’s
turn in line 14 at which she is addressing the class as a cohort. Besides, the message
of the teacher’s turn in line 13 makes the students self-evaluate their actions from the
beginning of the class, which is the teacher’s closing of the door and creating a
physical secrecy within the classroom. The reason why the phrase, to be counted and
qualified as the sign for the instructed and assembled cohort, for the moment when
the chatters dip is used here comes from the fact that the students in the classroom
“act as a unit,” and “their individual fates [become] collectively interdependent”
(Payne & Hustler, 1980): they stop their individual conversations at the same time.

The teacher’s next turn after the student chattering declines significantly is
her justification of the student’s resistance to the cohorting attempts: they are having
the eighth session in the day, which most probably implies that they are bored and/or
tired:

15 M tamam hakkaten ( ) sekizinci saat- dokuzuncu-
dokuzuncu saat wvar ama [ ( )
ok really ( ) the eight hour- ninth- still there is
the ninth hour though [ ( )

The same pattern explained in the previous paragraphs, the shift in the

location of address in the course of restoring order in the classroom with the
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justification at the end occurs in lines between 30 and 38. She signs in the classroom
log in line 30 and goes on taking the attendance in line 32. As demonstrated in the
previous fragments, the housekeeping period provides the students the ability to re-
maintain their individual conversations, and it thus leads them to be dissolved

individual students.

35 M ce:RE:N (.) >bikez daa uyarmak istemiyorum ( ) ille ( )
artik<
ce:RE:N ((a name)) (.) >I don’t want to warn once more (
) even ( ) enough<

36 yeter ya(h) su kizmayi yapmadan beni- bi 1(h) saygi

cercgevesinde yapalim artik liitfen vya: (h)
enough ya(h) without this warning to me- just e(h) please
let’s do it in a respectful manner ya: (h)
37 S ((glriltd bitiyor.))
((chatter ends abruptly.))

The teacher’s turn in line 35 is the other example of student-specific order
restoring attempt. It is followed by the cohort assembling attempt in line 36. The
students’ chattering ends in line 37. The same pattern takes place in line 38 at which
she gives another justification for the students’ resistance to keep resistant to the

cohorting practices:

38 tamam artik yorulmusssunuz anliyorum ama (0.2) dadgitmayalim
va(h)
ok enough I understand that you are tired but (0.2) don’t
get noisy ya(h)

The analyses in the section are presented with particular reference to the
teacher’s shift in her address from cohort-driven to student-specific. The findings in
the scene illustrate that the shift creates confusion among the students. The confusion
is rooted in their perception of the attempts, i.e. whether they are being handled as a

cohort or a specific student in the cohort.

4.2. The Work of Re-assembling the Cohort: Transitions
The moments of transition between activities in a class constitute the second

part of the analysis in this study. The moments of restoring the order in the classroom
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become publicly noticeable and observable when the cohorted class transforms itself
into a dissolved unit in the transition periods. The transitions are thus thought to
include two consecutive main components: (a) the period when the cohortness is
diffused with the offset of the first activity and (b) the period when the diffused
cohortness is reacquired with the onset of the second activity. This section aims to
demonstrate the mechanisms of how the order is restored between these consecutive
activities.

The foreshadowing assumption guiding the analysis of restoring the order in
the transition periods is the idea that each moment of change in the flow of class
creates potential instants for the cohorted party to dissolve into their separate multi-
parties. The transition period also provides the cohorting party the instant to rescue
the dissolved party, and thus to re-maintain the order in the classroom.

Transition is basically a change. It refers to a sort of change from a certain
type of activity to another one. Thus, the transition between two activities in a
classroom, as a mode of teacher-led change from the state of interaction governing
the nature of the first activity to the other state in the second activity, generates a
platform for the cohorted and listening party that is maintained in the first activity to
be dissolved into separate speaking parties. At the same time, this transition produces
an opportunity for the speaking and cohorting party to re-sustain the cohortness.

The challenging task in this part is rooted in the ethnomethodological
treatment of ordinary interactions in the classroom. The typical data analysis in an
EM/CA study starts with the close investigation of what participants make sense of
their demonstrable actions. The analysis then reaches explanations that account for
different cases. Following the regular methodic route, instead of adopting the
operationally defined formulations of what a transition is, how it is sketched within
the other states of interactions in the classroom, or what features a transition has in
the different cases, this section begins its analysis with the members’ understanding

of what a transition is.

4.2.1. Defining Transitions through the Members’ Interactions
Transition is literally defined as a change from one form/type to another one.

The definition provides three primary features of a transition: (a) there should be two
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forms/types, (b) the two forms/types should occur consecutively, and (c) the two
forms/types should be publicly made noticeable and be made dissimilar from each
other through the members’ interactions in a conversation. Following the definition
and the inborn features, the transition in a classroom similarly can be defined as an
action of terminating the first activity and then starting the second activity through
the teacher’s and students’ interactions. The primary task of this section is to show
how the members in a classroom interaction terminate the first activity and then start
the second one, and then how they signal the transitions between activities.

The first fragment taken from a biology class involves the example of how
the members at a local place give meaning to the actions, and thus define them in
relation to their attributed meanings. The fundamental concern is rooted in the
EM/CA approach towards how transitions and actions that constitute those
transitions are defined through the members’ interactions. This scene is captured in
the middle of the class in which the teacher is sitting at her desk and is reading the
questions that the students had about a school-wide examination previously.

The fragment portrayed in the transcription in brief involves the transition
from the discussion of the questions in the school-wide examination, which is the
first activity, to the announcement of the following examination that the students will
have, which is the second activity, and then to the lecture, which is the third activity.
The task in this scene is to make publicly observable how the transitions are made

meaningful with the sequential analysis of the members’ talk-in-interaction.

(1) r01d080321pl

01 M ((masasinda test sorularina bakiyor.))

02 evet (.) cok da zor diil bence

03 01l c¢ok zordu

04 02 ¢ok zor diil sadece iki tanesi-|

05 M [( )

06 03 hoCAM test yapgak<misiniz>
07 M test sole=

08 03 =no:lur yapma-—

09 [ ((birebir sorulara yanitveriyor.))

10 [ ((glrilti artiyor.))

11 M simdi 1(h) evet BEYLER <konusMUYOR[uz>

12 [ ((guriltd azalaiyor.))
13 LUTFEN (.) cocuklar
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14 ilk siNAV (0.2) bosluk doldurmada olabilir klasik de
olabilir karma olabilir

15 yani tam onu 1(h) 1(h)- kesinlestirmedik aMA

16 ikinci sinav ig¢in test yapigami sdyleyebilirim

17 ona gore calisacaksiniz (.)

18 testi yaPARKEN ((eliyle masaya vuruyor.)) [dinle

19 S [ ((gurilti
azaliyor.))

20 testi yaparken bilgi birikiminizin ¢ok iyi olmasi
[gerekiyor

21 S [ ((glriltl artiyor.))

22 ( ) o da zaten olmalzi

23 testin sizin ic¢in sdyle bir faydasi var.

24 Universite sinavinda 1(h)m ( ) olacaniz ig¢in

25 1(h): aliskanlik haline gelir AMA ben uzun bir test olmasi
taraftari da [diilim

26 [((ayni anda [birden c¢ok konusma.))

27 [yani ben 1(h) bakin iste

28 onu ayarlamaya c¢alisicam

29 test koymasi gerekiyorsa ( ) o sekilde: oldu mu

30 ona: dikkat edicez

31 pe:ki simdi altina bunun ¢izdikmi

32 not diyo:RUZZ,

33 hemen kara yosunlariyla >edrelti otu arasindaki farklari<

hemen bi ilave edelim
34 not dedik:,

The sequential analysis of the fragment starts with the teacher’s comment on
the items in the school-wide exam in line 2. She is giving her opinion about the
difficulty of the examination. Her comment is picked up by a student and

transformed into a question about what their test will include in line 6.

02 M evet (.) c¢ok da zor diil bence

yes (.) 1it’s not that difficult in my opinion
03 01l c¢ok zordu

it was very difficult
04 02 ¢ok zor diil sadece iki tanesi-|

it’s not very difficult only two of them-[
05 M [( )

[( )

06 03 hoCAM test yapgak<misiniz>

teacHER <will you> make a multiple question test
07 M test sole=

test will be like=
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The student’s question is picked up by the teacher first, and then in line 7
transformed into the discussion of the test that the students will have. As a result, the
move from the discussion of the test items in the previous examination as the first
activity to the discussion of the test in the following examination as the second
activity is considered a transition. The transition in this scene is initiated by the
student’s question and then maintained by the teacher’s reply to her question. The
remarkable point in this transition is that the move is initiated by the student’s
question and sustained by the teacher’s answer. Consequently, it can be said that the
question-answer with the student-teacher cooperation is the skeleton of the transition
in this scene.

The second transition in the same fragment takes place when the teacher
stops the discussion about whether the test will include the multiple choice items.
The students are engaged in a hot debate about their idea that the test should include
multiple choice items. She moves from the test discussion to the lecture action with a

‘tying signal’ in line 31, pe:ki.

29 M test koymasi gerekiyorsa ( ) o sekilde: oldu mu
if need to put multiple choice ( ) that way ok
30 ona: dikkat edicez
we’ll pay attention to that
31 pe:ki simdi altina bunu ¢izdikmi

o:k now did we draw this under that

32 not diyo:RUZZ,
we sa:YY note

33 hemen kara yosunlariyla >edrelti otu arasindaki farklari<
hemen bi ilave edelim
right away let’s add the differences between >kara yosunu
and egrelti otu<

34 not dedik:,
note we sai:d:,

The transition from the discussion of the items in the following test, the first
activity, to the lecture, the second activity, is initiated and maintained by the teacher.
At this point, it is necessary to point that in order for a transition to occur in a
classroom, the previous activity defined collaboratively by the teacher and students
needs to be terminated, and then the new activity needs to be announced and

performed. The process of ending the previous activity, the discussion of
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examination in this case, is achieved with the tying signal, pe:ki. Then, the teacher’s
connecting of the second activity with the previous lecture activity before she starts
discussing the questions in the school-wide examination, simdi altina bunu ¢izdikmi.
In line 32, not diyo:RUZZ,, the teacher signals the new activity and thus completes
the transition period. However, the transition is not fully achieved since the teacher
needs the second signal in line 34, not dedik:,, because in line 33 she realizes that the
students have not picked up her signal announcing the new activity.

The sequential analyses of these two transition periods prove that (a)
transitions happen occasionally in a class session, (b) they are not limited to the
activities prescribed in the teacher’s lesson plan, and (3) how a transition is
formulated and acted on depends on the members’ understanding of the situated
interactions in the classroom. The move from the discussion of the test items in the
school-wide examination to the discussion of the test items in the students’ following
examination is governed by the mechanism situated in that specific classroom
environment at those specific moments of transitions (see Figure 4.2.1. for the
transitional history).

The following section will illustrate how tying signals play a central role in
connecting the two activities in a transition period. The tying signals will be the

backbone of the mechanisms in the transition periods.

. . Discussion
Discussion
. of the
Lecture of previous . » Lecture
test following
test
Activit
Activity I Activity II levxl ¥ Activity IV

Figure 4.2.1. The transitional history in the fragment 1.

4.2.2. Announcing Transitions: Tying Signals
Announcing the new event and terminating the first activity in the transition

period in a classroom is usually organized by the teacher. The teacher is thus the
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responsible actor in initiating the new activity and thus arranging the transition

period. This section focuses on how teachers announce the new activity and initiate it

in the classroom. The first fragment is taken from a geography class. The students

have had their quiz and the teacher is about to give the answers.

02

03

04

05

06

07

08

r01d071126p5

yanit anahtarini veriyorum takip et ((masadaki kadidi
aliyor.))

I’'m giving the answers follow me ((taking the note on the
table.))

bir ceyhan=

one ceyhan= ((coding the answers.))
=bi dakka=
=one minute=
=bi dakka
=one minute
(0.4)
(0.4)

bir ceyhan (.)
one ceyhan

iki denizli (.)
two denizli

i¢ Edirne
three Edirne

In line 1 after collecting the students’ answer keys, the teacher starts the

activity by telling them what they are supposed to do. The tying signal in this scene

is her announcement of what she is about to do and her order-address to the students.

02

03

04

05

06

OA

r01d071126p5

eve:t
ye:s [

[ (O ] bAYLAR BAYANLAR
(0. ) ] 1laDIES GENTLEMEN
[((sinif kapisina yuriyor.))]

[ ((walking towards the door.]
son on dakika yeni konuya getcez giricez
the last ten minutes we’ll start the new topic
a(h)A:

a(h):

( )

evet
Yes
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The second fragment is taken from the same geography class. The teacher is
about to start a new topic, giving the answers to the students. The teacher’s first tying
signal is the extended marker, eve:t, followed by the change in her location in the
classroom. Her marker and her walk from the table to the door to switch off the lights
indicate that she is changing her present state to another state. At the end of line 1
when she has approached the lights, before she switches off the lights, she addresses
the students, PAYLAR BAYANLAR to signal that she is ready for a new activity. In the
following turn, the teacher literally announces her transition to the new activity, son
on dakika yeni konuya getcez giricez.

The spatial change, the teacher’s move from the table to the door, needs
particular attention to portray how the teacher signals the new activity in the
transition period. The following fragment taken from a mathematics class represents
how teachers make use of spatial change in the classroom environment to signal the
change in the class flow. In this scene, the teacher, after checking the students’
homework, is ready to solve the problems in their textbook. She walks from the table
to the board and starts writing on the board.

The teacher’s announcement of what the teacher and students are going to do
is one way of terminating the previous activity and starting the new one. However,
the teacher can accomplish the transition with another way. The spatial change with
markers is the one that is unearthed in the following fragments.

Before focusing on the spatial change and its result in the classroom, the
spatial change in the naturally occurring conversation needs to be discussed in detail.
The spatial change in the naturally occurring talk-in-interaction involves numerous
functions: the spatial change might function as a sign of non-attending the previous
turn, or it might function as a sign of changing the topic depending on the context.
Furthermore, each member in the interaction has the potential to change his or her
space. However, in a classroom interaction, teachers have the primary right to change
their space, but students are supposed to maintain their position all the way through
the interaction unless instructed to do so by the teacher. As a result, any spatial
change in the teacher’s positioning in the classroom refers to a function to be

attributed as meaningful by the students. Thus, the teacher’s walk from the table to
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the board followed by her writing on the board is a message for the students in the
class that the teacher is undergoing a new form of activity to be paid attention to.

The teacher’s walk is followed by her address/command to the class in line 4,
pe:ki tahtaya bakin. The first part of the tying signal in this scene is her marker,
pe:ki. Following the marker, she utters her address/command to restore the order

dissolved in the transition period.

(4) r01d071210p1

01 M masadan tahtaya dogdru yiliridyor.))

((
((walking from the table to the board.))
((
((

02 tahtaya [yazmaya basliyor.))
writing [on the board.))
03 o1 [((s1inifa bir 6Jrenci giriyor.))

[((a student enters.))
04 M pe: [ki tahtaya bakin
we:[11l look at the board

05 [((sinifa donlyor.))
[((looking at the class.))

06 kerem artik- ta- tahtaya bakin- yon (.) kerem (0.3)

kerem now bo- look at the board -s (.) kerem (0.3)
07 umut senmi soruyodun (.)

umut you were asking a question (.)
08 02 ((basini salliyor.))

((knodding yes.))

09 M peki bana kim bunun yorumunu yapcak kim deltayi ( ) danda

well who is going to comment on this who will do it without

( )

The mechanism of how tying signals are constructed in a transition period is
sketched in the following fragment. The scene is taken from a biology class. The
teacher is talking about the sheet that she has distributed to the class. Consequently,
the first activity in this scene is the teacher’s talk about the extra sheet. In line 14, she
walks from the center zone to the door to switch off the lights because she is going to
turn on the data projector in the next turn. The spatial change in her position is
followed with another change: she goes to the other side of the classroom, and turns
on the computer. Having turned on the computer and opened the slide in the

projector, she signals to the class that she is ready for a new form of activity.
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01

02

03

04

05

06

07

08

09

10

11

12

13

14

15

16

17

r01d071224p2

biraz test c¢bzer lizerinden konumuza gecgeriz
we will solve some problems and then start our topic
bi DE (.) 1(h) ivolusin konusunda ivolusiniri veya
ekolocikil rulz dedigimiz
aND (.) e(h) in the evolution topic evolutionary or
ecological rules
bi de kurallar (.) die bi kisim var
and rules (.) there is a section like this
bu kisim kitap kitabinizda yok
this section is not in your textbook
o ylizden bununla ilgili size kait vericem
thus I’11 give you sheets about this
sinavdada 1(h) ¢alisirken bu kaittan c¢alisacaksiniz
in the exam e(h) while you’re studying you’ll work from
this sheet
kitapta bu konu 1(h) malesef yok (.)
it’s not in the textbook e(h) unfortunately (.)
bundan su kaittan gitcez
we’ll work from this that sheet
1(h) kaitta resim yok ama uzaktan eJitimde calisirken
e(h) there is no picture in the sheet but there is in the
distance education while you work[
[var
[there is
bunlarin hepsi var uzak- uzaktan editimde
all is in the dist- distance education
daa dorusu bu hafta koyuyorum
better I'm putting them this week
o ylizdende resimlere bakar biyandanda calisabilirsiniz
then you can study and while you are looking at the photos
((1s181 kapamak ig¢in kapiya ylriyor.))
((walking towards the door to switch off the lights.))
((bilgisayara yliriyor ve sunuyu agiyor.))
((walking toward the computer and turning on the slide.))
peki simdi baslida baktiginiz zaman (0.3)
well now when you look at the title (0.3)
ekolociki1il ve ivolusiniri rulz demis
it says ecological and evolutionary rules

The first part of her tying signal in line 16 that provides her the floor to start

her turn as the speaking and cohorting party is the marker, peki. The signaling

marker, peki in this scene or evet in the previous scenes, functions as the tying unit

that helps the teacher (a) create a connection between the previous activity and the

current activity, and (b) at the same time helps her find the place to start her turn as
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the speaking party. The second part of the tying signal is the temporal marker, simdi
in this scene or artik in the previous scenes, which functions as the tying unit
bringing the time of the talk to the moment. The temporal marker connects the
previous moment when the order is restored with the present moment. Consequently,

the predominant formula for the tying signals in the transition periods is:

FLOORING TEMPORAL
SPATIAL CHANGE —p R — R

TYING SIGNAL IN A TRANSITION PERIOD

Figure 4.2.2. The components of a tying signal in a transition period.

The following fragment is taken from literature class. The class has watched a
video clip, and the teacher is trying to turn off the computer and data projector. At
this point when she is moving from the video-watching activity to the lecture, the
class have transformed into a dissolved unit, and she is in the process of signaling to
the class that she is ready for the new activity. She is at the same time cohorting the

dissolved unit and restoring the order lost in the transition period.

(6) r01d071203p3

01 M ((projeksiyonu kapiyor.))
((turning off the data projector.))
02 bu kadar (bunun-) devaminda ( )
that is it (this-) following ( )

03 01l ( )
( )

04 M karayilan bolimliinti aldik sadece size bi fikir versin die:
we took the karayilan part only so that it would give you
an idea

05 nasi befendinizmi

how did you like it
06 02 ( [ )
( [ )
07 M [olabilir tabi islemis
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08

09

10

11

12

13

14

15

16

17

03

olabilirsiniz
[perhaps of course you might have
gone through that
bu yi1l da biz dedikki sey yapalim (.) ¢izgiyle beraber (.)
arka arkaya koyalim
this year we said that do this (.) with the cartoon (.)
bu sekilde izlememistiniz (.)
you mightn’t have watched like this (.)
kitapta [var
it is [in the book
[sizde 1 (h)-
izlediniz dimi ((bilgisayara dodru ylriyor.))
[did you also
e(h) watch it ((walking towards the computer.))
antepli varmi ig¢inizde
anyone here from antep ((a city in turkey))
( )
( )
antepli varmi iginizde
anyone here from antep
[((sinifin ortasina doJru yiriyor.))
[ ((walking towards the center of the classroom.))
[ ((guriltlu artiyor.))
[ ((chatter increases.))
peki: dedidim gibi nazim hikmeti (.) ve siirlerini ozaman
tekrar bir destandi on ikinci sinifta gdreceksiniz
we:1ll like i said nazim hikmet ((a poet)) (.) and his
poems then again were sage you will learn it in the
twelfth grade

The teacher in line 15 walks to the center zone of the classroom. In other

words, she is changing her spatial position in the classroom. After the change in her

spatial position, in line 17, she signals to the class that she is moving to a new

activity with the same pattern sketched in Figure 4.2.2. The first part of the tying

signal is the flooring marker, peki, providing her the ability to find her position in

order to start her speaking party. The second part is the temporal tying unit where she

connects the current session to the previous session, dedigim gibi (see Figure 4.2.3.

for the summary of the tying signals in this fragment).
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T walks to the I . T utters
T utt k. g .. Lo
center zone. utters pexi dedigim gibi

Spatial Flooring Temporal
change. marker. marker.

Figure 4.2.3. The tying signals in a fragment.

4.2.3. Tying Signals as the Moving Tool between Activities

The keystone element that governs transitions from one activity to the other is
the “tying” mechanism (Sacks, 1992, p. 357). Tying is rooted in the sequential
construction of talk. The previous turns in a conversation create the local platform
for the members in the interaction to build their further turns. The following
fragment taken from a physics class shows how the tying mechanism works in a
classroom. The teacher is talking about how the students ‘get crazy’, and is giving

them her teacher-advice about paying attention to their behavior when in public.

(7) r01d080404p2

01 M eer anladiysaniz ben simdiye kadar hi¢ bi zaman Orenci-
O6renciyi tehdit etmemisimdir (0.3)
if you get me correct so far I have never threatened any
stud- student

02 herseyden once ne diyorum <davranis:> (0.3)
first of all what I say ((code of)) <conduct:> (0.3)
03 okul bittikten sora c¢odunun belki lise hayatinda liniversite

olmucak okul hayati bitmis olacak
after the school ends most won’t have university life high
school school life will end

04 ama yasadigimiz slrece o davranis ( ) Oyle olarak kalcak
but as long as we live that conduct will stay like that

( )

05 O0yle dimi,
isn’t it,
06 °0 zaman ( ) °
°then ( )°
07 ((masaya dodru yliriyor.))
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((walking towards the table.))
08 yani birbirimizi J[lizmeyelim
so don’t make [ourselves sad
09 [((ellerini kavusturuyor.))
[ ((rubbing her hands.))
10 ((masadaki notlara bakiyor.))
((looking at her notes on the table.))
11 e:vet nivtonun besinci kanunu neydi eylemsizlik kanunu
ye:ah what was the fifth law of newton stability principle
12 besinci kanun=
the fifth law=
13 01 =eylemsizlik prensibi
=the stability principle
14 eylemsizlik prensibine gore (0.2)
according to the stability principle (0.2)

How the teacher ties the lecture of the Newton’s fifth principle with the
previous session’s topic after the teacher-advice activity is constructed in line 11.
The teacher with a ‘question with no expected answer’ action, e:vet nivtonun besinci
kanunu neydi eylemsizlik kanunu, creates a locally produced connection between that
moment’s topic and the previously constructed context. Thus, the triggering move in
this transition is the teacher’s non-functional question to the class.

The analysis of the teacher’s spatial change in the physical setting reflects the
crucial side of the tying signal process. In line 7, the teacher walks from the center
zone to the table, uttering her last turn in the teacher-advice activity in line 8,
meanwhile rubbing her hands. The spatial change as the tying signal indicating a new

form of activity occurs when she looks down the notes on the table.

