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ABSTRACT
In this study, I focus on looking at the meaning in classroom talk through the prism
of dialogue, specifically Bakhtinian dialogue, at how it informs meaning and at how these
two concepts of meaning and dialogue interact in an educational context. There are
various approaches to understanding and unpacking meaning, and how meaning relates
to language and speech. There are also different approaches to understanding and
unpacking dialogue in teaching and learning (e.g., Alexander, 2001; Burbules, 1993;
Skidmore, 2000; Wells, 1999). Dialogue is central to education because it is viewed as a
verbal way to exchange thoughts and alternative points, arguments or disputable issues in
a form of questioning or critiquing to arrive at an understanding of the discussed matter.
In seeing dialogue as such, educators maintain the value of dialogic exchanges as a useful
knowledge inquiry tool to materialize student thinking processes. Thus, dialogue has been
perceived as a discourse pattern which might best enhance learning in classrooms (Mercer
& Littleton, 2007; Skidmore & Murakami, 2016; Walsh, 2006).
For the purpose of investigating classroom talk using the lens of Bakhtinian
dialogue, I designed and carried out a proof of concept study that was set out to illuminate
the issues and potentials of Bakhtin’s theoretical concepts constituting dialogue.
Specifically, I examined utterance, addressivity, responsivity residing in utterance,
connections and dialogic relationships between utterances (Bakhtin, 1981, 1986a, 1986b;
Holquist, 1990; Todorov, 1984) and the part which these concepts play in meaning
making.
A proof of concept study is a preliminary rollout and check of a specific program,
and of its process, method and idea to demonstrate its feasibility. It is useful to conduct a
trial run for testing those ideas and to see if and how they can be practically implemented
and applied (Ceylan & Yesilmen, 2005) to the classroom. In this study, Bakhtinian ideas
x
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on the centrality of utterances in speech, dialogic relationships between utterances, and
their role in meaning making are tested for how they can be applied in the analysis of
classroom discourse.
The key goals of this proof of concept study include:
-

unpacking and operationalizing the concepts of utterance, responsive
reactions, and dialogic relationships between utterances (Bakhtin, 1986a) and
notions

constituting

utterance,

such

as

addressivity,

responsivity,

completeness;
-

problematizing the role of the above concepts in meaning making; and

-

investigating how the operationalization and problematizing of these concepts
can be useful for classroom discourse.

To operationalize Bakhtinian theoretical concepts, this study adopts the method
of iterative reading (Srivastava & Hopwood, 2009). The operationalized concepts are then
organized in an analytical scheme used to investigate classroom talk. Two units of English
Language lessons were investigated with the use of the analytical scheme developed in
this research. The analytical scheme developed as a result of this study is tested for its
potential as a theoretically grounded, clearly operationalized Bakhtinian analysis of
classroom talk and classroom interactions during English Language lessons. These
analyses could potentially provide additional insights into the process of teaching and
learning language.

xi
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CHAPTER 1
INTRODUCTION
1.1

Purpose of the Study
This is a proof of concept study set out to illuminate the issues and potentials of

Bakhtin’s theoretical concepts of utterance, dialogic relationship and dialogism (Bakhtin,
1981, 1986a, 1986b; Holquist, 1990; Todorov, 1984) for classroom discourse analysis by
1) operationalizing them and 2) exploring the potential of applying these concepts in
analyzing language use and meaning making in classrooms. Ultimately, the study aims to
demonstrate how an operationalization of Bakhtin’s concepts can support analyses of
meanings as an interplay between utterances and their multiple features (e.g.,
addressivity, responsivity, completeness, dialogic relationships between utterances across
different times and spaces) in classrooms. A Bakhtinian notion of dialogue has been
widely employed in the educational field (Alexander, 2001; Burbles, 1993; Nystrand
Gamoran, Kachur & Prendergast, 1997; Skidmore, 2000) whereas the operationalization
of concepts such as utterance, addressivity or responsivity has not yet been done
substantially for classroom discourse. The objective of this study is to operationalize
Bakhtinian concepts for the purpose of classroom discourse and show how their
understanding can help in understanding meaning making in classrooms. Thus, the study
is set out as a proof of concept to show that Bakhtinian notions and concepts can be
arranged into an analytical scheme as an instrument for the analysis of classroom talk and
to explore how it can be used, and how it could help to illuminate the process of meaning
making in classroom talk.
The study sets out to achieve three goals:

1
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(a) to unpack and operationalize the notions of dialogue and dialogism (Bakhtin,
1981, 1986a, 1986b; Holquist, 1990; Todorov, 1984), and related notions
introduced by Bakhtin: utterance, addressivity, responsivity, dialogic
relationships between utterances, completeness of utterances, chronotope,
which he described and explained but did not substantially define;
(b) to unpack some of the key Bakhtinain notions in order to aid understanding of
meaning making and the use of language in classroom talk in the educational
context; and
(c) to explore and illuminate how the operationalization and problematizing of
these notions can be useful in analysing classroom discourse and its more
nuanced understanding.

A proof of concept study is a preliminary rollout and check of a specific program,
and of its process, method and idea to demonstrate its feasibility (Ceylan, 2005). In this
study, the proof of concept is the creation and testing of an analytical scheme which
deploys operationalized Bakhtinian notions for classroom discourse analysis. Central to
a proof of concept study is the conducting of a trial run for testing the ideas, seeing if and
how they can be practically implemented and applied (Ceylan, 2005) to the classroom.
Thus, this study aims to not only propose an operationalization but also show how the
operationalized Bakhtinian concepts can be practically implemented for classroom
discourse analysis. Proof of concept studies are not common in educational research
except for instances where there is a need to test and proof curriculum ideas (Clarity
Innovations, 2020) or for testing concepts and ideas for information technologies (Ceylan,
2005).

2
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The proof of concept approach of this study is chosen to help bridge the gap in
testing if theoretical concepts of utterance, addressivity and dialogic relationships can be
operationalized for the analysis of meaning in classroom talk. As such, the focus of my
proof of concept study is not only on testing the process but also on testing fundamental
theoretical concepts, which can help in understanding dialogicity of language and its role
in teaching and learning. The context of the investigation is English Language lessons.
However, the study is not intended to illuminate the specific nature of English Language
teaching and learning. Rather, the study sets out to illustrate, illuminate and animate
abstract Bakhtinian concepts in a concrete manner, using English Language lessons as the
immediate setting.
The concept of dialogue is central to education because it involves the exchange
of thoughts and alternative points, arguments or disputable issues in a form of questioning
or critiquing to build an understanding of the discussed matters. In seeing dialogue as
such, educational scholars maintain the value of dialogic exchanges as a useful knowledge
inquiry tool to materialize student thinking processes. Thus, dialogue has been perceived
as a discourse pattern which might best enhance learning in classrooms (Mercer, 2007;
Skidmore & Murakami, 2016; Walsh, 2006).
Classrooms are the main place where, amongst other places, teachers and learners
are known to work and interact through the means of language, amongst other various
means. The dominant pattern of classroom teaching has been Initiation Response
Feedback (IRF), identified and described as early as the 1970s (Sinclair & Coulthard,
1975), and is known to give very few opportunities for students to speak in the classroom.
Predominance of teacher talk gave rise to the idea that an increase in student talk might
enrich teaching and enhance learning by involving students in the co-construction of
inquiry and meaning (Skidmore, 2000; Wells, 1999). Yet, it is not only the increase in the
3
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quantity of student talk instances, but also improving the quality of teaching and learning
that matters. As prior studies that have been conducted in English Language (EL)
classrooms have shown, the increase in frequency of student talk alone does not translate
into expression of ideas; instead, student talk often operates around giving answers
expected by teachers (e.g., Nystrand et al., 1997; Teo, 2016). Dialogue can also be
understood as a conversation with an immediate exchange of ideas between interlocutors
(Bakhtin, 1986a). Dialogue, however, is not simply a conversation. From a Bakhtinian
perspective, dialogue captures the relationship of meaning between utterances and
dialogic relations are embedded in teachers’ and students’ utterances where utterance is
a tool for creating and constructing meanings and generating ideas.
For Bakhtin (1981, 1986a, 1986b), dialogism involves:
-

dialogicity (or dialogicality) of speech, whereby utterances of various types
(verbal and non-verbal) form complex, special relations or relationships with each
other and with the interlocutors, which Bakhtin named dialogic relationships; and

-

verbal or any other types of responses (actions, silence) occurring between
utterances in speech and between the interlocutors as a result of understanding of
those utterances, which Bakhtin called responsive reactions.

Meanings are embedded in dialogic relationships (Bakhtin, 1981, 1986a), which
are a complex interplay of various aspects of utterances, such as:
-

addressivity or how and at whom the interlocutors direct their utterances and who
they keep in mind while addressing their utterances;

-

responsivity or how interlocutors respond to what is said and to each other;

-

the topic, the speech genre and speech design, which the interlocutors adopt for
their utterances in pursue of their specific intention or will; and
4
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-

connections between utterances.

In dialogicity, interlocutors respond to the words but also to the attitude towards
the other interlocutor, their relationships, among other things. Bakhtin’s attempt showed
that interactions and the relationships between interlocutors is a complex whole, which
includes multiple explicit and non-explicit factors, multiple obvious and subtle
connections, each of which adds to meaning.
The purpose of this research is to unpack the key Bakhtinian notions and
investigate how they are a part of the meaning making process in a classroom.
Specifically, it uncovers dialogism, or dialogicity, inherent in classroom talk.

1.2

Bakhtinian Dialogue and Dialogism
This study adopts a Bakhtinian approach and theoretical underpinning to the

phenomenon of dialogue. The concept of Bakhtinian dialogue and dialogism comes from
multiple, complex dialogic relationships between utterances in speech communication,
which bring about responsive understanding of utterances and socially constructed and
co-constructed meanings (Bakhtin, 1986a, 1986b; Bostad, Brandist, Evensen & Faber,
2004). Bakhtin placed great importance on utterances as units of speech. Utterance plays
a pivotal role in creating and maintaining dialogic relationships that generate meanings.
Bakhtin specifically drew distinctions between utterances as units of speech and sentences
as units of language. He emphasized that words, phrases or sentences come to life only
when used by interlocutors: authors and addressees of those utterances (Bakhtin, 1981,
1986a). Some of the prior studies of EL classroom interaction based on Bakhtinian theory
of dialogue did not, however, draw a clear distinction between utterances and turns or
sentences (e.g., Nystrand et al., 1997), or did not emphasize the importance of unpacking
5
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of some of Bakhtinian notions, such as dialogue or dialogicity of speech (e.g., Skidmore,
2000). Utterances were analyzed as units of speech in second language discourse in prior
research (Crookes, 1990; Scollon, 1974) and received attention as a part of performative
speech acts (Austin, 1975; Searle, 1969), unlike in some earlier educational empirical
studies, where utterances were not given enough emphasis as distinctive units and were
often analyzed as akin to turns (Lotman, 1988; Nystrand et al., 1997).
Utterances and conversational turns can often coincide in classroom talk. Mere
equating of turns and utterances without clear distinctions between the two, however,
would likely create barriers to understanding of some of the important aspects of
classroom interaction. The potential of complex and intricate links of utterances and their
chains in classroom discourse need to be explored and elaborated. Even though utterances
have been studied in the theory of meaning (Grice, 1991) and the theory of
ethnomethodology (Garfinkel, 1967), there is much potential to unpacking the notion of
utterance and its role in classroom interactions and classroom discourse, specifically in
teaching and learning of EL, where utterance was understood and interpreted somewhat
simplistically (Dahl, 1993: Margutti, 2010). Being a central notion in Bakhtinian
dialogism, dialogic relationship and meaning, utterance must be unpacked and elaborated
for the purposes of classroom discourse analysis and understanding of dialogism in an
educational context.
Understanding Bakhtinian utterance is crucial for understanding the complex
notion of Bakhtinian dialogism and dialogicity of language (Bakhtin, 1986a; Lillis, 2001).
Dialogicity is inherent in speech. Language becomes dialogic when we take its
vocabulary, phrases and grammatical structures, and use them in speech, thus, making
them part of dialogue. In a Bakhtinian sense, learning how to speak is learning how to
appropriate, create and exchange utterances. Elaborating on the concept of utterance,
6
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Bakhtin (1986b) provided features that characterize utterance, such as boundaries,
addressivity, responsive stance or responsive reaction, exhaustion of meaning, genre,
verbal design adopted by an interlocutor and expressiveness. Each of these features bears
significance in understanding dialogue, dialogism and meaning making.
Despite foregrounding the importance of utterance and its features, Bakhtin did
not provide definitions and did not unpack the terms which he used to explain utterance.
Thus, the terms and their relation to Bakhtin’s theory of dialogue and dialogicity are open
to multiple interpretations. I use a general term “dialogic approach” to indicate various
classroom studies which adopted the idea of “dialogue” in relation to teaching and
learning: Dialogic Teaching (Alexander, 2004), Dialogic Pedagogy (Skidmore, 2000),
Dialogue in Teaching (Burbules, 1993), Dialogic Enquiry (Wells, 1999) and Dialogic
Space (Teo, 2013).
There is a broad view on what a dialogic approach to teaching might include but
much of this discussion has dealt with changing classroom dynamics, reducing teacher
talk/increasing student talk, or building an argument and reaching an agreement.
Dialogue, as conceptualized and theorized by Bakhtin, encompasses all of these but also
views dialogue and dialogicity (or dialogicality) as inherent in speech and as an endless
source of meanings developed in relationship between utterances which are links in a
chain of speech. The question of how dialogue functions in EL classrooms as part of
learning language and making meanings requires further investigation.

1.3

Meaning and Understanding
Following the Vygotskyan idea that dialogue is a co-ordination of meaning

through talk with both meaning and talk depending upon language, researchers emphasize
reciprocity, mutuality and continuous negotiation and re-negotiation of meaning in
7
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interactions (e.g., Barron, 2000; Nystrand et al., 1997). In this view, dialogue is necessary
for school-based learning (e.g., Mercer, 2007). Meanings are socially developed. From
the earliest days of an individual’s life and all the way through the school years, learning
and acquiring meanings and understandings are inherently social, with talk being the most
significant resource in this process (Christie, 2002; Mercer, 2000; Wells, 1999). Children
master everyday tasks and learn how to talk by interacting with others (Vygotsky & Luria,
1993), with the first others being their parents or caregivers: “The natural sociability of
infants, engaging the interest, purposes and feelings of willing and affectionate parents,
serves to intrinsically motivate companionship, or cooperative awareness, leading the
infant towards development of ‘confidence, confiding and acts of meaning’, and,
eventually to language” (Trevarthen & Aitken, 2001, p. 4).
Parents believe in their children’s abilities from the first day they are born and act
as if their children are capable of performing the learning tasks they are engaged in
(Bruner, 1978). In school, learning and developing meanings continue to be social, in
interactions between a child and a teacher, and with other children. Teachers, however,
may have low expectations of their students and not challenge them enough to enhance
their knowledge and language proficiency (Eccles, Lord & Midgley, 1991; Jackson &
Davis, 2000). It is worth studying if and how schools create opportunities for children to
acquire understandings and take part in the meaning making process as its owners.
Specifically, do teachers try to create any truly dialogic interactions or “dialogic space”
(Teo, 2013) for the enhancement of their students’ learning in classroom talk and
classroom interaction? Do teachers understand classroom interaction with their students
as dialogic relations of utterances, or do they settle only for a mere exchange of turns and
transmission of information? What are the potentials for any change in case of the former,

8
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given teachers’ more profound understanding of fundamental concepts of dialogue and
dialogism?
Engeström (1991) has written about “encapsulation” (p. 243) of schooling and its
separation from the real world of activities. Encapsulation does not offer students an
adequate understanding of topics and concepts they are supposed to know. Teaching and
learning do not sufficiently involve students in the kind of talk which encourages
exploration and discussion (Mercer & Dawes, 2014; Mercer & Littleton, 2007). School
operates in a very narrow time and space, or what Bakhtin referred to as chronotope
(Bakhtin, 1975; Matusov, 2015), which does not involve students’ experience and other
multiple contexts that can potentially influence the quality of students’ participation in
learning, exploration and meaning making. A number of researchers and educational
practitioners point out that there remains a need to improve the quality of teaching and
learning for exploration and understanding (e.g., Altieri, 2011; Buehl, 2011; DarlingHammond & Bransford, 2005; Grant & Fisher, 2010; McConachie & Petrosky, 2010).
There are schools and teachers who recognize the importance of student active
understanding in learning as opposed to them being passive receivers of knowledge. For
example, meaning making processes have been explored in science learning classes.
There are a number of studies focusing on student understanding and meaning making,
which examine different types of talk engaged by teachers to achieve various learning
goals in their classrooms (e.g., Lemke, 1990; Mortimer, 1998; Scott, 1998; Van Zee &
Minstrell, 1997). Even though science teachers employ multiple means such as models,
and pictures or diagrams, talk remains the key mode of communication in science
classrooms.
In this study, the emphasis is on the role of classroom talk in teaching and learning
within the context of EL. In a language learning classroom, language is the objective of a
9
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lesson as well as the instrument for achieving this objective (Willis, 1992). This makes it
useful to investigate what kind of meanings students need to unpack for their learning of
language and what kind of understanding they need to develop to be proficient language
users.

1.4

The Dialogic Nature of Language
In a Bakhtinian sense, dialogicity of speech and dialogism imply that everything

ever said or written is done in response to something which has been said or written
before. At the same time, everything ever said or written is always in anticipation of some
response to it in the future. While this may seem too all-encompassing to be useful, the
idea that speech is a string of dynamically connected units, or utterances, with multiple
meanings arising from interactions between such units (Bakhtin, 1981; Holquist, 1990) is
crucial to understanding meaning making in classrooms. Classroom interactions cannot
be treated in isolation without looking at how meanings are situated in broader contexts.
Ideally, a Bakhtinian theoretical lens would allow investigations of meaning making
based on dialogic relationships between chains of utterances in succession of lessons
embedded in teacher and students’ out-of-school experience.
Bakhtin (1986a) distinguished between two types of meanings in spoken and
written words: 1) meaning appropriated by words through the whole set of cultural and
historical utterances, texts and institutions; and 2) meaning which an individual, speaking
or writing in a particular place and at a particular moment of time (here and now), creates
by projecting his/her own perspective onto the words and thereby adding to the cultural
and historical potential of those words. This study focuses on how these two types of
meaning work in EL teaching and learning, where the teacher and the students interact
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with each other and with the texts in order to acquire and unpack meanings for the
purposes of language learning.
Bakhtin (1986a) talked about the act of understanding or the act of grasping
meanings, as a four-step process consisting of:
1) psychophysical perception of a physical signal, which is a static unit
indicating a certain object or an action and can be a word, a colour or a shape;
2) recognition or identifying of a signal as familiar or unfamiliar and
understanding of its repeatable (general) meaning in language;
3) understanding of the signal in a given context (close and remote); and
4) active dialogic understanding or inclusion of those who attempt to gain
understanding into a dialogic context.

Voloshinov (1973) added to the notion of understanding, which is related to
meaning. He drew a line between recognition, which is identifying something that is
already known or familiar and understanding or grasping new contextual meanings.
Voloshinov saw real understanding as active. He maintained that understanding is a
reaction to a statement or an emerging answer to a question. As speech is always directed
at others, meaning or the content of an utterance (Bakhtin, 1986a) is realized in the
process of active, responsive understanding (Voloshinov, 1973) and such understanding
is developed in the interactions with others.
Considering meaning and understanding as embedded in dialogic relationships,
this study investigates dialogic relationships in EL classrooms, where students use
language to learn language, acquire understandings and master new meanings in spoken
and written forms. If the presence of understanding in the process of talking presupposes
the emergent formation of an answer or an opinion, it is worth investigating how talk
11
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takes place in a classroom, where teachers often ask questions without providing
opportunities for developing multiple understandings and meanings, and how this
influences language learning.

1.5

Overview of the Thesis
In this study, I unpack and operationalize Bakhtinian concept of dialogue and

dialogism Subsequently, I investigate the interaction in English Language lessons through
the lens of dialogicity of speech, understanding and learning, and how they manifest in a
classroom. Specifically, I explore how a theoretical claim made by Bakhtin that language
in speech, meaning and understanding are dialogic can be applied in teaching and learning
of EL and how this can illuminate classroom discourse analysis. I problematize the issues
and potentials of Bakhtin’s theoretical concepts of utterance, dialogic relationship and
dialogism, explore their role in meaning making in classroom interaction and classroom
discourse analysis. I operationalize and unpack Bakhtinian notions of utterance and
dialogism using the data and drawing examples from English Language lessons as a way
to explore and illuminate the role of language and speech for teaching and learning in the
classroom.
This operationalization helps to demonstrate the importance of utterance for
understanding the nuances of classroom interaction, of what dialogic relationships
between utterances constitute and how dialogism and dialogic relationships can be
encouraged in a classroom for the benefit of student learning. In order to do this, I conduct
a fine-grained analysis of teacher–student interaction through a Bakhtinian theoretical
lens in two units of EL lessons. In these lessons, I investigate the use of language in the
interactions of a language classroom setting where language is both the objective and the
means. It is important to see what utterances are typically created in the classroom to learn
12
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a language and to see what dialogic relationships those utterances form in the process of
learning.
The study seeks to answer the following research questions:
1. What constitutes utterance in classroom interaction in English Language lessons?
2. What constitutes dialogic relationships between utterances in classroom talk in
English Language lessons?
3. What is the role of dialogic relationships between utterances for the development
of meaning and understanding in English Language classrooms?
4. How are meanings developed through dialogism and dialogic relationships

between utterances in English Language classrooms?

The thesis consists of:
-

Introduction, which states the problematized issue;

-

Theoretical Underpinning Chapter, which explains the key Bakhtinian concepts
that are operationalized and explored in the thesis;

-

Literature Review Chapter, which offers the overview of literature highlighting
the use of Bakhtinian theoretical concepts in educational contexts and how this
research is aligned with them;

-

Methodology Chapter, which describes the procedures for the use and the analysis
of data in order to answer formulated research questions;

-

Findings Chapter, which offers an overview of what has been discovered in the
process of data analysis;

-

Discussion of Findings, which brings the reader to see how the findings of this
study inform and add to the existing research on dialogue and dialogism in
educational context; and
13
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-

Conclusion or the concise summary of the thesis with the implications for future
research in education.