(8) r01d080321p3

01 M2 ((sinif kapisina dogru yirilyor.))

02 01l hoCAM holcam

03 02 [6rtmeni [m

04 03 [sinav [( )

05 04 [hocam sonuglar
06 05 [peki sinavlar
07 M2 onbes glin sonra yavru:cu:m|

08 04 [o: (h)

09 OB [o(h)

10 M2 ((kapidan disari c¢ikiyor.))

11 M1 [ (ayakta masadaki kitaba bakiyor.))
12 [ ((olagan seviyedeki glirtiltd var.))
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13
14
15
16
17
18

19
20
21
22

23
24
25
26

06
M2

arkadaslar (.) canim bakin (0.3)

( ) ama (fen) bilgisi

sorular nitelikli diil (0.2)

yani ( ) kolaylikla yapabilecedi sorular var (0.2)
yani o sorularla ilgili- o sinavla ilgili bdyle

kirk dakkada bir >ne zaman belli olur nezman belli olur<
diye sormanin (.) hi¢ bi anlami yok=

=hatta sinav gini bile

sinav gliniini dedistirdigimizi saniyorum (0.3)

e (h) normal sinavda nasi davrandiginizi bildigim ig¢in

o sinavda 1(h) nasi davranacadinizi ¢ok rahatlikla tahmin
edebiliyorum (0.6)

o ylzden Oyle seyler ( )

1srarla Oyle seyler sormaniza hi¢ gerek yok (0.2)

sindi arkadaslar dinleyin

abdiilaziz déneminde dedim

This fragment recorded in a history class starts with another teacher’s visit to

the class. The visitor teacher is collecting money for a certain purpose, and is

checking who has given the money already. When he is about to leave the class, the

students ask the results of the school-wide exam, as he is the vice-principal at the

school:

01 M2
02 o1
03 02
04 03
05 04
06 05
07 M2
08 04
09 OB

((sinif kapisina dogru ylriyor.))
((walking towards the door.))
hoCAM ho[cam
teaCHER tea([cher
[6rtmeni [m
[my teachl[er
[sinav [( )
[exam [( )
[hocam sonucglar
[teacher results
[peki sinavlar
[what about the exams
onbes gin sonra yavru:cu:m|[
fifteen days later my de:a:rs]|
[o:(h)
[o: (h)

The last turns of ‘other-teacher’ visit creates the platform for the main teacher

to have a transition stage to his own activity, which is his lecture on the Ottoman
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history. Since it has been interrupted with the visit, he needs to regain the floor and at
the same time to restore the order. The teacher, however, picks up the students’

questions to the vice-principal as a discussion activity.

10 M2 ((kapidan disari c¢ikiyor.))
((leaving the class.))

11 M1 [ (ayakta masadaki kitaba bakiyor.))
[ ((reading the book on the table.))

12 [ ((olagan seviyedeki glirtiltd var.))
[((the normal level of chatter.))

13 arkadaslar (.) canim bakin (0.3)
friends (.) my dear look (0.3)

14 ( ) ama (fen) bilgisi

( ) but (science) knowledge
15 sorular nitelikli diil (0.2)
the questions aren’t qualified (0.2)

The scene depicted above demonstrates how a teacher gets the floor when the
students are involved in moderate level of conversations. Then, he signals the
transition, and restores the order for the cohorting practices at the same time. The
tying signal in this transition period is the teacher’s address to the students,
arkadaslar, followed by a micro pause. The pause is then followed by a call/order,
camm bakin, again followed by a pause. The pauses between the addresses provide
the teacher the moments to assess if the cohort assemblers have worked as

anticipated.

The same pattern takes place in line 25:

24 i1srarla Oyle seyler sormaniza hi¢ gerek yok (0.2)

there is no need for you to ask those insistently (0.2)
25 sindi arkadaslar dinleyin

now friends listen

The teacher is moving from the discussion of the question item in the school-
wide exam to the lecture on the Ottoman history. The reformulation of the scene is
the same in line 13: CALL+COMMAND. However, there is a difference between the
first transition call and the second one. In the second transition call, the teacher says,

sindi, to indicate that the action that is about to begin is different from the previous
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turns. Looking at the teacher’s following turn in line 26, the teacher moves to his

lecture with a connection to what he has said before the previous activity.

26 abdiilaziz doneminde dedim
I told in the era of abdulaziz

When the analyses are put into together, the pattern found in the previous
fragments emerges with a different order but with the same mechanism. gsindi
arkadaslar dinleyin in line 25 functions as the flooring marker together, and
abdiilaziz doneminde dedim in line 26 functions as the temporal marker in this
fragment.

The transition periods in the previous fragments have been initiated and
mainly organized by the teacher. However, as the following transcript shows, the
cohorting pendulum swinging between the dissolved unit and the instructed unit is
also sustained by the students.

The following fragment taken from a geography lesson begins with the
question-answer activity. The teacher starts asking questions in the book. The
students who would like to answer the questions are asked to come to the board,
write down the questions on the board, and then answer them while standing in front

of the board. The following scene portrays one of those question-answer activities.

(9) r01d080404pl
01 M son soru kim geliyo ((saatine bakiyor.))
02 (1.2)

03 o1 hilal geliyo
04 02 tirkan gelil[yo

05 03 [tahsin kilig

06 04 mahmuz

07 (0.5)

08 M gel bakalim ( ) daha kolay

09 bak bu (senin) tebesir ( )

10 ((ellerini [birbirine wvuruyor.))
11 05 [glilaras glilaras

12 M gilarasmi glinarasmi=

13 05 =gl giil

14 06 gl glil gil

15 M ((ellerini birbirine wvuruyor.))

16 <karadenizin sularinin tuzlulugu> (0.7)
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17 karadenizin sularinin tuzluludu (0.5)

18 ((tahtadaki ©6gdrenci yaziyor.))

19 akdenizin sularinin yarisi kadardir (0.4)

20 S ( )

21 M akdenizin sularinin (.) yarisi kadardir (0.2)

22 baskan acayip sessizsiniz bugiin=

23 07 =hoCAM dikdik bakiyo ya:(h) u:f

24 M kim o=

25 08 =[ridvan

26 09 [ridvan

277 S ((ayni anda [glliyorlar.))

28 010 [hoCAM ( )

29 011 [r1dVA:N ridVA:N [ridVA:N

30 M ((eliyle susun [isareti yapiyor.))

31 [ ((gliriltl azaliyor.))

32 baskanim 1(h) yani 1(h) allah kimseyi bakma- baktirmaktan
alikoymasin (.)

33 bi de bakmak wvar c¢linki

34 ((tahtadaki [6Frenci ile konusuyor.))

35 [ ((gliriltl artiyor.))

36 ((eliyle siniftan birisini secmesini gdsteriyor.))

37 ((ellerini birbirine wvuruyor.))

38 hocam hocam ho:cam ((parmak kaldiriyor.))

39 ((ellerini birbirine wvuruyor.))

40 ( ) o yizden daha ( )y fazla ( )

41 niye karadenizde fazla diil=

42 =cinkl orda- ( [ )

43 [enlemden dolyi di: mi: ho:ca:m

44 ((glriltd azalaiyor.))

45 baska bir sebebi daha var

The first part of the question-answer activity is selecting who will come to the

board and then answer the question. The teacher in line 1 looks for a volunteer for his

question.
01 M son soru kim geliyo ((saatine bakiyor.))

the last question who is coming ((looking at his watch.))
02 (1.2)

03 01 hilal geliyo
hilal is coming
04 02 tirkan geli[yo
turkan is com[ing
05 03 [tahsin kilig
[tahsin kilic

06 04 mahmuz
mahmuz ((a name))
07 (0.5)
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08 M gel bakalim ( ) daha kolay
come then ( ) it’s easier

An offshoot result from the analysis is the mechanism of how the teacher
selects the volunteering student, and how the students in the class nominate their
classmates for the volunteer student. The nature of the question, ‘who is coming,’ is
the kind of query that all of the hearers, who have the possible next turn to answer,
have the possibility to be selected as the volunteer student. In order to eliminate the
possibilities, some of the students in the classroom nominate their classmates. The
action of nominating also eliminates their chances of being selected.

Starting with line 15, with applause, the teacher starts dictating the question,
and the ‘selected’ volunteer student writes down the question on the board. While the
student is writing the question on the board, the teacher asks an off-topic question to
another student in line 22. The off-topic discussion of why that student seems to be
silent today is initiated by the teacher. Although the main rule states that the
transitions are mainly initiated, maintained, and terminated by the teacher, in order
for a transition to be fully achieved by the members of the classroom, the transitional
move needs to be picked up by the students as well. The teacher’s evaluation of that
specific student is picked up as a question, and that student answers the question why

she is silent that day in line 23.

22 baskan acayip sessizsiniz bugilin=
president you are too silent today=

23 07 =hoCAM dikdik bakiyo ya:(h) u:f
=teaCHER he i1s staring at me u(h) u(h)

24 M kim o=
who is that=
25 08 =[ridvan
=[ridvan
26 09 [ridvan
[ridvan
27 S ((ayni anda [guliyorlar.))
((laughing))
28 010 [hoCAM ( )
[teacHER ( )
29 011 [r1dVA:N ridVA:N [ri1idVA:N
[ridVA:N ridVA:N [ridVA:N
30 M ((eliyle susun [isareti yapiyor.))

((telling the students to [keep quiet with his hand.))
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31 [ ((gliriltli azaliyor.))
[ ((chatter dips.))
32 baskanim 1(h) yani 1(h) allah kimseyi bakma- baktirmaktan
alikoymasin (.)
my president e(h) I mean e(h) may god never prevent anyone
from looking- being looked
33 bi de bakmak wvar cilnki
for there is looking as well

The teacher’s evaluation of the president’s silent day is picked up as a
question by the class leader. (The class president in a classroom is the student who is
selected with voting and held responsible for attendance taking and announcements
in the classroom.) The president in that classroom answers it in the next turn. The
teacher’s follow-up question, kim o, is answered by two students in lines 25 and 26.
The transition from the activity of question-answer to the activity of off-topic
discussion is accomplished in three turns respectively: teacher evaluation, student’s
pick up, teacher’s follow-up question and answers.

The mechanism of how the off-topic discussion is terminated and of how the
teacher leads to tie the question-answer topic still remains to be uncovered. Shown n
line 30, by lowering of his hand, the teacher tells the students to keep silent.
However, because in lines 32 and 33, the teacher comments on an off-topic
discussion, the discussion has not been ended yet. The termination of the off-topic
discussion overlaps with the teacher’s talk with the student who has written the
question on the board, and thus the student is supposed to answer it. Nonetheless, the
level of chatter increases meanwhile, and the cohort is transformed into a dissolved
cohort. The teacher’s follow-up action to restore the order, and at the same time to
transform the dissolved group into an instructed unit is to clap.

The last step of this cohorting practice in this scene is that the students help
him have an instructed class by answering the question. The scene demonstrates that
not only the teacher but also the students are aware of the fact that the question-
answer activity is not finished, as the question still remains unanswered. Therefore,
the task of the members in the class is to move from the activity of off-topic

discussion, which is initiated by the teacher, to the question-answer activity.

34 M ((tahtadaki [63renci ile konusuyor.))
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((talking to [the student writing on the board.))
35 [ ((gliriltl artiyor.))
[((the level of chatter increases.))

36 ((eliyle siniftan birisini seg¢mesini gdsteriyor.))
((helping the student choose a volunteer.))
37 ((ellerini birbirine wvuruyor.))
((clapping.))
38 hocam hocam ho:cam ((parmak kaldiriyor.))
my teacher my teacher my te:acher
39 ((ellerini birbirine wvuruyor.))
((clapping.))
40 ©) ( ) o yizden daha ( ) fazla ( )

( ) thus more ( ) more ( )
41 M niye karadenizde fazla diil=
why not more in the black see=

42 =cinkl orda- ( [ )
because there- ( [ )

43 [enlemden dolayi di: mi: ho:ca:m

[because of the parallels ri:ght my

te:che:r

44 ((gliriltd azalaiyor.))
((chatter dips.))

45 baska bir sebebi daha var

there is another reason

The sequential analysis of the fragments depicted in this scene demonstrates
that the borders of a transition and an activity are formulated by the members’
interactions in the specific interaction. Based on the analysis of the transitional
moves and tying signals indicating the moves between activities, teachers as the
speaking party in the classroom is principally held responsible for governing
transitions, thus for uttering tying signals for the class. However, the findings also
show that the students also take part in constructing the order in the transition
periods. The sequential analysis of the scenes depicted above also proves the idea
that any activity in the classroom is formulated by the members’ actions. A transition
theoretically does not have a beginning or an ending. The teacher is supposed to
signal to the students the beginning and ending of the transition, although it is a well-
known fact that the teacher is the party held responsible for initiating and terminating
any activity.

The formulation of an activity from the CA/EM perspective states that in
order for a activity to be regarded as a separate entity with its own boundaries, the

members should pick up this activity as separate with their actions. The analysis
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proves the idea of ‘tying’ in the transitions. The transitions are the periods during
which the members tie the previous activity with the following activity. The tying
mechanism are constructed; in the first fragment, the teacher’s non-functional
question, in the second fragment, the teacher’s utterance of [ told, and in the third
fragment, the students’ answer to the question on the board all work as tying tools for

the transition periods.

4.2.4. Tying Signals as Turn Assessment

This section aims to demonstrate the other function of tying signals in the
transition periods. Tying signals work as a turn assessment. They provide the current
speaker a place to assess his or her turn. The following scene is taken from a history
class where the teacher is discussing the financial situation in the late Ottoman era.

Meanwhile, he steps on a piece of chalk that the students were throwing at each other

during break time.
(10) r01d080404p3
01 duyuni umumiyenin kurulus tarihide kimlikteki takvimle

ayni bin sekiz yiiz seksen birdir bunun unutulmasin

the establishment date of duyuni umumiye is the same with
the one in the calendar in the identity card eighteen
eighty one don’t forget that

02 [ ((yere bakiyor.))
[ ((looking at the floor.))
03 [arkadaslar (.) bi daa yerlere tebesir atmayin (0.2)
[friends (.) don’t throw chalks on the floor again (0.2)
04 si1-(h) [yerlere tebesir atanin inanin s&zlii [notlarini
disiriyorum
e(h)- [the ones who will throw chalks believe me I will

[give a lower grade
05 [ ((yerdeki tebesiri alip tahtaya koyuyor.))
[ ((putting back the chalk on the board.))
06 [ ((yumruguyla
masaya vuruyor.))
((hitting the table with his fist.))

[

07 [yverlere tebesir atip darmadadan ediyorsunuz
[you are wiping out throwing the chalks

08 [ ((parmadiyla yerdeki tebesirleri gdsteriyor.))
[ ((pointing the chalks on the floor.))

09 (arkasindan) basip (.) batiyor (0.3)
(then) step on them (.) getting dirty (0.3)
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10 simdi [arkadaslar (.) titin ispirto un tuz orman gelirleri

ve bazi yeralti madenleri gelirleri ( ) duyuni umumiye
gidiyor
now [friends (.) the benefits of tobacco flour alcohol and
some mines go to the duyuni umumiye ((a special term in
the Ottoman empire.))

11 [ ((masadaki notlarina bakiyor.))

[ ((looking at his note.))

The interposing activity in this scene is the teacher’s warning about playing
with the pieces of chalk. The move from the lecture activity to the warning activity is
initiated with his look at what he steps on in line 2. The spatial change in his gaze
from the students to the floor signals the move. The mechanism of how he shifts
from the warning activity to the lecture activity is located in his address to the
students as now friends, which is then followed by a micro pause in line 10.

The organization of the tying signal in this scene needs to be discussed in
particular. The first part of this signal, now, refers to the temporal tie between the
previous lecture activity and the present lecture activity. The second part of the
signal, friends, is the cohorting address to the students as an instructed unit. The last
part of the signal, a micro pause, is the assessment of his turn checking of whether
his signal has achieved its purpose, restoring order after the interposing activity.

The assessment of one’s own turn is an essential component of talk-in-
interaction. The assessment includes not only the process of monitoring what one has
produced in his or her own turn, but also the process of what other(s) in the
conversation has/have produced upon what s/he has produced. The tying signal in
this scene functions as the assessment of the teacher’s turns. The first part of the
tying signal, indicating the transition to the interposing activity of the warning,
arkadagslar (.), operates as both the notice of change in the address and the
assessment of his action of looking at the floor to see what he has stepped on and his
address upon his action. The second part of the tying signal, indicating the return
from the warning activity, simdi arkadagslar (.), operates both as the temporal
connection to the interposed lecture activity and the address to the students as a
cohorted unit. Also his checking whether his turn-so-far has worked as it is meant to.

The following fragment is taken from a language arts class. The classroom in

which the session is being held has a lighting problem: one of the lights creates
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noise. The teacher is thus trying to switch off that specific light. However, she cannot

find the right switch and thus calls a student from the class to help her.

(11)

01

02

03

04

05

06

07

08

09

10

11

12

13

14

15

o1l

02

03

04

02

OA

r01d080107p6
((6Grenciye seslenerek)) gel diizelt
((calling a student)) come fix

simdi izleyin bakin=
now look watch him=
=olum Ole bi tus yok &6le bi tus yok
=man there is no button no button no
((1s191 kapatiyor.))=
((switching the lights off))=
=aFF:erin|:
=wELLdo:ne
[ortami sadmi solmu
[middle left right
[ ((glliyorlar.))=
[ ((laughing.))=
=06le bi tus yok
=there is no button like that
patlicak simdi TAmam
going to explode now Okay
((sinifa bakiyor ve sagini topluyor.))
((looking at the class and holding her hair.))
ii kaynadiniz hadi tamam=

well got crazy enough ok

—

)
)

—

=evet sim:di: (0.2)
=yes no:w (0.2)
sbzclikler sdz Obekleri ve timceler aral[sinda
words and utterance and phrases bet [ween
[ ((tahtaya
yaziyor.))
[ ((writing on the
board.))

The teacher turns back to the session’s lecture with the tying signal in line 13.

The extended marker, sim:di:, followed a pause, works as the assessment of the

teacher’s signal. Having come to the agreement that her tying signal to the lecture

has achieved its purpose, and thus she has restored the order after the interposed

activity of finding the noisy switch, in line 14 she starts her lecture.
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The function of pauses in the tying signals of the transition periods is thus to
assess one’s own turn. The pause in the classroom for the teacher functions as a tool
to check whether his turn has achieved its end and has restored the order after the

transition.

4.2.5. Tying Signals as Order Restoring Tool

The tying signals defined and demonstrated in the previous scenes are the
skeleton of transition periods at which the members of a conversation are moving
from one form of activity to another. In addition to their main function of tying the
previously constructed activity to the present activity, they also have the functions of
(a) restoring the order and (b) assessing one’s turn. This section now focuses on the
function of tying signals as order restoring tool.

The following fragment taken from a biology class shows how the local
members of a conversation co-construct the transition period. The teacher is
repeating what the class has discussed in the previous session, and is asking

questions about that day’s session.

(12) r01d080328pl

01 M gecen dersimizde polen olusumunu gordik eseyli {iremenin
¢cicekli bitkilerde eseyli liremenin en Snemli bolUmind (.)

02 polen baslikli Uriyordu

03 orda hatta demistimki erkek gametler daima kicliktiir: (.)

04 kiigik oldugu icinde orada: ne meydana geliyodu. (.)

05 ilk olarak mayoz sonucu meydana gelen ( ) ne diyoduk (.)

06 01 mikrosporm=

07 M =mikrosporm kiiciik oldugu ig¢in (.) ve erkek gametlerin (
) yvapabilecedi ig¢in mikrosporm adi:ni:, veriyoduk

08 buglin ise ne- ei:(h) ne olcak=

09 02 =[mitoz

10 03 [mitoz

11 04 [mitoz

12 05 [( )

13 M [ ((tahtay1i siliyor.))

14 ((masaya dogru yliriyor.))

15 ((masadaki notlarina bakiyor.))

16 yumurta olusumu die baslik atiyoruz artik

17 hadi bakalim (0.2) <yumurta olusumu> (0.5)

18 [simdi ¢ocklar litfe:n artik konusmayi kesiyoru:z

19 dersimize adapte [oluyoru:z
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20 [ ((sayfalari c¢geviriyor.))

21 S [ ((gliriltli kesiliyor.))
22 (11.3)

23 M evet [ ]

24 [ ((ylirlimeye basliyor.))]

25 Oonce notumu yazdirmismiydim [ 1 size
26 [hayi:r]

27 tamam peki ozman (.)

28 s6le diyelim baslik atiyoruz

The question-answer activity in this fragment constructs the connection
between the previous day’s lecture and the current day’s lecture. In line 8, she asks

another question about what that day’s session will be about.

08 buglin ise ne- ei:(h) ne olcak=
but for today what- e: (h) what will happen=
09 02 =[mitoz

=[mitosis

10 03 [mitoz
[mitosis

11 04 [mitoz
[mitosis

Her question of what the class will be discussing about is picked up by three students
and answered in the following lines 9, 10, and 11. The sequential analysis here
proves that the transition from the question-answer activity to the lecture activity is
initiated by the teacher and maintained by the students.

The teacher’s spatial change, walking from the center zone to the table, after
her announcement of that day’s topic creates the period for the students to transform
themselves into a dissolved cohort. Noticing that the cohorted class has been
diffused, in line 16, the teacher attempts to restore the order by telling the students to

write the session’s title in their notebooks.

16 M yumurta olusumu die baslik atiyoruz artik

we are writing the title as the formation of egg now
17 hadi bakalim (0.2) <yumurta olusumu> (0.5)

let’s do it (0.2) <the formation of egg> (0.5)
18 [simdi ¢ocklar litfe:n artik konusmayi kesiyoru:z

[now kids ple:se we are now shutting up
19 dersimize adapte [oluyoru:z
we are now [adapting to the topic
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20 ((sayfalari geviriyor.))

[

[ ((turning the pages.))

21 S [ ((gliriltl kesiliyor.))
[ ((chatter stops.))

The mechanism of how the second transition attempt by the teacher achieves
its aim, restoring the order and transforming the diffused group into the cohorted
unit, needs to be unearthed at this point. Her address/order in line 16, yumurta
olusumu die baslik atiyoruz artik, and the formulation of her previous turn in line 17,
hadi bakalim (0.2) <yumurta olusumu> (0.5), have not worked as they are meant to,
i.e. the two cohorting attempts in those turns have failed to restore order during the
transition periods.

The omnipresent mechanism of motioring (a) what one utters in a
conversation, (b) what other members in the conversation utter upon his/her
utterance, and (c) how s/he needs to reformulate in response to the their utterance is
embedded into turns. It is made public and observable through the sequential analysis
of the conversation. Examining the teacher’s turns in this scene shows how a teacher
in a transition period reformulates his/her cohorting attempts if previous tying signals
do not achieve their aims.

The teacher, realizing her two attempts has not achieved her ends, makes an
implicit warning in line 18, simdi cocklar liitfe:n artik konusmayt kesiyoru:z. There
are three core parts in her address: (a) the turn starts with her temporal reference to
the present time, simdi, and is followed with (b) her address to the class as a whole
unit, cocklar, and with (c) her prolonged stress of first person plural pronoun at the

end of the turn, kesiyoru:z, giving the address/order at the end.

Her follow-up turn in which she reformulates what she has uttered in the
previous turn is her second implicit address to the class, dersimize adapte oluyoru.z.
The common point in those two consecutive turns is her prolonged stress on the end

of the turn, which gives a rhyming impression:

. kesiyoru:z
shuttin:g-we

. oluyoru:z

. adaptin:g-we
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The rhyming pair in this scene reaches its aim. The level of chatter in the
classroom declines considerably and then the individual chattering stops. The
question about how the reformulated rhyming pair works whereas her previous turns
do not function as cohorting practices in the transition periods needs to be publicly
demonstrated. The first two turns are the indirect addresses to the class, cohorting the
class through instructing them on what they are supposed to do. The second pair
turns are the direct addresses to the class. The difference proves the fact that for

cohorting practices, the teacher needs to be clear about his/her directives.

4.2.6. Terminating an Activity: Becoming the Dissolved Cohort

The analyses done in this section so far have focused on how the members
transformed themselves into a single body made of many individual persons but
acting as one person. The mechanisms of how the teachers signal the transitions from
the previous activity to another one are demonstrated with point-to-point references
to the fragments. However, the question of how the members are transformed into a
dissolved cohort, which is made of persons who are oriented to their own individual
talks, has not been answered. Thus, it has not been publicly made publicly known.
The aim of this subsection is consequently to uncover how the cohorted class turns
back to the state of individuals.

The first fragment is taken from a geography class. The scene here starts with
the teacher’s last words on the population density in Turkey. At the beginning of the
class, the teacher and the students make a deal: the teacher has promised the class to
let them study for their exams providing that they will attend to the lecture carefully.
Hence, in order to keep his promise, the teacher looks at his watch in line 12 and
announces the termination of lecture activity, peki ¢ok fazla zamanminizi almim. At
this point, the students start having their individual conversations by changing their
pose: shifting their facing situation from the teacher and the board to each other’s

faces. Following that interaction, the teacher walks to the board in line 15.

(13) r01d4080403p2
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01

02

03

04

05

06

07

08

09

10

11

12

13

14

15

the speaking/cohorting party and the listening/cohorted party signal the termination
of cohorting period. The onset of the dissolved period from both parties happens at
the same time, shown by the change in their spatial positioning. The teacher walks to
the table from the center zone, leaving the action zone empty and thus signaling that
there is no party for the student to attend to as a single body. Similarly, upon hearing

the termination of the lecture activity, the students change their pose and turn back to

o1l

((tahtada dersi anlatiyor.))

((talking in front of the board.))

litfen bakin

please look

((bilgisayari kullanan O6drenciye seslenerek)) bi geri
gelelim litfen (0.2)

((calling the student using the computer.)) come to the
previous slide please (0.2)

((haritada gbstererek)) suraya bakin (0.3)

((showing on the map.)) look at here (0.3)

¢ bin dokuz yiz elli alti kisi diisiiyo istanbula
fizyolojik yodunluk

three thousand nine hundred fifty six people for istanbul
physiological density

bunu kim izliyo ankara ve izmir

what comes after ankara and izmir

en diisiik nerededir diye sorarsak o da konya c¢ikar

if we ask where the lowest point is then it is konya
¢linki ¢ok genis bir alandir

because it is vast area

sora ekranimiz bu arkadaslar

then the screen is this friends

pembeyle gordiglimiiz yerler (.) daa dorusu su- ((haritada
gdsteriyor.))

the areas with pink (.) actually this- ((showing on the
map.))

sunlar (.) yodunlugun fazla oldugu yerler

those (.) the areas with high density

((saatine bakiyor.)) peki c¢ok fazla zamaninizi almim
((looking at his watch.)) okay I don’t take your time any
more

s6z verdidgim gibi birakiyorum
as I promised I'm letting you go
[tesekklirler hocam
[thank you teacher
((masaya yluriyor.))
((walking to the table.))

The captivating detail in the teacher’s termination of the activity is that both
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their friends, realizing that there is no party to attend to. As a result, this mutual
understanding of the interactions proves the grand idea that the classroom order
construction is co-constructed by the teacher and students.

The second fragment in this subsection is taken from a geometery class. The
class is solving the problems on a sheet that the teacher distributed at the beginning
of the class. After the students have solved the problems on their own, the teacher
asks which ones they could not solve on their own, and then writes those problems
on the board. She selects the students who volunteer to solve those questions on the
board.

The scene transcribed here consists of the last minutes before the bell. The
teacher solves a question and looks for a volunteer to solve the following question.
Meanwhile, she looks at her watch, and seeing that there is little time left for the
question, tells the student who is coming to the board that he needs to solve the

question in a very short time.

(14) r01d080410p4

01 01 yimmialtiyil ¢Ozebilirmiyim hocam
can I solve twentysix my teacher
02 M ((saatine bakiyor.))
((looks at her watch.))
03 yirmibesi bize kim ¢dzmek ister
who wants to solve twentfive
04 cabuk zamanimiz °(geg¢iyor)®

quick time is °(passing)®

05 ((eliyle gel diyerek)) ercan hadi gel
((waving the student)) ercan come then
06 01 vyok hocam yirmalti demistim ben yirmi alta
no my teacher I said twenty six twenty six
07 M yirmialti m1i ¢bzceksin
you’ll solve twenty six ha
08 02 hocam yirmibese geliymmi
my teacher can I come for
twentyfive
09 M yimmibese sen gel yamur
yagmur ((a name)) you come here for twentyfive
10 ama biraz hizli (¢bzeceksin) ( )
but you’ll (solve) it a bit quick
11 [yarin ( ) var
[tomorrow ( ) there is
12 02 [((6grenci tahtaya geliyor ve [soruyu ¢oziyor.))
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[ ((the student comes to the board and [solves.))

13 M [ ((¢cantasini ve kitabini
topluyor.))
[ ((packs her bag and
books.))
14 ((zil [galaiyor.))

((the [ring bells.))
15 S [ ((6Frenciler toplaniyor.))
[ ((the students stand up and leave the class.))

The mechanism governing the termination of the question-solving activity
has a twofold characteristic. After looking at her watch, the teacher starts packing her
stuff whereas the students start packing after they hear the bell ringing. However, her
packing does not prevent her from participating in the question-solving activity. The
final signal for the termination of the activity, and thus the lesson itself, is the ringing
of the bell and the teacher’s leaving of the classroom.

Turning back to the interactions in the beginning period, the initial signal is
the teacher’s entrance to the classroom followed by her closing the door behind to
create a physical secrecy. However, at the end of the class, the bell functions as the
final signal for both parties to end the cohorting period.

The third fragment is taken from a geography class. The scene depicted
below occurs in the last minutes of the class. The teacher is announcing the exam
results. Because there are two students named aslthan in the class, the two aslihans

in lines between 3 and 9 are asking the teacher which one has been called.

(15) r01d080424pl

01 M ((merkezde sinav sonug¢larini acgikliyor.))
((announces the exam results in the center zone.))
02 aslihan ondokuz onsekiz=
aslihan ((a name)) nineteen eighteen=

03 o1 =kim aslihan
=who'’s aslihan
04 M (ali) ( ) yirmidokuz ( ) sekiz
(ali) ( ) twentynine ( ) eight
05 02 hocam hangi aslihan
teacher which aslihan
06 M ((bir 6grenciye kagidi gbstererek)) ( )
((showing the sheet to a student)) ( )
07 evE:T=
yE:S:=
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08 o1 =hocam aslihan ( )
=teacher aslihan ( )

09 M aslihan 6zcan kirkdokuz ( )
aslihan ozcan fortynine ( )
10 ((elindeki kagida bakiyor.)) numaran kag¢ abla

((looking at the sheet in his hand)) what’s your number
abla ((an address to elderly girl))
11 o1 besylz
kirksekiz
five hundred fortyeight

12 ((kagida [bakiyor.))
M ((looking [at the sheet.))
13 [((zil cali[yor.))
[((the ring [bells.))
14 [senin kagidina ben bakim ( )
[IT"11 look at your paper ( )
15 S [ ((6Frenciler ayaklaniyor.))

[ ((students stand up and leave.))

The termination of the exam-result-announcement activity is triggered by the
bell. The bell signals to the students that the lesson and also the activities in the
lesson ended with the onset of the bell. It is interesting to note that the bell signaling
the beginning of the lesson leads to the same message for the students. In the
previous fragments, the teacher needs to make use of different cohort assembling
tools to assemble them and transform them into a single body. However, the ending
bell is the sole and final signal.

The last fragment in this section is taken from a health science class. The
teacher is sitting at the table, and a student is presenting her topic on the board. The
scene here starts with the students’ applause after her presentation. The teacher looks
at her mobile phone to check the time. She then tells them what what they will be

doing in the following lesson once lunch time is over.

(16) r01d080501p3
01 S ((alkis[liyorlar.))
((applalusing.))

02 M [tesekkiir [ederiz

[thank youl
03 o1 [ ((masaya dogru ylriliyor.))

[ ((walking to the table.))

04 M ((cep telefonundaki saate bakiyor.))

((looking at the clock in her mobile phone.)))
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05 (onbir) ( [ )

(eleven) ( [ )
06 02 [( )
[( )
07 M bu ders ig¢in gegerli (.) yeterli aY
for this lesson it is wvalid (.) enough heY
08 6gleden sonraki derste ben basta ( ) ben anlatirim
for the lesson after the luch first I ( ) I’711 talk
09 sonra ( ) sen anlatacak-
then ( ) you’ll talk-—
10 03 yapmayin hocam vya:
don’t do that teacher ya:
11 M ( ) anlatip (.) bu giinliik yeterince ( ) oldu
( ) told (.) for today enough ( ) happened
12 afiyet olsun tesekkiir ederim
bon appetite thank you
13 [((s1in1if defterine bakiyor.))
[((looking at the classroom log.))
14 S ((glriltd baslaiyor.))
((

E chatter begins.))

The termination of the lesson in this scene is the teacher’s announcement of
the plan for the following hour after the lunch. In line 8, after she has checked her
watch in line 4, she utters dgleden sonraki derste ben basta ( ) ben anlatirim to
indicate that that session’s time is up. However, the common characteristic in the
fragments explored is the teacher’s time check. The teachers before ending the
session checks the time. This move signals to the students that the class or the
activity is about to end. Therefore, it can be said that the first signal of the
termination of the lesson is the teacher’s look at the time to know how much time is

left.

4.3. Rescue from ‘ha ha’ Moments: Restoring Order after Humorous Events
After the discussion of order restoring mechanisms in the class beginnings
and in the transition periods, this chapter investigates the mechanisms of how order
is re-sustained after impromptu cases. The term, impromptu cases, refer to any
unplanned event in the classroom environment. The difference between planned
events such as class beginnings or transitions and impromptu events is that the

teacher and students do not know when impromptu cases might appear in the flow of
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instruction. However, they are aware of what happens after an impromptu case takes
place.

The first type of impromptu cases in the classroom involves humorous
events. The section will uncover the mechanism of how the participants restore the
order after a humorous event takes place in the interaction. Following the regular
EM/CA tradition, the section first defines what humor is from observations of
participants’ demonstrable actions. Next, it will demonstrate how cohorting is re-
assembled after a joke.

Humor basically refers to any type of action involving a sense of amusement.
This definition inherently involves the features that could not be observed in the
interaction. Consequently, in this study, in order for a series of actions to call humor,
the actions need to include a sort of demonstrable humorous feature such as laughter,

a smile, or utterances such as “that was funny”.

4.3.1. Defining Humor in the Classroom from the Members’ Interactions

The formulation of humor through the sequential analysis of members’
interactions in a conversation is the initial and essential step in describing the
mechanism of how order is restored after a joke. The key sign guiding the analysis is
the teacher’s and students’ laughter, smile, or their deliberate comments like “it was
funny”. Thus, their indication of amusement in the turns starts the description of
humor in the study.

The following fragment taken from a geography class demonstrates how
humor is initiated, maintained and terminated in a classroom environment. The
teacher is talking about the last census in Turkey. The lecture activity is interposed
with his remark on the difference between male teachers and female teachers. His
remark is picked up by the student in line 8. A moderate level of chattering in the
class ceases, and the teacher and students start laughing.

The detailed sequential analysis reveals the observable fact that in order to
regard a number of subsequent turns in a conversation as humor, the fundamental
move is to pick up the previous turn as the context to be acted on as something to
laugh about in the following turn. It is evident that the previous turn needs to be tied

to the following turn with a change in the way the previous turn is constructed.
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Further, the pick-up of the context needs to be taken as something humorous by the

members (see Figure 4.3.1. for the formation of humor).

CONTEXT . PICK-UP .| PICK-UP AS

AS CONTEXT HUMOR

Figure 4.3.1. The formation of humor.

The humor action in this scene is initiated with the context-construction by
the teacher: he is talking about the difference between what male teachers enjoy
talking about and what female teachers enjoy talking about. The utterance, female in
line 7, kizlarda, is picked up by a student in the classroom in line 8, KIZ
OGRETMENIer. The level of chatters declines sharply, and the class starts laughing
at the student’s turn in line 10.

The sequential analysis of this scenario uncovers the basic mechanism of how
the members attribute meaning to humor, and thus how they construct humor at the
same time. The analysis also shows that in order for the members to call a scenario as
humor, the pick-up of a context constructed in the previous turn needs to be publicly
displayed as humor in the follow-up turn. This can be achieved through certain
humorous ways such as laughter in this scene (see Figure 4.3.2. for the modified

formation of the humor).

CONTEXT PICK-UP Dlzg§;$COF HUMOR
- Ll
CONSTRUCTION HUMOR

Figure 4.3.2. The modified formulation of humor.

The analysis also demonstrates the fact that the connection between the
context construction and the pick-up of that context is also a mirror of tying
mechanism. However, in this context, the tying mechanism has a different

characteristic from the tying mechanism discussed in the previous section. The tying
157



mechanism governing the moves between the activities in the transition periods is
coordinated by the same person, the teacher in the cases. However, the tying
mechanism in the humor periods is constructed by more than one person, the teacher

and the student in this case.

(1) r01d080403pl

01 M biliyosunuz ikibin yilinda en son nifus sayimi yapildi
as you know the last census was done in two thousand
02 hatta nifus sayimi ile ilgili bazi (.) ha:tiralarimi
paylasmistim (sizinle)=
as well about the census I shared some of my memori:es
(with you)=
03 01 =(diger ders-)
=(the next lesson)
04 M yok [
no [
05 01 [annatg¢ak [m1isiniz
[are you [gonna talk about
06 M [erkek Oretmenler askerlik
anilarini anlatmaya bayilir
[the male teacher like talking
about their army-service memories
07 kizlarda sey (.) e(h) Universitede napti=
females well (.) e(h) what they did in the college=
08 02 =KIZz OGRETMEN[ler
=FEMALE TEACHER/[s

09 S [ ((gliriltl kesiliyor.))
[ ((chatter stops.))
10 S ((gliliyorlar.))
((laugh.))
11 M nakadar dikkatli dinliyomus ya:
how carefully he was listening ya:
12 S ((gtliyorlar.))
((laugh.))
13 M icinde kiz kelimesi gecgince [(.)kagirmiyo
when there is a word of female [(.) he doesn’t miss
14 [((ki1z 6Jrenciye bakiyor.))
[((looking at a female
student.))
15 S ((gtliyorlar.))
((laugh.))
16 M simdi:e bindokuzyiiz- ikibin yilina ( ) sonuglarina gdre

altmisyedi milyon
now:ie according to the nineteen- two thousand ( )
results sixty seven million
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In line 11, the teacher comments on the student’s joke. His remark on the
student’s joke is another pick-up of a follow-up joke by the students in line 12.
Furthermore, in line 13, the teacher’s remark on the student’s joke is again picked up
as a follow-up joke by the students, shown in line 15.

This analysis proves the previously constructed idea that any humorous
scenario needs to be built on a context. The student’s joke about the difference
between male and female teachers is transformed into a context by the teacher to be
joked about, seen by a follow-up joke (see Figure 4.3.3. for the transformation of

humor into a context).

PUBLIC
JOKE > PICK-UP » DISPLAY OF > HUMOR
HUMOR

Figure 4.3.3. The transformation of humor into a context.

The second fragment taken from the same geography class sheds light on
how the members make meaning of humor in the classroom. The teacher goes on
talking about the inferences about the latest census. In line 3 upon the student’s
question in line 2, he gives the abbreviated name of the Statistics Bureau in Turkey.
This self-selected student question is picked up as a possible general student question
by the teacher. Because his answer stands for something that that student does not
know, the student guesses the long version of the abbreviation in line 4. The
student’s guess for the last letter of the abbreviation, k, confederation, which stands
for both confederation and bureau in Turkish, is picked up as a joke by the class in
line 5.

The same mechanism for humor construction applies to this scene. The
teacher creates the context to be acted on in line 3. The student in line 4 picks up the
context and transforms it into a humorous scenario. The class responds to the
student’s turn with laughter, showing publicly that the previous turn is regarded as

something humorous.
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The simlarity between the first fragment and the second one in this section is
that the teacher makes a comment after the jokes. However, the teacher’s comment in
the second fragment is not picked up as humorous. Consequently, in order to be
identified as humor, any turn after the context-creating turn needs to be picked up
and publicly displayed as humorous through the members’ behavior, such as through

laughter or as a follow-up joke.

(2) r01d080403pl

01 M bu rakamlar suanda tuikin si- seyinde sitesinde var orda-
[°herkes bak-°] gbrebilir
these numbers right now are on the tuik’s si- well site

ther- [anyone can-] see
02 0Ol [NE:Yin: 1=

[WHA:T: =
03 M =tuik=

=tuik=

04 01 =<tilirkiye istatistik konfederasyo[ (he) (he)nu>
=<turkish statistics conferderal[ (he) (he)tion>

05 S [ ((kahkaha.))
[ ((laughter.))
06 M saol iiki wvarsin ya
thanks glad you are here ya
07 corbamizin tuzu bu cocuk (0.2)
this guy is indispensible for us (0.2)
08 ((bilgisayari kullanan 6drenciye bakarak)) gecelim (0.6)
((looking at the students using the computer)) let’s skip
(0.6)
09 simdi ben: 1(h) bi hatirlatalim

now I: e(h) let’s remember
10 diinyada nereler az nilifusluydu
where in the world are sparsely poplulated

4.3.2. Restoring the Order after Humor: Cohorting Practices

The formulation of a humorous event by the members in a conversation is
demonstrated with the sequential analysis of their turns. The mechanism of how the
order is restored after a humorous event shall be demonstrated publicly in this
section. The following fragment is taken from a health knowledge class. The teacher
in line 1 asks a student what ‘accident’ means. Waiting for a while, when she does
not get any answer from the student, she directs the question to another student in

line 2.
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03

04

05

06

07

08

09

10

11

12

13

gives a pause, and the other students start laughing at her definition. In line 11, the
other student picks up her cut-off answers and transforms it into a joke. However, the
student’s joke is not picked up as a humorous event by the members. In line 12, the
teacher attempts to restore order through inviting the students to help the student

define it properly. As a follow-up cohorting practice in line 13, the teacher

o1

02

o1l

02

In line 9, the student attempts to give an answer. In the middle of her turn, she

r01d080410p2
kaza— ( ) kaza neydi ( ) (0.3)
accident—- ( ) what was accident ( ) (0.3)

( ) neydi: 1(h) kaza

( what wa:s e(h) accident
(0.4
(0.4
e(h) tam- tam tanimmi olmasi lazim?=
e(h) ful- full definition it must be?=
=h1.?

=ha.?

tam tanim[mi

full definition [is it

[ben dinledim iste senin de ( ) (0.3)
[T listened so you as well ( ) (0.3)
[kaza-
[accident-
[kaza: (.) 1(h) insanin basina gelebilen (.) [((gilliyor.))
1(h) 6le bisidir
[accident (.) e(h) that come to people’s head (.)
[((laughing.)) e(h) things like
[( ) ]
((glliyorlar.))
[( ) ((laughing))
[sapka ( )]
[hat ( )
evet ( yva yardim edelim

yes let’s help ( )

insanin basina gelebilen negibi durumlar kazaydi ( )
what were the things that come to people’s way called
accident ( )

paraphrases the question and directs it to the class again.

eant to restore the order dissolved in the humorous event period. The invitations in

The teacher’s collective invitation to the classroom is a cohorting practice
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the naturally occurring talk-in-interaction require the acceptance or rejection in the
following turns. However, the rejection/acceptance part of the invitation does not
occur. Thus, it can be said that the teacher’s collective invitation functioned as the
order/call to the cohorted unit. This invitation/call is followed up by the teacher’s
reformulation of the question. This no-reply invitation functioning as a cohorting
practice achieves its goal and restores the order after the humorous event.

The fourth fragment is taken from a different health science class. The class
is discussing the characteristics of first aid and what a first aid box must include. In
line 1, the teacher asks if any students have first aid equipment in their homes. Her
question is interrupted by a student’s answer. However, the teacher does not pick up
his answer as a proper answer, and thus reformulates her question in line 3. In line 8,
the same student gives the exact same answer. However, this time his repeated
answer is picked up as a joke: the teacher repeats his answer, and the students laugh
at his answer in lines 9 and 10. Furthermore, in line 12, another student makes a

follow-up joke, turning the first student’s joke into his context.

(4) r01d080410p3

01 M mesel- sunu- (.) sunu merak ediyorum yani- c¢anTAnin ic¢inde
olmasi gerekmiyoda, ani bisi oldudunda (.) evinde neyin-
bunlar varmi (.) bun[larin
like— this- (.) I wonder this I mean- it doesn’t have to be
in the BAG but, in an emergency (.) at your home what- is
there- (.) thel[se

02 o1 [hastane[nin yliz metre ( )

[a hundr[ed meter from hospital ( )

03 M [neyi nerde bulacadinizi mesela

biliyormusunuz= ( (ylrimeye basliyor.))

[do you know where you can find what
like= ((starts walking.))
04 02 =ben biliyorum (0.3)
=TI know (0.3)
05 M varmi.? [
is there.?[
06 OA [( )]
[( )]
07 M [hi=
[ha=
08 0l =benim ev hastaneye iki yliz metre mes-
=my house is two hundred meters far from hospital
09 M [ ((guliyor.)) hastaneye (he) (he) ylz metre
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[ ((laughing.)) from hospital (he) (he) hundred meter

10 S [ ((gliliyorlar.))

[ ((laughing.))
11 oA [( )

[( )
12 03 [kosarak yirmi dakika
[twenty minutes by running

13 S ((gliliiyorlar.))

((laughing.))
14 M ( ) (1.3) ((masaya ylriyor.))

( ) (1.3) ((walking towards table.)

15 ((masada otururken.)) peki: (.) 1(h) ben burdan sunu

anliyorum

((sitting on the table.)) we:11 (.) i(h) I got this from

this ((discussion))
16 bu ikinci sorum olacakti aMA

this was going to be my second question thOUGH

The mechanism of how the teacher returns to the main activity, terminating
the joking sequence, takes place in lines 14, 15 and 16. The teacher first addresses
the student using the computer, and then starts walking to the table. After a relatively
long pause, she makes use of a signaling marker, peki, as her starting point; she is
looking for a moment to obtain the floor from the individual conversations. As the
next move from the joke sequence to the discussion activity shows, in line 15, she

ties the jokes to the topic of the class.