This thesis deals with specific concepts which were defined by Bakhtin in his
literary work and recognized as useful for education, such as dialogue and its derivative
“dialogic”, which has been appropriated by many researchers in education (Alexander,
2004; Burbules, 1993; Nystrand et al., 1997; Skidmore, 2000; Welsh, 1999). Before the
overview of various research approaches in interpreting and practical implementation of
the concept of dialogue and dialogic, I laid out the theoretical underpinning of my
research to introduce these concepts as they are observed and explained in Bakhtin’s work
and for a clearer understanding of the subsequent chapters of the thesis. The theoretical
underpinning deals with the key Bakhtinian notions of dialogue, dialogism, utterance and
its multiple inherent features such as addressivity, responsivity, dialogic relationships
between utterances and meaning, which are presented and elaborated in other chapters.

14
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CHAPTER 2
THEORETICAL UNDERPINNING OF THE STUDY
2.

Central Notions in Understanding Bakhtinian Dialogue
The purpose of this study is to illuminate the issues and potentials of Bakhtin’s

(1986a) theoretical concepts of utterance, dialogic relationships between utterances,
dialogicity (dialogicality) and dialogue or dialogism, and to explore their role for meaning
making and understanding in classroom settings. Bakhtin used the terms “dialogizm
(диалогизм)” and “dialogichnost (диалогичность)” throughout his work, Aesthetics of
Verbal Art (Эстетика словесного творчества). The terms indicate the state of entering
and being in “dialogic relations”, for example, “dialogism of thinking (диалогизм
мышления)” (p. 300), “dialogism of a word (диалогизм слова)” (p. 318) or “dialogicity
of understanding (диалогичность понимания)”. In English, Bakhtinian scholars used
both “dialogism” and “dialogicity” (Linell, 2007; Holquist, 1990; Todorov, 1994) or
sometimes “dialogicality” (Lillis, 2001).
In order to understand what dialogue is in a Bakhtinian sense, it is important to
understand that Bakhtin saw language used by interlocutors in speech as a complex
intertwinement of chains of utterances which enter into relationships with each other and
with the interlocutors. This makes utterances a central element in speech. In this study, I
unpack the Bakhtinian notion of utterance and adopt it as a key unit in classroom
discourse analysis. Unpacking and understanding utterance and the multiple complex
relationships it enters in with other utterances is central to understanding Bakhtinian
dialogue and dialogism. Characteristic features of utterance and how they are important
for understanding of dialogue, or dialogism, as a state of multiple complex dialogic
relationships are presented in detail in the following sub-sections.
15
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2.1.

Dialogicity and Dialogue
Dialogicity is a term used by Bakhtin to characterize the relationship between one

speaker’s utterance and the utterances of others (Braxley, 2005). Utterance as a unit of
speech enters into relationships with other utterances forming complex intertwined chains
of speech. Understanding of this is crucial for understanding dialogicity of speech.
Utterances and their complex and intricate relationships, happening in a given time and
space or across times and spaces, are key players in meaning making. Meaning in a
Bakhtinain sense is not static but dynamic or dialogic, which means that there are at least
two or more voices in the formation of meaning. Plurality of voices, or dialogue,
presupposes plurality and dynamics of meanings. Multiple interlocutors, or participants
in a dialogue, not only presuppose multiple utterances but also multiple voices, contexts,
circumstances, opinions and meanings. Important in the understanding of meaning is an
understanding that utterances in a given moment are related to utterances in the past, to
which they are responses, and to utterances in the future which they anticipate (Wegerif,
2008). Dialogue, or dialogism, in a Bakhtinian sense is a complex phenomenon which
has two aspects:
1) the relationship between utterances in a given space in a particular moment of
time or across times and spaces, and
2) the relationship between an interlocutor, or an author of an utterance, and others
(one or multiple other interlocutors).

Dialogue and dialogism as a relationship between utterances in a Bakhtinian sense
goes far beyond mere exchanges of conversational turns between interlocutors.
Dialogicity of speech involves multiple intricate chains of utterances, which encompass
16
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language but are not limited to words and grammatical structures. Dialogicity of language
in speech is shaped by utterances spoken in a given time and space and is determined by
dialogic relationship between authors and addressees of those utterances. The ways
utterances are created, what meanings they contain and what they set out to express are
influenced not only by authors of those utterances but also by their addressees. We form
our utterances and express our ideas with specific people in mind who, as we know, think
or hope, will hear or might hear our voice and thoughts. Understanding of this is
fundamental to understanding of Bakhtinian dialogue and thus for understanding of how
to approach dialogue in classroom discourse analysis from a Bakhtinian point of view.
This can help us see that meaning and understanding in classroom interactions evolve not
only from language structures or communication patterns but also from the rich
combination of other multiple factors, that is, from interactions between the participants
or interlocutors, as well as interactions between utterances, addressivity imbedded in each
utterance, responsivity or responsive understanding and other features of utterance which
are introduced further in this chapter.
Bakhtin put dialogue and the dialogic nature of speech in a special place in the
overall phenomenon of dialogism. He saw them as an underlying force not only to
language but also to the entire existence. According to Bakhtin (1981), language used in
speech is dialogic because words form and become parts of utterances which participate
in complex relations with other words said in the past or those to be said in the future. He
placed special emphasis on the relationships between utterances as links in speech chains,
which are part of dialogue.
Utterance is filled with dialogic overtones because the thoughts of an individual
come to his/her mind as a result of the interaction and struggle with the thoughts of others
(Bakhtin 1986a). Two utterances of complete strangers inevitably enter a dialogic
17
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relationship with each other if the topic of those utterances overlap. Such kind of a
relationship is not logical, neither is it linguistic, psychological or any other type of
relationship. It is a special type of relationship “open only for utterances created by real
or potential interlocutors, that is, authors and addressees” (Bakhtin, 1986a, pp. 272–273).
This kind of relationship is only possible between utterances made by different
interlocutors. Seeing dialogue only as a form of communication and solely in
juxtaposition to monologue is, according to Bakhtin (1986a), very narrow. It is equally
narrow to understand dialogue in a limited way as only in question–answer or argument–
agreement relationships. Bakhtin emphasized that language is one of the most important
components of dialogic relationships.
Figure 2.1 is an attempt to depict relationships between utterances consisting of
words as units in a chain, which are neither logical or psychological. “An attempt”
because dynamic relationships are difficult to portray two-dimensionally. In Figure 2.1,
utterances are able to enter into dialogic relationships with each other if their topics
overlap. Such overlap may occur not only between utterances in the present, but also
between the present and the past or the present and the future.

18
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Figure 2.1 Dialogic relationships between utterances.
We can imagine language as a complete whole consising of words, phrases and
other units. Interlocutors take resources available in language and appropriate them to
form their own utterances. Such appropriation happens in a given moment but can create
connections with the past or future. Utterances enter into and participate in temporal
historic relationship with other utterances from the past or future. Thus, speech takes place
on a temporal platform, where present utterances are related to those in the past or those
which will be created in the future. Wherever topics of utterances overlap, they form
chains, which deal with a certain topic. This is where dialogic relationships occur and this
is what makes speech dialogic. Dialogic relationships are unique and happen only in
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interactions between utterances. Such relationships are special and cannot be described
as logical, linguistic, psychological or any other type of relationship. Even though
dialogic relationships occur at the topical overlap, they are not limited only to that.
Dialgoic relationships happen thanks to other propencities of utterance such as
addressivity, responsivity and others, which are presented in the next sub-section.

2.2

Utterance and Its Propensities
The crucial importance of utterance as a unit of speech lies in the fact that speech

exists only in the form of utterances of people, who want to express and exchange their
thoughts and ideas. Every utterance is a link in a complex intertwined chain of other
utterances, all of which are in dialogic relationships with each other. Utterances have
limits or borders, which are defined by change of speakers or interlocutors (Bakhtin,
1986a). It is, however, not only the borders that define utterances:
Every utterance must be regarded as primarily a response to preceding utterances
of the given sphere…. Each utterance refutes, affirms, supplements and relies
upon utterances of others, presupposes them to be known or takes them into
account…. Therefore, each utterance is filled with various kinds of responsive
reactions to other utterances in a particular sphere of speech. (Bakhtin, 1986b, p.
91)

Thus, utterances are formed and shaped by their authors for others and in response
to others. Once an interlocutor forms his/her utterances these utterances come to life in
speech with others. They enter into and stay in dynamic dialogic relations or relationships
with each other and with the surrounding words and utterances. As utterance occupies the
central place in the dialogicity of language used in speech and dialogic interactions, I am
20
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particularly interested in focusing at how language as an inherent element of dialogism
and dialogic relationship is used in an EL learning classroom, where language is not
simply a tool for learning but also the object of learning and understanding. For Bakhtin,
language in speech is a combination of words, which form utterances. Utterances are units
of speech which chain together when they pertain to the same or similar topic or subject
matter. Each utterance can be as short as one word or as long as a whole novel so long as
it conveys meaning. Each utterance is a response to what has been said in the past and is
an anticipation of some response in the future (Bakhtin, 1981, 1986a, 1986b).
Any utterance – from a short (single-word) rejoinder in everyday dialogue to a
large novel or scientific treatise – is preceded and followed by responsive
utterances of others. (Bakhtin, 1986b, p. 72)

This makes speech and language used in speech a two-way process. On the one
hand, those who speak create the context of use to which their utterances belong. On the
other hand, they create a space for their own voices (Hall, Vitanova & Marchenkova,
2005). In other words, interlocutors choose the context, or the chain of utterances
pertaining to a certain topic and connect their own utterances, pertaining to that topic, by
populating that particular chain of utterances with their own meanings.
To reiterate what I said above, speech is a complex intertwinement of multiple
chains of utterances. Utterances and words, which form them, are in constant dialogic
relationships with each other, which makes speech, consisting of utterances, dialogic.
Thus, whenever the topics of utterances overlap, utterances enter dialogic relationships
with each other. From a Bakhtinian perspective, language in speech is a dynamic
mechanism which can be used by interlocutors to develop and reflect their understanding
of the immediate contexts as well as bring in their larger cultural contexts (Hall et al.,
21
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2005). Utterances are reflections of dialogic meaning making process. Historical contexts
and the immediate present contexts, in which interlocutors operate, meet each other in
utterances through a dynamic tension between the present and the past. They shape one’s
individual voice. Understanding comes as a result of tension between one’s own
utterances and those of others.
For our more profound understanding of utterances, Bakhtin (1986a) elaborated
on some of their important characteristics:
1. Change of interlocutors and addressivity. One utterance ends and another one
begins when interlocutors change. Utterance is always directed or addressed at
someone or something and for their understanding. Unlike a word in a dictionary
or a sentence in a Grammar book, utterance as a unit of speech has an author (and,
thus, an expressive component) and one or multiple addressees. An addressee can
be either an interlocutor in an immediate exchange of speech or someone
unspecified in cases when, for example, a person wants to express his/her
emotions but does not direct them at anyone specific and rather says it as an
expressive monologue. Change of interlocutors and addressivity are tightly
connected with each other and do not exist without each other. Addressivity is an
inherent feature of utterance and always resides in it. Even if it seems that
utterance is not addressed at anyone in particular it can have its addresses at any
time in future. Utterance also has a natural propensity to be responded to.
2. Completeness. Change of interlocutors occurs when utterance is completed,
which means that one interlocutor said everything he/she wanted to say to express
his/her voice at a given moment of time and under given circumstances. Utterance
is complete when it can be responded to, agreed or disagreed with, evaluated,
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refuted, rejected, among others. A complete utterance is characterized by the
following:
a. Speech design. Speech design of utterance is based on the intention or will
of its interlocutor. Interlocutor’s will and intention define the size and the
boundaries of utterance in different areas of speech, for example, day-today life, science, literature. One interlocutor is able to understand an
utterance of the other interlocutor and gauge its completeness by
understanding the speaker’s intention and will.
b. Genre. Out of multiple varieties of speech genres, the interlocutor usually
chooses the genre for his/her utterance based on his/her intention. The
choice of genre is determined by the topic, the addressee and the specific
situation, in which the exchange of utterances happens. Interlocutors must
have a variety of speech genres at their command to achieve the desired
intention.
c. Exhaustion of topic. The choice of genre determines the exhaustion of the
topic of an utterance and created meanings. Crucially, topics and meanings
of utterances can only be relatively exhausted; thus, utterance can be
completed, and its meaning exhausted only at the extent, to which the other
interlocutor has a responsive understanding. In the same way, utterance
can only be relatively complete.
3. Attitude of utterance toward the interlocutor, who is the author of an utterance, as
well as toward other interlocutors. Attitude of utterance to its interlocutor resides
in:
a. Topic and meaning. Interlocutors choose utterances based on the topic
they want to connect with and the meanings they want to contribute to
23
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within that topic. Utterances “speak” or “connect” to interlocutors through
their topics or subject matter and meanings.
b. Expressive component. Utterances are not neutral. They embed emotional
and evaluative attitude of an interlocutor toward the topic and the meaning
of an utterance.

All these features of utterance exist in connection with the other. Authors shape
and form their utterances for addressees and with the “help” of addressees. If there were
no addressee or others, utterance would not exist in its dialogic shape and form. So long
as an author decides to create an utterance for the other, everything in that utterance is
there for the other. The author designs his/her speech, chooses the genre and even the
length of the utterance with the other/s in mind, so that the other could understand his/her
utterance and respond to it. Utterance does not exist without the other, whether it is some
specific other or an imaginary one. Utterance is always directed to the other or the
addressee and his/her understanding.
To sum up, utterances and interlocutors enter in a dialogic relationship based on
the topic, meaning and expressive attitude by which they connect with each other. Figure
2.2 offers a concise graphics as an attempt to represent the features of utterance, explained
and elaborated by Bakhtin.
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Figure 2.2. Characteristic features of utterance.
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The features of utterance shown in Figure 2.2 are adopted in this study to identify
and analyze utterances in classroom talk and classroom interaction. The first pictogram
shows that an exchange of utterances happens between interlocutors. The second
pictogram shows that utterance forms a complete whole, which unites a topic, speech
genre, speech design and intention of an interlocutor. Usually, utterance can only be
relatively complete, so as to make the other interlocutor able to respond to it. The third
pictogram shows that utterance and its author enter special dialogic relationship with each
other. In such a relationship, the topic, the meaning and the expressive component of an
utterance influence whether the interlocutor will want to connect with this utterance and
its other related chains. Each of the described characteristic features of utterance is further
elaborated in the following section.

2.2.1

Addressivity and Responsivity
Language comes to life when it is used in speech by two or multiple interlocutors.

A change of interlocutors can create boundaries as a way of distinguishing utterances.
Understanding between interlocutors and utterances is active and responsive, where
responses are influenced and shaped by genre and communicative intentions (e.g.,
agreement, refutation, sympathy, evaluation; Bakhtin, 1986a). Apart from active
responsive understanding, the relationship between utterances and interlocutors entails an
active attitude of interlocutors toward utterances and vice versa, all of which happens in
a particular sphere of speech, genre and topic, with a particular emotional expressiveness.
There is an underlying assumption that there are no neutral utterances (1986a). This
means that interlocutors appropriate utterances, the topic and emotional component of
which suit their communicative purpose and intention.
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Addressivity is a natural propensity of utterances: an utterance is always addressed
or can be potentially addressed at someone either in the past, present or future on a certain
topic. In addition, Bakhtin (1986a) stressed that every utterance has an author and an
addressee who can be either a real interlocutor or some unspecified other who the author
keeps in mind or might not even know about at the point of creating his/her utterance.
This is where addressivity differs from “audience” because addressivity encompasses a
much broader variety of listeners, including the potential or yet unknown ones. Apart
from this, addressivity is not limited by time and space, which means that any utterance,
spoken, written or multimodal, once it is created, can find its addressee at any time and
place. Also, as utterances invite others to understand and give a response, responses can
be verbal, non-verbal, silent or action.
Figure 2.3 is a graphic deconstruction of utterance which shows addressivity and
author–addressee relationship. Utterance comes into being as an exchange between the
interlocutors, where one interlocutor has completed his/her utterance and allows for the
others to respond and add to the topic and meaning of his/her utterance. This perspective
is adopted for classroom discourse in this study. For example, utterances of a teacher in a
lesson are viewed as responses to multiple social or historical utterances and potential
openings for subsequent response.
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Figure 2.3. Deconstructed utterance: Addressivity and responsivity.
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To better explain how addressivity shapes utterances, Bakhtin wrote
By creating my utterance, I try to actively define it; on the other hand, I try to
preempt a response to it and such preempting of the response also actively
influences my utterance (for example, I get ready to respond to refutations which
I foresee by using all kinds of reservations). When I speak I always consider my
perception of the background, against which my speech is perceived by the
addressee: how well he or she is aware of the situation, whether he possesses
special knowledge about the given area of speech, his or her views and beliefs,
superstitions (from my point of view), his/her likes and dislikes. All of this is
considered while shaping my utterance because all of it defines active responsive
understanding of my utterance by others. All of it also determines the choice of
genre for my utterance and the choice of composition, and, finally, the choice of
tropes and the style of my utterance. (Bakhtin, 1986a, pp. 275–276)
Responsivity is elaborated by Bakhtin in his early unpublished work
“Architectonics of Answerability” and brought further from a mere reverse side of
addressivity in utterance–response relationship to the realm of responsibility and
answerability for one’s actions and the activities of all kinds (Clark and Holquist, 1984).
The responsive or answerable self which Bakhtin talks about is socially created and
unique. It exists only dialogically, in relation to others, and it is unique because it has its
unique place in time and space. Thus, interlocutors’ answers to utterances by words or by
actions are the means of both social participation and announcing of their uniqueness or
difference. Clark and Holquist (1984) mention that the ethical element of Bakhtin’s
answerability manifests in and through language, which makes language users
unavoidable participants of the meaning making process and holds them responsible for
the meanings they help to create. As such both the teacher and the students are responsible
29
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for the topics they choose, the meanings they make or fail to make, and this is something
both the teacher and the students have to be aware of.
2.2.2

Superaddressee
In addition to addressivity and responsivity, some utterances might have a

superaddressees – a third listener, higher or ideal, who hears the utterances of the author
simpathetically and understands him/her justly (Bakhtin, 1986, p. 306). Often the author
of the utterance does not direct his/her utterance only at the available or anticipated
addressee. The author may await some kind of a higher, ideal and just responsive
understanding from a higher addressee or a superaddressee. Such understanding may be
a kind of an ideal responsive understanding for the interlocutor, such as, for example,
various ideological expressions depending on the age or time such as God, absolute truth,
the people, the court of history, etc., (Bakhtin, 1986a, p. 295).
Further anpacking superaddressee and superaddressivity Morson and Emerson
(1990) talk about them as a metalinguistic feature of the language. Mey (1999) interprets
superaddressee as an external authority. An interlocutor keeps such an authority in mind
while making his/her utterances. This creates an “invisible presence” of an ideal listener
which is innate in the nature of discourse – to be heard and understood.
Taking up the notion of superaddressee and superaddressivity further, Midgley
(2011) argues that if different interlocutors have the same or similar superaddressees in
teaching and learning it may create ways for them to connect and stay connected with
each other in more meaningful ways.

30

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

2.2.3

Responsive Reactions and Dialogic Relationships
As above, utterances form intricately connected chains shaped by addressivity and

responsivity. Thus, they enter complex relationships which are dialogic. To explain
dialogic relationships, Bakhtin (1986a) wrote that the overlaps of topics are points of
intersection of utterances. Utterances relate with one another through responsive reactions
creating a complex interplay in dialogic relationships. Responsive reactions to utterances
mentioned by Bakhtin (1986a) include but are not limited to:
o Affirmation
o Refutation
o Supplementing
o Presupposition
o Empathy
o Objection
o Fulfilment
o Evaluation
o Reliance
o Consideration
o Agreement
o Observation
o Question
o Answer

A typical example of how dialogic relationships play out through responsive
reactions is a question–answer relationship. In addition, the relationships listed above are
not the only relationships utterances can form. In fact, the list suggested by Bakhtin is
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extended with other responsive reactions derived from the analysis of data in this study
(see Chapter 4). Crucially, relationships between utterances can be intricate and complex,
especially in cases where utterances are not adjacent and are connected non-sequentially
(Figure 2.4).

Figure 2.4. Complex non-sequential interplay between utterances as units of speech.

Figure 2.4 shows that utterances as units of speech and links in intricate chains of
speech can connect with each other sequentially or non-sequentially across present, past
or future. Since each utterance is a unit of speech and at the same time a link between any
two or more utterances, there are dynamic processes occurring at utterances’ boundaries
(e.g., where interlocutors change), which Bakhtin called responsive reactions. Meanings
are generated within these responsive reactions and are shaped and determined by the
features of utterances discussed above.
Relationships between utterances are dynamic in a way that each utterance at a
given moment is invited into a relationship with the past or future utterances because it is
a response to some previous utterance and is expecting a response in future. Meaning
generated as a result of such relationship comes from more than one interlocutor and,
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thus, more than one voice. This kind of multivoicedness and heteroglossia adds to the
dynamics of meanings and is important for their multiple varieties.