(5) r01d071203pl
01 M ( ) tahtayi >silebilirmisiniz cocuklar<
( ) can you >erase the board children<
02 01 [((tahtaya kalkiyor.))
[ ((walking towards the board.))
03 M [mustafa bugin ( ) var yavrum=

[mustafa today is there ( ) my dear=
04 02 =hocam|[
=my teacher |

05 S [ ((kahkaha.)) ((girtilti basliyor.))
[ ((laughter.)) ((chatter begins.))
06 M sOyle bi- bi- silkelen ((masaya dodgru yiridyor.)) (4.6)
well onc- once—- pull yourself together ((walking towards
the table.)) (4.6)
07 ((sinifta dolasiyor.))
((walking among the students.))
08 kimi: <kaldi:ra:YI:M> (1.6) ((sinifi inceliyor.))
who: <sha:11 I: pi:ck> (1.6) ((looking at the students.))

163



09 ((bir 6drenciye bakarak.)) ge- (.) gel
((looking at a student.)) com- (.) come

The fifth fragment is taken from a math lesson. The teacher asks a student
from the class to erase the board. While a student is erasing the board, the teacher
comments on another student. Her comment is picked up as a humorous event by the
students in line 5 with the overlap of that student’s explanation to the teacher’s
notice. As a follow-up action, the individual chattering starts after the laughter.

The differences between the humorous events in the previous fragments from
this section and the one in this scene are rooted in the fact that the joke in this scene
is initiated by the teacher. Having noticed the onset of individual conversations and
thus of the dissolved cohort, the teacher restores order with the use of (a) walking to
the table to indicate that she is moving from the joke event to a new activity, (b)
walking among the students, using proximity tool to restore the order, and (c)
publicly calling that she is picking up a student for the next question. The last step of
her cohort assembler practice, calling for a volunteer student, is prolonged because
the teacher is searching for a floor to start her part as the speaking unit. The
prolongation of her call gives her sufficient time to find her place and to publicly
announce to the students that they must get united as the listening group.

The following scene taken from a chemistry class depicts this mechanism for
restoring order after a humorous event. At the beginning og the class, the teacher
announces the exam results. As line 1 shows, when he starts announcing, the
conversations in the class abruptly stop. The sequential analysis of lines 1 and 2
display the inspiring fact that the students who have been engaged in their individual
conversations pick up the teacher’s call with the exam paper at his hand as a
signaling marker for the announcement.

In line 3, before the teacher tells the other student’s exam results, a student
guesses his own result, seksen, eighty. His result exam however turns out to be altmug
dort, sixty four. His wrong guess is picked up as a humorous event in line 4. The
laughter triggers chattering, which then leads to a dissolved cohort. Having the
dissolved cohort who has lost the basic feature of instructed unit to be called as the

listening unit, the teacher is faced with the critical point for restoring the order. The
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teacher in this scene continues reading the exam results with no particular change in
his attempt.

The mechanism underlying the teacher’s practice of restoring order in this
scene, continuing to read the exam results while the students are having their
individual conversations, is derived from the public aspect of classroom life. The
members in a conversation are supposed to attend to what is being said in case they
are being picked up. If not, they might miss some turns that will be picked up in the
following turns. The same need for the students to attend to what is being said in the
classroom has the students in this scene listening to the teacher’s exam result

announcement, since they do not want to miss their grade being called.

(6) r01d071126p3

01 M PInar [((sinav kagidina bakiyor.)) kirk doért

PInar [((looking at the exam paper.)) forty four

02 S [ ((glrulti kesiliyor.))
[((

chatters stop.))

03 M umut (.) siso
umut (.) siso ((a name))
04 o1l [seksen]
[eighty]
05 M altmis dort=
sixty four=
06 S =((kahkaha.))
=((laughter.))
07 OA [( )
[( )
08 M [ceren (.)
[ceren (.)
09 Yetmis
Seventy
10 berk (.) ( ) altmis
berk (.) ( ) sixty

The following fragment is taken from a language arts class. The class is
discussing how concepts are narrowed down from a general topic. The teacher asks
the students to give an example for a general topic to narrow down. The student’s
answer in line 2, orman, is picked up as a joke.

The reason why it is picked up as a joke is not the focus of this study and is

not a proper topic to study within the principles of EM/CA either. However, at this
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point, the move from the joke to the main activity of the classroom needs to be
publicly displayed with a particular focus on the sequential analysis of the turns. As
the analysis shows in the scene, after her comment on the student’s comment, the
teacher asks for another student in line 6. Following his answer, the teacher reminds

the other students in the class of what that student says in line 9.

(7) r01d071210p6
01 M s:t: (.) evet umutcum
sh:t: (.) yes umut-dear
02 01 orman olsun|
say jungle|[
03 M [orMAN ((sinifa bakarak giliyor.))
[junGLE ((laughing looking at the class.))
04 S [ ((kahkaha.))
[ ((laughter.))
05 M [doJay1 kerem kapti napalim cana da orman
kalda
[kerem picked nature so jungle was left
for can ((can is a Turkish name))
06 ((eliyle bir 6grenciye sdz veriyor.))
((giving the turn to a student with her hand movement.))
07 02 ( )
( )
08 M yaris: (.) guzel
race: (.) nice
09 yaris dedi bakin
he said race look
10 yvaris diyince (alla alla) bisiirli sey geliyo aklimiza

when race is said (wow) many things come to our mind
11 evet (ruSEN)
yes (ruSEN)

12 03 ( ) ((glrilti kesiliyor.))
( ) ((chatter dips.))
13 M mizik
Music

The cohort assembling practice after the humorous event in this scene is
composed of the teacher’s two consecutive and related moves. Her first move,
continuing what she has done before the humorous event, is the tying practice that
connects the previous activity with the current activity. In line 6, while some students
are engaged in their conversations, and thus have transformed themselves into a

dissolved cohort, the teacher carries on getting the examples from other students.
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However, as the following turn in line 9 reveals, since the individual chatter persists
in spite of her first move, she picks up the second student’s answer as an address to
the students. Her tying move for cohort assembling practice in line 9 achieves its
aim: the students stop their conversation and show signs of becoming a cohorted unit

(see Figure 4.3.4. for the teacher’s moves).

HUMOROUS DISSOLVED
FIRST MOVE |—P
EVENT COHORT
|
DISSOLVED
» SECOND MOVE —P COHORTED
COHORT CLASS

Figure 4.3.4. The history of the teacher’s moves after the joke.

The teacher’s turn in line 9, yaris dedi bakin, as the second attempt to
assemble the class as the instructed unit needs to be particularly investigated at this
point. Her turn is the assessment of the members in that specific point of the
interaction. She is repeating what the specific student gives as an example.

A person repeats another person’s turn in a conversation when (1) that person
is attempting to repair the repeated part, or (2) that person assumes that the other(s)
in the conversation has/have missed that part. The function of repeat in this scene has
a second function: she repeats his answer with a command, look, at the end in order
to transform the dissolved cohort into a whole unit, implying that the students have
missed his answer because they have been engaged in their own conversations. With
the command at the end of the turn, she signals to the students to attend to what is
being said in the classroom, and thus she implies to them that they should become

cohorted at the same time.

(8) r01d071210p6
01 M neyse siso ¢ok merak ediyosan- (.) 1:(h) [(h)
anyway siso ((a name)) if you are that much interested- (.)
e: (h) [(h)
02 S [ ((kahkaha.))
[ ((laughter.))

03 01 peki ( )=
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then ( )=
04 M =ya: yok olmuyo iste
=ya: that wasn’t possible

05 S ((kah[kaha.))
((lauglhter.))
06 M [sekizinci kez evlenecek ama omrid

yetmiyo 6liiyo adam=
[he was going to get
married for the eight time but no time he died=
07 =((kahkaha.))

=((laughter.))

08 (pek—=) simdi (.) siSO (.) dinliyomusun olum
(the-) now (.) siSO (.) are you listening my son

09 simdi noluYO sora baKIN (.)
now what hapPENS later look (.)

10 bakin cocuklar
look children

11 ingiliz tahtinda bugiin (.) hangi kral var s&leyin bakalim
who is on the throne in england today (.) let’s tell me the
king

The seventh fragment is taken from a history lesson at which the class is
discussing the Reform and post-Reform religious movements in Europe. They start
discussing the birth of Anglican Church in England and how Henry VIII got married
to eight women in his reign. Since the topic of that period, which is Henry VIII. and
his eight wives, is quite interesting for the students, they have a number of
consecutive and interrelated humorous events.

The key point related to the topic of this section and from the point of
EM/CA principles is not why the members in the classroom find those moments
humorous or how they regard them as jokes, but is the mechanism of how the class
restores the order and becomes the cohorted unit after a humorous event. As lines 2,
5, and 7 demonstrate, the students are engaged in multiple humorous events. The
students start involving themselves individual chattering at the same time, which are
not discernible for me as the researcher to hear and transcribe. Most probably,
because of their laughs, they are having follow-up jokes among themselves. The
teacher’s turn in line 8 that initiates the cohorting practice after the jokes involves
two distinct signaling markers: (a) the first part of his turn to assemble the dissolved
cohort has a time-reference signaling marker, (pek-) simdi, followed by a micro

pause where he is assessing whether the students are picking it up as a cohorting tool
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and how they respond to his marker. The function of micro pause after a signaling
marker as the part of the cohort assembling tool will be investigated particularly in
the following section where the impromptu cases are discussed.

Seeing that the students have not picked up his marker and have not
transformed themselves into an instructed unit to be called on as the listening unit,
the teacher makes use of a ‘ripple effect’ (Kounin, 1970); he calls on a student in the
class and asks him if he is listening to him. The fact that he answers the rhetorical
question of a specific student out of the cohort while he is assembling the students
into a whole unit actually construes the skeleton of the logic into the ripple effect.
The practical consequence of selecting a specific address in a party while the person
having the turn to call is managing the possible addresses into a whole unit to be
addressed as a single party, and thus of changing the location of address, is to create
a specimen out of the specific address to the other members in the party.

In line 9, the teacher changes the level of address from the specific student to
the cohort. He tells them to look at what happened in the history of England after
Henry VII. The teacher’s move in line 10 has the same pattern as that of line 9: he is

transforming the dissolved cohort into an instructed cohort with his command, bakin.

4.3.3. Tying Signals after Humor: Teacher’s Toolbox

The rescue of the dissolved cohort after a humorous event is organized with a
certain set of tying mechanisms. The teacher makes use of tying markers to create a
connection between the previous activity and the following activity. The connection
between the previous activity and the following one also leads to a change in the
student’s cohort situation.

The problem with humor in the classroom is rooted in the teacher’s over-
generalization of the dissolved cohort characteristics. Because each humorous event
in the classroom results in a possible moment for the students to have individual,
peer, or group follow-up interactions on the humorous event, the nature of those
follow-up interactions are regarded as the symptoms for the dissolving process by the
teacher. Consequently, after each humorous event, the teacher re-assembles the
students. The aim of this subsection is to show how teachers re-assemble the cohort

after a humorous event.
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The first fragment is taken from a history class. The teacher is demonstrating
how the ideological thoughts in the Ottoman history helped the Ottoman Empire live

for a hundred years more. He tells a student to come to the center zone.

(9) r01d080411p2

01 M arkadas[lar (0.2) bi O6rnek veriym (na:piym)
frie[nds let me give an example (wha:t
shall I do)

02 [ ((kulagdini kasiyor.))

[ ((scratching his ear.))

03 gel kogum
come my man

04 ((elini masaya vuruyor.))

((hitting the table with his hand.))

05 ((bir 6grenci ile birlikte sinifin ortasina yliriyor.))
((walking towards the center of the class with the
student.))

06 simdi bu osmanli
now this is ottoman

07 tamam yaslan (0.2)
ok lean (0.2)

08 >yasla yasla yasla yasla< ayaani ( ) ha ha
>lean lean lean lean< your foot ( ) yea yeah

09 osmanlicik bu bakin

this is ottomanism look
10 S ((kahkaha.))
((laughter.))
11 M ben napiyorum os[manliya
what am I doing to ot [toman

12 OA [( )
[( )
13 01 siz kimsiniz
who are you
14 S ((kahkaha.))
((laughter.))
15 M s: bidakka
sh: one moment
16 bakin osmanliya destek oluyorum (.)
look I am supporting ottoman (.)
17 iste osmanliyi yikilmaktan kurtarmak ona destek olmak igin

de bazi dislince akimlari ortaya ¢ikmistir (.)
well to save ottoman from falling to support it thoughts
appeared (.)

170



The student that the teacher has called to the board becomes the Ottoman
Empire, and the teacher as the school of thought helping the Ottoman Empire. The
scene itself is humorous. Therefore, any move in this scene can be picked up as a
joke by the students. At one point in the interaction, the students laugh at a student’s
question to the teacher. The crucial part in this scene however is the mechanism of
how the teacher restores the order after this joke. The tying marker the teacher uses
after the public display of humor in line 14, which is regarded as a sign of a
dissolved cohort interaction, is §: bidakka. This tying signal is followed by his turn in
line 16, bakin osmanliya destek oluyorum.

In other words, the flooring marker in this fragment is the uttering of §:
bidakka found in line 15. After the flooring marker, he utters an address/command
with bakin. As a result, it can be said at this point that the teacher regains the floor
after the humor with two consecutive actions.

The other fragment is taken from a history class with the same teacher and
same students but in a different session. Similar to the previous scene, the teacher is
demonstrating the secret agreements between Italy and England. He tells two
students to come to the center zone and stand for Italy and England. Similar to the
previous scene, this scene itself is highly funny for the students, especially as two

students are representing two countries.

(10) r01d4080418p2

01 M ingiliz italyanin (ellerine) sidinir
the english asks for (help) from the italian
02 ((63drenciye donerek)) elini omzuna at
((turning to a student)) put your hand
03 01 ((6grenci elini 6Jretmenin omzuna atar.))
((the student puts his hand to the teacher’s back.))
04 bana diil

not me

05 S ((kahkaha.))
((laughter.))

06 M at italyanin ( ) at ((8Jrenciye gdsteriyor.))

put to the italian ( ) put ((showing how to do it.))
07 01 ((6grenci elini arkadasinin omzuna atiyor.))

((the student puts his hand to his friend’s back.))
08 M hAH

yeAH
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09 derki (.) gel bizim yanimiza gel ((eliyle O6drencinin
tekrarlamasini istiyor.))
it tells (.) come to our side come ((showing the student
to repeat what he has said with his hand.))

10 02 gel bizim yanimiza gel olum [ ( )

come to our side man come [ ( )
11 S [ ((kahkaha.))

[ ((laughter.))

12 M eder baglasma grubunday-san (.) sole

if you are in the other sid-e (.) tell
13 02 eger baglasma grubunday-san

if you are in the other sid-e
14 M anlasma grubuna gelirsen

if you come to our side
15 02 anlasma grubuna gelirsen

if you come to our side
16 M sana anadolunun ege ve akdeniz kiyilari senindir

to you the eagean and meditterian sides of anatolia yours
17 02 sana anadolu ege ve akdeniz kiyilari [( )

to you the eagean and meditterian sides of anatolia [ ( )
18 S [ ((kahkaha.))

[ ((laughter.)
19 cocuklar (.) ing- italya s6le diislniir

children (.) eng- the italian thinks like

The maneuver that the teacher is using in this scene to restore the order after
the students’ laughter is continuing to do what he has been doing. The previous
fragments also demonstrated that this keep-present-task maneuver is a frequently
used cohort assembling tool by the teacher. At this point of the analysis, the logic
behind the reformulation of the maneuver needs to be explained.

The teachers are certainly attending to what is happening during a humorous
event. One transforms another one’s turn into a context that would be joked about.
Following the joke, the others laugh at the joke. At this point, the teachers are faced
with two options: either they comment on the joke and create a follow-up joke, or
they must continue what they have done before the joke. In order to decrease the
time spent on the joke, they resume the task they had previously been doing.

The following fragment is taken from a geography class in which a student is
writing the question on the board. The teacher tells her to come near him. For some
reason, which is irrelevent for us at this point for the sake of the analysis, she does
not come near the teacher. Meanwhile, another student comments on her resistance
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to go near the teacher. That comment is picked up as something humorous in line 12.

This context is elaborated by the other students in the classroom in the following

turns, and thus the chatter level increases. In order to re-assemble the class as a

cohort, the teacher utters evet (.) arkadaglar dinleyelim in line 15.

03

04

05

06

07

08

09

10

11

12

13

14

15

16

17

o1l

02

OA

03

r01d080307pl

((tahtadaki ©6grenciye)) gel tamam gel
((looking at the student on the board)) come ok come
simdi arkadaslar=
now friends=
=¢01l var hocam=
=there is desert my teacher=
=yok ¢6l- o ayl[ri
=no desert- it’s
differ[rent
[( ) gelmedik
[ ( ) we haven’t discussed
gel yanima gel
come near me come
kiz yanima gel
girl come near me
[ ((kah[kaha.))
[((laugh[ter.))
[( )

[( )
gel: gelmiyosun
come : you aren’t comin

[( )]
[( )] [( )]

heycan yapti tabi

excited is she what
neyse otur bakalim yerine
anyway sit down your place

[ ( (kahkaha.))

[ ((laughter.))
evet (.) arkadaslar dinleyelim (0.2) dinle tirker
yes (.) friends listen (0.2) listen turker ((a name))

6nce sunu ¢o6zelim de ondan sora
first solve this problem and then
simdi tundra biliyosunuz

now you know tundra

The mechanism of how the participants in this scene restore order is similar

to the one discussed in the previous section where the transitions have been
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demonstrated with particular focus on tying signals. The tying signal connecting the

current activity with the previous activity is the teacher’s last three turns in the

fragment.
15 M evet (.) arkadaslar dinleyelim (0.2) dinle tirker
yes (.) friends listen (0.2) listen turker ((a name))
16 6nce sunu ¢6zelim de ondan sora
first solve this problem and then
17 simdi tundra biliyosunuz

now you know tundra

In line 15, the teacher utters his first cohort assembling tool, ever (.)
arkadaslar dinleyelim (0.2) dinle tiirker. The first part in his turn is the flooring
marker that helps the teacher to find a place to start his party. The second part, which
starts with a micro pause, is the teacher’s collective call to the students. In line 17,
the teacher uses a temporal marker, simdi, to connect the previous activity before the
joke with the present situation (see Figure 4.3.5. for the summary of the tying signal

after a humorous event).

The previous . The current
.. P The joke. T
activity. activity.

Tying signals.

Figure 4.3.5. The summary of the tying signal after a humorous event.

The last fragment in this section is taken from a physics course. The teacher
is reading the question, and the students are writing down this question in their
notebooks. A student misses a word and asks for the missing part in a loud level. Her
question is picked up as humorous by the others in the classroom. The teacher does

not pay attention to this short-term humor and goes on reading the question.

(12) r01d080307p2
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01 M noktali virglil satirbasi yapalim (0.2)
semicolon another paragraph

02 a sikka

item a
03 o1 cismin ivmesi ( )

the velocity of the object
04 M cisim hareket ederken
while the object is moving
05 02 NEY:
WHAT :

06 M [cisim hareket ederken

[while the object is moving

07 OA [ ((guluyorlar.))
[ ((laughing.))

08 M oraya be si:fi:r (.) sifir olsun
there say b ze:ro: (.) be zero

In this scene, the teacher is making use of the keep-present-task maneuver to
restore the order diffused in the humor. However, her turn in line 7 overlaps with the
student’s laughter. The teacher must have known that the class was laughing at the
student’s loud request. But, in order to reduce the possible time that would be spent

for the follow-up jokes in the situation, she goes on reading the question.

4.4. Rescue from the Dissolved Cohort: Specific-student Calls

The impromptu cases in the classroom are the ad-lib events that are not
planned or anticipated but are just acted on when they appear in the flow of a class
session. The first group of impromptu cases has focused on the mechanisms of how
the order is restored after a humorous event. The second group of impromptu cases

uncovers the mechanisms of how the order is restored after a student-specific call.

4.4.1. Defining Student-specific Calls from the Member’s Perspectives

The first step involves confirming the applicability of mechanisms found in
the kindergarten environment to the possible mechanisms that will be found in the
high school environment. In addition to confirming the findings, the second aim in
this subsection involves describing what a student-specific call includes from the

points of the members.
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The first fragment is taken from a math class. The teacher is checking a
student’s homework located on the table. The scene is lifted from the first minutes of

the class after the teacher has started lecturing.

(4) r01d080107p1

01 M masada bir 6Jrencinin 6devlerini imzaliyor.))

checking a student’s homework on the teacher’s table.))

((
((
02 ((6grenciye bakarak)) tolga kaldir onu (0.2)
((looking at the student.)) tolga ((a name)) take away that
(0.2)
03 01 ((6§renci kaldiriyor.))
((the student is taking it away.))
04 M ((diger bir 6grenciye bakiyor.))
((looking at another student.))
05 ah:met ayaklanmayin=
ah:met don’t stand up=
06 02 =bi soru sordum=
=I've asked a question=
07 M =hayir geg¢ yerine
=no get in your desk
08 02 pekala
okay
09 M ((baska bir 6Jrencinin O6devine bakiyor.))

((looking at another student’s homework.))

A close look at the interactions in the scene shows that in order to call a
specific student, the teacher needs to change her gaze. Namely, the teacher needs to
turn her body to the student whom she calls. The change in the teacher’s gaze is the
first signal to both the specific student and the others in the class that the address
might take place. The reason why the previous statement is worded as the address
‘might’ occur is that sometimes the change in the teacher’s gaze is sufficient for a
student-specific call. After the gaze shift, the student’s name is being called. After
the student’s name, the message for the student-specific call is uttered by the teacher.

The message then is followed with a pause. The examples in this fragment are:

((change in gaze.)) tolga kaldir onu (0.2)

((change in gaze.)) ah:met ayaklanmayin
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The reason why the second call does not have a pause is that the teacher’s turn in line

5 is latched to the student’s following turn in line 6.

(5) r01d071226p4
01 M ((merkezde duruyor ve konuyu anlatiyor.))
((standing in the center zone and lecturing.))
02 ((6gdrenciye donerek)) keremcim kendin biz konusmuyoruz
(0.2)
((turning to the student)) kerem-dear ((a name)) we don’t
speak to yourself
03 buraya gelirmisin
can you come here
04 bunu yapmak istememistim
I didn’t want to do this
05 ama sen (.) zorladin beni litfen [(0.3)
but you (.) forced me please [(0.3)
06 o1 [ ((toparlanip diger siraya
gegiyor.))
[ ((packing and moving to the
other desk.))
07 M ( ) diil ama
( ) not but
08 pe:ki konumuz yanlizlik
o:ka:y our topic is loneliness
09 devam ediyoruz simdi

we're going on now

The same pattern found in the first fragment applies here: ((change in gaze.))

keremcim kendin biz konusmuyoruz (0.2).

(6) r01d080114p7
01 M ((merkezde &grencilere bakiyor.))
((looking at the students in the center zone.))
02 eve:t beyLER BAYANLAR selamlasalim
ye:s laDIES GENTELMEN let’s have a greeting
03 o1 selam
hello
04 M ((6grenciye bakarak)) keremcim geg¢ yerine (.)
((looking at the student)) kerem-dear ((a name)) get in
your seat (.)
05 ((6grenciye bakarak)) ceren meraba (0.2)
((looking at the student)) ceren ((a name)) hello (0.2)
06 hepinize tilinaydin buyrun oturun

good afternoon to all you have your seats
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(7) r01d071210p2

01 M ((merkezde Ogrencilere bakiyor.))

((looking at the students in the center zone.))
02 ((6grenciye bakiyor.)) gllayca tamammi (.)

((looking at the student.)) gulayca is it ok (.)
03 Glinaydin

good morning
04 sao:l

Thanks

05 hadi oturun

let’s seat

The patterns in the sixth and seventh fragments above are:

((change in gaze.)) ceren meraba (0.2)

((change in gaze.)) glilayga tamammi (.).

The analyses in the fragments demonstrate that the mechanism of producing a
student-specific call is built on these steps: (1) the change in the teacher’s gaze from
somewhere else to the student who is going to be called, (2) calling the student’s
name, (3) the message of the call, and (4) the pause (see Figure 4.4.1. for the overall

organization of the mechanism).

Change in N Call of
teacher’s gaze student’s name

g Message > Pause

Figure 4.4.1. The overall organization of student-specific call.

The preliminary findings from the pilot study have shown that a student-
specific call is built on the five stages: (1) stage, (2) action, (3) alert, (4) modified
action and (5) transition. The findings in this subsection prove the teacher’s action in
this process. The change in the teacher’s gaze and her call of the student’s name and

her message all together constitute the alert stage. The pause step also corresponds to
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the transition stage in the preliminary findings. Consequently, it can be said that the
findings from the pilot study were focused on both the teacher’s and the students’
interactions while the analyses in this subsection have focused on the teacher’s

detailed interaction. However, the findings validate each other in the end.

4.4.2. Calling a Student without His/Her Name: Teacher’s Toolbox

Calling a specific student in the cohorted group is a sudden address change
from treating the students as a whole unit, as it involves selecting a student out of
that group. The most convenient way to select a specific student is to call the student
by his or her name. The student whose name is being called then realizes that the
message in the student-specific call is meant for him/her. However, the main focus of
this subsection involves showing how the teacher can call on a student whose name
s/he does not know. At this point, the reason why the teacher does not know his or
her students’ names is irrelevant to the focus of the study. The focus is on how he or
she can accomplish the task without calling the names.

The three fragments below are taken from the same teacher’s classes with the
same students at different sessions. The first one is taken from the very first minutes
of the class beginning. The teacher enters the classroom and walks to the table. When
he sees something on the floor, he tells the student to pick it up and throw it into the

garbage can.

(8) r01d080307p3
01 M ((masaya dodru yliriyor.))
((walking to the table.))
02 arkadaslar oturun
friends sit down
03 ((siradaki &grenciye doénerek)) onu ¢ope at=
((turning to the student.)) throw that into the garbage=
04 01 =hocam ( )
=my
teacher ( )
05 M ( )
( )
06 arkadaslar oturuyoruz

friends we're sitting
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The same teacher in the following fragment sits down in a student’s desk in the
middle row and asks a student question about that day’s topic. He warns the two

students who are whispering the answer to their classmate.

(9) r01d080321p4
01 M ((ortalardaki 6grenci sirasina oturuyor.))
((sits down on a desk in the middle row.))
02 ( )
( )
03 ben hangi savasi kazandim en son [(0.2)
what war did I win lastly [(0.2)
04 [1h:
[eh:
05 ((6grenciye donerek.))$: konusma
((turning to the student.)) SH: don’t talk
06 ((diger 6frenciye ddénerek.)) O:LU:M: (.) OGLUM bildigini
kendine sakla (0.2)
((turning to the other student.)) MY: SO:N: (.) MY SON save
what you know to yourself (0.2)
07 biraz Oonce sdlemistim
I just said that
08 yunanlilarla yaptidi doneke savasini yunanli

the doneke war with the greeks

The same teacher in the third fragment is standing in the center zone. He is
announcing why he is six minutes late to class. Meanwhile, he sees a student talking,

and warns him in line 5.

(10) r01d080418p3

01 M ( (merkezde duruyor.))
((standing in the center zone.))

02 normalde bugukta derse girmem (gerekiyodu)
normally I (was supposed to) come at half

03 ((sinifa bakiyor.))
((looking at the class.))
04 ((tebesirler siraya vuruyor.))
((hitting the desk with chalk.))
05 ((6grenciye bakiyor.)) konus konus (.)
((looking at the student.)) talk go talk (.)
06 alti dakika ge¢ kalmisim

I am late for six minutes
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There are plenty of ways to call someone that is known to the members in the
conversation. However, as the members have been engaged in a conversation and it
is expected that they have been introduced, the fact that one does not know the other
member’s name is regarded as impolite by the members. Therefore, any attempt to
call someone without using a name starts with an excuse or apology to rescue the
embrassing situation, generally involving phrases such as pardon me or excuse me.
The situation in the classroom is completely different. Providing that the teacher does
not know his students’ names, he starts his call with different maneuvers. The
underlying mechanism in the teacher’s maneuvers in calling a specific student
without using his name involves a gaze at the student being called. Similar to the
gaze, in order to gain the attention of the students, the teacher might also hit the
board with his hand, or may hit the door. Also, he is able to walk to the student and
touch his or her shoulders.

The following fragment is taken from a physics class. The students are going
to have an examination on history in the following hour. The teacher and students
have agreed to study for the exam providing that they study individually and do not
talk.

(11) r01d080411pl
01 M ((6grencinin sirasina yaklasiyor.))
((approaching to the student’s desk.))
02 ( )
( )
03 ( )
( )
04 hayir bak ben- beni dinlememissin sen (.)
no look I- you weren’t listening to me (.)
05 ben ne dedim
what did I tell
06 karsilikli calismak yok
no cooperative study
07 herkes son tekrarini yapacaksa yapsin

everybody will do the last wrap-up or not

The teacher, seeing that the two students are chattering, approaches their desk and
warns them by repeating the deal that they had decided on at the beginning of the

class.
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The following fragment is taken from a geography class. The teacher is
talking about the characteristics of Turkish population. He gives an example from a
TV advertisement. A student recalls the name of the advertisement and interrupts the
teacher’s turn. However, the student has follow-up comments on the advertisement.
The teacher first approaches that student’s desk, and seeing that he keeps talking,

puts his hand on the student’s arm.

(12) r01d080417pl

01 M bi reklamda daa wvar (.)
it’s in another ad too (.)

02 diyoki diinli bosver diinya bugiindiir diyo
it says forget yesterday the world is today says
03 ( [ )
( [ )
04 o1 [( ) siveps reklamimi
[( ) schweppes ad
05 M evet doru
yes right
06 01 ( [ )
( [ )
07 M [evet ikibin yirmi (.) pardon ikibin yirmibes
[yes two thousand twenty (.) sorry two thousand twenty
five
08 arkadaslar bi bakin
friends have a look
09 ikibin yirmibes [(.) gbriyorsunuz orta c¢a-
two thousand twenty five [(.) as you see middle ag-—
10 [ ((s1raya dogru yluriyor.))
[ ((walking to the desk.))
11 [orta nifus gitgide yaslaniyor.
[the middle class gets older gradually
12 01 [ )
[( )
13 [((elini omzuna atiyor.))
[ ((puts his hand to the student.))
14 simdi- (.) bi tane piramit gdriicez
now— (.) we’ll see a pyramid
15 s:t (0.3) evet son bi piramit sizin notlariniza koydum

sh:t (0.3) yes the last pyramid I put that to your notes

Changing the gaze direction to the student being called is one of the
maneuvers in the teacher’s toolbox. The teacher, as shown in the previous two
fragments, makes use of other tactics: (a) proximity and (b) touching. The underlying
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mechanism in the tactics is that the teacher creates a short-term shift from the
treatment of the students as a cohort to select a specific student out of the cohort. The
teacher’s calling on a student, approaching a student’s desk, touching a student’s arm
as a method has a dual function: (a) sustaining the cohort and (b) calling on a specific
student to transform him or her into the cohort.

The following two fragments in this section illustrate the literal warnings
necessary to accomplish student-specific calls. The first scene is taken from a
geography class. The teacher has just started talking about that day’s topic. Seeing

that a student is still engaged in his own conversation, the teacher warns that student

in line 3.
(13) r01d080501p2
01 M ((merkezde ders anlatiyor.))
((lecturing in the center zone.))
02 mesela bi ders saatinde (.)
for example in a class hour
03 dinliyosunuz dimi aliemin (0.2)
you’re listening right aliemin ((a name)) (0.2)
04 ( )
( )
05 hocam nezman
my teacher when
06 hocam niye takmiyosunuz
my teacher why aren’t you
wearing it
07 pardon

sorry

The second example is taken from a health science class. On that day, the
students are presenting their topics. The teacher has left the floor to the student who
is presenting in the center zone. The teacher has seated herself at the back and is
listening to the student. However, seeing that two students in the back row are

talking to each other, she warns them in line 5.

(14) r01d080501p4

01 0l ((merkezde konusunu sunuyor.))
((presenting her topic in the center zone.))
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02 eder bu durumla karsi karsiya kaldiysak
if we face with this situation

03 edger [ ( ) kazazede bdlgesine tasinir
if [( ) the injured will be carried to the place
04 OA [ ((glrilti.))
[ ((chatter.))
05 M [ ((8Frencilere bakiyor.)) °beyler liitfen®
[ ((looking at the students.)) °gentlemen please®

The fragments portrayed above show that the teacher can call a specific
student with a number of ways depending on the context. However, the mechanism
governing the skeleton is the teacher’s change in her pose. The change in pose might
be followed by her walk to the student being called, or her touching on the student’s

body, or her literal warning, or her calling his name.
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CHAPTER V

CONCLUSIONS AND IMPLICATIONS

I’'m going to show some of the ways that I’ve been developing of
analyzing stuff like this. There will be series of ways fitted to each
other, as though one were constructing a multi-dimensional jigsaw
puzzle (Sacks, 1992, italics added).

Maintaining order and re-maintaining it once diffused in a context where the
participants have predetermined degrees of power is the most sophisticated but
usually unnoticed accomplishment of social life. The unequal degrees of power result
in the emergence of parties, each of whom have different roles in allocating and
organizing the degrees of freedom in that social context. People, as the participants
of various contexts at different times in the social world, experience these regulating
strategies. However, they never become fully conscious of how they accomplish
being competent members and keep interacting without any question of hows and
whats. As an attempt to construct this multi-dimensional jigsaw puzzle put forward
by Sacks (1992), i.e. being a competent member in the process of order construction,
this study aimed at showing how the teacher and students in the classroom
constructed order, and at the same time became competent participants in the
classroom.

This chapter first summarizes and then discusses the conclusions in four
parts: (a) class beginnings, (b) transition periods between the activities, (c) post-
humor moments, and (d) specific-student calls. Afterwards, implications for practice
are organized under the title of implications for the classroom practitioners, who
might be interested in how they can transform the conversation analytic findings into

tips that teachers, policy makers, and administrators can make use of in various
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classroom environments. Then, theoretical implications for other researchers who are
interested in the application of the CA experience in this study for the use in their
prospective studies of classroom interaction analysis are offered at the end of this

chapter.

5.1. Conclusions

The primary goal of this study was to discover how order was constructed in
the classroom. The challenges at the beginning however were defining what was
meant by order, discovering the ways of pointing to the order in the classroom, and
uncovering the connections between order and interaction. It was also noticed that
order as a social phenomenon in the classroom was investigated with various
methodological and theoretical lenses. The practical challenges and different views
on the nature of order in the classroom had me as the researcher locating a particular
place in the field to transform my interest into a disciplined inquiry. Consequently,
this study began its work that would adopt a particular standpoint on the
phenomenon.

The methodological and theoretical stances of the study were based on the
conversation analytic principles. The underlying assumption derived from CA works
in the classroom interaction was that the order in the classroom was initiated,
organized, and sustained with a set of mechanisms which were referred to as
cohorting practices. This section discussed the findings in the previous chapter with
its discussion of the mechanisms called ‘cohorting practices’.

The findings basically showed that the process of classroom order
construction was fundamentally based on the actions of the cohort practices. The
term, ‘the cohort practices,” denoted to the collaboratively constructed actions that
were predominantly initiated, organized, and sustained by the teacher. These
mechanisms were constructed to transform individual students, each of whom had
the potential turn by being selected by the teacher or by self-selecting themselves,
into a coherent body, a single unit, or a whole group.

As the analyses demonstrated, the principal reason to have the cohort in the
classroom was to maintain a two-party speech exchange system between the teacher

and the students. The naturally occurring talk in the ordinary world is inherently
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organized by the turn-takings between two people, who consecutively shift their
roles as speaker and listener. Providing that the number of participants in a talk is
more than 3 people, participants tend to have separate two-party talks. Namely, the
main talk is divided into sub-talks with two person companies.

The practical need for instruction in the classroom however did not let the
classroom talk be divided into separate sub-talks between two students. The
cohorting practices thus started functioning as the regulating mechanism for the
maintenance of the two-party speech exchange system in the classroom. The teacher,
the main actor needed to carry out instruction, became the speaking/cohorting party.
The students on the other hand became the listening/cohorted party.

Previous studies in the field (see Macbeth, 1987; 1990; 1991; 1992; Mehan,
1982; Payne and Hustler, 1980 for the study of order in the classroom interaction)
have demonstrated how the cohorting practices established the order in the classroom
through the emergence of the two-party speech exchange system. In order to show
those practices, the studies have focused on different segments of classroom life at
different grades. This study, similar to the goals in those studies, aimed at

demonstrating the cohorting practices in high schools in Turkey.

5.1.1. Cohorting Practices in the Class Beginnings

The discussion in this section, focusing on the mechanisms of how cohorting
practices were accomplished in the classroom environment, started with the findings
on the class beginnings. The first section in the results chapter uncovered the
mechanisms of how the teacher and students at different classes mutually constructed
order through the cohorting practices.

As the previous studies by Macbeth (1987) and Payne and Hustler (1980) put
forward, the struggle between assembling and re-assembling the cohort became more
apparent in the class beginnings because each beginning provided a stage for the
participants to produce their demonstrable actions. The motive for both parties to
produce the cohorting practices was rooted in the observable fact of classroom life;
each class beginning created a different context that required the reformulation of
how the members attributed meaning to the process of order construction. Each

beginning consequently was thought to create a place where the teacher and students
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reformulated their understanding of a class beginning and their understanding of
what mechanisms they took part in producing.

The continuous reformulation of the participants’ understanding for each
class beginning resulted in numerous possibilities of interactions that could not be
anticipated with any comprehensive and all-encompassing explanation. However, the
mechanisms that would create a base for the organization of interactions and that
would govern the flow of interactions in the classroom could be uncovered to show
how the members organized and maintained their interactions to re/construct order.

In order to have a picture of how teachers and students made meaning out of
the beginnings, the analyses first focused on how a class beginning was formed. The
findings showed that a class beginning could be divided into two main segments: (a)
beginning and (b) re-beginning. The beginning period could be then segmented into
two routines: (a) the greeting-seating routine and (b) the housekeeping routine. The
criterion for the segmentation of the class beginning at that point was the
participants’ actions in the struggle between assembling the cohort and turning back
to the dissolved cohort. Therefore, it could be said at that point that the segmentation
of class beginning helped to locate different mechanisms at different times in the
classroom.

The first mechanism of the cohorting practice in the class beginning was the
teachers’ spatial change in the beginning period. In other words, the teachers’ first
action to start assembling the students as the listening and instructed cohort was
finding a place to begin their turn, and at the same time signaling to the students that
they as the speaking party were in the classroom to be attended to. The change in the
teacher’s positioning thus functioned as the initial signal to become cohorted.

The sequential analysis of the participants’ actions in the classroom revealed
the list of what they did regularly after the bell: the teacher closed the door behind
him or her, walked to the center zone, and waited for the students to get into their
desks. After the students signaled to the teachers that they had become a single unit
to be called on, shown by them stopping their individual chatters and facing the
teacher, the teachers greeted them. As a result, the teacher-student greeting at that

point was the key stone for the cohorting practices.
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The greeting in the beginning period between the teacher and students was
the other mechanism proving the presence of the two-party speech exchange system
as the skeleton of order construction in the classroom. The teachers in the analyses
waited to greet the students until they made sure that the students were successfully
transformed into a cohorted body. At the same time, the precise timing of the
greeting exchange in the beginning period was an indication of the two-party speech
exchange system in the classroom. The talk-in-interaction as suggested by Sacks,
Schegloff and Jefferson (1974) is predominantly a two-party work. Any conversation
involving more than 3 people are divided into separate two-person groups. The
regulating system in the classroom did not permit the appearance of more than one
two-party speech exchange system. Consequently, the classroom talk was said to be
deliberately skewed to be a two-party accomplishment, the first party as the
cohorting-teacher unit and the second party as the cohorted-students.

Taking attendance was the third mechanism proving the existence of
cohorting practices in the beginning period. The findings showed that taking
attendance was a signal to the students that they needed to transform themselves into
a cohorted unit by stopping their chattering. Terminating any multi-party speech
organization, or in common terms stopping chatters, was the first requirement in the
action of taking attendance. The primary indication was the observation from the
findings that the onset of taking attendance overlapped with the offset of the
students’ individual conversations.

The findings also demonstrated that the greeting-seating routine was followed
by the housekeeping routine. The typical housekeeping period included the teacher’s
duties before the lecture began, such as taking the attendance, signing the classroom
log, switching on the computer, arranging desks, and so forth. The housekeeping
routine however had a different meaning for the students. The students, who had
been converted into a cohort in the greeting-seating period, became the dissolved
cohort in the housekeeping period. In this period, the students resumed their party as
individual people who were engaged in their individual conversations. The surprising
finding about the dissolved cohortness in the housekeeping period was that the
teacher was approving certain dissolved cohort actions such as talking to the students

who were sitting in the next desks, but disapproving certain ones like standing up or
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talking loudly to another student. This approve/disapprove mechanism by the teacher
suggested a threshold stage in the cohorting system. However, this threshold
mechanism could not be discovered in this study. The threshold mechanism further
revealed that the teacher was continuously making sense of what was happening in
the classroom, and was assembling the cohort according to the contextual features.
However, what contextual factors were playing a role in the threshold mechanism
was not uncovered in this study.

The literature reviewed emphasized (see Brophy, 2006; Evertson &
Weinstein, 2006) that the work of classroom order was predominantly the teacher’s
task to accomplish. Paraphrased with the terminology of this study, it denoted the
fact that the cohort assembling was considered to be the teacher’s task in the
classroom. The teacher was held responsible for initiating, sustaining, and re-
sustaining the cohorting practices when the cohorted students were transformed into
a dissolved unit. However, the findings showed that the students also joined in the
construction of order. The moments when the students took action to participate in
constructing the order were the greeting-seating periods when the teachers were
standing silently in the center zone. The teachers’ silent-wait in the center zone was
reformulated as a cohort assembling tool by the certain students. The analyses
showed that obeying the previously established regulating system was a means of
participating in the construction of classroom order. Nonetheless, the students also
took part in the process with their deliberate actions.

The analyses of different cases from different classes demonstrated a crucial
fact about the nature of order construction in the classroom. The findings showed
that the teachers were equipped with a toolbox of maneuvers. In other words, it could
be said that the teachers developed a toolbox of maneuvers in the course of their
teaching careers. The wide range of maneuvers enabled the teachers to apply the
cohorting practices to different contexts at different times. Those maneuvers also
demonstrated that the process of cohort assembling in the re-beginning period was
achieved gradually, not a process performed once with a certain set of formula. This
was easily noticed since the teacher continuously used different maneuvers when the

previous ones could not work or did not work as anticipated by the teacher.
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As an offshoot, the findings proved the multidimensionality of classroom life
proposed by the studies done with the ecological lenses. The classrooms basically
consisted of a teacher and 20 or more students interacting continuously for forty or
more minutes. Each interaction created a distinct context oriented to its peripheral
features that could be noticed by the members’ demonstrable actions towards one
another. This non-anticipated multi-variable nature of the classroom environment as
a result required the teacher to develop a toolbox of maneuvers to use in various
different contexts.

The fourth piece of evidence proving that the order in the classroom was
accomplished with the mechanisms of cohorting practices was the discussion of self-
selected student questions. The discussion focused on a single fragment where the
students were selecting themselves as the next speakers, which was a rare case in the
literature of classroom interaction analysis. The findings at the end showed that only
the teacher chose which one of the self-selected student questions to pick up.
However, the teacher generally chose the particular one just because the particular
question involved the signs of cohorting features in it.

The discussion of cohorting practices in the class beginnings ended with the
analysis of another single case. This deviant case analysis showed that the teacher’s
shift from calling the students as a cohort to calling them individually created
ambiguity in the cohorting practices. This ambiguity in return resulted in difficulty

on the teacher’s part to maintain the order in the classroom.

5.1.2. Cohorting Practices in the Transitions

The second part of the results section focused on the mechanisms of how
order was restored in the transitions between the activities in the classroom.
Following the regular tradition of EM/CA, the section first defined what a transition
meant from the participants’ own action in the context. It then aimed at pointing out
the particular mechanisms of reassembling order.

In the study, transition was thought of a sort of change. It referred to a sort of
change from one certain type of activity to another one. Thus, the transition between

two activities in the classroom was considered to be a sort of mutually accomplished
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change from an activity that involved a particular organization of interaction to
another activity that involved a different organization of interaction.

The moments in a transition period during the move from the first activity to
the second one, as the analyses demonstrated, yielded a stage for the
cohorted/listening party that had maintained their cohortness in the first activity to be
dissolved into separate speaking parties in those moments. The task involved with
the onset of the second activity thus was to reassemble the cohort lost in the
interposing moments.

The formulation of an activity from the EM/CA perspective stated that in
order for an activity to be regarded as a separate entity with its own boundaries, the
participants should pick up this new activity as separate from their demonstrable
actions. The primary component indicating that the participants were considering it
as a new activity was the tying signals.

A closer look at the fragments revealed the fact that the keystone element that
governed transitions from one activity to the other is the “tying” mechanism that
Sacks (1992) put forward. Tying for him was rooted in the sequential construction of
talk. The previous turns in a conversation created the local platform for the members
in the interaction to build their further turns. The same logic was found in the tying
mechanisms in the transitions in the classroom environment. Tying functioned as
creating a connection between what was said earlier and what was about to be
uttered. However, the institutional characteristic of classroom talk had the tying
mechanism to adopt more functions in the classroom talk: (a) moving between
activities tool, (b) turn assessment tool, and (c) order restoring tool.

The primary function of the tying mechanism was to indicate a change in the
flow of interaction in the classroom (Macbeth, 1992). The first part of the teachers’
tying signal was its change in the physical position in the classroom. When they were
about to move to a new activity, they changed their positioning in the classroom. The
second component of their tying mechanism was the flooring marker. The flooring
actually provided the teachers the floor to start their turn as the speaking/cohorting
party. The signaling marker functioned as the tying unit that helped the teachers (a)
create a connection between the previous activity and the current activity, and at the

same time (b) find a place to start his or her turn as the speaking party. The third part
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of the tying signal was the temporal marker, which functioned as the tying unit
bringing the time of the talk to the moment. The temporal marker connected the
previously moment when the order had been restored with the present moment when
the order was about to be restored.

The second function of the tying mechanism was the assessment of one’s
turn. The assessment of one’s own turn was an essential component of talk-in-
interaction. The turn assessment included not only the process of monitoring what
one produced in his or her own turn, but also the process of what other(s) in the
conversation produced upon what s/he had produced. The tying signals in the
fragments functioned as the assessment of the teacher’s turns. The first part of the
tying signal, indicating the transition to the interposing activity, operated as both the
notice of change in the address and the assessment of the teacher’s action of
assessing what he had done. The second part of the tying signal, indicating the return
from the interposing activity operated both as the temporal connection to the
interposed activity and as the address to the students as a cohorted unit. At the same
it functioned as the teacher’s assessment of his turn-so-far to check whether it had
worked as it was meant to.