2.2.4

Heteroglossia and Tension in Discourse
Heteroglossia as part of Bakhtinian dialogism implies that utterance, as a

constituent part of language in speech, is understood as a part of a larger complete whole
populated with and consisting of a variety of meanings. Multiple meanings within one
complete whole interact with one another and have the potential to influence each other.
Such interaction and influence make language a dynamic construct (Bakhtin, 1981)
driven by the conflict or tension between two forces: centrifugal and centripetal.
Elaborating on Bakhtin’s idea of centripetal and centrifugal forces in language and
discourse, Braxley (2005) called language a site of struggle between these forces.
Centripetal forces play a normative role, ensuring that the users of language can
understand one another. Centrifugal forces bring differences into language as well as keep
it alive by inviting and forming new things and phenomena. In classrooms, centripetal
and centrifugal forces can populate classroom talk with various meanings. Related to
heteroglossia are two kinds of discourse: authoritative (normative and correct), and
internally persuasive (filled with a variety of voices and experience). Authoritative
discourse is language given or imposed on a person. For this discourse to be accepted and
appropriated by an interlocutor, it has to become internally persuasive, or populated with
one’s own voices, styles and meanings (Bakhtin, 1981). Authoritative discourse is
externally imposed by agencies such as schools. Internally persuasive discourse, however,
denies all kinds of authority and is a creation of new and independent utterances which
are partly one’s own and partly influenced by others.
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Discourse is a dynamic phenomenon consisting of various meanings which
interact and influence each other as a part of a larger whole. Figure 2.5 shows utterance
as a part of a complete whole discourse driven by heteroglossia, which creates tension
between authoritative and internally persuasive voices and between centripetal and
centrifugal forces. Centripetal forces (which bring discourse together) and centrifugal
forces (which pull discourse apart) act within discourse. Centripetal forces are there to
resist and censor discourse for the sake of its stability. Centrifugal forces act to bring
about change, new experience and pluralism. Centripetal forces manifest as devoid of
multiple voices, monologic, public and authoritative. Centrifugal forces manifest as
dialogic: internally persuasive and multivocal. The notions of centripetal forces of
language and authoritative discourse as well as the centrifugal forces of language and
internally persuasive discourse are instrumental in grasping how Bakhtin explained
multiple layers of the process of understanding.
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Figure 2.5. Utterance – a central and foundational element of discourse. Tension between various forces in discourse.
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2.3

Understanding
In juxtaposing understanding and explanation, Bakhtin drew a distinct line

between the two, stating that explanation contains only one author and only one
consciousness. He maintained that there is no dialogue in explanation, whereas
understanding is always dialogic (Bakhtin, 1986a). Thus, mere explanation does not
target understanding. Setting a literary work and its author as an example, Bakhtin stated
that understanding the words of the author means understanding someone else’s
consciousness and someone else’s world. Previously conducted descriptive studies of EL
lessons at primary level in Singapore highlighted the predominance of teacher exposition,
where a large portion of lesson time is used by a teacher to provide explanations to
students (Sam, Abdul Rahim, Teng, Guo & Luke, 2007; Silver, 2007, 2008; Silver &
Kogut, 2009). If classroom activities are set up as mostly explanations, it is not surprising
that there is not much room for dialogue in classrooms. Inviting dialogue in classroom
discourse, however, does not simply mean allowing students to talk more. True invitation
of dialogue in classrooms requires moving away from explanations as a means of
knowledge communication and moving toward meaning making opportunities and
understanding.
Understanding plays an important part in the process of meaning making and is
one of the central notions addressed by Bakhtin to explain dialogic relationships.
Understanding, according to Bakhtin (1986a), is a four-step process, which includes the
following:
1) psychophysical perception of a physical signal which is a static unit indicating
a certain object or an action, word, colour or shape;
2) recognition or identification of a signal as familiar or unfamiliar and
understanding of its repeatable (general) meaning in language;
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3) understanding of the signal in a given context (close and remote); and
4) active dialogic understanding (e.g., argument and agreement, presentation
and evaluation) and inclusion of people who attempt to gain understanding of
a dialogic context.

Understanding, according to Bakhtin (1986a), contains several components:
-

It is an active responsive stance of an interlocutor. The interlocutor, who is
listening to the other interlocutor’s speech, takes an active responsive stance
towards the other interlocutor’s utterance.

-

The process of understanding of speech is always actively responsive. The
interlocutor, who is listening to an utterance, tries to understand what is
spoken.

-

Understanding will sooner or later evoke a response.

Thus, response to utterance comes from understanding. Any interlocutor who
creates an utterance is awaiting a response. Response is only real when it does not repeat
someone else’s ideas or simply accept someone else’s authority but brings in one’s own
thoughts or is internally persuasive (Bakhtin, 1986a). Someone who participates in
understanding participates in dialogue (1986a). Real understanding invites and includes
plurality of voices and is socially shared for the creation of meaning (Myhill, 2006).
Furthermore, understanding of utterances and dialogic relationships between them, is
dialogic (Bakhtin, 1986a). A person who gains understanding becomes a participant in a
dialogue which is a socially embedded meaning making process. Dialogue in a Bakhtinian
sense is not a conversation but a “linguistic intercourse” (Dressman, 2004, p. 43) between
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the interlocutors. It can be the process of exchange between the author and the text as well
as between texts and the society which they both are a part of (Hirschkop, 1999).

2.4

Meaning
With regard to meaning in language and speech, Bakhtin (1986a) discussed:
1) meaning assigned to words in culture and history, and
2) meaning created by an individual in a given space and time via projecting
his/her own perspective onto words and as such adding to the culture and
history of those words.

In light of the other concepts discussed here, utterance is viewed as a reaction or
responsive understanding to meaning. It shows how meaning comes from and is
understood through multiple voices and heteroglossia.

2.5

Chronotope
As mentioned above, meaning as a relative notion (Holquist, 1990), which stems

from dialogic relationship between utterances, needs to be unpacked through interactions.
Bakhtin maintained, however, that no less important in meaning and understanding is
their relationship to time and space or chronotope, from the Greek words χρόνος (time)
and τόπος (space). Bemong et al. (2010) pointed out that Bakhtin’s definition of
chronotope is almost boundaryless as he stated that people measure or analyze every
phenomenon with meaning, which means that every phenomenon is incorporated into the
sphere of special and temporal existence as well as semantic sphere. Bakhtin (1975)
emphasized that entering in the sphere of meaning is possible only through the “gates of
the chronotope” (p. 406).
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Bakhtin (1975) adopted the concept of chronotope from psychology, as introduced
by Ukhtomsky at the beginning of the 20th century. Chronotope is based in the awareness
and the importance of time and space for occurring events. Nothing can be taken out from
or separated from the time and space where it exists or happens. When we talk about
things or events, we always do it with regard to when and where they happen.
Emphasizing the importance of the concept of chronotope, Bakhtin (1975) explained it as
the “place where the knots of narrative are tied and untied” (p. 250). Bakhtin used
chronotope as a unit of narrative analysis of literary texts (Holquist, 1990). In the
educational context, chronotope can be instrumental in understanding the intricacies and
complexities of classroom narratives as well as the reasons of why those narratives are
formed and how the students relate to them. This may be particularly relevant for EL
classrooms as mastering and understanding narratives is an integral part of learning
language (Carter & McCarthy, 1997; Simpson, 1997). If viewed broader and not merely
as a technical narrative device, chronotope can be a means to explore complex
relationships between art (or literature) and life (Holquist, 1990) through time and space.
Exploring the affordances of time and space in educational contexts, White
(2015), for example, introduced an axiological dimension to understanding of the notion
of chronotope. Time and space influence what kind of knowledge is valued as well as its
boundaries. What is valued in one place and time may differ from another. Time and
space are ways of understanding human experience. Matusov (2015) elaborated on the
concept of chronotope, stating that there are three distinct educational chronotopes: 1) the
assignment chronotope, 2) the dialogic provocation chronotope, and 3) the journey
chronotope. The ontological aspect of assignment chronotope is characterized by
participants’ normative expectations about students’ unconditional cooperation to
teachers’ demands. According to Matusov, dialogic provocation and journey chronotopes
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are alternatives to assignment chronotope. They emerged from dialogic pedagogy
practices and involve promoting students’ critical authorship, which is any activity that
transcends ready-made norms and limitations. Importantly, chronotope does not
determine activities but provides either affordances or limitations to what we do (2015).
From a myriad of existing utterances, people choose those which they can relate
to their knowledge and personal experience nested in their own chronotope. They then
form and shape those utterances according to their intentions and for those who they want
to address. They hear, see and feel utterances. They relate to those utterances and try to
understand the meanings communicated by others via those utterances. Such
understanding happens according to their knowledge and personal experience within their
own chronotope and at the same time within longer historical continuity, or Great Time.

2.6

Great Time
The final Bakhtinian notion to discuss is his idea of Great Time. This notion

focuses on the extended life of the community as encompassing and also linking together
the much briefer tenure of individual lives. This is a view of social time primarily in terms
of its intersubjective and ethical aspects, in which people are related not only through
spoken dialogue but also through reciprocal economic obligations and even physical
interactions. Bakhtin arrived at his notion of the Great Time late in his career as an
extension of his central theme of dialogue. Dialogic context has neither linguistic
boundaries nor temporal limitations. Even the “alien word” of historically distant contexts
remains capable of revealing new meanings to dialogue partners which could never have
been envisioned at the moment of the utterance (Bakhtin, 1986a; Bristol, 1996; Holquist,
1990; Morson & Emerson, 1990). This reiterates Bakhtin’s idea that utterances in the
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present can connect and interrelate with other utterances either in the past or cause
relationships with some future utterances so long as they pertain to the same topic.
The notion of Great Time is discussed in this chapter for a more comprehensive
understanding of chronotope. Teachers’ awareness of the concept of chronotope, the
relationships between chronotope (or time and space) and meanings; and understanding
of Great Time might be helpful in shifting teachers’ epistemologies to more profound
understanding of dialogicity of talk and to making connections across times, context and
cultures.

2.7

Bakhtin’s Theory in Educational Research
As is evident from the review of Bakhtin’s central notions above, his perspective

of dialogue is multi-layered, complex and comprehensive. It goes far beyond looking at
dialogue as a conversational pattern aimed only at accepting, rejecting or exchanging
opinions between speakers. Even though the concepts of dialogue and dialogism
developed by Bakhtin originally pertained to literature and literary texts, the intricate and
complex explanation of what language in speech is has been used as a prism to look at
classroom discourse in many empiric educational studies (Alexander, 2001; Nystrand et
al., 1997; Scott, Mortimer & Aguiar, 2006; Skidmore, 2000; Teo, 2013).
Nystrand et al. (1997), for example, grounded their large-scale study of EL
classroom interaction in the Bakhtinian notions of monologic and dialogic discourse and
the distinction between the two. They identified teacher–student interactions as a
continuum ranging from highly teacher controlled, monologic and recitational to highly
open-ended discussions of student ideas and opinions. Alexander (2004), in his seminal
study of primary level education across five countries drew on the distinction between
dialogue versus conversation – an idea which comes directly from Bakhtin (1981), who
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pointed out that dialogue goes far beyond and above the traditional view on it as a
conversation between the subjects. Alexander (2004) maintained that dialogue in a
Bakhtinian sense is well structured, which is why questions as part of dialogue are used
for enquiry purposefully.
In his study within the context of EL classrooms at primary level, Skidmore
(2000) asked students to retell texts in their own words and made use of Bakhtin’s
theoretical concepts of authoritative and internally persuasive discourse. He argued that
a pedagogical dialogue where teachers question students and seek for their answers is
nothing but authoritative discourse, whereas encouraging students to tell stories in their
own words instead of mere recitation means engaging students in internally persuasive
discourse. Such engagement is a way to fill classroom discourse with students’ own
voices and styles.
A study on how teachers can create a discursive, or dialogic, space in Social
Studies lessons conducted within the contexts of local Singapore classrooms (Teo, 2013)
distinctively drew on Bakhtin’s concept of utterance, which can be part of both monologic
and dialogic talk. In a classroom, utterances can either indicate student acceptance of the
“fixity of meanings” or allow the students to “resist or reshape” those fixed meanings
residing in the authoritative teacher talk or in the textbooks.
In a research on science classrooms, Scott, Mortimer & Aguiar (2006) drew on
Bakhtin’s perspective of dialogic nature of understanding as well as his notion of
authoritative and internally persuasive discourse, which can be used to enhance student
engagement in science lessons. The authors based their research on Bakhtin’s idea that
authoritative discourse is where meanings are fixed and not modifiable when they come
in contact with new voices. On the other hand, dialogic discourse allows interaction and
pluralism of ideas. Scott and Mortimer argued that effective balance between
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authoritative and dialogic discourse can contribute to student understanding of scientific
concepts and meaning making.
Each of these studies focused on the analysis of classroom discourse through the
lens of Bakhtinian theory, bringing dialogue from the realm of literary texts into the
tapestry of classroom interaction. They are important evidence of practical enactment of
Bakhtin’s theoretical notions in specific educational contexts. These studies (Nystrand et
al., 1997; Scott & Mortimer, 2002; Skidmore, 2000) are essential to educational research
because they show practical potentials of Bakhtin’s theory, where he positioned discourse
as tension and the interplay between monologic and dialogic, authoritative and internally
persuasive forces (see Figure 2.5). These studies suggest some practical solutions for
shifting traditionally monologic and authoritative discourse of classrooms into the realm
of dialogue or plurality of voices.
This study, as presented herein, focuses on utterance which Bakhtin laid out as
first and foremost notion for understanding of speech, genres and various types of
discourses. The study specifically problematizes how dialogicity of speech and dialogic
relationship of utterances during teacher–student classroom interaction and discourse
inform learning of EL, where language is at the same time a tool and an object of learning.
It does not deal with the use of discipline-specific language as has been highlighted in
research on other subjects, such as science (Lemke, 1990; Scott & Mortimer, 2002;
Mercer, 2009) or mathematics (Bakker, Smith & Wegerif, 2015). Appropriating language
is fundamental for learning, specifically it is important to be aware of how awareness of
the dialogicity of language and the plurality of voices can enhance teachers’ and students’
opportunities for generating meaning and understanding.
The specific context of this study is EL classrooms in two different government
schools in Singapore where recitation has been shown to be a predominant way of
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teaching (e.g., Sam et al., 2007). The data in a large-scale study conducted from 2010 to
2013 in English Language and Mathematics lessons at Primary 5 and Secondary 3 levels
revealed that in Singapore teachers dominate classroom talk most of the time. Teachers
initiate questions and provide evaluative feedback. As a result, students mainly listen to
teacher closed-ended questions and provide short answers in whole class and group
settings (Hogan et al., 2013). Student–teacher interaction of this type limits the
opportunities for the development of understanding. Classroom talk is predominantly
lecturing with occasional IRF sequences focusing on factual and procedural knowledge.
The focus of teaching is knowledge transmission in order to help student perform in tests.
This has little to offer for developing of 21st-century skills in students, such as critical
and creative thinking, collaborative and analytical skills (Hogan et al., 2013).
Despite the growing international recognition of the importance and potential of
dialogic engagement of students in learning, there are obstacles. For example, school
remains an institution which maintains subordinate position of students who are under
power of teachers. Subordinate position of learners hinders the development of genuine
dialogue in classroom discourse (Lyle, 2008). Skidmore (2000) mentioned that the main
constraint in moving to dialogic pedagogy is structural conditions of schools, that is, large
class sizes and a “conveyer-belt” model of curriculum, as well as assessment policies
because they lead to transmission in teaching. Lefstein (2006) also mentioned structures
and cultures of schools as an obstacle to the implementation of dialogic approaches in
teaching and suggested that dialogic models of teaching should not be idealized. Instead,
dialogic approaches must consider formal educational practices and a more pragmatic
approach in their implementation. Teachers often place utmost importance on recollection
of factual knowledge and engage in few or no higher-order activities for constructive
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meaning making because they do not have necessary skills and understanding of such
activities (Lefstein, 2006). This is a barrier for developing more dialogic classrooms.
Language and speech are central in dialogue. It is, however, important to
understand that dialogue entails much more than mere production of words, phrases and
correct grammatical structures. Meaning and understanding are developed through the
help of language used in speech as utterances. Teachers need to accept this core concept
if they want to invite their students as equal participants in a two-way process of teaching
and learning. From something as trivial as a day-to-day chit-chat to something as complex
as appropriating utterances from different historical times, texts or cultures in
understanding modern life activities, dialogue is a useful tool in inviting a plurality of
thoughts for understanding language as part of dialogic being. Hence, it is not without a
reason that the idea of dialogic teaching has been actively explored and implemented in
educational research.
This study specifically investigates how Bakhtinian concept of dialogism,
dialogicity of language, dialogic relationships and their interplay for meaning making can
be helpful in understanding classroom discourse analysis. One of the key components of
the study is operationalization and unpacking the concept of utterance, and how it is
instrumental in analyzing classroom discourse to inform teaching and learning. Emphasis
is made on language classes for two reasons: first, language as it is used in speech is key
component of dialogue and dialogism; and second, EL classes differ from other subjects
in a way that language is the goal and the tool in learning. What is taught, how it is taught
and, what is even more important, how language is learned by students is, in my opinion,
a pedagogical process that requires a closer focus.
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CHAPTER 3
LITERATURE REVIEW
3.1

Meaning and the Role of Language in Dialogue
In this study, I unpack the issues and potentials of Bakhtin’s theoretical concepts

of utterance, dialogic relations and dialogism, and explore their place and role for
meaning making in classroom discourse. There are various approaches to understanding
and unpacking meaning and how it is related with language and speech. There are also
different approaches to understanding and unpacking dialogue and dialogism in teaching
and learning. I focus on exploring meaning through the prism of Bakhtinian dialogue,
how dialogue informs meaning and how dialogue, meaning and language interplay in the
educational context of EL lessons.
Every time we use language, we make meanings about something. Meanings are
created everywhere and at any time in interactions. There is always some meaning which
the interlocutors, or those who interact with each other, bring about. Some authors draw
a distinction between the meaning and sense. To illustrate, we may see a word as a
linguistic form, but it has also one or several meanings. Vygotsky, for example, drew a
distinction between the conventional or dictionary meaning of a word and its “sense”
which emerges in a specific context and through a particular way of using that word
(Lantolf, 2000).
Meanings embedded in utterances are not fixed and only exist in the interactions
or relationships between utterances and the interlocutors. In the present moment,
interlocutors take utterances from the past, appropriate them, fill them with their own
semantic and expressive intentions (Bakhtin, 1986a), and create their own utterances.
Thus, meanings are constructed in the relationships that utterances enter with each other
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between interlocutors. Such relationships can take all sorts of forms from tensions to
agreements. Bakhtin (1984) stressed, however, that utterances are populated with the
intentions of others and making those intentions one’s own is part of utterance creating
process.
Other scholars have examined meanings from different perspectives. In a
Hallidayan approach, for example, meanings are classified into three types: 1) ideational
which is the representation of our experiences of the world, 2) interpersonal which is
establishing or reinforcing our relationship with someone else, and 3) textual which is
meanings that are relevant in the context in which they occur (Eggins, 1994; Martin,
1992). Register theory suggests that when we speak or write, we make those three kinds
of meanings at the same time and as much as we would like them to be, these meanings
cannot be separated from each other and none of them can be foregrounded (Halliday &
Hassan, 1989).
Bakhtin’s notion of dialogism and meaning presupposes the relationships between
the self, the other and the world (Bakhtin, 1986a; McKnight, 2004). Central in this, in
addition to the relations between those who interact, is the relationship between units of
speech or utterances. Relationships between utterances comprise an important part of
dialogism. Individuals interacting with each other appropriate resources of language such
as words, sentences, and grammatical constructions to create utterances (Bakhtin, 1981,
1986a, 1986b). For Bakhtin, meaning is an element and the product of dialogism, a
constituent part of which is language used in speech. Everything co-exists with everything
else and acquires meaning only through its relationship with others (Holquist, 1990).
Once said, utterances do not hang in the air but find an addressee to relate to, either
in the present or in future since, for Bakhtin, utterances address each other and those who
create them as well as shape the contexts and the situations. Hence, not only it is the
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teacher and the learners but also their utterances that address and respond to learning
situations which they come from. Such addressing and responding creates complex
relationships between the interlocutors, resources of speech, and present, past and future
demands of learning process. When students create utterances, they address them not only
to their current teachers’ questions and assignments, but also, for example, to former
teachers’ expectations and demands, to prior utterances, to imagined reactions of potential
listeners or future readers (Kramsch, 2000). The kind of meanings that come about as a
result of the interplay between utterances, their addressivity, responsivity and other
characteristics is a question which this study focuses on.
Dissecting utterance, Bakhtin foregrounded a set of notions, each of which is
important and influential in construction and co-construction of meanings. An overview
of these notions was expounded in Chapter 2. Briefly, Bakhtin talked about addressivity
as a foundation to dialogicity, which happens on an immediate level of how utterances
are addressed by one interlocutor to another and on a level of implicit and explicit ideas,
questions or comments, which create meanings through interaction of those ideas,
questions or comments (Lillis, 1999, 2001). The importance which Bakhtin ascribed to
utterance as a meaning making element is its being “alive” which means that meaning is
constructed by interlocutors and is not simply transmitted from one interlocutor to another
(Bakhtin, 1981; Holquist, 1990).
In this chapter, I focus on Bakhtin’s concept of dialogue and the importance of
dialogue in teaching and learning. I then review past research on classroom dialogue as
triadic as well as different approaches to the study of dialogue in the classroom.
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3.1.1

The Concept of Dialogue
Dialogue stems from ancient philosophy and originates with Plato’s dialogues

with Socrates. Reconstructing Socratic dialogue, Lefstein (2006) identifies several
manifestations of dialogue for different purposes (Figure 3.1). Dialogue can manifest as
a verbal interaction aimed at: 1) exchanging ideas between at least two participants by
means of question-and-answer and debate; 2) clarifying ideas and developing
understanding in order to learn about the world; 3) expressing one’s state of mind as an
epistemological stance; 4) taking a critical orientation to knowledge by critical discussion
and evaluation of knowledge; and 5) establishing a dynamic relationship (where noncognitive, i.e., emotional and extra-intellectual, aspects of human interactions come into
action). Thus, thanks to its multiple aspects, dialogue can be treated in the first case as a
discourse pattern; in the second case as a learning mechanism; in the third case as an
epistemological stance or state of mind; in the fourth case as orientation toward content
or a subject matter; and in the fifth case as a relation to the other (Lefstein, 2006). As a
relation to the other, dialogue specifically aligns with Bakhtin’s other and otherness in
dialogic relationships.
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Figure 3.1 Dialogue reconstructed from Socrates (Lefstein, 2006).
Figure 3.1 shows that Socratic dialogue can be found in several forms depending
on what purpose it serves. For example, when speakers need to talk to each other to
exchange their thoughts and ideas dialogue is a way to communicate those ideas. When
interlocutors need to reach common understanding or clarify ideas dialogue becomes a
means for learning. Dialogue can be an epistemological stance or one’s state of mind
manifested in the recognition that one’s knowledge is limited and needs to be open to
thoughts and opinions of the other. When there is a need to understand the other’s
knowledge or point of view dialogue becomes a means to discuss the content of
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knowledge. Dialogue can also be used to express emotional aspects of interactions
between individuals and in this case is seen as a meeting of minds or a dynamic
relationship between people.
In this deconstruction, dialogue as a communicative pattern, a means for learning
and orientation towards content align well with Bakhtin’s explanation of utterance. and
dialogic relationships which form dialogue. Addressing utterances between interlocutors
within immediate contexts in order to exchange ideas is what corresponds to dialogue as
a communicative pattern or what Bakhtin called dialogue as a conversation. Relationships
between utterances also include other multiple aspects such as clarifying ideas to reach
common understanding or share knowledge. These are parallel to Bakhtin’s explanation
of multiple aspects of dialogue, such as responsive understanding on the part of the
addressees of utterances and invitation of multiple consciousnesses or voices in exchange
of utterances between multiple interlocutors. Dialogue as an epistemological stance and
as a dynamic relationship resonates with Bakhtinian otherness and is particularly
important for this study, which to some extent, aims at showing the need to change
teachers’ and students’ epistemological beliefs before any changes can happen in
language use.
The concept of dialogue has had a central place in Western perceptions of
education since the time of Socrates. Dialogue has been viewed as an exchange of
questions and answers or challenges and responses to them (Burbules & Bruce, 2001).
Dialogue can take the forms of disputations, characterized by aggressive questioning or
critique, or manifest as a friendly dialogic exchange where alternative points of view are
accepted in the attempt to build common understandings. Apart from those, dialogue has
been viewed as a communicative or verbal representation of a thinking process (2001). In
teaching and education, dialogue has been viewed as either a way to facilitate student
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insights or as a tool to initiate inquiry through reciprocal questions and answers (2001).
The role of dialogue as a tool for inquiry through reciprocal questions and answers might
have added to the development of the contemporary view of dialogue as an egalitarian,
open-ended and knowledge constructing way of pedagogy (Alexander, 2004).