In addition to their main function of tying the previously constructed activity
to the present activity, the tying mechanisms had also the functions of restoring
order. As stated previously, the moments in the transition period between the first
activity and the second activity produced a stage for the cohorted unit to return back
to the dissolved cohort. The teacher duty at that stage was to transform the dissolved
cohort into a cohorted unit again, shown by the onset of the second activity. The
analyses in the section demonstrated that in order to re-assemble the cohort, the
teachers adopted a gradual route. The route actually was composed of a series of
tying signals. Seeing that the first signal did not work, or did not work as anticipated,
the teachers moved to the second signal. The process continued with different signals
until the cohort was re-sustained for the second activity.

The analysis in this section concluded with the answer to the question of how
the members were transformed into a dissolved cohort. The findings focused on the
counter-process of putting the cohorted students into their individual state, which

was made of persons who were oriented to their own individual talks. The results
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indicated that the bell signaled to the students that the lesson and also the activities in
the lesson ended with the onset of the bell. It was interesting at that point to note that
the bell signaling the beginning of the lesson did not have the same final message for
the students as did the final bell. The teachers in the analyses in the previous section
needed to make use of different cohort assembling tools to assemble the students and
transform them into a single body. However, the ending bell was enough for both
parties, and furthermore the only and final signal, to act as an indication of the offset

of the lesson and activities.

5.1.3. Cohorting Practices in the Post-humor Moments

After the discussion of order restoring mechanisms in the class beginnings
and in the transition periods, the results chapter investigated the mechanisms of how
order was re-sustained after impromptu cases. The term, impromptu cases, was
employed particularly to refer to any unplanned event in the classroom environment.
The difference between planned events such as class beginnings or transitions and
impromptu events was that the teacher and students did not know when impromptu
cases might appear in the flow of instruction. However, they were aware of what
could take place after an impromptu case.

The first group of impromptu cases was the moment after a humorous event
took place. The humor, as the analyses in the unmotivated look phase suggested,
created a stage where the cohorted class frequently (but not always) was dissolved.
The task after a joke thus was to re-gain the cohortness. Because the study was an
ethnomethodological study and the literature reviewed (see McGhee, 1971; Robinson
& Smith-Lovin, 2001) showed that humor had not been examined to discover its
formation in the classroom environment, the section first again attempted to define
what humor meant from the participants’ interactions. It then illustrated the
mechanisms of how the teacher and students attributed meaning to the cohorting
practices after a humorous event.

Humor in this study basically referred to any type of action involving a sort
of indication for the sense of amusement. The definition inherently involved the
features that could not be observed in the interaction. Consequently, in order for a

series of actions to be called humor, the actions needed to include a type of
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demonstrable humorous feature such as laughter, a smile, or an utterance such as
“that was funny”.

The sequential analysis of the humor scenarios uncovered the basic
mechanism of how the participants attributed meaning to humor, and thus how they
constructed humor at the same time. The analyses also showed that in order for the
members to call a scenario humorous, the pick-up of a context constructed in the
previous turn needed to be publicly displayed as humor in the follow-up turn through
certain humorous ways such as laughter or a smile.

The analysis also demonstrated the fact that the connection between the
context construction and the pick-up of that context was also a mirror of tying
mechanism found in the previous section. However, the tying mechanism in the
humor context had different characteristics from the tying mechanism discussed in
the previous sections. The tying mechanism governing the moves between the
activities in the transition periods was coordinated by a single actor, the teacher, and
occasionally accomplished mutually by the students and the teacher. However, the
tying mechanism in the humor periods was constructed by more than one party, the
teacher and the student in this case. The humor construction required participation
from both parties or more than two people from the same party because the first
person created the context, and the second person joked about that context the other
person had created.

The rescue of the dissolved cohort after a humorous event was organized with
a certain set of tying mechanisms. The teachers made use of tying markers to create a
connection between the previous activity and the following activity. The connection
between the previous activity and the following one also led to a change in the
student’s cohort situation. The analyses at this phase portrayed that humor was
thought to be an interposing activity between two activities. Hence, the teacher was
held accountable to re-create the cohortness after the humorous event.

The problem with the treatment of humor by the teacher in the classroom was
rooted in the teacher’s over-generalization of the dissolved cohort characteristics.
Because each humorous event in the classroom resulted in a possible moment for the
students to have individual, peer or group follow-up interactions on the humorous

event, the nature of those follow-up inter/actions were regarded as the symptoms for
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the dissolving process by the teacher. Consequently, after each humorous event, the

teacher was in a constant process of re-assembling the students.

5.1.4. Cohorting Practices in the Student-specific Calls

The second group of impromptu cases focused on the student-specific calls.
As stated earlier, impromptu cases were ad-lib events that were not planned or
predicted but were acted out when they appeared in the flow of classroom talk. The
section in the results chapter first defined a student-specific call through the
participants’ actions in the classroom. Then, it focused on how the order was restored
in a student-specific call period. Meanwhile, it presented different maneuvers that the
teachers used to call a student.

The section first presented the preliminary findings from the pilot study. The
analyses of the fragment focused on how classroom order was collectively
constructed step by step by the teacher and students. The initial step to construct the
order was (1) the ‘stage’ at which the classroom order unit was constructed through
negotiation between the teacher and students. The second step was (2) the ‘action’ at
which the students acted, which resulted in either following the direction rooted in
the classroom order unit constructed in the first step, or not following directions. The
third step was (3) the ‘alert’ at which the student who did not follow the classroom
order unit was warned to follow directions. The following step was (4) the ‘modified
action’ at which the student adjusted his or her action to follow the classroom order
unit. The last step was (5) the ‘transition’ to the normal classroom flow from the
student-specific call.

The first step, stage, in the construction of classroom order could become
visible only in the moments when the previously constructed order was re-
constructed after an interruption. The normal flow of classroom interaction, i.e. a
session without any dispute over the regulating system, did not reveal the mechanism
of how the order had been constructed in the first place. However, a closer look at
the interruptions refusing to comply with the regulating system shed light on the
mechanism of classroom order construction.

The further analyses in the fragments from the main study demonstrated that

the mechanism of producing a student-specific call was built on the following steps:
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(1) the change in the teacher’s gaze from somewhere else to the student who was
about to be called, (2) calling the student’s name, (3) the message of the call, and (4)
the pause. The preliminary findings from the pilot study showed that a student-
specific call was built on the five stages: (1) stage, (2) action, (3) alert, (4) modified
action and (5) transition. The findings in this main study however uncovered the
teacher’s actions in this process. The change in the teacher’s gaze and her call of the
student’s name as well as her message altogether constituted the alert stage. The
pause step also corresponded to the transition stage in the preliminary findings.
Consequently, it can be said that the findings from the pilot study focused on both
the teacher’s and the students’ interactions while the analyses in this subsection
focused on the teacher’s detailed interaction. At the end, the findings from the pilot
study and main study validated each other by focusing on different faces of the same
phenomenon.

The offshoot finding from the analyses was the teacher’s skill to call on a
student even though s/he did not the student’s name. It was recognized that there
were number of ways to call someone that was known to the members in the
conversation. The participants could call the person with his name, by looking at
him, or by asking a question. However, as the participants, the teacher and students
in the classroom, had been engaged in talks for a certain period of time and thus had
spent some time together, not knowing the member’s name could be regarded as
impolite by the members. Therefore, any attempt to call someone without name in a
naturally occurring talk-in-interaction started with an excuse or apology to rescue the
unkind situation, pardon me or excuse me. The analyses showed that the situation in
the classroom was completely different. Providing that the teacher did not know his
or her students’ names, s/he started his call with different maneuvers. The underlying
mechanism in the teacher’s maneuvers in calling a specific student without telling his
or her name was the gaze at the student being called. Similar to the gaze, in order to
gain the attention of the students, the teacher might also hit the board with his hand,
or knock on the door, the walk to the student and touch his or her shoulders.

Changing the gaze direction to the student being called was one of the
maneuvers in the teacher’s toolbox. The teachers, as shown in the fragments, made

use of other tactics: (a) proximity and (b) touching. The underlying mechanism in the
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tactics was that the teacher was creating a short-term shift from the treatment of the
students as a cohort to selecting a specific student out of the cohort. The teacher by
calling a student, approaching to a student’s desk, touching a student’s arm had a
dual function: (a) sustaining the cohort and (b) calling a specific student to transform

him or her into the cohort.

5.2. Implications

The underlying notion in listing the practical implications was based on the
fact that the problems in the educational settings cannot be solved, or the solutions
that have been formulated to solve those problems cannot be evaluated unless what
the problems are or how the actors in those settings define them are understood with
particular reference to the nature of those problems. Thus, the study first attempted to
portray how order was constructed in the classroom environment and attempted to
define it with the participants’ demonstrable actions. Then, depending on these
portrays, it listed how the problems related to the nature of order in the classroom
could be eliminated or decreased with a number of practical solutions. The practical
implications at this stage ranged from the tips for the teachers to use them in their
classrooms to the suggestions at a larger context for the authorities to change their
understanding of classroom organization. The second part in this section listed my
suggestions for the researchers who would be interested in pursuing a conversation
analytic study on the classroom order and classroom interaction. The suggestions
covered my experiences as a CA researcher as well, and thus were thought to help
those researchers discover many of the areas that still remained undiscovered. The
suggestions also showed how I reformulated the CA understanding in an institutional
setting. This understanding was considered to provide a basis for the researcher to

base their own conversation analytic study.

5.2.1. Implications for the Classroom Practitioners

The underlying motive in this study was portraying how the teacher and
students communicate in the classroom, and demonstrating in their demonstrable
actions how they constructed the classroom order. Consequently, the focus in the

study was on their communication skills in the classroom environment. Similarly, the
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study concentrated on the details of classroom talks to unearth the mechanisms of
order. This section however discusses the dimensions at the larger context that have
been derived from the analyses.

The first dimension presented in this research is the different approach to the
study of classroom management and order. The common approaches to the
classroom management conclude their inquiries with theory-driven suggestions for
the classroom practitioners to follow (see Brophy, 2006; Evertson & Weinstein, 2006
for the theory-driven programs of classroom management). Different from these
programs, this study concludes its disciplined inquiry with the precise sights from
real classrooms for the classroom practitioners to make sense and apply them to their
own classrooms.

The second dimension is rooted in the study’s standpoint to the understanding
of classroom phenomena. The reformulation of classroom phenomena in this study
results from the conceptual framework stating that any phenomena in a classroom
can be made explicit and demonstrable to the third parties through the detailed
representation of phenomena being studied. As a result, the implications in this
section are derived from the pragmatic notion of classroom phenomena.

One of the pioneering implications for the classroom practitioners is the idea
that creating an orderly classroom environment is one of the most challenging tasks.
The challenging part actually results from the nature of the classroom environment:
A classroom is composed of an adult, the teacher, leading 20 or more teenagers, the
students, in a set of previously determined sessions. Transforming these teenagers
into a single unit that will behave collectively, that will have the same destiny, and
that will speak as a single entity is an enduring task. The need to socialize, the drive
to share, and the motive to have secrecy among these teenagers will inevitably result
in separate talks in the two-party speech classroom environment. The struggle
between achieving the two-party speech exchange system and regaining the multi-
party speech exchange system will lead to order problems in the classroom.
Consequently, in order to decrease the moments of struggle in the classroom, the
teachers can allocate certain periods in the transition periods for the students to have
their private talks among themselves. Another way to provide students the

opportunity to have private talks among themselves is to let them talk during the
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housekeeping periods. While the teachers are busy getting ready for the lecture, they
need to let the students talk and socialize for a short time before the students are
required to attend to the teacher as the cohorting party.

A practical tip that could be derived from the findings is that the teacher’s
spatial change in the classroom has immense meaning for the students. The teacher’s
walk from his or her table to the center zone means to the students that he or she is
moving to another activity, or changing the flow of the activity. In addition to the
change in the teacher’s physical positioning in the classroom, the change in his or her
gaze means that he or she is going to call a specific student in the cohort, or selecting
a specific student to call in the cohorted party. Consequently, the teachers need to be
aware of the changes in their pose and in their positioning in the classroom. A
practical way to become aware of one’s spatial changes is to video-record him or her
for a few sessions and then to watch them with a focus on the positioning. The
awareness through watching these recordings will help the teachers understand what
changes works in certain situations and how these changes function as cohorting
practices.

One practical implication for teachers is that they need to treat humor as a
basic and necessary component of classroom life. The analyses showed that the
teachers when faced with a humor in the classroom talk treated the jokes as
interposing activities or impromptu cases that they had to overcome in a short period
of time. Their treatment of humor in the classroom gave the idea that jokes were
considered to be a risk for classroom order. However, the nature of humor found in
the findings revealed that humor creates a social platform for the participants to
comment and meta-joke about the joke; each context in the humor tends to be
transformed into a follow-up context. Therefore, the teachers need to let the students
comment on the jokes and socialize when there is a joke in the classroom.

The nature of classroom order demonstrated that restoring order is not a result
of a single action. The order in the classroom can be restored with a set of
consecutive actions. As a result, the teacher should have a repertoire of different
maneuvers to use to regain order providing that the previous actions fail to restore
order. Furthermore, the teacher should be aware of the fact that the classroom order

cannot be sustained once with one group of actions when applied, but can be
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sustained gradually with different sets of actions that are specific to different
contexts. The nature of classroom order also pointed the observable fact that the
order construction is a mutual accomplishment by the teacher and students. The
students are essentially aware of the teacher’s cohorting practices in the classroom
and they can attribute meaning to the teacher’s actions to maintain the classroom
order. As a result, they can participate in constructing the classroom order.
Therefore, the teacher should motivate them to participate in constructing the
classroom order by rewarding their cohorting actions.

The essential component of classroom order is the segmentation of classroom
life. The analyses in the study showed that a class time is composed of various
segments. Each segment involves different organization mechanisms, or simply
rules. Thus, the teacher’s and students’ reformulation of segments and their actions
in these segments are different from each other. As a result, the teacher should be
aware of the fact that the students have different sets of actions that are specific to
each segment. Besides, the teacher should balance his or her cohorting practices
according to these various segments in the classroom. A good illustration of the
segmentation is the class beginnings. The class beginning involves consecutive
routines. The teacher should know what routine has what sort of mechanisms, and
how the students act and react in these segments.

The teacher is equipped with a toolbox of maneuvers to transform individual
students into a cohort body. The primary factor affecting the number of maneuvers in
the teacher’s toolbox is his or her experience with his or her students. As s/he
becomes familiar with the specific ways of students’ communication in the
classroom, as s/he shares more time with them, the teacher develops different tools
that s/he can make use of at various contexts. Thus, the findings indirectly proved the
idea that the teacher should spare certain time to know what sorts of communication
patterns his or her students use in the classroom. This awareness requires the teachers
to make sense of their own actions as well as their students’ actions. Video-recording
some of the classes and watching them for certain purposes will enable teachers to
gain this awareness. In the long run, this will help the teacher develop toolboxes

specific to the students in different classes.
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Register change in the teachers’ talks to restore the classroom order also
showed that the teachers were able to make use of different levels of cohorting
practices at different times. The underlying point in these register changes proved
that the teachers should start their cohorting practices with mild forms such as
susalim or konugsmayalim and continue with more direct ones when these mild forms
do not work. Another finding for the teachers to make use of in their classrooms is
the change in their use of pronouns to restore the order. The teachers should be
consistent in using the same pronoun in their classes.

As the analysis showed, tying signals constitute the skeleton of restoring
order in the classroom. Tying signals create a connection between the last time the
order has been restored and the present time the order is about to be restored.
Consequently, the teacher should pay attention to what s/he uses as tying signals in
the transition periods in his or her classes. Tying signals should include certain
striking, interesting, and motivating components from previous activities for the
students to link them with current activities. Besides, these tying signals should be
consistent at different contexts so that the students will get the same message at
different times at different segments.

Constructing the classroom order follows a number of steps. Some students
might not be present in the first stages, and thus cannot understand the negotiation
stage. Therefore, the teacher should remind these students of the negotiation stage,
1.e. what the rule is, and what kind of actions are approved and disapproved. This
reminder will also help other students in the classroom to refresh their understanding
of the classroom order constructs.

My talks with some of the students in the break times suggested that these
students have also their own understanding of classroom order. The students were
suggesting me to video-record certain teachers who did not agree to join in the study.
Their offer to video-record those teachers reflected the different version of classroom
order that was not presented in this study.

The moments when the classroom order was being restored by the teacher
and students can be used as case studies for the pre-service and in-service teachers.
The analyses of these moments might present different views for these teachers to

become aware of the possible classroom moments in their own careers.
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5.2.2. Implications for the Researchers

We are born to this unknown world with two fundamental characteristics:
time and place. Every action we do, we think, and we feel are all equipped with the
features of time and place. As a novice researcher, I was astonished to find the all-
encompassing presence of time in every action of the participants in the interactions.
The sequential analysis thus governed the whole analysis in the study. The onset and
offset of actions, the precise timing of overlaps and pauses among the actions, and
the reformulation of the current turns according to the previous turns all showed me
the fine details of ordinary life in the classrooms. My suggestion for the CA
researchers is thus that they must base their analysis on the sequential feature of turn
in the talks.

The challenging task while I was pursuing my CA work was to balance the
route that I adopted. At the beginning of the study, I was aware that there were two
strains for a conversation analytic study to follow: (a) the ethnographic-character
strain that is concerned with conversational organization involved in the
accomplishment of some interactional encounter, and (b) the fine-grained sequential
analysis strain with the goal of describing and documenting activity in its own right,
requiring no recourse to extra-conversational facets, and making no claims to be
capturing wider sociological concerns. I decided to take the middle route, i.e. paying
attention to the meticulous and technical details while trying to see the whole picture
by taking the ethnographic details into consideration. Whether I have achieved it or
not is still a question that I have not been able to answer fully. Thus, other CA
researchers need to decide what route they need to follow in their studies, and
perhaps this study will provide them an example with its pluses and negatives.

A prospective topic that can be investigated particularly in further studies is
the teacher’s threshold mechanism in the housekeeping period. As stated earlier, in
the housekeeping period when the teachers were busy with teacher duties such as
taking the attendance, writing the lesson plan on the classroom log or getting
prepared for the lecture, they allowed certain sorts of dissolved cohort actions while

they disallowed let certain ones. The mechanism regulating the decision for which
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ones were approved and which ones were disapproved still needs to be demonstrated
in particular.

The other prospective topic for the researchers who have taken a promised
interest in unknotting the layers of classroom life is the students’ mechanism of
joining the construction of classroom order. It is a well-known fact that following the
regulating system is an indication of participating in the construction process.
However, what is meant with participation in this context is the students’ deliberate
participation in the construction of classroom order. This study proved that the
students could deliberately take part in the construction of classroom order.
Nonetheless, the challenging task of demonstrating when they decide to take part
remains still uncovered.

The question of how students self select themselves as the next speaker
remains a wonder in the field of classroom interaction analysis. This study managed
to shed light on only one side of student’s self-selection as an impossible action in
the classroom talk. The findings were able to show that student’s self selected
questions were considered as a proper turn by the teacher when those questions had
certain cohort features. However, the whole ‘student self-selection’ phenomenon
remains an area to be discovered.

The motivating topic that emerged in the course of analyses was the
mechanism of how the participants terminated an activity or a lesson in the
classroom. For the sake of discovering the cohorting practices, these studies have
focused on class beginnings, but have neglected the class endings. The counter-
process, i.e. how the cohorted body was transformed into a dissolved unit, can shed
light on how cohorting is organized in the classroom. Consequently, further studies
can take an interest in class endings.

The analyses showed that calling a student without knowing his or her name
was a teacher skill. In order to restore the order, the teachers were supposed to call
specific students. The study was able to show how the teachers could accomplish
those calls with particular reference to their demonstrable actions. However, what
remains uncovered in the student-specific calls is the mechanism of how the teachers

re-maintain the activity after this interposing, impromptu case. The researchers who
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are interested in specific-student calls can further study these sophisticated
mechanism.

This study as an example of pure conversation analytic research could not
compare the characteristics of teachers and schools in terms of their own ways to
gain the classroom order. The questions of how teachers at three schools differed in
restoring the order and of how the school characteristics played a role in the
construction of classroom order could not be answered in this study. Consequently,
further studies that will focus on different schools and that will work different
teachers can have another dimension where they can compare the schools and
teachers in terms of how they restore order in the classroom.

The concluding remark about the study overall is that this study as an
example of CA work presented one layer of classroom life. This CA layer provided a
base for the other layers to build on portraying the classroom life and classroom
order. The multi-layers at the end will help us understand how order works in the
classroom. Hence, researchers from different fields such classroom ethnographers

should present the other layer to this CA layer.
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School A

November 26/27, 2007

December 3, 2007
December 10, 2007
December 24, 2007
December 31, 2007
January 7, 2008
January 14, 2008
TOTAL

School B
March 7, 2008
March 14, 2008
March 21, 2008
March 28, 2008
April 4, 2008
April 11, 2008
April 18, 2008
April 25, 2008
May 2, 2008
TOTAL

School C
April 6, 2008
April 10, 2008
April 17, 2008
April 24, 2008
May 1, 2008

APPENDIX A

The Video Logs

270 minutes
270 minutes
270 minutes
88 minutes
NA

270 minutes
236 minutes

1404 minutes

144 minutes
NA

172 minutes
77 minutes
125 minutes
95 minutes
124 minutes
NA

80 minutes

817 minutes

88 minutes
170 minutes
43 minutes
90minutes

156 minutes
222

6 parts
7 parts
7 parts
2 parts
NA

7 parts
6 parts
35 parts

4 parts
NA

4 parts
2 parts
3 parts
2 parts
3 parts
NA

2 parts
20 parts

2 parts
4 parts
1 part

2 parts
4 parts



May 8, 2008 46 minutes 1 part
TOTAL 593 minutes 14 parts
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APPENDIX B

The Sampling Matrix
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APPENDIX C

The Consent Forms for Teachers, Parents, and Students

Orta Dodu Teknik Universitesi,
J Egitim Fakdltesi, Egitim Bilimleri B&IImU,

06531 Ankara

Sevgili Meslektaslanm,

Orta Dogu Teknik Universitesi, EGitim Fakultesi, Egitim Bilimleri BSIUmU'nde dokfora
sgrencisiyim ve ayni bélimde arastrma géreviisi olarak calismaktayim. "Sinif igindeki
iletisimin sinif dzenini yapilandirmadaki payi: Bir konusma gcézimlemesi calismasi™ baslikh
doktora tezim kapsaminda 14 ile 17 yas arasindaki ergenlerle sinif igindeki iletisimin
boyutlannin ¢alisimast hedeflenmektedir ve bu mekiubun yollanis amaci size sinifin bir
Uyesi olarak bu doktora tezi galsmasi hakkinda bilgi vermekfir.

Bu l(;OlISITICI temelde sinif icindeki dgretmen ile grenciler arasindaki sinif ici iletisimi
incelemeyi hedeflemektedir. Arashrmanin ana amaci sinif igindeki iletisim incelenerek
agretmen ile égrencilerin sinif dzenini nasil sagladiklanni orfaya cikarmaktir. Aynca
arastrma senunda sinif icinde &gretmen ile égrenciler arasindaki efkil iletisimi engelleyen
etmenleri ortaya cikararak bu engelleri iyilestirici énerilerde bulunmayr da

amaclanmaktadir.

2007-2008 egitim dénemi Mart - Mays siresince haftada bir gin sinif icindeki ilefisimler
kaydedilecektir. Kayitlar disinda ayrica bir veri toplamas gerceklesmeyecek ve bu
kayitlar OclincU tizel ve dzel kisilerden saklanacaktir. Bu arastirmada elde edilen tOm
veriler sadece arastrmaci tarafindan kullanilacaktir ve bu kayitlar kesinlikle ve higbir

sekilde baska birisi le paylasimayacaktr.