3.1.2

Dialogue in Teaching and Learning
When seen as a communicative pattern, dialogue has been defined by the number

of participants and by patterns of verbal interactions which are different from monologic
or highly controlled by a one-person model of interaction (Alexander, 2004). Dialogue is
favored in teaching because it is considered as egalitarian and mutually respectful (2004).
Its use in teaching, however, should be carefully considered and planned to avoid turning
dialogue into a mere one-sided unproductive exchange of conversational turns. For
example, Nystrand et al. (1997) found that teacher questions in the classroom did not
necessarily invite student participation in thinking processes and, if used inappropriately,
could even be counterproductive. That is why lesson activities should be first and
foremost planned with account for how they can provoke student thinking whether it is a
teacher’s lecture or a dialogue-structured interaction.
Some researchers focus on how to reshape the purpose of the interaction, the aim
and target of the process and, thus, change the quality of teacher–student interaction to
make it dialogic (Alexander, 2004; Skidmore, 2000). While the importance of empirical
classroom studies and their approaches to investigating and changing the quality of
classroom discourse through dialogic approaches are indisputably important, it is no less
important to have a clearer conception of such terms as “language”, “speech”, “dialogue”
and “dialogic” for classroom activities. There is not enough clarity and unanimity in the
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use of terms “dialogue”, “dialogic” and “dialogicity”, both in descriptions of classroom
interaction and approaches to teaching which involve dialogue.
Given the significance of the use of language in classroom interaction and how
much learning content is communicated through language, it is understandable and
justifiable that over the past few decades much effort has been allocated into studying the
importance of classroom discourse or language use by teachers and learners, and their
interaction in the classroom (Cazden, 2001; Christie, 2002). Some of the empirical
classroom studies looked at improving learning through the quality of classroom
interaction, in many cases by looking at how to raise quality including raise of quantity
(Nystrand et al., 1997; Tan, Caleon, Johnathon & Koh, 2014). Many of the scholars
referred to Bakhtin’s theoretical ideas to underpin their research designs since his insights
and the impact on understanding dialogue and dialogism are immense (Bakhtin, 1981,
1986b; Burbules, 1993; Skidmore, 2000; Scott, Mortimer & Aguiar, 2006). Some
scholars looked at classroom interaction to understand their nature and possible impact
on learning (Cazden, 2001; Mehan, 1979; Mercer & Dawes, 2014; Myhill, 2006; Sinclair
& Coulthard, 1975).
One of the significant components of learning in a classroom is talk or use of
language in a classroom to implement activities and share meanings between teachers and
learners (Lemke, 1990). Meanings in a classroom are created, shared and communicated
through verbal and non-verbal interactions. Among many modes of classroom interaction,
language occupies one of the most important places because the content of various school
subjects, including language, literature, science, social studies, mathematics or art, is
shaped, transmitted and made sense of in the form of and through language. Language
has a crucial place in creating and co-constructing meanings of what is said between the
teacher and the learners because one cannot dissociate language in the lesson from the
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meaning of what is said (Lemke, 1990). A Bakhtinian point, however, in this regard is
that language can be instrumental in making meanings only when it becomes speech or
talk and is taken from the system of language (i.e., language tools such as vocabulary,
grammar, intonation) and used in real situations by authors and addressees (Bakhtin,
1986a).
Learning in school happens through construction of similar meaning relationships
among the same or equivalent terms and expressions. Within the same subject in a
classroom, a dialogic exchange between a teacher and the students and a textbook page
related to the same topic fall into the same theme. All social practices, activities and
themes in a classroom are communicated and understood through the help of language
(Lemke, 1990). Meaning generated at any point of discourse is a dynamic process
constituted by interactions of interlocutors. Interlocutors use language and its means to
create utterances which is how speech comes about and becomes part of those dynamic
meaning making interactions (Bakhtin 1981, 1986a, 1986b). The distinction between
language and speech in meaning making interactions is crucial, particularly for language
learning (Mercer, 1995, 2000).
In EL lessons, various types of activities, such as writing, reading, comprehension,
speaking, and listening, do not exist one without the other and are a part of a bigger
process of language learning. As much as the activities can differ from one another, they
are all part of the meaning making process happening during the lesson, with each element
contributing to the complex pool of various relationships between different elements of
language, interactions of interlocutors, and listening and understanding of speech and
meanings. From a Bakhtinian point of view, such relationships are dialogic. Language is
given a central place in these relationships because language is instrumental in their
manifestation in the form of utterances. Dialogicality of language (Lillis, 2001) is found
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in its existence as one whole, which is filled with utterances. The nature of utterances is
dialogic and, thus, the nature of language constituted by utterances is dialogic.

3.2

IRE/IRF or Triadic Dialogue
IRE (teacher initiation–student response–teacher evaluation) or IRF (teacher

initiation–student response–teacher feedback) has been seen as the most common and
pervasive pattern of classroom interaction (Cazden, 1988, 2001; Edwards & Westgate,
1994; Hogan, 2009; Mehan, 1979; Myhill, 2006; Nystrand et al., 1997, 2003; Silver,
2007, 2008; Waring, 2009). By the early 1990s, it was recognized as a default option for
teachers (Cazden, 2001). The term “IRE” was introduced by Sinclair and Coulthard
(1975) in the mid-1970s and later elaborated by other researchers (Lee, 2007; Mehan,
1979; Waring, 2008). One of the key shortcomings of IRF is that the teacher tends to talk
substantially longer in lessons, with student talk mostly determined by the teacher
(Myhill, Jones & Hopper, 2006). IRF has been also criticized for not providing students
with enough opportunities to think because teachers ask questions with “prescribed”
answers in mind and students are given a very minor role in the discourse of the classroom
and few opportunities to develop ideas of their own (Nystrand et al., 1997; Skidmore,
2006).
Most classroom discourse consists of knowledge transmitted through teacher-led
and teacher-controlled recitation patterns within an initiation, response and
feedback/evaluation structure. Recitation is the accumulation of knowledge and
understanding through questions aimed at testing or stimulating student recall of what has
already been studied, or aimed at eliciting answers by clues provided in questions
(Alexander, 2005; Hardman & Abd-Kadir, 2010; Lyle, 2008). Recitation in the form of
IRF is instrumental in establishing power relationship in the classroom. Even though
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recitation is useful for some instructional activities such as, practicing reading or
pronunciation, if it is a dominant or the only knowledge transmission pattern, there is not
enough room for students’ active and meaningful engagement. If chosen by teachers as a
predominant classroom activity, recitation leaves students with few opportunities to voice
their own opinion or initiate a genuine discussion during lessons. Even though student
voice engagement in IRF is poor, its external form is that of a teacher–student
conversation or dialogue.
Potentially, IRF has a mechanism for enhancing the quality of teacher–student
talk if utilized in a way that is conducive for the exchange of meanings. For example,
Lemke (1990) emphasized the positive feature of IRF as a “triadic dialogue”. It can be
successfully used for the improvement of classroom interaction, and enhancement of
student engagement and learning if applied appropriately. Lemke (1990) and Wells
(1999) suggested that recitation within IRF is not completely one-sided. It has a potential
to enhance the quality of interactions because it includes an element of reciprocity. The
crucial issue then becomes how this established teacher–student classroom interaction
pattern can be altered and used in a more productive way.
Changes in quantity or reshaping of the dynamics of teacher–student verbal
exchanges can be a move towards improvement. Cazden (2001) pointed out that in order
to make IRF more efficient for student learning, teachers need to make a conscious change
regarding the quantity of talk and the quality of questions. Teachers are also left with the
choice to decide what other interaction patterns apart from IRF they should engage in to
make teaching and learning more student-centered. Attempts to shift to students having
greater involvement in classroom discourse and classroom interaction have to compete
against teacher dominant classroom interaction forms (Lyle, 2008) and this is not an easy
competition.
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3.2.1

Dialogue in Teaching Approach
Burbules (1993) examined classroom dialogue in terms of four end goals it can

reach, which include:
1) scaffolding learning for students,
2) building a community of shared knowledge and understanding,
3) building consensus in problem-solving, and
4) building an argument and sharpening focus.

Based on these teaching goals dialogue can take a form of conversation,
instruction, inquiry or debate. Each of these types of dialogue is ascribed with certain
features. For example, dialogue as a conversation aimed at building a community of
shared knowledge is carried out in the form of sharing information, experience or
opinions through questions and answers (Burbules, 1993).
Set out in the context of EL learning, the study on dialogue in teaching offers a
well elaborated and comprehensive exploration of dialogue in a classroom. It is a wellstructured classification and analysis of various forms of classroom dialogue as it may
occur in a classroom for various learning purposes. Seeing dialogue as a conversation,
instruction, inquiry or debate aligns well with Lefstein’s (2006) deconstruction of
dialogue into communication pattern, means of learning or orientation toward content
(Figure 3.1). These forms of dialogue certainly need to be explored and implemented in
classrooms because they are a useful means for learning and knowledge development.
The Dialogue in Teaching approach, however, does not seem to focus on the exploration
of instances and examples of dialogue as a state of mind and an emotional or extraintellectual aspect of human interactions (see Figure 3.1).
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In my opinion, studying dialogue as a state of mind and as a dynamic relationship
are important because it is something which is directly connected to teachers’
epistemologies and teacher–student relationships. Changes of teachers’ and students’
epistemologies, and their perception and attitude towards dialogue are as important as the
use of dialogic activities in their classroom practice. For example, there are no changes at
the level of actions without prior changes at the level of thinking and state of mind (Silver,
Kogut & Huynh, 2019).
Even though the Dialogue in Teaching approach is a well-structured analytical
lens, it looks at classroom talk only as conversational patterns, requests and responses,
questions and answers, or tension and debate whereas dialogue in a Bakhtinian sense is
inclusive of all of the mentioned patterns and is not limited to any of them. Apart from
this, the relational part of dialogue, and its emotional and extra-intellectual aspect are
somehow not emphasized in Dialogue in Teaching, whereas relationships between
interlocutors or creators of dialogue, authors and addressees/teachers and students, and
their utterances occupy an important place in dialogue as seen and suggested by Bakhtin.

3.2.2

Dialogic Instruction Study
A comprehensive large-scale study of the effects of classroom talk patterns on

student learning with the emphasis on teacher questions within the context of EL teaching
was carried out by Nystrand et al. (1997), who developed the concept of Dialogic
Instruction which uses the idea of contrast between monologic and dialogic discourses, a
juxtaposition mentioned in Bakhtin’s works. They examined classroom talk from the
perspective of modes of interaction set by the teacher and explored the idea that “specific
modes or genres of discourse engender particular epistemic roles of the conversants, and
these roles, in turn, engender…their thinking” (1997, p. 28). In this view, a monologic or
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recitational setting of the classroom talk is controlled by the teacher because the purpose
of the use of talk is to transmit knowledge which students need to remember. On the other
hand, dialogically organized instructions position students as learners in a different way
and provide them with opportunities to think instead of just remembering things. To put
it simply, monologue used in a classroom is there for transmitting and remembering
knowledge, whereas dialogue is used for enhancing student thinking, where the quality
of classroom talk directly influences the quality of student learning. Thus, monologic and
dialogic talk in the classroom are both necessary for different purposes (Nystrand et al.,
1997).
The results of the Nystrand et al. (1997) study, drawn from the analysis of teacher
questions, classroom observations, and interviews with teachers and written student tests,
support the hypothesis of the study that in order to promote student learning dialogically
organized instruction is superior to a monologically organized one. Importantly, the study
highlights which aspects of a dialogic approach to classroom instruction are potentially
beneficial for student learning: teachers’ use of authentic questions (where an answer is
not pre-determined by the teacher), uptake (where the teacher incorporates student
responses into subsequent questions) and high-level evaluation (the extent to which the
teacher allows students’ responses to modify the topic of classroom discourse).
This study also suggests that such methods as learning journals, drawing position
papers by students and presenting them to class as well as peer response conferences can
potentially help promote dialogic exchanges. These methods are important for enriching
teacher repertoires in implementing dialogic approach to teaching in their classrooms.
Not much elaboration, though, is given in the study to what dialogic understanding means
and what it constitutes (e.g., in comparison with monologic understanding).
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One of the important conclusions Nystrand et al. made is that the relationship
between patterns of classroom discourse and student learning cannot be limited to how
many authentic questions or display questions are asked during the lesson. Rather,
inappropriate use of authentic questions can be counter-productive but the skillful and
appropriate use of lecture in the class can be very effective. The importance of this
outcome of the study is that it moves research that looks at exploring dialogic and
monologic types of classroom teaching away from viewing them as respectively
beneficial and harmful for student learning. It suggests the need for more intricate and
complex analysis. It is important that the study emphasizes the value of treating students
as active participants of their own knowledge production and not the quantity of verbal
exchanges (Nystrand et al., 1997).
The study further demonstrates that choices made by teachers can influence the
conditions for student learning because teachers have control over the structure and
organization of classroom discourse. This is shown by the results of the written tests in
the study, which demonstrates that students do better in those classes where teachers
adopt dialogic approaches in their practices. The study also shows that recitation, mostly
in the form of IRE in teaching, continues to prevail. It, however, leaves open a question
of why it continues to prevail, even though recitation has proven to be ineffective in
engaging students in active participation for gaining knowledge.
In my opinion, it is not possible to answer those questions without a deeper look
into what dialogue is from a Bakhtinian point of view. Even though the results of the
Dialogic Instruction study show that dialogue as defined in the study enhances student
learning, the potential of the notion of dialogue is underexplored. Contrary to Bakhtinian
statements that dialogue is not limited only to question–answer or request–response
relationships between utterances, Nystrand et al.’s (1997) study focuses predominantly
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on these two dialogic interactional patterns. The study adopts a simplified approach to
utterances viewing them as akin to turns. It, however, touches upon the broader meaning
of dialogue in speech by introducing a high-level evaluation concept, where teachers
allow students to modify the topic of classroom discourse. This point aligns with
Bakhtinian completeness of utterances and the topics of utterances, whereby the more
overlaps of topics there are, the more dialogic relationships are created. This is a concept
which can be explored and analyzed further in classrooms.

3.2.3

Dialogic Inquiry
The notion of Dialogic Inquiry was introduced and explored by Wells (1999)

working within the context of science learning. Wells suggested an inquiry-oriented
curriculum model which offers construction of knowledge by the teacher and the students
engaged in doing common activities as an alternative to a content-based model provided
by the authorities and school. Drawing upon Leontyev’s (1981) activity theory and
Halliday’s (1985) Systemic Functional Linguistics, Wells (1999) defined discourse as
collaborative behavior of two or more participants, who use the meaning potential of a
shared language in order to establish and achieve their goals in social action. As a result
of examining multiple transcripts of classroom discourse between the teacher and small
groups of students, he suggested that such groups of students can form communities of
inquiry, where the dialogic nature of discourse can be used for common construction of
knowledge. Thus, dialogic inquiry is the process of discussion, where ideas are refined
and clarified to arrive at collective understanding of the topic of inquiry.
Wells advocated a model of teaching where dialogic relationships between the
teacher and the students in the classroom are formed. He pointed out though that in such
relationships the teacher and the students do not have a dialogue of equals because the
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teacher chooses the theme of inquiry and takes the role of the leader of the process by
selecting the topics and activities. Even though students are able to choose specific topics
for discussion and the method of inquiry, they negotiate their choices with the teacher and
the teacher intervenes in student discussions as they progress. Wells suggested that such
a model of teacher–student interaction is beneficial for science lessons, where the
participants of enquiry commonly work on the development of understanding of new
scientific concepts. In applying this model to other subjects, researchers and teachers
should keep in mind that humanities and natural sciences have different epistemic
systems. In science, for example, a hypothesis needs to be proven or disproven as a result
of inquiry but in language learning, proving or disproving a hypothesis is usually not set
as an outcome of the lesson.
Another important contribution of Wells’s study, apart from dialogic inquiry
concept development, is his re-evaluation of IRF. He argued that in IRF, after students
make their responses, teacher follow-up moves can be used as a way of encouraging
students to do slightly more than just a recall of what they know. When teachers follow
up with student-initiated responses, they should help their students plan ahead of the
immediate outcomes of the assigned tasks, to review and generalize what they have
learned (Wells, 1999). This aligns with the findings of Nystrand et al.’s study on the
importance of teacher uptakes in skillfully managed dialogue and IRF.
From a Bakhtinian perspective, the value of Well’s study for common
construction of knowledge and dialogic inquiry is in its problematization of the dialogic
nature of discourse in general rather than a narrow look only into question–answer
relationships. Furthermore, it is important that Wells included the notion of dialogic
relationships between the teacher and the students into the focus. For him, dialogism
stems from dialogic relationships embedded in talk. Further, the issue of relationship is
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also addressed by Skidmore (2000) in Dialogic Pedagogy, where he talked about the
relationships developed in dialogue through talk during EL lessons and emphasized the
importance of students discussing their thoughts and ideas in small groups.

3.2.4

Dialogic Pedagogy
Yet one more approach to exploring dialogue and its implementing in teaching is

the concept of Dialogic Pedagogy suggested by Skidmore (2000, 2006). Interestingly,
Skidmore explained that his notion of dialogic pedagogy should not be confused with and
regarded as “pedagogical dialogue”, a term used by Bakhtin to describe a dialogue
between a teacher (or someone who knows and possesses the truth and is able to instruct)
and a student (or someone who is ignorant and erroneous). Skidmore described
pedagogical dialogue as authoritative and contrasted it with discourse, which encourages
students to retell stories in their own words instead of producing mere recitations. In his
study, Skidmore investigated small-group discussions of primary school pupils and their
teachers. These discussions belong to the genre of narrative fiction texts. Based on the
differences between the discussions in those classrooms, he raised some theoretical
questions about what forms of verbal interaction between the pupils and the teacher might
be best for the development of students’ independent powers of comprehension. He
concluded that because talk about literary texts is a non-algorithmic form of knowledge,
dialogic pedagogy, unlike recitation, is better suited for enhancing pupils’ independent
powers of comprehension (Skidmore, Perez-Parent & Arnfield, 2003).
Skidmore drew his study from Bakhtinian notion of authoritative and internally
persuasive discourse (Bakhtin, 1981). Authoritative discourse refers to the use of
language in ways that cannot be challenged and are not open to debate, whereas internally
persuasive discourse is the use of language in ways that are open, acknowledge dialogue
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and are able to reveal ever newer ways to create meaning (Bakhtin, 1981). Skidmore
emphasized the importance of recognizing close relationships between classroom talk and
literacy. This overlaps with the similar point of view in Wells (1999), who considers
collaborative talk a crucial part of child introduction into literate behavior, and with
Alexander’s idea (2004) that certain kinds of classroom talk lead to improvement of
student literacy.
Another important point in Skidmore’s perspective is that if the aim of a lesson is
to develop student ability of literate thinking, the process of doing it becomes a product.
This is especially important in the learning of language arts, where language is both the
tool, and the outcome of the learning process. In language arts, it is not easy to operate
within the particular ways of knowing (Scott, 1998; Scott, Mortimer & Aguiar, 2006);
thus, the importance of appropriation of genres (Bakhtin, 1981, 1986a, 1986b), which
Skidmore talked about in his study, becomes particularly important. Important for
learning language as it is, in my opinion, genre and appropriation of various speech genres
should be explored in complex with other characteristics of utterances as units of speech,
such as addressivity, responsive reactions, and responsive understanding since Bakhtin
mentioned them as no less important in appropriation of utterances or learning of
language.