Arastrmayla ilgili sorularnniz asadidaki e-posta ya da telefon numarasini kullanarck

yoneltebilirsiniz.

Saygilanmia,
Mehmet Ali ICBAY

u.eduy.ir

E-posta: icbay@met
Web adresi: il
Telefon: (0312)2104034

)i LN

Onay bilgilerini icin 10tfen sayfay ceviriniz.
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A" Orta Dogu Teknik Universitesi,
) Egitim FakUltesi, Egitim Bilimleri B&IOMO,

06531 Ankara

Sevgili Anne ve Babalar,

Orta Dogu Teknik Universitesi, Egitim Fakultesi, EGitim Bilimleri B&IOMU' nde doktora
dgrencisiyim ve ayni bolimde arastrma gérevlisi olarak calsmaktayim. “Sinif igindeki
ilefisimin sinif dizenini yaplandirmadaki payi: Bir konusma coézumlemesi calismas!™ baghkh
doktora tezim kapsaminda 14 ile 17 yas arasindaki ergenlerle sinif icindeki iletisimin
boyutlannin ¢alisimasi hedeflenmektedir ve bu mektubun yollanis amaci size

srencilerimiz velisi olarak bu doktora tezi calismast hakkinda bilgi vermekdtir.

Bu calisma temelde sinif icindeki 6gretmen ile grenciler arasindaki sinif ici iletisimi
incelemeyi hedeflemektedir. Arashrmanin ana amaci sinif icindeki iletisim incelenerek
sgretmen ile égrencilerin sinif dizenini nasil sagladiklarini ortaya cikarmakhr. Aynca
arastrma sonunda sinif iginde 6&retmen ile égrenciler arasindaki efkili iletisimi engelleyen
etmenleri ortaya ¢ikararak bu engelleri iyilestirici Snerilerde bulunmay da

amaglanmaktadir.

2007-2008 egitim ddénemi Mart - Mayis sUresince haftada bir gin cocugunuz sinif igindeki
iletisimleri kaydedilecekiir. Kayitlar diginda ayrica bir veri toplamasi gerceklesmeyecek ve
bu kayitlar Ucuncl tizel ve ézel kisilerden saklanacaktir. Bu arastirmada elde edilen fUm
veriler sadece arastrmac tarafindan kullanilacakhr ve bu kayitlar kesinlikle ve higbir

sekilde baska birisi ile paylasimayacaktr.

Arastirmayla ilgili sorulariniz asadidaki e-posta ya da telefen numarasini kullanarak

yéneltebilirsiniz.

Saygilarnmla,
Mehmet Al ICBAY

E-posta: ichay@metu.edu.
Web adresi:  hitp:/fwww.melu.edu fr/~icbay
Telefon: (0312)2104034

Onay bilgilerini icin 10tfen sayfay ceviriniz.
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Orta Dogu Teknik Universitesi
) EGitim Fakdltesi, EGitim Bilimleri B&IOmMO
& 06531 Ankara

Sevgili Arkadaslar,

Orta Dogu Teknik Universitesi, Egitim Fakoltesi, Egitim Bilimleri B&lomU'nde doktora
&grencisiyim ve ayni bdlimde arastirma gorevlisi olarak calismaktayim. "Sinif igindeki
iletisimin sinif dUzenini yapilandirmadaki payt: Bir konusma ¢ézOmlemesi calismast” baslikl
doktora tezim kapsaminda 14 ile 17 yas arasindaki ergenlerle sinif icindeki iletisimin
boyutlannin calisimasi hedeflenmektedir ve bu mektubun yollanis amaci size sinifin birer
Uyesi olarak bu doktora tezi calismasi hakkinda bilgi vermekfir.

Bu calsma temelde sinif icindeki 6gretmen ile dgrenciler arasindaki sinif ici iletisimi
incelemeyi hedeflemektedir. Arastirmanin ana amaci sinif icindeki iletisim incelenerek
&gretmen ile égrencilerin sinif dUzenini nasil sagladiklanni ortaya gikarmaktir. Aynca
arastrma sonunda sinif iginde dgretmen ile dgrenciler arasindaki etkili iletisimi engelleyen
etmenleri ortaya cikararak bu engelleri iyilestirici 6nerilerde bulunmay da

amagclanmaktadir.

2007-2008 egitim dénemi Mart - Mayis aylan stresince sizin, arkadaslarnizin ve
égretmeninizin sinif icindeki iletisimleri kaydedilecektir. Kayitlar disinda aynca bir veri
toplamasi gergeklesmeyecek ve bu kayitlar Ucinc tizel ve ézel kislerden saklanacaktir.
Bu arashrmada elde edilen tUm veriler sadece arastirmaci tarafindan kullanilacaktr ve
bu kayitlar kesinlikle ve higbir sekilde baska birisi ile paylasimayacakhr.

Arastirmayla ilgili sorulannizi asagidaki e-posta ya da telefon numarasini kullanarak

yoneltebilirsiniz.

Saygilanmia,
Mehmet Ali ICBAY

E-posta:

Lir/~ichay

Web adresi:  hitp://www.metu
Telefon: (0312)2104034
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APPENDIX D

The Consent Form from the Ministry of National Education

BERRNE 1TRRY
: J iR el et oo Stk -
ANKARA VALILIGI
Milli Egitim Miidiirltigi :

BOLUM : Strateji Gelistirme
SAYI : B B.08.4 MEM.4.06.00.04-312/1 ). oA 2.%12/2007
KONU  :Mehmet Ali ICBAY

ORTA DQGU TEKNH( UNIVERSITEST
(Ogrenci Isleri Dairesi)

ILGI :aODTU. Ogrenci Isleri 22.11.2007 tarih ve 400—9205-17269 sayih yazist.
)24.12.2007 tarih ve 1212 sayili Valilik Oluru.

Universiteniz Egitim Bilimleri Anabilim Dali Doktora Ogrencisi Mehmet Ali ICBAY"in (a)
yaziniz ekindeki aragtirma yapabilme istegi ilgi (b) Valilik Oluru ile uygun goriilmiis olup,
konu hakkinda arastirmanin yapilacag Ilge Milli Egitim Midtirliigiine bilgi verilmistir.

Gahgmanin bitiminde iki Grneginin (CD/disket) Mﬂdﬁxlﬁéﬁmﬁz Strateji Gelistirme
Bolimiine génderilmesi hususunda bilgilerinizi ve gerefini rica ederim.

3
Mu

at Bey BALTA
Vali a.
Milli Egitim Miidiirii

EKLER )
1 : Valilik Oluru (1 sayfa)

040158 iJ.}O32@

il Milli Egitim Mudiirlugi-Besevler Tel:2151543-413 36 66-212 66 40/110
Strateji Geligtirme Balimii Fax: 215 1543
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APPENDIX E

Sample unmotivated look analyses
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APPENDIX F

Transcription conventions

the beginning of overlapped talk
length of silence

micro pause

relatively high pitch

noticeably lengthened sound
relatively high volume

sudden cut-off of the current sound
“latched” utterances

raising intonation

falling intonation

continuing intonation
unintelligible stretch

comments by the transcriber
audible out breath

audible in breath

increase in tempo

decrease in tempo

quiter than the surrounding talk
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APPENDIX G

Turkish summary

SINIF iCINDEKI iLETiSiMIN SINIF DUZENINi YAPILANDIRMADAKI
ROLU: BiR KONUSMA COZUMLEMESI CALISMASI

Mehmet Ali ICBAY
Orta Dogu Teknik Universitesi,
Egitim Fakiiltesi, Egitim Bilimleri Boliimii

I. GIRIS

Bu konusma ¢oziimlemesi c¢alismasi sinif icindeki iletisimin sinif diizenini
yapilandirmadaki roliinii ortaya ¢ikarmayr amaglamistir. Kokleri Budunyontembilim
(Ethnomethodology) ve Konusma Coziimlemesi’nin (Conversation Analysis)
kuramsal ve yontemsel ilkelerine dayanan bu calisma Ogretmen ve Ogrencilerin
birlikte olusturduklari, diizenledikleri ve siirdiirdiikleri sinif diizenini incelemistir.
Aragtirma icin Ankara’da bulunan ii¢ okuldaki ii¢ siniftan 15 6gretmenin bulundugu
69 degisik dersten 47 saatlik bir ¢ekim veritabami olusturulmustur. Arastirma
katilimcilarin - gozlenebilir davramiglarimi temel alarak simif diizeninin yeniden
olusturuldugu anlara odaklanmistir. Bu anlar sinif yasaminda yer alan dort farkli
siirecte incelenmistir: (a) ders baslangiclari, (b) etkinlikler arasindaki gegisler, (c)
giilmece sonrasi anlar ve (d) belirli 6grenci seslenmeleri sonrasi anlar. Dolayisiyla
arastirmanin sonunda simif ig¢indeki katilimcilarin diizen olgusuna nasil anlam
yiikledikleri, diizen olgusu hakkindaki anlayislarint gozlenebilir davraniglariyla
harekete nasil doniistiirdiikleri ve bu gozlenebilir davranislariyla diizeni saglayan

diizenekleri diger baglamlara nasil aktardiklar1 ortaya ¢ikarilmistir.

1.1. Amacg ve Sorular
Bu calisma temel olarak smif i¢inde 6gretmen ile Ogrenciler arasindaki

iletisimin simif diizenini yapilandirmadaki payimni1 konusma c¢oziimlemesi ilkeleri
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dogrultusunda incelemeyi amag¢lamaktadir. Arastirmanin ana amaci sinifta dgretmen
ile 6grenci arasindaki iletisimin siif diizenini yapilandirma siirecini ortaya ¢ikarmak
ve sinif diizeni yapilandirma siirecinde sinif i¢indeki iletisimin ne tiirden devinimler
yarattiginmi belirlemektir. Bu ana amag¢ dogrultusunda bu calisma arastirma siiresince

asagidaki sorular1 yanitlamaya calismustir.

(1) Ogretmen ile ogrenciler arasindaki iletisim simf diizenini nasil
yapilandirmaktadir?
(a) Simf igindeki katilimcilar ne tiirden gosterilebilir davraniglar
olusturmaktadir?
(b) Katilimcilar hem kendi hem de digerlerinin davraniglarina sinmif
diizenini olusturma davranislar1 olarak nasil anlam yiiklemektedirler?
(2) Katilimeilar sinif diizenini kurarken hangi agsamalardan ge¢cmektedirler?
(3) Cift-tarafli konugma diizeni sinif ortaminda nasil saglanmaktadir?
(a) Siif yasaminda diizenlestirme uygulamalar1 nasil baglatilmakta,
orgiitlenmekte ve siirdiiriilmektedir?
(i) Ders baslangiclarinda diizenlestirme uygulamalart nasil
davranisa doniistiiriilmektedir?
(i)  Etkinlikler — arasindaki  gecislerde  diizenlestirme
uygulamalari nasil davranisa doniistiiriilmektedir?
(ii1) Glilmece sonrasi1 anlarda diizenlestirme uygulamalart nasil
davranisa doniistiiriilmiistiir?
(iv) Ogrenci-ozel cagri sonrast anlarda diizenlestirme
uygulamalari nasil davranisa doniistiiriilmektedir?
(b) Sinifta diizenlestirme uygulamalar1 nasil sonlandirilmaktadir?
(4) Ogretmenler ogrencilerin ~ simf  diizenine  katilimlarimi  nasil

dizenlemektedirler?

1.2. Sayiltilar
Bu arastirmada sayilt1 olarak dile getirilen kuramlar ve maddeler arastirmaya
onceden belirlenmis yoOntemsel bir yol cizmemekte, arastirmanin kuramsal alt

yapisini olusturarak arastirmaya ilkeleri ve sinirlariyla belirlenmis bir bakis acisi
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saglamaktadir. Bu arastirmadaki sayiltilarin temeli konusma ¢6ziimlemesi kuramsal
ilkeleridir. Konusma ¢oziimlemesi (KC) bir toplumsal iletisim ¢oziimleme yontemi
olarak insanlarin cesitli zamanlarda kendiliginden ve gelisigiizel olusturduklari
konusmalar1 inceleyen bir soylem ¢oziimlemesi alanidir. Kokleri Goffman’in (1983)
iletisim diizenine ve Garfinkel’in (1967) budunydntembilime dayanan KC sadece
muhataplarin konusmalarin1 temel alarak bu konusmalar1 ayrintili bir yazimlastirma
yontemiyle inceleme bicimidir. Budunyontembilim ise insan davraniglarini inceleyen
arastirmacilarin konularina disaridan bakis agisi ile incelemelerine karsi olusturulmus
tepkisel bir toplumbilim inceleme yoOntemidir. Dolayisiyla budunydntembilim
arastirmanin konusu ve odagi olan katilimcilarin bakis agilarini inceler ve aymi
zamanda katilimcilarin  arastirmaya konu olan davramiglarimi  yine onlarin
davraniglarin1 temel alarak c¢oziimlemeye calisir (Seedhouse, 2004). Heritage’a
(1984) gore budunyontem toplumun siradan iiyelerinin anlamlandirdigi, kendi
yollarin1 bulduklart ve kendileri hakkinda fikir sahibi olduklar1 yordamlar1 ve

sagduyulari i¢inde barindiran ¢alisma yontemine denir.

1.3. Arastirmanin Onemi

Egitim alaninda ¢alisan bilim insanlar olarak bizler daha etkili, daha verimli
bir egitim/6gretim ortami olusturmak icin bilimsel ¢alismalan siirdiirmekteyiz. Bu
dogrultuda sinif icinde gercekte neler oldugunu tanimlamak daha verimli bir egitim
ortami olusturmak i¢in ilk adimdir. Bu calisma da smmf iginde Ogretmen ve
ogrencilerin sinif diizenini nasil olusturduklarimi tanimlayarak bu ilk adimi atmay:
amaclamistir.

Anderson-Levitt’in (2006) de belirttigi gibi egitim alanindaki sorunlar ya da
bu sorunlar i¢in ileri siiriilen ¢oziimler, sorunlar tanimlanmadan ya da egitim
alaninda yer alan kisilerin davranislar1 ¢coziimlenmedikce yararli olamaz. Erickson ve
Gutierrez’e (2002) gore bir ¢O6ziim Onerisinin ise yaraylp yaramamasinin
saptanmasindan once c¢oOziime neden olan sornunun tanimlanmasi gerekir. Bu
dogrultuda, siif icerisindeki diizen sorunu tanimlamay1 amaclayan bu calisma sinif
yasaminin nasil orgiitlendigini ve 6zelikle de sinif diizeninin katilimcilar tarafindan
nasil olusturuldugunu sinif icindeki ogretmen ve 6grenci davranislarina odaklanarak

gostermeyi amaclamistir.
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Smif icinde diizeni saglama cabalari, 6gretmenlerin meslek yetisinin 6nemli
bir kismin1 olusturmaktadir. Ancak, Ogretmenler bu yetinin sinif ortaminda nasil
olustugunun farkinda degillerdir. Payne ve Hustler’'in (1980) da belirttigi gibi
ogretmenler bu yetilerini o kadar benimsemislerdir ki onlara soruldugunda sinif
diizenini nasil sagladiklarim1 aciklayamamaktadirlar. Bu nedenle, bu ¢calisma goriiniir

ama farkedilmeyen bu yetilerin ortaya ¢ikarilmasini amag¢ edinmistir.

II. ALANYAZIN TARAMASI

Bu arastirmanin alanyazin taramast asamasinda Ozelikle konusma
coziimlemesi ve sinif i¢indeki iletisim/sOylem calismalarina yer verilmistir. Boylece

calismanin gerekli kuramsal ve yapisal altyapisi olusturulmaya ¢alisilmastir.

2.1. Konusma Coziimlemesi

Konugma ¢oziimlemesi budunyontembilim yontemini kuran Harold Garfinkel
ile baglayarak bir¢ok toplumbilimci tarafindan uygulanan ve Harvey Sacks, Emanuel
Schegloff ve Gail Jefferson tarafindan giinliik konusma ¢oziimlemesine aktarilmis bir
sOylem coOziimlemesi yontemidir. Tanimdan da anlasilacagi gibi konusma
cOziimlemesinin temeli budunyontembilim yontemine dayanmaktadir.

Garfinkel (1967) tarafindan ortaya atilan budunyontembilim yontemi
arastirmanin konusu olan katilimcilarin davraniglarini temel alip katilimeilarin yetkin
birer bireyler oldugunu diisiinerek davranislarini katilimcilarin kendi davraniglarina
gore incelemeyi amaclamistir. Bir arastirmada yer alan insanlarin kendi kosullarinin
ve etrafindaki kosullarin bilgisinde olmasi ve bu bilgiye gore davranmasi
davraniglarinin ~ toplumsal  orgiitlenme  bi¢imlerini  olugmasini  saglamustir.
Katilimcilarin icinde bulunduklar1 kosullarin bilgisinde bulunmasi ve bu kosullarin
icindeki davraniglart aragtirmacilara katilimcilarin toplumsal Orgiitlenme siirecini
gostermektedir (Schiffrin, 1994).

Budunyontembilim yonteminin ana kurami katilimcilarin var olduklar
toplum icinde yetkin olarak yasabilmeleri icin kendilerinin ve iletisim iginde
olduklar1 digerlerinin davraniglarint  ¢oziimleyip anlamlandirmalart  ve bu

anlamlandirma iizerine davraniglarin1 yeniden sekillendirmeleri diisiincesidir
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(Heritage, 2001). Bu kuramsal diisiince yontemsel olarak birtakim sonuglar
dogurmaktadir. Katilimeilarin i¢inde bulunduklart ¢evrenin bilgisi ve bu bilgi
dogrultusundaki davramiglar1 birbiri ile derinden iligkili ve birbirini tamamlayicidir.
Bu nedenle arastirma sirasinda bilgi ve davranis birbirinden ayrilamaz. Katilimcilarin
kosul bilgileri ve davranislar1 katilimcilardan ve i¢inde bulunduklar1 kosullardan
bagimsiz degildir. Bu nedenle her arastirma her durumu kosullar1 dogrultusunda
incelemeli ve bu kosullarin getirdigi 6zel durumlar dogrultusunda sonuca varmalidir.
Katilimcilar davraniglarimi kendileri ¢oziimleyip anlamlandirdiklarindan arastirmaya
baglarken arastirmanin kuramsal yapisin1 disariddan getirilecek bir kuramla
yapilandirmak anlamsizdir. Arastirmacinin temel gorevi katilimcilarin davraniglarim
yine onlarin davraniglarini inceleyerek bulgulara varmaktir (Garfinkel, 1967).

Konugma ¢oziimlemesi c¢esitli durumlardaki kendilinden gerceklesen
konusmalarla insanlarin neler yaptigini inceleyen bir sdylem c¢oziimlemesi
yontemidir. Konusma c¢oziimlemesi budunydntembilim yonteminden kaynaklanan
konusma igersindeki kisilerin konusmanin ilk ¢oziimleyicileri ve yorumlayicilari
oldugu ana temasi1 dogrultusunda konugmalarin yapisindaki orgiitlenmeleri ¢esitli
zamanlardaki dogal iletisimleri inceleyerek bulmaya amag edinir (Seedhouse, 2004).
Ayrica konusma ¢oziimlemesi, iletisim diinyasinin nasil calistigini, toplumsal yasam
deneyimlerinin nasil olusturuldugunu ve toplum diizenin nasil oOrgiitlendigini
saptamay1 ve betimlemeyi amaclar (Moerman, 1988).

Konusma ¢oziimlemesi iletisim siirecindeki anlam ve davranis konularim
inceleyen bir alandir. Davranis ardisikliginin davranisin olustugu kosulu belirledigini
ve davraniglarin anlamlarinin bu davranis ardisiklifindan kaynaklandigini temel
kuram olarak alan konusma ¢oziimlemesi iletisim siirecinin ardisik orgiitlenmesini
toplumsal diizenin yapilandirdigim tartisir (Heritage, 1984).

Konugsma c¢oziimleme calismasindaki amag¢ kisiler arasindaki iletisimin
sireklilik gosteren desenleri c¢alismanin sorulari dogrultusunda betimlemeler
tiretmektir (Perakyla, 1997). Bu betimleri gerceklestirebilmek icin konusma
coziimlemesi birtakim ilkeler ve siirecler belirlemistir: (1) iletisim her boyutunda
stirekli bir diizenin olmasi ilkesi, (2) iletisimin baglam kisitli ve baglam yaratici
olmasi ilkesi, (3) iletisim ardisiklifinda ayrintili inceleme siireci ve (4) veri oncelikli

inceleme ilkesi (Seedhouse, 2004).
240



Herhangi bir konusma ¢oziimlemesi arastirmasina rehberlik edip arastirmanin
tiim boyutlarinda etkili olan ana ilke konusma siirecinin her agsamasinda bir diizenin
var olmasidir. Herhangi bir iletisimin yontemsel bir yapi1 icerdiginden, bu iletisimin
her noktasinda bir diizen icerdiginden ve iletisime katilan kisiler tarafindan bir
bicemi var oldugu varsayilip iletisimime bu anlayis dogrultusunda katildiklarindan
iletisimin her asamasinda diizenin var olmasi ilkesi konusma c¢oziimlemesi
caligmalarin1  temelden etkilemektedir (Moerman & Sacks, 1988). Dolayisiyla
konusma c¢oziimlemesi calismasinda iletisimin her aninda bir desen oldugundan, bu
desenlerin rast gele gerceklesmediginden ve desenlerin baglamla dogrudan ilgili
oldugundan tiim ayrintilar yazimlastirma siirecinde incelenir. Yazimlastirma siireci
boylece Jefferson (1979) tarafindan gelistirilen ilkeler dogrultusunda iletisim
siirecindeki cakismalari, bosluklari, vurgulart ve benzeri tiim ayrintilar1 icerecek
bicimde belgelenir (konusma c¢oziimlemesi ilkeleri dogrultusunda yapilmig

yazimlastirma 6rnegi icin Sekil 1’e bakiniz).

A: hadi gidelim mi diyo:rum [sana-
B: [isim var DEDIM vya:
A: hep de isin [¢ikiyor <ama:>

[BILIyorsun di mi

Sekil 1. Ornek konusma coziimlemesi yazimlastirmasi.

Konugsma c¢oziimlemesi arastirmalarina yon veren ikinci ilke ise iletisimin
ayn1 anda baglam kisitlayic1 ve baglam yaratici olmasidir. Iletisim sirasinda iiretilen
herhangi bir davranis katilimcilarin iirettigi bir onceki davranistan etkilenip baglami
tiretir. Benzer sekilde iletisime katilan kisilerin davranislart bir sonraki davranisin
baglamin1 yapilandirir (Heritage, 1984) (konusma c¢oziimlemesi yontemindeki

baglam kisitli ve baglam yaratici ilkeler i¢in Sekil 2’ye bakiniz).
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A katilimcisinin konusmasi

A

Baglam kisitlailik

ilkesi

A 4
A ve B katilimcilarinin A’nin

konusmasini anlamlandirip

A

cOzliimlemeleri

A 4

B katilimcisinin A’nin
konusmasini ¢dzimlemesinden
sonraki konusmasi

B Baglam yaraticilik
v ilkesi

A ve B katilimcilarinin kendi

A

konusmalarini anlamlandirip

cHziimlemeleri

A 4
A katilimcisinin B’nin

A

konusmasini ¢dzimlemesinden

sonraki konusmasi

Sekil 2. Baglam kisitlilik ve baglam yaraticilik ilkeleri.