3.2.5

Dialogic Teaching
An important contribution into investigation of the role of dialogue in teaching

and pedagogy is Alexander’s (2001) large-scale international comparative study
conducted in primary schools in five countries across three continents. The aim of the
study was to find out how national cultural traditions influenced teaching practices in
classrooms. As a result of the study, a typology of classroom discourse was developed
64

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

based on various dimensions such as classroom organization, pedagogic mode, pedagogic
function and discourse form. It is found out that interrogatory, whole-class direct
instruction prevailed in classrooms in various countries. There was, however, evidence of
teachers treating their students as equals in some instances.
Grounding his work on theoretical ideas developed by Bruner, Alexander (2005)
came up with the definition of scaffolded dialogue or “achieving common understanding
through structured and sequenced questioning, and through ‘joint activity and shared
conceptions’, which guide, prompt, reduce choices and expedite ‘handover’ of concepts
and principles” (p. 12). Drawing on Bakhtinian concept of dialogue as different from and
much more inclusive and broader than merely a conversation, Alexander maintained that
dialogue is more structured compared with just a conversation because questions in a
dialogue are used purposefully in pursuit of inquiry. For Alexander, students are not just
“empty vessels” but competent thinkers. Thus, dialogic discourse is brought to and used
in a classroom for fostering the pedagogy of mutuality, which presupposes that not only
an adult but also a child can bring ideas into the learning situation in a classroom, and that
interactions and discussions help adults and children establish a common frame of
references. This helps in the exchange of understandings between the teacher and the
students (Alexander, 2001).
One of the important findings of Alexander’s study is the cultural specificity of
communicative competencies of the students. Such competencies depend on interactional
norms, which are valued in a culture of a particular country. The study also emphasizes
the need to move away from seeing whole class teaching as quick-fire questioning aimed
at engaging larger number of students but ending up in receiving short and undeveloped
responses, which helps very little in developing student thinking. Instead, as Alexander
(2001, 2004) argued, there should be the use of discourse strategies, which encourage
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students to elaborates their ideas. For this to happen, teachers should pose questions to
the same individual students in order to extend communicative exchanges on a certain
topic rather than rotate as many turns as possible around the class. Even though the pace
and length of utterances have to do more with the quantity of talk and is a rather
superficial measure of the quality of student input in classroom discourse, the
improvement in terms of quantity of student talk might be considered the first step in
progress to dialogic teaching.
Alexander placed an important emphasis on the role of oracy for learning. He
pointed out that speech should not be viewed as less important as compared to writing
because better oracy translates into better literacy competence. They do not compete but
complement each other. This goes in line with the Bakhtinian idea about the variety of
speech genres necessary to be in command of the interlocutor in order to be able to speak
and carry out meaningful conversations.
Based on his international study, Alexander (2004) elaborated on a model of
dialogic teaching which is collective, reciprocal, supportive, cumulative and purposeful.
Each of the features of dialogic teaching has a detailed list of indicators by which it can
be identified in a classroom. The model of dialogic teaching, he suggested, is
comprehensive but simple at the same time, with the main purpose of its implementation
being a positive impact on the quality of classroom discourse. The model tackles two
aspects of classroom discourse: its form (collective, reciprocal and supportive) and its
content (cumulative and purposeful; Alexander, 2004), with the form being easier to
achieve by the teacher and the students compared to achieving content. Alexander’s ideas
of dialogic teaching go through testing and refinement in intervention studies, which he
carried out continuously with teachers and students in the classrooms (Alexander, 2008).
Yet, the issue of how the form and the content of classroom talk can be improved and
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what the teacher needs to know, to plan and to do in order to make classroom talk
collective, reciprocal and supportive as well as cumulative and purposeful remains open.
Alexander’s model of dialogic teaching may be the pinnacle to strive for in the
enhancement of teaching because of its well elaborated and comprehensive structure. It
aligns well with many aspects of Bakhtinian dialogue and dialogism in a classroom.
Bringing in student ideas into the learning situations in a classroom and establishing a
common frame of reference is directly connected with Bakhtinian concept of authorship
and addressivity in utterances as units of speech, where not only teachers but also students
are viewed as authors. Students address the teacher and keep responsibility for the
utterances they create. One finding of Alexander’s study which overlaps with the
outcomes of most of the other classroom studies carried out earlier is that recitational or
monologic teacher-led whole-class interactions are prevalent in the classrooms across
different countries. Another outcome of various studies on dialogic approach to teaching
is institutional constraints posed by school structure (Alexander, 2001, 2004) and
curriculum demands (Nystrand et al., 1997; Skidmore, 2006).

3.3

Towards the Increase of Student Input in Dialogic Exchanges
From the beginning of the 1990s till today, attempts have been made to modify

the predominant ways of teaching in order to involve students in knowledge construction
and meaning making processes, as well as to use various functions and affordances of
different types of talk for thinking, developing common knowledge and other learning
purposes (Barnes, 1976; Edwards & Mercer, 1987; Mercer, 1995, 2000; Mercer &
Littleton, 2007). Substantial work in this regard has been done by scholars working on
teaching science, such as Lemke (1990), Mortimer (1998), Mortimer and Scott (2000,
2003), Scott (1998) and Wells (1999), and focused on the roles and importance of
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language in teacher–student interactions for making scientific meanings and learning
scientific concepts.
In teaching EL, Nystrand et al. (1997) and Skidmore (2000), for example,
grounded their studies in the works of Vygotsky and Bakhtin, and looked at how teaching
patterns in the classroom could move to the increase in dialogic exchanges initiated by
students in order to make teacher–student interactions more genuine, efficient for learning
and conducive for students’ active participation in the learning process. The studies of
teacher–student dialogic exchanges in contrast with various forms of monologic talk such
as lecture, extended teacher monologues or explanations, student simple recitation or
repetition of teacher’s words show again and again that teachers continue to control and
initiate most of the verbal classroom interactions. This places even more importance on
continuing to implement dialogic approaches in teaching (Alexander, 2001, 2005;
Burbules, 1993; Leftstein & Snell, 2013; Nystrand et al., 1997; Skidmore, 2006; Wells,
1999). Many scholars emphasized that the approach to dialogue in teaching should not be
one-sided but rather multidimensional, and should include the analysis and the
implementation of dialogue which bring together structural, epistemic, interpersonal,
substantive and political concerns (Lefstein & Snell, 2011; Matusov, 2011; Wegerif,
2011; White, 2015).
Teacher dominance and insufficient students’ verbal participation and
contributions lead to students’ inability to gain agency in active thinking and meaning
making. One of the suggested ways to reduce teacher-controlled classroom interaction
patterns is to increase talk generated by students. The expected outcome of this is the
increase in student talk and exchanges between the teacher and the students. Different
approaches have been taken by researchers in arranging classroom events and activities
with the purpose of giving students agency to talk and actively participate in learning
68

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

through teacher–student interactions with various educational purposes. Not all of such
classroom practices have an explicit mention of dialogue in their name but they include
and work around dialogue as a conversational pattern between the interlocutors (the
teacher and the students in the class) with the stress on increasing opportunities for
students to talk. There are studies which explicitly refer to their work as studies about
dialogue and dialogicity (Alexander, 2001, 2004; Burbules, 1993; Nystrand et al., 1997;
Skidmore, 2000). Some of the studies focus on broader dialogic aspects which go beyond
talk, stating that it is especially important to look at the relationships between various
elements of the same process, for example, different teaching episodes across one or
multiple lessons over longer periods of time in order to “capture the complexity of
teachers’ work as they make their contributions to students’…enculturation through
multiple, dialogic encounters” (Jones, 2010, p. 78), thus broadening the meaning of
dialogue.
Figure 3.2 shows the approaches to carrying out classroom discourse and
pedagogical practices with the focus on the dynamics in teacher–student verbal
interactions. The aim of the figure is to show changes in the approaches as they moved
toward greater student involvement in teacher–learner processes, engaging student voices
and more participation in knowledge discussion and meaning making. The figure cites
example studies and instructional approaches.
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Figure 3.2. Approaches to discourse in a classroom: Key features.

In the upper left-hand corner of Figure 3.2, there is predominantly teachercontrolled IRE. Moving to the right, there are various attempts to involve students in
thinking and meaning making processes with dialogic interactions implied, such as
Questioning the Author (QtA; Beck, McKeown, Sandora, Kucan & Worthy, 1996),
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Shared Reading (Holdaway, 1979) and Reciprocal Teaching (Palincsar & Brown, 1984).
Further on, there are the teaching approaches explicitly referring to dialogue such as
Dialogic Inquiry (Wells, 1999), Dialogic Instruction (Nystrand et al., 1997), Dialogic
Pedagogy (Skidmore, 2000) or Dialogic Teaching (Alexander, 2001).
According to Cazden (2001), the definition of classroom discourse presupposes
the use of language and the interactions between the teacher and the learners, which
includes turn-taking, questioning, listening responsibilities and possibly multiple varieties
of other things. Each of the aspects mentioned in the definition of the classroom discourse,
such as the use of language, turn-taking and even questioning, can be elaborated and
further unpacked. Empirical studies in education prove that dialogic approaches to
teaching when implemented in classrooms are effective in enhancing student learning.
The importance and gravity which Bakhtin allocated to speech, or language in use, in
dialogic relationships and dialogue may be the reason why many scholars in education
and pedagogy took up these concepts and adapted them from literary studies to teaching
and learning, given the centrality of language in both. In this study, I unpack and
operationalize some of the dialogic concepts of Bakhtin and investigate how deeper
understanding of those concepts can be useful for changing classroom practices.

3.3.1

Tension between Dialogic and Authoritative Discourse
There are some distinct studies of classroom discourse with regard to meaning

making in science lessons (Mortimer, 1998; Scott, 1998; Scott, Mortimer & Aguiar,
2006), which draw on the difference between monologic and dialogic discourse. In their
research, Scott, Mortimer and Aguiar (2006) suggested an approach to teaching science
whereby classroom talk is seen as a continuum in which dialogic or monologic (in
Bakhtinian sense, authoritative) functions of discourse can gain or lose intensity and
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control as a result of tension created by the teacher and the students’ interactions in the
process of developing scientific meanings. Classroom discourse can go from teachercontrolled recitation to open discussions that generate student ideas whenever it is needed
and decided by the teacher. There is a continuous tension between authoritative, that is,
monologic or univocal, and dialogic, that is, internally persuasive discourse in a
classroom (Scott, 1998). This tension brings about shifts between communicative
approaches in teacher guided meaning making interactions (Scott et al., 2006).
High school physics lessons were analyzed to see how the teacher works with the
students to develop ideas in the classroom. The framework for analysis draws on the
concept of “communicative approach” (Mortimer & Scott, 2003) which explains how the
teacher works with the students to develop ideas in the classroom. The communicative
approach in the analysis of science lessons entails identifying whether classroom
discourse is authoritative or dialogic and whether it is interactive or non-interactive.
Whether the discourse is authoritative or dialogic and interactive or non-interactive is
identified through specific patterns of interaction and teacher interventions. The
interaction pattern deployed by the teacher for this purpose is IRE. Teacher interventions
include marking key ideas, possibly through the use of repetition (Scott et al., 2006). The
communicative approaches are linked to teaching purposes that include developing of
scientific stories, the thematic content of which may be scientific, explanatory, empirical
or theoretical. Scott and colleagues emphasized that after the teacher has made an
authoritative presentation of knowledge to the students, the meaning making process
which follows has to be dialogic because the students need to make sense of what the
teacher said and elaborate “their own answering words” (p. 609).
Dialogic discourse, unlike monologic or authoritative, allows for bringing in and
exploring of ideas by the students as it is open to different perspectives. In this research,
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it is emphasized that what makes talk dialogic is not whether it is produced by one person
or a number of people but if there is an acknowledgment of different ideas put forward in
the talk (Scott et al., 2006). In Scott et al.’s analysis, the talk which allows for participation
of more than one person is identified as interactive and the talk which excludes the
participation of other people is non-interactive. Thus, four types of communicative
approach are identified: 1) interactive/dialogic, 2) non-interactive/dialogic, 3)
interactive/authoritative, and 4) non-interactive/authoritative. Scott et al. also elaborated
a set of features which identify each of these approaches.
The teacher uses authoritative or dialogic interventions in meaning making
teacher–student interactions depending on the purpose he/she pursues. If the purpose of
the lesson episode is to convey information to students, the transmission or authoritative
function of teacher talk overtakes and if the purpose is to encourage student ideas and
thinking, and to bring about exploration or debate, then the dialogic function of teacher
talk comes into action. The purposes of the lesson episodes may include: 1) opening up
the problem, 2) exploring and probing student views, and 3) introducing and developing
scientific story (Scott et al., 2006). Scott (1998) maintained that the teacher “is charged
with the responsibility of introducing students to a particular way of knowing” (p. 62)
about certain concepts or phenomena; thus, the teacher holds authority in the classroom.
In order to make scientific talk in the classroom best understood for students, however,
both univocal (authoritative) and dialogic (internally persuasive) aspects of talk need to
be engaged by the teacher.
Even though talk is given an important place in exploring scientific meanings,
special significance is placed on the dialogue between the ideas within the process of
developing understanding of scientific concepts. Ideas and thoughts, when their topics
overlap, enter in dialogic relationships in the process of doing science. Tapping on
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Bakhtinian ideas of authoritative discourse, internally persuasive discourse, and the
existence of single and multiple voices in talk, this approach utilizes both the discourses
for the purposes of scientific inquiry: It combines teacher’s introduction of the particular
ways of knowing, which are univocal, with teacher’s exploration of various scientific
ideas, which are multivoiced or heteroglossic. This explains the importance of both for
science as an inquiry process. Focusing mainly on the appropriateness of Bakhtinian ideas
on science, this approach does not go into a deep analysis of classroom talk and speech
used in the scientific exploration process. It does not concern the idea of utterances, their
multiple characteristics and the affordances of speech in depth.

3.3.2

Student Engaging Reading Strategies: QtA, Shared Reading, Reciprocal

Teaching
The importance of active engagement of students in classroom interactions to
enhance learning is not new in teaching English Language as a subject. There have been
several important attempts to modify teacher-controlled classroom activity patterns, such
as IRF/IRE, by giving students more agency and more opportunities for classroom talk
and participation. Some of the attempts to actively engage students in learning and
meaning making processes in the EL lessons pertain to reading comprehension. The most
prominent include instructional models such as Shared Reading (Holdaway, 1979),
Reciprocal Teaching (Palincsar & Brown, 1984) and QtA (Beck et al., 1996; Beck &
McKeown, 2002). Shared Reading developed by Holdaway (1979) is based on the
concept of the importance of reading story books with young children for their reading
development. The idea comes from reading of storybooks by parents to an individual
child. It is implemented in a classroom, where the teacher and the students have repeated
readings of oversized books in a group. Children are provided with opportunities to
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actively discuss and share what has been read. Shared Reading was positively viewed for
its instructional density and the engagement of students, who could connect with each
other and the teacher through the feeling and experiences they share.
Another important strategy for greater engagement of students and for increasing
talk between teacher and students, as well as among students, is Reciprocal Reaching.
This instructional strategy is influenced by Vygotsky’s notion of the Zone of Proximal
Development (ZPD; Vygotsky, 1978), which is the distance between the actual
developmental level determined by independent problem-solving and the level of
potential development determined by problem-solving under adult guidance or in
collaboration with a more capable peer. In Reciprocal Teaching, after reading a segment
of text the teacher and the students have a conversation or a dialogue based on what they
have read. The dialogue is structured by summarizing the main content, generating
questions, clarifying ambiguities and predicting what might come next (Palincsar &
Brown, 1984). An important element of this strategy for dialogic engagement is that the
teacher and the students are taking turns to talk. The initial dialogue is initiated and led
by the teacher before the students assume the role of the teacher, leading the discussions
of text segments. Thus, students become active participants in the meaning making
process because students construct meaning from the text and monitor their understanding
of what they have read.
The QtA reading instruction strategy is another example of greater student
engagement within teacher-led and teacher-centered classroom interactions in an EL
classroom. QtA involves collaboration and whole-class discussion of ideas conveyed by
the author in the text and encourages a more thoughtful and questioning approach to
reading. During the discussion, students exchange ideas with each other through speaking
and listening in order to negotiate the meaning of the portions of the text as they go
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through their reading (Beck et al., 1996; Beck & McKeown, 2002). One of the main
principles of QtA is that students understand that not everything, which is written in the
text by the author, is clear and comprehensive. Thus, they can pose questions during the
lesson about what the author has written. This reading comprehension strategy is steered
and initiated by a teacher, but students are active participants in the discussion of the text,
which is happening in real time as the teacher and the students move through their reading.
Even though it is carried out within teacher-centered classroom interactions during
reading comprehension, QtA offers students opportunities to think and participate in
active discussions of what they read.
For the focus of this study, QtA is a particularly good example of student engaging
classroom practice as real-time classroom discussions allow students to bring in their
ideas and past experience to the table of classroom interactions. The notion of chronotope
offers a way of understanding experiences (Morson & Emerson, 1990; White, 2015).
Chronotopes orient a sense of what is real and what should be valued within a particular
time and place (White, 2015). Chronotopes underpin all activity, which is any event or
phenomenon happening within a certain time and space and is inseparable from them.
When students question the author, they ask the questions which pertain to their
experiences and to what is important for them.
All of the mentioned teaching instruction styles are examples of students as active
participants of learning during reading lessons. Such lessons are aimed to develop
meaning and understanding within prevailing teacher-led and teacher-centered IRF
interactional patterns and, thus, showing a moderate and pragmatic approach to
implementing dialogue in teaching and learning (Lefstein, 2006).
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3.3.3

Creating Dialogic Space for Student Learning in Singapore
In discussing research on dialogic approaches to teaching in Singapore,

noteworthy is a study of how teachers can create a discursive or “dialogic space” in a
classroom so that students can participate in co-construction of knowledge and take
greater ownership of their learning (Teo, 2013). The context of the study is Social Studies
lessons at the secondary school level. The study drew on a Bakhtin’s notion of utterance,
which can be a part of dialogic or monologic talk, and the contrast between them. In a
classroom, monologic utterances presuppose student acceptance of “the fixity of
meanings expressed through ‘authoritative’ texts and talk” (Teo, 2013, p. 2), whereas
dialogic utterances provide students with a chance to “resist, reshape or re-accentuate
those meanings by populating them with their own intentions and accents” (p. 2). The
study uses Burbules’ (1993) taxonomy of various types of classroom dialogue aimed to
achieve different goals: dialogue as an instruction, dialogue as a conversation, dialogue
as an inquiry and dialogue as a debate. Using this typology of dialogue in a classroom
helps in the attempt to disentangle dialogic and monologic threads of student talk and
focus on the intended function of the talk rather than the form.
The Dialogic Space study (Teo, 2013) is based on an intervention research project
aimed at the improvement in the quality of literacy education in Singapore secondary
schools. The study examined the transcripts of three excerpts of Social Studies lessons
carried out during the intervention stage of the project. The purpose of analysis is to see
how dialogic teaching is implemented in a classroom. Analysis of the data reveals
instances of various types of dialogue used by one teacher (e.g., instructional dialogue or
dialogue as debate). The analysis shows that the teacher is trying to create learning space
for students to make them able to take part in classroom discussion. The teacher tries to
cultivate a climate conducive to dialogic teaching in which students can feel free to
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actively participate in knowledge construction and transformation, and to move away
from one that is dominated by a monologic and transmission-oriented mode of teaching
(Teo, 2013). It should be noted, however, that lessons of this kind, where a teacher makes
a conscious effort to allow students to stretch their answers and offer their alternative
viewpoints, are an exception rather than a rule.
Even though utterances are highlighted in the study as a relevant notion for
classroom interaction and discourse analysis, they are not sufficiently unpacked and
operationalized and require further elaboration. Delving deeper into the notion of
Bakhtinian utterances can help build and develop a more comprehensive understanding
of classroom talk and the use of language in the classroom. Utterance as a central element
of speech and dialogism opens up a new conception of classroom discourse analysis and
suggests new angles for exploration of various types of talk and relationships between
interlocutors in the classroom.

3.3.4

English Language Lessons in Singapore
Prior research discussed in this chapter dealt with exploring classroom strategies,

by which teachers can use to involve students in more meaning making interactions and
dialogue mainly across the science subject (Lemke, 1990; Scott, 1998; Wells, 1999) and
across subjects in primary school (Mercer, 2009; Skidmore, 2000). Research studies
conducted within the context of EL focus on student engagement strategies mostly in
reading comprehension. They target the domain of EL learning in segregated ways instead
of combining the focus on the nature of language and how it is related to dialogue and
dialogicity. EL has an important role in English-medium education systems where it is
both the means and the object of study and where students are supposed to perfect their
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skills for the purpose of education of other subjects and at the same time demonstrate
their competencies in EL.
In Singapore, EL is particularly important and interesting, because it is a primarily
an English-medium school educational system within a quadrilingual system. This system
emphasizes that all students study a mother tongue language and English and use English
to study other subjects. There is a percentage of students, who come into the educational
system as second-language English learners; a larger percentage of students, who come
into the system using multiple languages at home; and also, some students, who come as
English monolinguals (Figure 3.3).

12%

Only English

8%

Mostly English and
Mother Tongue

37%

42%

Mostly Mother
Tongue and some
English
Hardly any English

Figure 3.3. Groups of learners with predominant languages spoken at home in
Singapore (MOE, 2006).

Figure 3.3 shows the breakdown into four different groups of learners with
different predominant home language backgrounds (Ministry of Education, Singapore
[MOE], 2006). In EL classes, teachers are addressing these different groups of students
with different kinds of competencies. They need to teach the students to use EL
effectively as a means to study other subjects as well as being an examinable subject
within the instructional system on its own.
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Primary school level in Singapore follows a language art model and is treated as
if all students are native English speakers or monolingual English speakers, but there are
some concepts of second language learning built into the curriculum. Given this unique
situation, from the international theoretical understanding of the subject area, there is no
clear epistemic nature of EL as a subject for Singapore. Instead, Singapore has developed
a Syllabus for EL (MOE, 2010), 1 which is specific to the context. Based on it, language
is a means of making meaning and communication, as well as a system with its own rules
which can be used to create various discourse forms.
Learning of language, according to the EL syllabus, involves cognitive and
affective engagement and interaction and its use is guided by the awareness of purpose,
audience, context and culture. Thus, apart from mere functional use, English in Singapore
is seen as a tool of thought in order to respond, critique and analyze. The syllabus builds
in the basic epistemic nature of English based on some English as a Second Language
(ESL) approaches, literacy learning approaches and language arts approaches.
Internationally, these are different subjects which is why there is a gap in how much we
know about English. In addition, English as a subject is complicated, because it is both
the means and the object of study, as previously mentioned. Thus, EL lessons are an
interesting context for investigating dialogic relationships encapsulated in classroom
discourse and the use of dialogic relationships for meaning making and understanding.
However, as previously noted, the study is not intended to illuminate the nature of English
Language as a discipline. Rather, the study is set in the context of EL lessons in Singapore
with the goal to illustrate, illuminate and animate abstract Bakhtinian concepts.
The next chapter sets out the methodology for the investigation.

There is a new syllabus from 2020 onwards that shows continuity of ideas but because
my analysed data were collected between 2010 and 2013, I refer to the 2010 syllabus.
1
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CHAPTER 4
METHODOLOGY
4.1

The Purpose of the Study and the Research Questions
This is a proof of concept study which sets out to illuminate the issues and

potentials of Bakhtin’s theoretical concepts of utterance, dialogic relationships and
dialogism, and explore their place and role for meaning making in classroom discourse.
A proof of concept study is a preliminary checking of a specific program, process, method
and idea or product to demonstrate its feasibility in order to see how they can be
practically implemented or used in the classroom. Literature sources describing proof of
concept studies in education are scarce and mainly cover testing of curriculum
implementation (e.g., Clarity Innovations, 2020). Proof of concept studies are more
common in the areas of information technologies (Ceylan & Yesilmen, 2005) and in
pharmacology (Cos, Vlietinck, Berghe & Maes, 2006; Karlsson, Vong, Bergstrand,
Jonsson & Karlsson, 2013). There is no clear indication in the literature as to the best
method for implementing a proof of concept study. For the purpose of answering the
research questions in my proof of concept study, I adopt a qualitative analysis of data
through iterative reading in order to achieve the following:
(a) unpack and operationalize the concepts of dialogue, dialogism (Bakhtin, 1981,
1986a, 1986b; Holquist, 1990; Todorov, 1984) and related notions of utterance,
addressivity,

responsivity,

dialogic

relationships

between

utterances,

completeness of utterances;
(b) problematize the place and role of the above notions in meaning making and
dialogicity of language in a classroom context; and
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(c) investigate how operationalization and problematizing of these notions can be
useful for classroom discourse analysis.

According to Bakhtin, dialogism and dialogue involve dialogicity of speech/talk
or utterances, which form chains of speech by entering into complex dialogic
relationships with each other, and responsive understanding and meaning making, which
are created as a result of all of the above (Bakhtin, 1986a). In order to investigate how
Bakhtinian dialogism and dialogic relationships between utterances can illuminate
meaning making and understanding in a classroom setting, several core Bakhtinain
notions, which occupy an important place in his theory of dialogism, are investigated and
operationalized in this study.
There is a broad agreement on what a dialogic approach to teaching may include
(Alexander, 2004; Burbules, 1993; Leftstein & Snell, 2013; Nystrand et al., 1997;
Skidmore, 2000; Wells, 1999). While these prior studies often cite Bakhtin, the issues of
dialogicity (or dialogicality) inherent in speech, dialogicity of utterances as chains of
speech, and dialogic relationships between utterances and their role for meaning remain
only partly explored. Operationalization of these Bakhtinian notions is designed to be
useful for illuminating researchers’, teachers’ and students’ understanding of dialogic
potential of classroom talk.
In order to look at classroom discourse from the point of view of Bakhtinian
dialogism and dialogue, the key Bakhtinain notions such as utterance, chains of
utterances, responsive reactions and dialogic relationships between utterances are
unpacked and operationalized at the initial stage of my analysis. In order to investigate
how the above notions illuminate meaning making in English Language lessons, I
formulate the following research questions:
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1. What constitutes an utterance in an English Language classroom?
2. What are dialogic relationships between utterances in EL classroom talk?
3. What is the role of dialogic relationships between utterances in meaning making
and understanding in EL classrooms?
4. How do dialogism and dialogic relationships between utterances inform meaning
making and understanding in EL classrooms?

I address these research questions through the help of close iterative reading
(Srivastava & Hopwood, 2009) of theory and data described in the sections below. I first
explain the importance of secondary data analysis, and why secondary data is used for
this study. I also explain the data sampling before providing a step-by-step walkthrough
of the details of the iterative reading to analyse data.

4.2

The Use of Secondary Data
This study is a secondary analysis of a subset of the classroom interaction corpora

taken from a previously conducted classroom research known as “CORE 2” (Hogan et
al., 2013), the details of which are explained below. The use of secondary data from the
larger study serves the purpose of overcoming the limitation of data representativeness in
a small-scale, fine-grained, exploratory analysis. In addition, the use of already available
data contributes to solving the issue of “over-collection” and “over-production” of data
in qualitative research (Jary & Jary, 2000, p. 540). Reportedly, qualitative research
usually yields a large amount of rich data which are either underused or not used at all in
subsequent analyses. As such, secondary analysis allows for qualitative data to be useful
beyond the original projects for greater efficacy (Irwin & Winterton, 2011). More
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importantly, as noted above, by re-analyzing the existing data, a micro-analysis of a small
data set makes it possible to reference representative data.
Following the standards for secondary analyses, the dataset selected for this study
was analyzed to address research issues different from those of the original study
(Hewson, 2006). The CORE 2 study incorporated an analysis of dialogic approaches in
classroom talk, drawing primarily on Alexander’s work on Dialogic Teaching and the
development of student understanding in classroom talk, as well as joint construction of
knowledge in a classroom (Hogan et al., 2013). Thus, there is a conceptual link between
this study and the existing larger dataset of CORE 2. This study, however, addresses a set
of new research questions and is based on a theoretical framework different from the
study for which the original data were collected (Smith, 2008, 2011). As per requirements
of secondary analysis conventions (Hakim, 1982), interpretations, conclusions and ideas
presented in this research are different from those of the original project. Thus, it is a
separate independent study, clearly distinct from CORE 2.
The analysis in this study includes micro-analyzing classroom talk and classroom
interaction. Typically, micro-analyses are based on small sample sizes which are not
representative. Glazer (1963), for example, pointed out that secondary analysis is good
for research with “micro-interest and micro-resources” (p. 11 as cited in Smith, 2011). In
this study I overcame the limitation of micro-resources and a small data sample to some
extent by drawing from a larger, representative sample of classroom talk transcripts of
EL lessons. The CORE 2 study (Hogan et al., 2013) was carried out from January 2010
to December 2013 by the Centre for Research in Pedagogy and Practice at the National
Institute of Education, Nanyang Technological University, Singapore. The CORE 2
research project collected data to investigate three broad issues: 1) teacher and student
attitudes, beliefs and motivation; 2) instructional practices in Singapore classrooms, and
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3) assessment practices in Singapore classrooms. Data collected and analysed to address
these three issues included classroom video recordings, audio recordings, transcripts of
classroom talk and student artefacts. Data were collected based on a stratified random
sample of 62 schools, which included 30 Primary and 32 Secondary, across Singapore.
The CORE 2 corpus comprised 625 lessons in Math, English Language and
English Literature, or 117 units of work. A “unit of work” in CORE 2 is a full sequence
of lessons around a particular topic, theme or content area (Hogan et al., 2013) and the
unit size ranges from three to nine lessons. For example, a theme of one of the units in
my analysis is introduction to narratives. This unit is made up of three lessons. Different
lessons tackle different types of narratives: an audio story and a song. But the activities
in all the lessons are focused on helping students to master narratives. All 625 classroom
observations were carried out by the CORE 2 research team in 454 classes at 62 schools
in Singapore. These observations were conducted specifically to investigate instructional
practices in Singapore classrooms. All the observations were videotaped, selectively
transcribed, anonymized for ethical reasons and coded for categories such as dialogic
teaching (Alexander, 2004) and understanding talk (Hogan et al., 2013). Only a
percentage of the observed lessons were transcribed for classroom talk. Original
transcripts of the classroom talk were arranged in accordance with accepted transcription
conventions for educational settings (Swann, 2001): they were laid out from top to bottom
and from left to right with the indications of the number of turns, the anonymized names
of the speakers, and then the transcribed words of the speakers.
Symbols or explanations for non-verbal behavior in the original transcripts were
minimal and not sufficient for my analysis. Thus, the transcripts chosen for my study were
re-arranged and reformatted. In some cases, additional information was added so that the
transcripts would be fit for my purpose of analysis. Decisions about the changes in
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transcripts layout were developed through a few rounds of iterative reading of Bakhtin’s
theory and research data. As such, making changes to the transcripts was an important
step in the analysis and the development of findings for the study. It is explained further
in this chapter. First, the data sample and the overall approach to the analysis is described.

4.3

Details about Analysed Data Sample
To answer my research questions, I selected transcripts from the CORE 2 sample

of 15 Primary and 16 Secondary school observations which focused on instructional
practices in Singapore classrooms (Hogan et al., 2013). Narrowing my focus of analysis
to English Language classes, I randomly selected two units of EL lesson from available
transcripts: 1) a unit consisting of three lessons from Secondary 3; and 2) a unit consisting
of nine lessons from Primary 5. The units were selected randomly from the available data
transcripts thus forming a convenience sample (Harding, 2018; Merriam & Tisdell, 2016)
of 12 lessons (see Figure 4.1). The unit from Secondary 3 – further referred to as Unit 1
– had 41,302 words. And the unit from Primary 5 – further referred to as Unit 2 – had
89,877 words.
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CORE 2 Stratified Representative
Sample
117 Units or 625 Lessons in Total
(EL/LE and MATH)

Availability Sample for
Bakhtinian Analysis
Study
2 EL Units = 12 EL
Lessons
(3 lessons and 9 lessons)

Figure 4.1. Secondary data sample for Bakhtinian analysis study2 derived from the
CORE 2 sample.

Brief information about each lesson of the unit is presented in Figure 4.1a below:
Unit 1- Secondary 3

Unit 2 – Primary 5

Lesson 1 Introduction to narratives.

Lesson 1

Introduction of Greek myths.

Lesson 2 Topic: Different ways to start
a story/narrative.
Lesson 3 Characterization.
Understanding of
characterization and how to
make characters real.

Lesson 2

The functions and the types
of Greek myths.
Greek myths.
Grammar: Prefix.

Lesson 3

Lesson 4
Lesson 5
Lesson 6

Greek myths.
Continuation of Lesson 3:
Prefix
Perseus and Medusa.
Comprehension and Cloze.
Comparing the original myth
of Perseus and Medusa with
the modern myth Percy

2

Bakhtinian Analysis Study is a shorter name for this study, which is Meaning,
Understanding and Dialogic Relationships in an English Language Lesson: A
Bakhtinian Analysis.
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Lesson 7
Lesson 8

Lesson 9

Jackson and the Lightening
Thief.
“SCAMPER” technique in
modifying a Greek myth into
a modern myth.
“SCAMPER” technique:
focus on “Magnify” and
“Minify”/ use a narrator to
tell a myth.
Phrasal verb test. Creative
writing of a modern myth
through applying
“SCAMPER” technique.

Figure 4.1a. Numbers and topics of analyzed EL lessons.

Following a methodological decision adopted by CORE 2 to look at lesson units
rather than single lessons, I analyzed units of lessons. Analyzing each unit of lessons as a
whole helped to provide a view of classrooms over a longer continuity of time and to
prospectively “capture the complexity of teachers’ work as they make their contributions
to students’…and enculturation through multiple dialogic encounters” (Jones, 2010, p.
78). It aligns well with one of the aims of this study, which is to investigate dialogic
relationships, particularly between and across different periods of time.
Dialogic relationships in a classroom can be better observed when looking at all
thematically related lessons instead of analyzing single lessons, because the very idea of
dialogism (Bakhtin, 1986a; Holquist, 1990) lies in the relationships between utterances
in dialogic relationships, and in viewing these relationships as not necessarily sequential
but connected across times, spaces and topics. Thus, analysis of units of lessons can
prospectively provide more comprehensive material for investigating dialogic
relationships and drawing connections between lessons.
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4.4

Data Analysis Approach and Framework
Data analysis was undertaken in three main stages:
1) Initial analysis and rearranging of primary data transcripts for the purposes of this
study.
2) Operationalizing Bakhtinian theoretical concepts, developing an analytical
scheme, the coding categories of which were informed by Bakhtinian theory and
by the analyzed classroom data.
3) Applying the developed Bakhtinian analytical scheme to classroom talk in the
selected data sample.

I used iterative reading (Miles, Huberman, & Saldaña, 2014; Saldaña, 2015;
Srivastava & Hopwood, 2009) of Bakhtin’s theory of dialogue and dialogism (Bakhtin,
1981, 1984, 1986a, 1986b; Holquist, 1990; Todorov, 1984; Morson & Emerson, 1990)
and the data drawn from classroom talk transcripts, which were supported by additional
information from lessons’ video recordings wherever it was needed.
Overall, the data analysis process consisted of 1) identifying and investigating
what “utterance” in the context of an EL classroom was, and 2) investigating and
unpacking what “dialogic relationships” between utterances in talk/interaction in a
classroom were. Both stages in the analysis were meant to explore and inform meaning
making and understanding in the classrooms (Figure 4.2).
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Figure 4.2. Stages in data analyses.

Features of utterance and key ideas explaining utterance, dialogism, dialogic
relationships, understanding and meaning making were adopted from Bakhtin (1986a,
1986b). As explained earlier, these are key notions in Bakhtin’s theory (see Chapter 2)
but they were not operationalized specifically for investigating classroom talk and
interaction. As utterance is central to the whole idea of dialogism and dialogic
relationships (Bakhtin, 1986a), so was it to my analysis for the connections between
classroom utterances, which included sequential and non-sequential connections, and
connections across time. The analysis of responsive reactions was included because, as
suggested by Bakhtin, responsive reactions are part of dialogic relationships between
utterances, the list of responsive reactions proposed by Bakhtin (1986a) was subsequently
included. The notions of meaning and understanding were added to the analytical process
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without specific definitions from the theory. This process of analysis yielded a list of
general broad notions which were analyzed in the process:
1) Utterances
2) Connections between utterances
3) Responsive reactions
4) Dialogic relationships between utterances
5) Understanding
6) Meaning

Utterance was taken as the unit of analysis in this study. In order to investigate
utterance, it was necessary to first identify and define or operationalize utterance. This
led to subsequent rounds of reading classroom transcripts with a focus on the features of
utterance and the question of “What is utterance in a Bakhtinian sense in a classroom
setting?” In this and the following rounds of the initial analysis (Saldaña, 2015), I was
able to reflect on the analysis, rethink the theory, come up with new ideas and refine the
items of analysis which had been included at the earlier stages. Specifically, utterance as
a link in a complex chain of multiple other utterances possesses certain features (Bakhtin,
1981, 1986a, 1986b), as recapped in this list:
1) change of interlocutor,
2) author and one or multiple addressees (including superaddressee; Bakhtin,
1986a), who are both interlocutors,
3) addressivity and responsivity,
4) completeness, and
5) attitude of utterance toward the interlocutor.
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All these features are inherent in the notion of utterance and are its constituent
non-separable parts. Hence, analytical approach required investigating all these features
iteratively, rather than sequentially. As such, for example, addressivity is always present
in utterance, and so is responsivity. Meanings, however, arise from the interaction of
utterances and their interlocutors; thus, meanings are not constant but changing. Utterance
is instrumental in the development of meanings and understanding. It is a key notion in
dialogic relationships. Given that the empirical classroom studies sometimes use the
terms “utterance” and “turn” without a distinction between the two (Lemke, 1990;
Nystrand et al., 1997; Scott, 1998; Skidmore, 2000), it was important to make a distinction
between them in my analysis. Figure 4.3 below shows the initial overall plan for the
analysis of classroom data.
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Figure 4.3. Utterance as a unit of data analysis to inform dialogic relationships, understanding and meaning making.
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Figure 4.3 is divided by a vertical line into left and right sides. The left side of the
figure shows features of utterance adopted from Bakhtin (1981, 1986a). The right side
shows what was available for the analysis in the original transcripts: those were the turns
of the interlocutors in classroom talk. Transcripts were done and arranged in accordance
with transcription conventions (Ochs, 1979; Swann, 2001).
After the initial reading of the sample of the available transcripts, it was not
completely clear in which way the existing layout of the transcribed classroom talk could
help in answering the research questions of my study. Transcription is a selective process,
and I needed to foreground or omit some of the details of the observations and recordings
(Ochs, 1979; Swann, 2001).
I then revisited those turns, reconsidered and rearranged them based on the
theoretical notion of utterance adopted from Bakhtin (1981, 1986a) while accounting for
multiple characteristics such as change of interlocutors, addressivity, responsivity,
completeness (see Figure 2.2).
Examples of additional detailed characteristics of utterance or sub-features, which
inform the main features of utterances, such as speech design driven by the intention or
the will of interlocutors, were derived from the data in instances such as, for example, the
intention to push the classroom talk forward or show surprise. A data-driven list of subfeatures of speech design based on intentions of interlocutors coincided to a great extent
with the list of responsive reactions suggested by Bakhtin (see Section 4.5, Round 9).
Overall, this study went through two stages: first, testing, informing and expanding
Bakhtinian notions with data, which resulted in developing of the analytical scheme
(Figure 4.7); and second, looking at the data again by applying the developed analytical
scheme to the lessons in order to analyze them from a Bakhtinian point of view. At both
stages of data analysis, theory and data were continuously revisited and refined in the
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process. Informing theory with data and data with theory was central to the development
of both the theoretical understanding and data-driven analytical scheme of Bakhtinian
notions, which then became the lens applied for the analysis of classroom data.

4.5

Data Analysis
In this section, I describe the steps undertaken to investigate and operationalize

Bakhtin’s theoretical notions for the analysis of classroom data. Supplementing Figure
4.3, which shows the overall map of analysis of the main concepts, Figure 4.3a
summarizes the step-by-step analytical process and shows that the analysis consists of
two components related to each other:
1) examining and investigating the theory in order to analyze the data, and
2) examining and investigating the data in order to inform, test and
operationalize the theory, create an analytical scheme and use the developed
scheme for the analysis of classroom data.

At the beginning of the study, in comparing the theory and the data, I was looking
for the overlaps or common points and differences in both. The upper dotted rounded
rectangle in Figure 4.3a shows the similarities between the theory and the data, for
example, speech or talk that consisted of or was divided into small portions produced by
classroom participants, which were presented in the original data transcripts as turns.
Based on the assumption and explanation of utterances as turns (Nystrand et al., 1997), I
focused my initial analysis primarily on turns in order to investigate if and how turns and
utterances in the classrooms were similar or different from each other. The lower dotted
rounded rectangle in Figure 4.3a shows another commonality between the theory and
data: both dealt with the notion of interlocutor who spoke and exchanged chunks of
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speech with one another. Further, numbers 1 through 11 in the square boxes represent the
iterative steps and rounds of readings of the theory and data during the analysis in order
to create and refine the categories for analysing data.
Figure 4.4 provides the summaries of each round of readings and the development
of the analysis. Subsequently, detailed explanations of each step are provided.
Round 1.

Creating Lesson Memos

The first step in the analysis was reading through the primary transcripts of the
lessons in each unit and familiarizing myself with them: with the topics, the use of words,
vocabulary, the way the teachers and the students interacted, meanings explored in the
classrooms, and any salient points or any connections noticeable between different
episodes of the lessons. Reading of the lessons resulted in creating research memos
(Corbin & Strauss, 2014) to document broad ideas, impressions and any salient points,
which could be useful for exploring meaning making in the classroom. Figure 4.5 shows
an example of a transcript excerpt with memos, at the stage of getting initial impressions
of the lessons.
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Figure 4.3a. Rounds of iterative reading throughout data analysis.
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Round 1

Round 2
Round 3

Round 3a

Round 4

Round 5

Working with primary data presented in transcript turns

Round 3b

Creating lesson memos.
Reading through the primary data transcripts to familiarize
myself with the main ideas, salient points and general topics
of the lessons.
Adopting main steps of data analysis.
Reading through the theory to identify broad categories to
analyze the data.
Feasibility check of some analytical categories.
Reading through the primary data transcripts to check the
feasibility of the broad analytical categories developed during
Round 2.
Rearranging primary data transcripts based on the
change of interlocutor.
Reading through the primary data transcripts to examine and
analyse how the changes of interlocutors occurred.
Adjusting the transcripts.
Issues: 1) no change of interlocutor (e.g., from the teacher to
the same teacher in the classroom) even though there was a
break-down into different turns; and 2) excessively long
teacher turns.
Re-arranging primary data transcripts based on the
author and the addressee. A look into fine-grained microanalysis.
Referring to theory and resolving the issues of Round 3a in
the original or primary data with the help of addressivity
notion adopted from theory.
Refining the analysis of the data with account for the notions
of the author and the addressee.
Issue: Addressees were not always clear from the transcript,
thus, reviewing the lesson videos for refining the primary data
transcripts was needed.
Rearranging primary data transcripts based on
responsivity.
Reading through the data to resolve the issue of Round 3b
with the help of the videos.
Videos provided more precise information on verbal
exchanges between the interlocutors, as well as the
information about non-verbal (actions, silence) exchanges
between the interlocutors.
Reading through theory.
Refining the analysis with the category of responsivity of
utterance.
Rearranging classroom transcripts. Moving from the
analysis of classroom turns to the analysis of classroom
utterances.
Reading through and re-arranging the transcripts: breaking
them down into utterances instead of the turns.
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Working with secondary analysis data
presented in utterances

Rearrangement was done based on the analysis of the data for
the categories of author, addressee, and responsivity.
From this point onwards, the analysed transcripts were
completely re-arranged based on the analysis for author,
addressee, responsivity and broken down into utterances
instead of turns.
Rounds 6 & 7 Refining analytical scheme with more categories.
Reading through theory and then the data to analyse classroom
talk for completeness of utterances and attitude of utterance
toward the interlocutor.
Reading through data to analyse utterances for sub-features:
topic or subject matter, genre, intention of the interlocutor.
Round 8
Analysing connections between classroom utterances.
Reading through the theory and then reading through the data
to analyse connections between utterances (sequential, nonsequential, between different time periods).
Round 9
Analysing responsive reactions between utterances.
Reading through the theory and refining the analysis:
analysing the data for responsive reactions between
utterances.
Round 10
Analysing dialogic relationships between utterances.
Reading through the theory and then through the data to
analyse classroom talk for dialogic relationships between
utterances.
Round 11
Analysing relationships of meaning and understanding in
the classrooms.
Reading through the theory on understanding and responsive
understanding and reading through the data to make sense of
the varieties of topics and meanings tackled during the lessons
and the evidence of understanding of those meanings.
Reading through the theory on chronotope, heteroglossia and
the concept of great time, and reading through the data to
analyse meaning making and understanding while accounting
for Bakhtin’s notions of chronotope, heteroglossia and great
time.
Figure 4.4 Rounds of iterative reading of theory and analysis of data.
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Figure 4.5. Lesson memos. Exploring broad ideas and salient points (Unit 1, Lesson 1).
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Round 2.