Bir konugsma c¢oziimlemesi calismasini temelden bigcimlendiren ilke de
iletisimin ardisikligr fikridir. KC’ye gore bir konusma siirecinindeki Orgiitlenme
bicimlerini goriiniir hale getiren devinim konusmada yer alan katilimcilarin s6z
ardisikligidir. S6z ardisikligi konusma sirasinda konusan kisinin bir 6nceki konusan
kisinin sozlerini anlayip yorumladgim gosterir ve ayn1 zamanda da bu anlamlandirma
ve yorumlama siireci arastirmacilara katilimcilarin 6rgiitlenme bigimlerini gosterir.

Konugma ¢oziimlemesi ¢alismasinin ana ilkelerinden biri de veri tabanh
coziimleme siirecidir. Iletisimdeki katilimcilarin yetkin birer toplumsal varliklar
olduklarim1 ve bu dogrultuda katilimcilarin iletisim sirasinda hem kendi
davraniglarnin© hem  de  muhataplarimin = davramiglarimi anlamlandirip
yorumlayabildikleri temel ilkesi disinda konusma c¢oziimlemesi iletisim verilerini

gerceklestigi baglam icerisindeki durumlara gore inceler (Seedhouse, 2004).
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2.2. Smif ici Tletisim/Séylem ve Siif Diizeni/Yonetimi Calismalar

Dilin ve dolayisiyla iletisimin diisiince bicimini etkiledigi ve davranislarimizi
yonlendirdigi bilinmektedir (Verducci, 2000). Ayrica kisiler arasindaki iletisim,
ogrendigimiz davranis kaliplarimi etkilemekte ve bu sirada edindigimiz degerleri
bicimlendirmektedir (Ayim, 1997). Sinif icindeki iletisim de benzer olarak 6grenimin
gerceklesmesini ve bilgilerin olusturulmasini saglarken sinif diizeni kurallarinin, sinif
icindeki degerlerin ve buna benzer sakli unsurlarin da yapilanmasini saglamaktadir
(Hull et al., 1991). Smif ici iletisim/sOylem calismalari ve sinif diizeni/yontem
calismalarinin ortak 1ilgisi ise simf icindeki diizenin ve smif yOnetiminin
iletisim/sdylem yoluyla nasil yapilandirildigidir.

Siif yonetimi calismalari ogretmenlerin 68renciler ile birlikte sinif icinde
uyulmasi gereken kurallarin nasil olusturuldugunu gostermeye calismistir. Sinif
diizeni kurallar1 ve yordamlar: kimin kime ne zaman neyi nasil sdyleyecegini, kimin
kimi ne zaman nasil dinleyecegini ve neyin nasil soOyleyecegini belirtir. Bu
dogrultuda simif diizeni ve yonetimi arastirmalar1 hangi kurallarin ve yordamlarin
sinif diizenini olusturmada yarali oldugunu, Ogrencilerin simif diizeni saglanirken
derslerine nasil yogunlastirilabilecegini, etkili sinif diizeni kural ve yordamlarinin
etkili bicimde nasil uygulanabilenecegini ve bu asamada Ogretmenlerin
onaylanmayan davraniglara nasil tepki vermeleri gerektigini arastirir (bakiniz
Evertson & Weinstein, 2006).

Smif i¢i iletisim/soylem c¢alismalart simif diizeni olusturan kural ve
yordamlarin 6gretmen ile dgrenciler tarafindan nasil uygulanip izlendigini ve degisik
zamanlarda ve degisik durumlarda bu kural ve yordamlarin 6gretmen ve orenciler
arasinda iletisim yoluyla nasil yapilandirildigini inceler (Morine-Dershimer, 2006).
Lin (1994) yaptigi ayrima gore ise smif i¢i diizen ve yOnetim arastirmalari
ogretmenlere 6zel olarak hangi kurallarin ve yordamlarin ne zaman ve ne sekilde
sinif diizenini saglamada etkili oldugunu ve hangi tiir kurallarin 6grencilerin
basarisini etkilemede etkili oldugunu aciklarken sinif ici iletisim/sdylem arastirmalari
ogretmenlerin  belirli  kurallart  hangi yollarla Ogrencilerine  tanittiklarini,

uyguladiklarin1 ve degistirdiklerini betimler.
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III. YONTEM

Bu calismanin yontemsel ve kuramsal temelleri konusma coziimlemesi
ilkelerine dayandirilmistir. Saf bir betimleyici arastirma Ornegi olan bu c¢alisma,
belirli bir toplumsal gergeklik olan simif diizeni olusturma siirecinin sinif ortaminda
nasil olusturuldugunu, siirdiiriildiigiinii ve paylasildigini 6gretmen ve 6grencilerin
sinif-ici  iletisimleri sirasindaki davraniglarimi temel alarak ortaya ¢ikarmayi
amaclamistir. Calisma daha 6nceden olusturulmus kuramlarla baslamak yerine sinif
icinde kendiliginden ortaya ¢ikmis konusmalarin kaydedildigi ve bu video kayitlarin
yazimlastirildigr verilerle baslamistir. Arastirmanin ¢oziimleme mantiglr ise iki
boyutludur. ilk boyutunda ayri durumlardaki farkli 6zellikler saptanmis ve ikinci

boyutunda ise farkli durumlarda gecerliligini siirdiiren genel 6zellikler belirlenmistir.

3.1. Pilot Calisma

Pilot ¢alisma icin veriler ABD’de yer alan bir iiniversitede anaokulundaki
sinifin  bir haftalik ogretmen ile Ogrenciler arasindaki iletisim kayitlarim
icermektedir. Alan ¢alismasi ilk asamada Ogrencilerin paylasim zamani (circle time)
dedikleri siireyle kisithyken daha sonraki alan caligmalan Ogrencilerin giinliik
iletisimlerini de kapsamistir. Pilot ¢calismanin verileri iiniversite alani i¢inde yer alan
laboratuar anaokulunda toplanmistir. Yaglar1 3 ile 5 arasinda degisen 20 68renci ve
bu Ogrencilere rehberlik eden 4 Ogretmenin smif icindeki iletisimleri videoya
kaydedilmistir. Bu laboratuar anaokulundaki olagan bir giin (a) 6grencilerin birden
cok oyun olanaklarini sectikleri oyun zamanindan, (b) degisik nesneleri ve olgulari
inceleyip arastirdiklar1 kiiciik grup zamanindan, (c¢) hep birlikte fikirlerini
paylastiklar1, sarki soyledikleri ve hafta i¢in yeni tasarilar iirettikleri biiyiikk grup
zamanindan ve (d) 68le yemeklerini yedikleri 6gle yemegi zamanindan olusmaktadir.
Ayrica bu laboratuar ana okulu egitim fakiiltesinin degisik boliimlerinde egitim
goren 6grencilere ¢cocuk gelisimini gozlemlemeleri i¢in olanak saglamaktadir.

Pilot ¢calismadaki siirecte veri ¢oziimlemesi kayit haftasinin {iciincii giiniinden
sonraki iletisime odaklanmustir. flk giin 6grenciler ve 6gretmenlerle tanisma ve uyum
saglama siireci ile gecmistir. Ikinci giinde ise video kayit teknik sorunlarindan dolayi

kayitlardan beklenen nitelikli veriler elde edilememistir. Deneme ¢alismasindan elde
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edilen konugma kayitlarinin bir 6zeti Sekil 3’te sunulmustur. Ancak bu arastirma

onerisine rehberlik edecek bulgu asagidaki sekilde 6zetlenmeye calisilmistir:

1.

Smif diizenini yapilandirma siirecinin temeli Simif Diizen Ogesi (SDO)’dir.
Smmif Diizen Ogesi o6gretmen ile Ogrencilerin siif diizeninin nasil
yapilandirilacagi hakkinda karsilikli uzlagmalart ile baglar.

Karsilikli uzlagilan Sinif Diizen Ogesi 6gretmen ve Ogrenciler tarafindan
uygulandig siirece sinif diizeni saglanmis olur. Ancak Simf Diizen Ogesi’ne
aykirt bir davranis gerceklestiginde ve bu onaylanmayan davranis dgretmen
ve Ogrenciler tarafindan da onaylanmayan sekilde yorumlaninca ya dgretmen
ya da 6grenciler onaylanmayan davranigi sergileyen 6grenciyi uyarirlar.
Onaylanmayan davranisi sergileyen Ogrenci bir sonraki adimda davranigini
onaylanacak sekilde diizeltirse simif diizeni yapilandirma siireci olagan gecis
slirecine girmis olur.

Bu bulgulara ek olarak deneme ¢alismasi sinif diizeni yapilandirma siirecinin
ogretmen ile Ogrencilerin ortaklagsa irettikleri bir siire¢c oldugunu,
onaylanmayan davraniglarin  siirekli  bir uzlasma icinde yeniden
anlamlandirildigin1 ve 6gretmenler ile 6grencilerin sinif diizeni yapilandirma

siirecinde farkli ama birbirini tamamlayict birer bakis agilar1 oldugunu

gostermektedir.
Sahne Onaylanmayan Uyari
" Davranis o
A
v
h 4 Diizenlenmis
Gecis davranis

Sekil 3. Simf diizeni yapilandirma siireci.
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3.2. Katihmecilar

Bu nitel arastirmada katilimcilar Ankara’daki ti¢ degisik okuldaki ti¢ degisik
siniftaki 6gretmenler ve 6grencilerdir. Ankara’da ayni ilge sinirlarinda yer alan bu {i¢
okul veri toplama sirasina gore (1) ozel bir okul, (2) diiz lise ve (3) Anadolu
lisesinden olugmustur. Bu okullardan birer 10. Sinif sec¢ilmistir. Bu siniflarin ve bu

okullarin secimi maksimum farklilik ilkesine gore se¢ilmistir.

3.3. Arastirma

Okul A bir iiniversitenin kampusunda konumlandirilmis 6zel bir okuldur.
Okulda ilk ve orta egitim binalar1 ayn1 yerde bulunmaktadir. Okul sinirlarin iginde
diger olanaklar haricinde (a) kafeterya, (b) spor merkezi, (c) konferans salonu
bulunmaktadir. Arastirmaci i¢in kaydedilen smnif Ogrencileri derslerini farkl
dersliklerde islemektedirler. Boylece dgrenciler ayn1 giin i¢inde fizik, kimya, biyoloji
labaratuvarlainda deneyler yapmakta ve derslerin igerigine gore diizenlenmis
siniflarda Tiirkge, Cografya ve Tarih dersleri islemektedirler. Tiim dersliklerde data
projektdr ve internete bagh bir bilgisayar bulunmaktadir. Ozel bir okul oldugundan
ogrencilerin sosyo-ekonomik seviyeleri birbirlerine benzemektedir.

Okul B Ankara’min merkez ilcelerinden birinde yer alan diiz liselerden
birisidir. 4 katli bir binadan olusan okulda kantin, spor salonu, idari ofisler,
ogretmenler odasi ve derslikler ayn1 binada yer almaktadir. Benim izledigim sinifta
35’ten fazla 6grenci bulunmaktadir. Okul A’dan farkl olarak, bu okuldaki 6grenciler
bir sinifta ders almakta ve 6gretmenler ayni sinifa gelmektedir. Okul B gecekondu ve
likks apartmanlarin birarada bulundugu bir yerde oldugu i¢in Ogrencilerin sosyo-
ekonomik diizeyleri farklilik gostermektedir.

Okul C Ankara’nin kenar mahallerinin birinde yer alan bir Anadolu lisedir.
Okul B’ye benzer sekilde, Okul C de 4 katl bir binadan ibarettir. Derslikler, kantin,
idari ofisler ve 6gretmenler odas1 ayn1 binada yer almaktadir. Bu okuldaki dgrenciler
okula bir simnav sonucu alindiklart i¢in kaydedilen siniftaki 6grencilerin akademik

basarilarinin diger okuldakilere gore daha yiiksek oldugu diisiiniilmektedir.
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3.3. Veri Coziimleme Siireci

Konusma ¢oziimlemesinin ilk asamasinda Ogretmenler ile Ogrenciler
arasindaki konusmalar belirli bir ama¢ olmaksizin incelenmistir. Boylece
arastirmanin ana konusuna bagli kalmadan ve ana konudan etkilenmeden ortaya
cikabilecek noktalar bagimsiz bir sekilde saptanmistir. Arastirmanin ikinci
asamasinda ise smif i¢i konusmalar arastirma sorulart dogrultusunda incelenmistir.
Bu asamada ¢6ziimlemenin odak noktasi olagan dis1 sinif i¢ci konusmalar olacaktir.
Aragtirmanin {i¢iincii ve son asamasinda olagan dis1 konugmalarin ortaya c¢ikardigi
noktalar olagan smif i¢i konusmalardaki bicemini incelenmistir (arastirmanin veri

coziimleme siirecini 6zetleyen Sekil 4’e bakiniz) (Sacks, 1992).

Sinif igi Olagandisi Olagan sinif
konusmalarin sinif ici ici
glidiilenmemis > konusmalarin > konusmalarin

incelemesi incelenmesi incelenmesi

A A

Sekil 4. Veri ¢oziimleme siireci.

IV. BULGULAR

Bu calismanin ana amaci smnif-i¢i iletisim sirasinda sinif diizenin nasil
saglandigin ortaya cikarmaktir. Bu dogrultuda arastirma oncelikle sinif diizeninin
saglandigl anlara odaklanmustir. Pilot calismadan elde edilen bulgular ve giidiisiiz
inceleme asamasinda ortaya cikan sonuclar gostermistir ki siif diizeni saglama
mekanizmasi kendini diizen sorunlarinin meydana geldigi anlarda en goriiniir sekilde
gostermektedir. Dolayisiyla aragtirma diizen sorunlarinin ortaya c¢iktigi dort ana
yogunlasmistir: (a) ders baslangiglari, (b) etkinlikler arasindaki gegisler, (c)

giilmecelerden sonraki anlar ve (d) belirli 6grenci seslenmelerinden sonraki anlar.
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4.1. Ders Daslangiclan

Arastirmadan elde edilen veriler sinif diizeni saglama siirecinin kendini en
belirgin sekilde ders baslangiclarinda ortaya koydugunu gostermistir. Her yeni ders
hem 6gretmen hem de dgrenciler i¢in yeniden ve bastan kurulmasi gereken bir diizen
demektir. Bu diizen diger derslerdeki diizenden farkli da olabilir, benzerlikler de
tasiyabilir ya da tamamen farkli da olabilir. Ancak her iki taraf icin de 6nemli olan
nokta da yeni dersteki diizenin yeniden yapilandirilmasi 6gretmen ve 6grencinin
birbirilerinin davraniglarini yorumlamaya ve onlara anlam yiiklemelerine baglidir.

Coziimlemeler bize ders baslangiclarinin iki ana asamadan olustugunu
gostermektedir: (a) baslangic ve (b) yeniden baslangic. Temelde baslangic diye
adlandirilan agsamada 6gretmen ve Ogrenciler diizeni kurmaya caligmakta ve yeniden
baslangic asamasinda yeniden kurulmus diizenle birlikte islenecek konuya
baslamaktadirlar. Coziimlemeler ayrica bize baglangic asamasinin kendi i¢inde ikiye
ayrildigina gostermistir: (a) yerlesme-selamlama aliskanligi ve (b) evisleri
aligkanligi.

Bu boliimde goze carpan diger bir sonu¢ da Ogretmenin sinif diizenini
saglarken siirekli olarak yer degisiminden yararlandigidir. Sinif diizenini saglamaya
calisan 6gretmen simif icindeki konumunu degistirerek Ogrencilere belirli isaretler

vermektedir.

4.2. Gegisler

Budunyontembilim/konugma ¢6ziimlemesi gelenegine uyarak arastirma bu
bolimde once gecislerin katilimcilarin davranislarina bagli kalarak agiklamastir.
Daha sonra da bu anlarda sinif diizenin nasil saglandigin1 géstermeye calismastir.

Temelde sinif icinde bir etkinlikten digerine gegis an1 ogrencilerin birliktelik
sagladiklar1 anin c¢oziilmesi icin uygun bir ortam saglamaktadir. Coziilmenin
yasandigr gecis anindan kurtulup yeniden diizenin saglandigi ana gecmekte
ogretmenin kullandig1i ara¢ baglama isaretleridir. Bir Onceki etkinlikle baglanti
kurabilmek ve boylece o etkinlik sirasindaki diizeni yeniden saglayabilmek igin

ogretmen bir onceki etkinlikle ilgili baglama isaretleri kullanmaktadir.
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4.3. Giilmece Sonrasi Anlar

Ogretmenin sinif diizenini saglama dakikakarindan biri de giilmece sonrasi
coziilen birlikteligin yeniden kurulmasidir. Bu bolimde elde edilen veriler
gostermistir ki giilmece dogasit geregi Ogrencilerin birbirleri arasinda giilmeceye
konu olan olay hakkinda yorum yapmalarmi yol a¢maktadir. Bu da diizenin
coziilmesine ve boylece dgrencilerin kendi aralarinda bireysel konugsma yapmalarina
neden olmaktadir. Bu nedenle Ogretmenin bir diger gorevi de Ogrencilerin
giilmeceden sonra yeniden diizenin saglanmasidir.

Coziimlemeler bize bir senaryonun giilmece sayilabilmesi icin katilimcilarin
daha Onceden bahsedilen bir konuyu giiliinecek bir olay olarak ele almalar
gerektigini gostermistir. Giilmece sonrasi andaki diizen daha oOnceki boiilmlerde

tartisildigi gibi baglama isaretleri yardimiyla saglanmaktadir.

4.4. Belirli Ogrenci Seslenmeleri

Bu boliimde once pilot calismadan elde edilen veriler sunulmustur. Pilot
calismada elde edilen veriler smif diizenin sifta belirli bir sira icinde
olusturuldugunu gostermistir: (a) sahne, (b) hareket, (c) uyari, (d) uyarlanmis
hareket, (e) gecis. Ana calismadan elde edilen veriler bu asamalarin dogrulugu
vurgulamis ve degisik bir bakis agisiyla yeniden yorumlamistir: (a) 0gretmenin
bakisindaki degisiklik, (b) 6grencinin adinin seslenilmesi, (c) seslenmenin temast, (d)
durak.

Bu boliimde 6ne ¢ikan bir bulgu da 6gretmenin yer degistirmesi ve bakisi
ogrenciler icin biiyiikk bir anlam tagimasiydi. Coziimlemelerden elde edilen veriler
bize dgrencilerin 6gretmenin yer degistirmesine ve bakisina dikkat ettiklerine ve bu

degisikliklere gore kendi davraniglarin1 yeniden olusturduklarini gostermistir.

V.SONUCLAR

Aragtirmanin sonu¢ boliimiinde konusma coziimlemesi iizerinde c¢alisacak
arastirmacilar i¢in Onerilerden ve ogretmenler, idareciler ve egitim hakkinda politika

ve kararler verenler i¢in Onerilerden bahsedilmektedir.
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5.1. Sif ici Etkinliklere Yonelik Oneriler

1. Her ders belirli boliimlerden olusmaktadir ve her bolim kendi iginde
birbirinden farkli orgiitlenme siireci barindirmaktadir. Bu nedenle, 6grencilerin bu
boliimleri yorumlamalar1 ve bu yorumlar1 sonucundaki davranislar1 birbirinden
farklidir. Sonu¢ olarak Ogretmenler bu farkli davramiglara karsi1 hosgoriili
olmalilardir.

2. Bu ders boliimlerinden birisi de ders baslangiclaridir. Ders baslangicini
olusturan rutinlerden birisi de evisleri boliimiidiir. Bu asamada 68retmen ogrencilerin
toplumsallagma geregi olarak onlarin kendi aralarinda konusmalarina izin vermelidir.

3. Ogretmenler sinif diizenini saglayabilmek igin birden fazla teknik
kullanmaktadirlar. Ogretmenlerin bu tekniklerin hangilerini ne zaman ve ne sekilde
kullanacaklarin1 belirleyen ve etkileyen temel etmen de onlarin Ogrencilerle
gecirdikleri zamandir. Ogretmen ve 6grencilerin bir arada gegirdikleri zaman onlarin
birbirileri hakkindaki diisiincelerini etkilemekte ve davramiglarini yorumlamada
cesitlilige neden olmaktadir. Sonu¢ olarak Ogretmenler sinifta gegirdikleri siire
icersinde 6grencilerinin ne tiirden iletisim desenleri kurduklarina dikkat etmelidirler.

4. Bulgular gostermistir ki simif diizenini saglamak iki tarafinda birlikte
basardigi bir girisimdir. Ogrenciler 6gretmenlerinin hangi davranisi neden ve nasil
yaptiklarinin farkindalar ve gerektiginde bu ugrasiya katilmaktadirlar. Bu nedenle
ogretmenler sinif diizenini kurarken 6grencilerin katilimini giidiilemelidirler.

5. Simif diizenini saglamak bir davranmisla gerceklesen bir basar1 degildir. Bu
basar1 6gretmen ve Ogrencinin birlikte yaptig1 birden fazla davranis sonucu ortaya
cikan bir siirectir. Bu nedenle ogretmenler sinif diizenini saglarken birden fazla

teknik kullanmali ve sabirli olmalidirlar.

5.2. Diger Arastirmacilar icin Oneriler

1. Bu arastirma sirasinda arastirmacit olarak zorlandigim bir nokta
arastirmanin temelini olusturan yolun dengelenmesiydi. Bir konugsma c¢oziimlemesi
calismas1 olarak baslangigta iki yolun oldugun farkindaydim: (a) etnografik temelli
yol ve (b) ayrmtili ardigik ¢oziimleme yolu. Iki yoldan birisini segmek yerine ben
orta yoldan yiirimeyi sectim. Diger bir degisle konugsmalardaki ayrintilara

odaklanirken biiylik resmi gormek amaciyla etnografik ozelikleri de incelemeye
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calistm. Bu asamada orta yolu tutturmayi basarip basarmadigim hala bir soru
isaretidir. Sonug olarak konusma c¢oziimlemesi calisacak diger arastirmacilarin hangi
yolu secgeceklerini ve sectikleri yolda neyi nasil inceleyeceklerini basta belirlemeleri
gerekmektedir.

2. Siif diizeninin saglanmasit konusunda calisan arastirmacilara calisma
konusu olacak bir alan da 6gretmenlerin sinif diizenin saglama sirasinda karar esigi
mekanizmasidir. Bu calisma bu konuya yeteri kadar zaman ve yer ayiramamustir.
Ancak sonraki aragtirmacilar bu esik mekanizmasinin sinif icinde nasil isledigini
arastirarak siif diizeni konusunda bir¢ok konuya 151k tutabilirler.

3. Diger bir konu da 6grencilerin sinif diizeni kurma siirecine katkilaridir. Bu
arastirma el verdik¢e 6grencilerin bu siirece katkisin1 agiklamaya ¢alismistir. Ancak
151k tutulmasi gereken daha bir ¢ok yer vardir. Bu nedenle bu konuda calisacak diger
arastirmacilarin 6grencilerin sinif diizenine nasil katildigini inceleyebilirler.

4. Coziimlemelerde ortaya ¢ikan bir konu da katilimcilarin dersi ya da bir
etkinligi nasil sonlandirdiklariydi. Ancak bu arastirma yeteri kadar bu konuya 151k
tutamamistir. Diger arastirmacilar 6gretmen ve 6grencilerin dersi ya da bir etkinligi

nasil sonlandirdiklarini inceleyerek bu alana 151k tutabilirler.
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