Adopting Main Steps of Data Analysis

After writing memos to each lesson, I looked at the data specifically focusing on
the key Bakhtinian notions. The focal point in my analysis was utterance, which due to
the secondary nature of the analysis, was preceded by the analysis of turns in the existing
data source. Turns were rearranged and refined with the help of the categories of author,
addressivity and responsivity, which were adopted in the analytical scheme based on the
Bakhtinian theory. In the analysis, I went through the process of testing the features of
utterances suggested by Bakhtin with the classroom data.
To analyze classroom transcripts, develop and refine my theory and data-driven
analytical scheme, I used the NVivo Qualitative Data Analysis Software (QSR
International, 2020.), which allowed the analyzing and rearranging of data according to
coding categories or nodes (Richards, 2005), as they are called in the software (a specific
node for every particular feature of analysis). NVivo was helpful in carrying out multiple
rounds of analysis and refining the analytical scheme, as well as rearranging the coded
material. It fitted well with the iterative theory reading (Srivastava & Hopwood, 2009)
and iterative data analysis (Saldaña, 2015), which I adopted for this study, and made the
process of managing and making changes in the analysed data easier and flexible. Each
round of the analysis included the following, which were informed by the main
Bakhtinian theoretical concepts of dialogic relationships and dialogism (Bakhtin, 1981,
1986a, 1986b):
o utterance
o connections between utterances
o responsive reactions between utterances
o dialogic relationships between utterances
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Round 3.

Feasibility Check of Some Analytical Categories

The third round of reading (Figure 4.4) involved examining the primary data
transcripts as they were divided into turns and determining in what ways these turns were
the same or different from utterances. Elaborating extensively on what utterance is,
Bakhtin (1986a) stated that sometimes in day-to-day conversations, utterances can
coincide with conversational turns as utterances are defined by the change of
interlocutors. To give a better explanation, Bakhtin described multiple characteristics of
utterances, which include but are not limited to addressivity, responsivity, completeness,
and the attitude of utterance towards the interlocutor. These characteristics became
instrumental when I analyzed the differences between turns and utterances, and
rearranged the primary transcripts accordingly, a process which took a few steps.

Round 3a.

Rearranging Primary Data Transcripts Based on Change of

Interlocutor
In this stage while analysing the original classroom transcripts, I focused on:
1) identifying interlocutors in the primary data set of transcripts, wherein the
interlocutor, or also often referred to as a speaker, was found to be a common
feature for the original transcripts and Bakhtinian explanations of utterance;
and
2) identifying change of interlocutors in the original data set.

The analysis of the change of turns in the original transcripts showed how the
interlocutors or the speakers in the classroom talked in turns by taking the cue from one
to another: from the teacher to a student (a few students, a group of students or a class),
from a student to the teacher, from one student to another (usually in group work
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activities), from the teacher to someone else – or other (e.g., a researcher) – in the
classroom, and from the teacher to the same teacher (which was essentially when the
teacher simply kept taking more than one turn). These are illustrated in the Examples 4.1
through to 4.7, which demonstrate the various exchanges or turns of the original
transcripts.

Example 4.1. Change of turn from the teacher to a student (excerpt from Lesson 1, Unit
1).
#

Interlocutor Turn

1

Teacher (T)

Okay. How do you feel after reading hearing it?

2

Student (S)

Okay la, not bad.

3

T

Okay la, not bad. Why not bad?

4

S

Nice what.

5

T

Nice what. Later can you help me click? Hmm, any other
comments? Student V? 3

6

SV

What?

Example 4.2. Change of turn from the teacher to a group of students or a class (excerpt
from Lesson 1, Unit 1).
#

Interlocutor Turn

1

T

Done? Write your names behind. Can I read? Okay,
you got to round up in five minutes and I am going to
take about ten minutes of your recess time.

2

Ss 4

Huh?

3

T

You have lots of time. Your next lesson starts at ten
thirty.

3

All real names of the students are anonymized.

4

Ss is used by a transcriber to indicate that a few or many students in the class are
talking at the same time.
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4

Ss

Wah lao eh! Cher, don’t like that leh. 5

Example 4.3. Change of turn from a student or a group of students’ to the teacher (excerpt
from Lesson 1, Unit 1).
#

Interlocutor Turn

1

S

Teacher, one more piece.

2

T

Didn’t get one?

3

S

Don’t have.

4

T

Okay, if you have forgotten who your group members
are ah just now there’s a change right? Hmm, Student
Z, who are you with?

Sometimes, changes of turn from a student to another student occurred throughout
the lessons, which was mostly in student groupwork activities or occasionally during
teacher-led whole-class activities as shown in Example 4.4.

Example 4.4. Change of turn from one student to another student (excerpt from Lesson 1,
Unit 1).
#

Interlocutor Turn

1

S1

Hao Soon.

2

S2

Shut up la.

3

S1

This one die already leh so it won’t be.

5

This is Singapore Colloquial English or SCE (Gupta, 1994). “Wah lao” is an
exclamation which might be translated into Standard English as “Oh my God!”. “Cher”
is shortened from “teacher” which is often used by local students instead of the full
“teacher”. “Leh” is a pragmatic particle, one of the features of SCE. “Don’t like that
leh” – omission of the subject in a sentence, which is one of grammatical features of
SCE often encountered in classroom talk. In this and other instances Grammar and
vocabulary used in the transcripts is left without changes.
104

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

There were occasional exchanges of turns between the teacher and someone else
in the class (other) or vice versa as shown in Example 4.5.

Example 4.5. Change of turn from the teacher to someone else in the class (excerpt from
Lesson 1, Unit 1).
#

Interlocutor

Turn

1

T

Only Student V ah. For the robotics camp. Okay, can
I don’t see any bags on the table? Can I adjust the
volume up? I like the booming sound. I find that I lose
mine ah ya volume when I ... No, I mean how do I
adjust this? Ya, this is the one I am talking about. Is it
okay if I turn it up?

2

Researcher (R) Turn it up?

3

T

Ya.

4

R

No, okay this one doesn’t amplify your voice this one
is for the video.

5

T

Okay, then I have to speak very loudly.

In the original transcripts, there were many instances showing the change of turn
from one speaker to another, but the speaker was the same teacher. No explanation was
given why a division into several turns was made without any change of speaker; thus,
such instances were confusing and required detailed investigation. One such example is
shown below in Example 4.6.

Example 4.6. Two different turns but the same interlocutor (excerpt from Lesson 1, Unit
1).
#

Interlocutor Turn
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1

T

Change ya. So there’s actually a double meaning for
change. Okay, playing on the word change. A pun on
the word change but at the same time okay err it is a
change of heart okay. Somebody or something
changed its heart or changed his heart or her heart
because myrtle. Sounds like a girl rather than a man.
Okay, so well uh I have thought of that story was
interesting and you see you can do things like playing
of words and all that to make your story a lot of
interesting unlike the ones that I read in your exams.
They are dry like bones until that I nearly died sleeping
over them. Okay, change uh you just click would have
two meanings like what you just said right?
Transformed as well as the money that you return the
balanced money. Okay, hmm next person. Let’s ask
Student E.

2

T

Ya, if you don’t have a name what do they said they
will be called? I mean just to recap the story so that I
know everybody know what you should hear. They
gave a name. Anybody can help?

Analysis of the change of interlocutors in the primary classroom talk transcripts
revealed many confusing instances, where continuous teacher talk was divided into many
separate portions seemingly indicating change, as shown in Example 4.7.

Example 4.7. Teacher talk divided into separate chunks following one another (excerpt
from Lesson 1, Unit 1).
#

Interlocutor Turn

1

T

Yes, the man buying flowers and it’s for a worthy cost
for the wife as well as the baby they are anticipating.
Okay, so there was a turning point okay so your stories
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will also have turning points. They must turn. Okay, ya
so that changed her mind. Student J! “When she overhead
a man who was buying flowers as well as a lady buying
a plant”. Okay, that changed her mind so in your story
that is sometime where something changed. That is called
a turning point ya and then of course what lesson did she
learn? Student WY. Okay.
2

T

Okay, maybe you back up and show her the problem first
and then after that come back to this question. I mean just
up arrow the up arrow. Yes. You saw the problem? Okay,
now next slide.

3

T

What lesson did she learn?

4

T

Huh? Let her give it a shot first then you try. Student WY.

All of the instances were revisited, reexamined and rearranged with account for
features of the author and the addressee of utterances derived from Bakhtin’s theory.

Round 3b.

Rearranging Primary Data Transcripts Based on the Author and

Addressee. A Look into Fine-grained Micro-analysis.
A salient issue in this round of analysis was a large amount of turns containing
long stretches of teacher talk. Even though it is known that teachers talk more than
students in classrooms, I decided to investigate each of the long chunks of teacher talk in
detail in order to see if a Bakhtinian lens could offer any new insights or explanations on
these long teacher turns. One such chunk is presented in Turn 15 of Example 4.8 below.

Example 4.8. A long stretch of teacher’s talk to look through with a Bakhtinian lens
(excerpt from Lesson 1, Unit 1).
#

Interlocutor

Turn

107

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

1

T

How do you feel after listening to that story?

2

Ss

Okay la.

3

T

Okay la. So most of you Okay la. Student O?

4

S

Nothing.

5

T

Huh? Nothing uh. So, what is changed? What was the
meaning of change? Student J.

6

SJ

((Walks towards teacher)).

7

T

Okay, so what is the meaning of “change” here? Student W?

8

SW

Transformed.

9

T

Just now you said it was about love. Love stories change of
heart. Transformed. Is there only one meaning of change?
What is the other meaning?

10

SW

Don’t know.

11

T

Don’t know. Okay when I give you ten dollars for something
that I buy for nine fifty. What do I get?

12

SW

Fifty cents.

13

T

What do you call that fifty cents?

14

SW

Change.

15

T

Change yeah. So, there’s actually a double meaning for
change. Okay, playing on the word change. A pun on the
word change but at the same time okay err it is a change of
heart okay. Somebody or something changed its heart or
changed his heart or her heart because myrtle. Sounds like a
girl rather than a man. Okay, so well uh I have thought of that
story was interesting and you see you can do things like
playing of words and all that to make your story a lot of
interesting unlike the ones that I read in your exams. They
are dry like bones until that I nearly died sleeping over them.
Okay, change uh you just click would have two meanings
like what you just said right? Transformed as well as the
money that you return the balanced money. Okay, hmm next
person. Let’s ask Student E.
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For a better understanding of the process of the analysis of author–addressee
exchanges in classroom talk, I examined a few turns from the original transcript preceding
Turn 15 in Example 4.8. The teacher asked the students to listen to a story. After the
students did so, the teacher asked them how they felt about it (Turn 1). One of the students
replied, “Nothing” (Turn 4). The teacher responded by showing her surprise, “Huh?
Nothing uh.” (Turn 5). The teacher then carried on, “So what is change? What was the
meaning of change? Student J?” (Turn 5). The teacher used the word “change” to channel
the talk to the direction she wanted it to go, which was leading the students into seeing
the double meaning of the word “change”. Her use of the word “change” triggered a short
discussion about the meaning of the word but it was heavily elicited by the teacher (Turns
7–13). The answer desired by the teacher came in Turn 14 and a long turn of teacher talk
(Turn 15) followed. The different font styles in Example 4.9 indicate the analysis, which
is described below.

Example 4.9. An example of a fine-grained analysis of the last two turns (Turns 14 and
15) of the previous Example 4.8 (excerpt from Lesson 1, Unit 1).
#

Interlocutor

Turn

14

S

Change.

15

T

CHANGE YEAH. So, there’s actually a double
meaning for change. Okay, playing on the word
change. A pun on the word change but at the same time
okay err it is a change of heart okay. Somebody or
something changed its heart or changed his heart or
her heart because myrtle. Sounds like a girl rather
than a man. Okay, so well uh I have thought of that story
was interesting and you see you can do things like playing
of words and all that to make your story a lot of interesting
unlike the ones that I read in your exams. They are dry like
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bones until that I nearly died sleeping over them. Okay,
change uh you just click would have two meanings like
what you just said right? Transformed as well as the
money that you return the balanced money. Okay, hmm
next person. Let’s ask Student E.

The first sentence in Turn 15 (in upper case) is related to Turn 14, “Change yeah”.
The next part of Turn 15 is an explanation of the meaning, which the teacher wanted the
students to grasp from the story (in bold). The part of Turn 15 that follows (underlined)
is the teacher’s explanation and justification of why she chose this story for listening.
Among other reasons, it was in some way related to her previous experience with
assessing students’ compositions. The teacher wanted to show her students an example
of how they could make their stories more interesting. After this the teacher reiterated the
double meaning of the word “change” (in italics). The part highlighted in bolded italics
does not seem to be related to anything else in this turn or in the adjacent turns. Finally,
the teacher linked Turn 15 with the subsequent turn by designating the next student for a
response (highlighted in grey).
In Example 4.9, there was no change of interlocutor in Turn 15 and everything
was said by the teacher, but each highlighted portion of Turn 15 dealt with a different
issue, which had different purposes and intentions. There were several different addresses
involved, except for the words in bolded italics. A thorough analysis like this required
more details and raised a need to revisit the video files in order to have some clarifications.
All of the portions containing different meanings and intentions were put together as one
turn in the original transcript, but I wondered if they could be considered one utterance
from a Bakhtinian perspective. More detailed analysis was then carried out to answer this
question and has been explained further in subsequent sections.
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Considering Turn 15 and all similar instances in the analysed transcripts, I
investigated each such turn in the same way: by unpacking each part of the turn based on
how it was related to other turns and other interlocutors. Merely looking at changes
between the turns and interlocutors was not sufficient to identify utterances and their
boundaries, and I resolved this by bringing the concept of addressivity into the analysis.
Addressivity became central to finding out how the talk was targeted from one
interlocutor to another, and who the authors and the addressees were.

Round 4.

Categorisation of Primary Data Transcripts Based on Responsivity

Mere analysing of the transcribed talk was not enough to clearly decide how the
interlocutors addressed and responded to each other. For greater accuracy in the analysis
of the authors, addressees and addressivity as the markers of boundaries between portions
of classroom talk, I reviewed the video recordings. Analysing both lesson transcripts and
lesson video recordings allowed me to clarify how responses were given and received,
especially in cases of silence, pauses and non-verbal activities. The analysis of the video
recordings not only revealed addressivity issues in the classroom, but also provided
important insights into responsivity. Video analysis helped in identifying not only verbal
but also non-verbal responses and showed that addressivity and responsivity were closely
and complexly intertwined in speech.

Example 4.10. Non-verbal responses from the students (excerpt from Lesson 1, Unit 1).
#

Interlocutor

Turn

1

T

Page two, fill it up before you go for your pee break. I too, need
to go to the washroom.

2

Ss

(Action Ss are doing the task which the T told them to do,
filling in the blanks).
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Addressivity and responsivity are features of speech that were extensively
elaborated by Bakhtin (1981, 1986a, 1986b). Explaining these features to the reader,
Bakhtin elaborated on the possibility of multiple varieties of responses in speech, which
may include words but are not necessarily limited to words. Importantly, Bakhtin
emphasised that actions and especially silence can both be important responses to words.
Keeping these explanations in mind, I included more categories in the analysis of
classroom data transcripts for more thorough analysis of addressivity and responsivity,
which included:
o Addressivity


Authors



Addressees

o Responsivity


Verbal responses



Non-verbal responses (actions, silence, others)

From Round 1 of the analysis till that moment, the transcripts were been analyzed
for the following features, which were derived both from the theory and the original
primary data:
o Interlocutors


Teacher



Class



Student



Group of students



Other
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o Change of interlocutor


Teacher to student



Teacher to group of students



Teacher to class



Student to teacher



Student to student



Teacher to other



Teacher to teacher (no change)

o Addressivity


Author



Addressee



Superaddressee

o Responsivity


Verbal responses



Non-verbal responses (actions, silence, other)

All of these categories were refined in the analystical process described above.
For example, the lists of interlocutors, change of interlocutors and types of responses were
generated from the data. Such feature as superaddresse also referred to the responsive
listening and understanding by a higher addressee (Bakhtin, 1986a) and sometimes
explained as a metalinguistic feature of the language (Morson & Emerson, 1990) was
adopted from the theory.

113

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

Round 5.

Repurposing and Rearranging Classroom Transcripts. Moving from

the Analysis of Classroom Turns to the Analysis of Classroom Utterances.
Round 5 was a turning point, during which my analysis shifted from focusing on
primary data turns to analysing Bakhtinian utterances. Procedurally, rearranging of turns
in primary data transcripts included analysing each turn for categories specified in the
above sections and making changes if and when required. This process, had been
preceeded by a few rounds of reading through the theory and data, and making a few
important decisions based on the purposes of my analysis. As transcription is a selective
process, which reflects theoretical goals and definitions (Ochs, 1979), I made decisions
as to what information to keep, omit or add. Ultimately, I decided not to make any changes
in the original grammar, vocabulary or syntaxis. Majority of the originally transcribed
turns were rearranged in accordance with how the interlocutors in the lessons exchanged
the chunks of talk between each other, and how they addressed each other with their
actions or silence (see Example 4.10).
Information about non-verbal interactions such as actions or silence was added
from looking through the video recordings of the lessons. Some of the original turns were
left as they were because they met all specified criteria and were utterances in that sense.
Rearranging of the data transcripts was not only a significant part in understanding theory
but also in understanding data through the iterative reading process. It also turned out to
be illuminating to understand and operationalize the Bakhtinian concepts problematized
in this study.
In this round, all analysed primary data transcripts were rearranged in a way that
was suitable for Bakhtinian analysis of utterances and dialogic relationships between
utteracnes. From this point onwards, I investigated dialogic relationships between the
authors and the addressees, between utterances and responses to them, and dialogic
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connections and relationships between utterances and their interlocutors. After this, I
moved to investigating how Bakhtinian notions of utterance, addressivity, responsivity,
relationships between the utterances and the interlocutors in the classroom informed and
were instrumental to meaning making and understanding.

Rounds 6 & 7.

Refining Analytical Scheme with More Categories

Analysis for some of the features of utterances, such as responsivity, was
constantly revisited at different stages of working with the data set. Responsivity turned
out to be illuminating not only in investigating addressivity but also in understanding the
notion of completeness of utterances. According to Bakhtin, utterance is responsive or
can be answered or responded to when it is complete. As such, in addition to
responsiveness, completeness must be considered in order to acquire a comprehensive
understanding of utterance. Understanding of utterance presupposes understanding it as a
complete and whole unit, which constitutes a certain meaning around a particular topic or
subject matter, genre, and verbal or speech design driven by the intention or will of its
interlocutor.
Understanding of addressivity and responsivity that were imbedded in utterances
illuminated how different utterances of different interlocutors connected and related with
each other. Completeness of utterances added one extra layer to understanding
relationships between utterances and their dialogicity. It helped me to grasp the processes
inside utterances, and how they influenced addressivity and responsivity and dialogicity.
Only a complete utterance can create and enter into dialogic relationships. It means that
the topic of an utterances needs to be exhausted to the extent that the interlocutor can
develop a responsive understanding to it. It also means that the interlocutor should choose
a genre for his/her utterances with his/her addressee in mind and design the utterances in
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accordance with his/her intention. Importantly, Bakhtin (1986a) pointed out that topics
and meanings of utterances can only be relatively exhausted; therefore, there is always
room for expanding topics of utterances and stretching their meaning and understanding.
Talking about multiple endless varieties of speech genres, Bakhtin mentioned that a list
of speech genres cannot be exhausted. Given the complexity of the varieties of genres
dealt with during the lessons depending on the topic of the units of the lessons, separate
lessons and parts of lessons tackling various activities targeted at different goals, I decided
not to limit the list of genres covered during the lessons in my analysis.
Similar to genres, Bakhtin did not elaborate on the list of the intentions with which
interlocutors, exchanging utterances with each other shape and design their utterances. In
my analysis of classroom data, I came up with the list of the intentions of classroom talk,
which includes but cannot be limited to the following:
o Answering questions
o Asking for clarifications
o Asking for elaborations
o Making clarifications
o Managing the class


Checking attendance



Disciplining students



Managing physical space of the classroom



Reprimanding students
-

Discipline related repremanding

-

Knowledge related repremanding

o Commenting
o Confirming statements
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o Evaluating student work
o Expressing ideas
o Expressing attitude
o Expressing feelings or emotions, such as,


Dissatisfaction



Sneer



Surprise

o Getting student(s) to do something, such as


To know (providing information)



To predict



To think



To understand

o Pushing lesson activities forward
o Pushing talk forward
o Recapitulating lesson content
o Reiterating student words
o Sharing experience

This list is based only on the talk in the analysed lessons and can definitely be
extended. Bakhtinian analysis of the lessons from the point of view of addressivity and
the intentions of classroom talk participants, suggests some important insights, which are
elaborated further. In my analysis, I grouped these intentions into two overarching themes
(Saldaña, 2015): 1) teachers’ intentions to get students to act (many responses to teacher
talk in this case were simply actions without any words), and 2) teachers’ intentions to
get students to know or understand something (responses to these were not always
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immediate and were more complex). Importantly, but not surprisingly, the list of students’
intentions derived from classroom data was limited and included only a few items, such
as answering questions, asking for clarifications or making clarifications (usually on
teachers’ demand) and to a smaller extent commenting, expressing ideas, attitudes or
feelings. Intentions expressed by the teachers and the students are also discussed further
in the chapters that follow.
On top of addressivity and responsivity residing in utterances and completeness
which characterizes utterances as whole units, Bakhtin distinguished one more feature
which is the attitude of utterance toward the interlocutor. This is determined by the topic
of utterance and its expressive component. Every utterance exists in the chain of
utterances around a certain topic and contains a certain emotional expressiveness to it.
Interlocutors choose and appropriate utterances based on what topic they want to connect
with in order to join in meaning making and add to it. Understanding this helps in
understanding the complexity of utterances and their chains. Analysis of attitudes of
utterance toward the interlocutor was helpful in the overall analysis of meaning making
and is discussed further in Chapter 5.

Round 8.

Analysing Connections between Classroom Utterances

While explaining about dialogic relationships between utterances Bakhtin
mentioned the significance of connections between utterances. He specifically
emphasized that utterances can connect with each other sequentially and non-sequentially
(Bakhtin, 1986a). While sequential connections between utterances presuppose that a
preceding utterance is connected with the following one, non-sequential connections are
not immediate, and utterance can connect to other utterances non-sequentially which is
either in the past or in the future. Connections between utterances are related to
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addressivity which can also go back to the past or forward to future utterances so long as
the utterances pertain to the same or similar topic or subject matter. For my study, I
included the sub-features of sequential and non-sequential connections in my analysis in
order to delve deeper into the connections between utterances, which are part of the
interplay between responsive reactions, dialogic relations and meaning.

Round 9.

Analysing Responsive Reactions between Utterances

All utterances were analyzed for how they connected with other utterances which
helped to illuminate responsive reactions. Data analysis showed that a responsive reaction
was an utterance of one interlocutor produced in response to another utterance of another
interlocutor and was in accordance with his/her intention. Utterance in a classroom could
be verbal or non-verbal, which included either action or silence. One simple example of
a responsive reaction from the analyzed data is the students’ action in response to their
teacher’s request (Example 4.11).

Example 4.11. A responsive reaction of students to the utterance of their teacher (excerpt
from Lesson 1, Unit 1).
#

Author

Addressee

Utterance

1

T

Ss

Okay, I am going to collect the worksheet. I am
coming around. Please write your names on page
two.

2

Ss

T

Action. (Ss are finishing and writing down their
names as T instructed them).

On the teacher’s request, the class of students demonstrated their responsive
understanding by acting in response to what the teacher said. Responsive utterances or
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responsive reactions were based on the intentions of the teachers and the students in the
classroom. Similar to the unlimited possibilities of intentions of the interlocutors, the list
of multiple possible responsive reactions between utterances is infinite. Figure 4.6 shows
the list of responsive reactions elaborated by Bakhtin (1986a) and the list of responsive
reactions generated from my data analysis.

List of Responsive Reactions from

List of Responsive Reactions from

Bakhtin (1986a, p. 272)

Classroom Data

o Affirmations
o Refutations

o Supplementations

o Presupposing that something is
already known
o Empathy
o Objections
o Fulfilment
o Evaluation of an utterance as a
whole

o Reliance upon other utterances
o Taking other utterances into
account
o Agreements

o Answers to questions

o Silence to questions instead of verbal
answers
o Clarifications
o Elaborations

o Action response to disciplining
o Action responding to managing
physical space in the classroom
(moving around, moving chairs,
moving bags)
o Action response to teachers’
knowledge or classroom content
management (reading, listening,
thinking)

o Observations

o Silence to teachers’ repremands

o Questions

o Comments

o Answers

o Confirmations
o Student work evaluation
o Expression of ideas
o Expression of attitude
o Expression of feelings or emotions
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o Silence instead of expression of
feelings or emotions
o Sharing experience
o Silence instead of sharing experience
Figure 4.6. Theory and data derived lists of responsive reactions.

The analysis for responsive reactions occurring in classroom interactions
illuminated the analysis of dialogic relationships between utterances and is explained in
Round 11 below.

Round 10.

Analysing Dialogic Relationships between Utterances

Utterances in the analysed classroom transcripts were investigated for how they
created relationships with one another. This was based on addressivity, responsivity, topic
overlaps, intentions of the interlocutors and how all of these added to meaning making in
the classrooms.

Round 11.

Analysing Relationships of Meaning and Understanding in the

Classrooms
The analysis of connections between utterances during Round 8 revealed that
connections could only be examined together and simultaneously with addressivity,
responsive reactions and dialogic relationships because they informed each other and
ultimately informed meaning making. This round of analysis was primarily reading
through and working with the data, rather than reading through theory and data. It
included reading through the transcripts and making sense of the varieties of topics and
meanings tackled by the various chains of utterances during the lessons and how they
were connected. Instrumental to illuminating the analysis of classroom utterances, the
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dialogic relationships between them and the meanings were Bakhtinian notions such as
heteroglossia, or multiple voices (polyphony), chronotope and the concept of great time.
Understanding in my analysis was done together with the analysis for meaning.
Initially, the transcribed data were investigated for the evidence of understanding or not
understanding, which was revealed by the presence or absence of a responsive reaction
by an interlocutor. If there was a responsive reaction, it was assumed that there was
understanding. The instances of absence of responsive reactions, however, were
investigated further.
The left column of Figure 4.7 represents the key theoretical concepts of dialogicity
adopted for the analysis from theory (Bakhtin, 1986a). The right column of Figure 4.7 is
the list of concepts derived as a result of data analysis and testing the theory. This list
expands the initial list of theory driven analytical categories and helps in informing the
relationships between utterances and meanings. All transcripts were analyzed for each of
the categories presented in the Figure.
Theory-driven Analytical Categories

Classroom Data Derived and Tested
Analytical Categories which Informed
Theory-driven Categories

• Utterance
• Interlocutor

• Utterance
• Interlocutor
• Teacher
• Class
• Student
• Group of Students
• Other

• Change of interlocutor

• Change of Interlocutor
• Teacher to Student
• Teacher to Group of Students
• Teacher to Class
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• Student to Teacher
• Student to Student
• Teacher to Other
• Addressivity

• Addressivity
• Author
• Addressee
• Superaddressee

• Responsivity

• Responsivity
• Verbal Response
• Non-verbal Response (e.g.,
actions, silence)

• Completeness

• Completeness

• Exhaustion of topic

• Exhaustion of Topic

• Genre

• Genre

• Intention of the Interlocutor

• Intention of the Interlocutor

Determining speech Design

Determining Speech Design

• Attitude of Utterance toward

• Answer a Question

Interlocutor

• Ask to Clarify

• Topic

• Ask to Elaborate

• Expressive Component

• Clarifying
• Class Management
• Checking Attendence
• Disciplining
• Managng Phisical Space
• Repremanding
• Discipline Related
• Knowledge Related
• Commenting
• Confirming
• Evaluating Student Work
• Expressing an Idea
• Expressing Attitude
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• Expressing Feelings/Emotions
• Dissatisfaction
• Sneer
• Surprise
• Get Student(s) to Do
Something
• To Know
• To Predict
• To Think
• To Understand
• Pushing Talk Forward
• Recap Content
• Reiterate Student Words
• Share Experience
• Attitude of Utterance toward
Interlocutor
• Topic
• Expressive Component
• Connections between Utterances

• Connections between Utterances
• Sequential
• Non-sequential (across different
times and spaces) – Chronotope

• Responsive Reactions
• Sequential

• Responsive Reactions
• Multiple varieties based on
interlocutors’ intention and
purpose

• Dialogic Relationships
• Multiple varieties

• Dialogic Relationships
• Multiple varieties (not possible to
classify)

• Meaning and Understanding

• Meaning and Understanding

Figure 4.7. Theory- and data-driven analytical categories.
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4.6

Summary

The aim of this study was to investigate the issues and potentials of Bakhtin’s
theoretical concepts of utterance, dialogic relations and dialogism, and to explore how
they play their role in the meaning making in a classroom. Analytical categories to
investigate classroom data for this purpose were adopted from the theory and then
expanded, elaborated and tested with the use of real classroom data throughout multiple
rounds of iterative reading and refining of the analysis. This resulted in the creation of an
analytical scheme, which was derived from the Bakhtinian theory and was tested and
expanded with the classroom data. This analytical scheme can be used for the analysis of
classroom talk to enhance understanding of Bakhtinian approach to nature of talk and
dialogicity of talk.
In the process of the development of the analytical scheme, such concepts as
utterance, connections between utterances, responsive reactions and dialogic
relationships were unpacked and operationalized with the help of the classroom data. The
developed scheme can be used for the analysis of classroom data to investigate how
Bakhtinian notions work in a classroom setting and in teacher–student interaction. The
findings of data analysis are presented in Chapter 5.
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CHAPTER 5
FINDINGS
5.1

Overview of the Chapter
This chapter deals primarily with what was found in the process and as a result

of analyzing data with regard to the formulated research questions:
1) What constitutes an utterance in English Language classrooms?
2) What are dialogic relationships between utterances in EL classrooms?
3) What is the role of dialogic relationships between utterances in meaning making
and understanding in EL classrooms?
4) How do dialogism and dialogic relationships between utterances inform meaning
making and understanding in EL classrooms?

In addition to the results of data analysis with the focus on the research questions,
this chapter reports on important points in approaching qualitative secondary analysis of
data, which is revisiting, preparing and rearranging of primary transcripts. The chapter
also deals with the proof of concept component of how Bakhtinian notions can be
operationalized with classroom data. To do that, as explained in Chapter 4, the available
original classroom data underwent three stages:
1) Rethinking, repurposing and rearrangement of primary data transcripts for the
purposes of secondary study
2) Development of the analytical scheme, the coding categories of which are
informed by Bakhtin’s theory and the EL classroom data
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3) Operationalization of Bakhtinian theoretical concepts and application of the
developed Bakhtinian analytical scheme to classroom talk in the selected data
sample

In this chapter, I first report on what I found in the process of proof of concept. I
then present the operationalization of the terms and, finally, address the research
questions.

5.2

Repurposing of Data for Secondary Analysis – Rearranging Original Data

Transcripts
As mentioned earlier in Chapter 4, in order to start with analyzing data to fulfill
the purpose of this research, I had to assess the feasibility of the existing CORE 2 primary
data transcripts for the use in my study (Irwin, 2013; Ruggiano, 2019; Tarrant, 2017).
Usually, the primary researchers decide beforehand what to include and what not
to include in the transcripts based on their research goals and objectives. As a secondary
researcher, I did not have such a say on the transcripts because I was not the one to take
decisions from the beginning of the research. Thus, I had to reconsider the purposes of
the CORE 2 primary data transcripts based on Bakhtin’s theoretical underpinning, that is,
with account for utterances and their multiple features. This process in preparing and
analyzing the data foregrounded important moments and considerations for carrying out
of the secondary research analysis.
First, the process of adjusting primary qualitative data for a secondary analysis is
complex, time consuming and might take a few rounds of testing to determine if the rearrangement and changes suit the intentions and the objectives of the secondary research.
Second, even after readjustments, available original data often might not include all
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information necessary for secondary analysis. Original data transcripts in this study
included the words of the speakers presented as turns, names of speakers (anonymized),
numbers of turns and timestamps. Multiple readings through the data and the theory
helped me to identify and decide, which of the details and information had to be kept,
deleted or added in the transcripts.
Third, there is a question of the availability of relevant additional original data
which could inform and be added to transcripts should there be a need for more detail
during the secondary analysis. Transcripts need to be kept simple and selective, thus
capturing only that information which is relevant for the goals of research (Ochs, 1979;
Swann, 2001). This though may often not work for secondary analysis because primary
data may not contain enough information relevant for the purposes of secondary research,
which was the case of this study. To solve this issue, original transcripts needed to be
cross-checked with other original primary data, such as audio or video recordings, field
notes or any other supplementary notes, so that additional information relevant for
secondary analysis could be added. In this study, thanks to the availability of the original
video files, I was able to refine and repurpose my sample of the original transcripts for
the aim of secondary analysis.
Fourth, I had to deal with additional information and details from other sources,
such as video and/or audio recordings, to determine how much would be sufficient to
carry out secondary data analysis according to what was planned. As explained in Chapter
4, my analysis entailed four rounds of iterative reading of theory and data before I decided
which details needed to be included in the transcripts for conducting a Bakhtinian analysis
of classroom talk. I developed a convenient transcript layout as well as the procedures for
making changes and checking each classroom transcript of my sample against the video
recording of each corresponding lesson for any necessary additional information.
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Sourcing for additional relevant details to be added to the available data of the
primary study for the analysis in a secondary study is the point where a secondary
researcher has to decide carefully and draw a line on how much extra information is
sufficient. In my analysis, I decided to use the video recordings to identify how utterances
are addressed from the teacher to the students or vice versa, to consider various types of
non-verbal responses er relevant for exploring understanding and meaning making, such
as actions or silence. Those responses were not sufficiently mentioned in the original
transcripts. I did not go into the details of non-verbal interactions, such as gazes or
gestures, as they were at the periphery of my analysis.
Ultimately, through rounds of iterative reading, I developed a simple layout for a
secondary transcript, which could help me document information relevant for a
Bakhtinian analysis of classroom talk. This included details about the authors and
addressees in the classroom, as well as different types of responses. New details in the
layout allowed me to analyze addressivity of utterances as well as different types of
responses (Figure 5.1).
Primary Data Transcript Layout

Secondary Data Transcript Layout

#

#

Timestamp

Name

Turn

Author

Addressee

Utterance
(including
verbal and
non-verbal,
such as
action or
silence)

Figure 5.1. Primary vs secondary (new) data transcript layout.
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Figure 5.1 shows the differences between the original and secondary or new data
transcript layouts. Though the templates look similar, the new layout helped me to capture
and add information suitable for Bakhtinian analysis of classroom interactions. The
differences can be more clearly seen in Figure 5.2, which shows a comparison of an
excerpt from an original transcript and its new layout prepared for secondary analysis.
Figure 5.2 shows that the original transcript contained only turns and the new layout
contained additional information about authors, addressees and details about various
types of responses. Some information was omitted in the new transcripts layout, e.g., the
timestamps, because the duration of waiting time between utterances was not in the focus
of this analysis). After deciding which details were necessary to add, all transcripts in the
sample were rearranged following the same steps and the same layout pattern, with
account for the authors and the addressees and responses other than verbal, e.g., actions
or silence.

130

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

Figure 5.2. Layout of a primary transcript vs rearranged transcript layout.
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5.3

Developing an Analytical Scheme
As previously discussed, Bakhtin’s (1981, 1986a, 1986b) theory about dialogism

and dialogicity of speech is based on the foundation that there are dialogic relationships
between utterances. Thus, in this study, utterance became a fundamental concept to be
identified, operationalized and understood. Other concepts such as dialogism, dialogic
relationships and their importance for meanings and understanding were also
investigated. In order to analyze these notions, I developed the analytical scheme and
tested it on the classroom data sample. The key concepts or categories of the analytical
scheme fell into five main analytical foci:
•

features of utterance, specified by Bakhtin

•

connections between utterances

•

responsive reactions between utterances

•

dialogic relationships between utterances

•

understanding and meaning (Figure 5.3)

Two units of EL lessons were analyzed through the lens of these notions, after
they had been operationalized and unpacked, in order to investigate how they inform
meaning and understanding in EL classrooms.
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Figure 5.3 Analytical scheme: main analytical categories for investigating and understanding dialogic relationships and
meaning.
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Figure 5.3 shows the main categories of analysis and their multiple sub-categories
derived through this analysis, including the analytical categories such as connections between
utterances, responsive reactions between utterances, and dialogic relationships between
utterances as units of speech. All these categories and sub-categories were mentioned by
Bakhtin. This analysis allowed me to surface their operationalisations in the context of EL
classrooms. In the sections that follow, I unpack and operationalize Bakhtinian notions
supported with the evidence from the classroom data analysed in this study. I also show how
those notions inform the research questions of the study.

5.4

Operationalization of Key Bakhtinian Notions
Bakhtin (1986a) explained that utterances are links in the chains of speech, which

enter dialogic relationships with each other and with the interlocutors. He maintained that
every utterance has an author and one or multiple addressees, and as such addressivity always
resides in utterance. Further, as utterance is always addressed at someone or something and
is awaiting, anticipating or pre-empting a response, there is also responsivity embedded in
every utterance. Bakhtin also mentioned that one utterance ends and another one begins
where there is a change of interlocutors, which may indicate the boundaries of utterances.
Change of interlocutors is a feature of utterance, which might to some extent account for the
fact that often utterances are taken and understood merely as conversational turns. But this is
just one feature of utterance. In order to approach classroom talk and classroom interaction
as a dialogue, multiple dialogic features of utterance have to be considered in the analyses.
As all features of utterance are intertwined and interrelated, how utterances interact
with each other and the interlocutors, and what dynamic processes happen within utterances
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require analysis that focuses on the interplay of addressivity, genre, meaning and purpose. In
this study, first, I analyzed all talk presented as turns in the original classroom transcripts to
identify what utterance is. Second, I analyzed all identified utterances, to see how they form
connections, dialogic relationships and meaning in the classrooms, using the analytical
categories as shown in Figure 5.3.
As noted above, the first stage of the analysis revealed that not all turns of the original
classroom transcripts were utterances and that for carrying out Bakhtinian analysis, the
original division of classroom talk transcripts into turns had to be changed. To implement
that change, I examined every turn through the lens of change of interlocutor in order to
identify the boundaries of utterances more accurately. Unpacking of utterance with the help
of the analysis of classroom data through the lens of each of the characteristic features of
utterance is presented and explained in the sub-sections that follow.

5.4.1

Who Are Interlocutors in a Classroom
Interlocutors exchange utterances with each other. In the classroom data which I

examined, the exchange of utterances happened when the teacher was talking to the students
(either an individual student, a group of students or the whole class) and when the students
talked to the teacher or with each other. Sometimes, those could be exchanges between the
teacher and the students or someone else visiting a lesson. In my data, “someone else” was
often some other teacher, who visited the lesson to ask or clarify some issues, or a researcher
observing the lesson. The change of interlocutor and thus exchange of talk in the analyzed
lessons generally occurred in the following way:
•

from the teacher to the whole class
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•

from the teacher to an individual student

•

from the teacher to a group of students

•

from a student to the teacher

•

from a student to the whole class

•

from a student to a group, during group work activities

•

from a student to a student

•

from the teacher or student to any other person present at a lesson and is not a student

Crucial in identifying utterances and understanding classroom interactions was
identifying the authors and the addressees of utterances.

5.4.2

Authors and Addressees of Utterances in a Classroom
Every interlocutor who decides to create an utterance is the author of his/her

utterance. Every author by his/her utterance addresses someone and that person is the
addressee. In the analyzed classrooms, the author of the talk was primarily the teacher
conducting the lessons and the addressee/s was usually the whole class of students or
sometimes an individual student and occasionally a group of students resulting in the
following options for addressee in the classroom data:

6

•

teacher  whole class 6

•

teacher  group of students

•

teacher  individual student

•

teacher  other

The arrow indicates from who to whom the talk is addressed.
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•

class  teacher

•

student  teacher

•

student  student

•

student  group of students

•

student  whole class

•

student  other

•

other  teacher

•

other  class

The predominant author–addressee relationship in the analyzed classroom talk was
between the teacher and the whole class, and next was between the teacher and the groups of
students or between the teacher and some individual students. Sometimes, the utterances
were authored by individual students or a group of students (e.g., during group work
activities). Analysis of the classroom talk authored by the teacher through the lens of
addressivity not only showed potential author–addressee relationships but also showed the
complexity of classroom interaction which might not otherwise be noticed. In Example 5.1,
as presented in the original transcripts, there were only two turns, that of Student W and the
follow up from the teacher.

Example 5.1. Teacher turns in classroom talk in the original transcripts (excerpt from Lesson
1, Unit 1).
#

Timestamp

Speaker Turn

1

00:29:01:00

SW

Doesn’t matter that she is a penny she can be used in
a right way.
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2

00:29:06:00

T

Ya it’s not how much you are worth but it’s how you
are used. Not who you are but how you are used.
Okay, so that was the lesson. Student J! So, your
story can have a moral right? What’s the moral? A
lesson that you learn at the end. A value or a lesson
learn at the end ‘a value printed on her isn’t how
important she is spent’. Okay, alright thank you
Student J. Alright now, oops. Ah, how did she resolve
her insecurity I missed this question. ‘She learnt to
value how she can be used rather than who she is’.
Okay, so she resolved her insecurity. Okay, now I will
recap. Remember this triangle that you always see. I
always give you triangle even expository I also give
you triangle, right? Narrative let me recap what’s a
narrative structure okay. If you have forgotten please
take this down. Just take down the keywords. Okay,
there will always be an orientation how the story
started. The ‘way things are before action starts’.
Rising action which is the complication. Series of
event leading to any problems. Student O, I will
appreciate if you don’t SMS. Okay, erm conflicts and
crisis leading to the climax. Then of course the climax
is the apex, right? The peak the most intense moment
and it could also be a turning point. Falling action,
action which follows after the climax. Okay and then
resolution. ‘Conclusion tying up all the threads’.
Okay, maybe there’s a moral or a lesson that is learnt
at the end of the day.
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Examining the excerpt through the lens of addressivity, or how and to whom the talk
was addressed, provided a more nuanced picture of what was going on in this verbal
exchange. For example, the words “Ya, it’s not how much you are worth but it’s how you
are used. Not who you are but how you are used. Okay, so that was the lesson”, were the
teacher’s response to Student W. After this the teacher said, “Student J!” (bolded). From the
video, it was clear that the teacher asked Student J to help her to flash the next slide on the
projector and the student responded by action. Thus, these statements were not part of the
same utterance.
After Student J’s help, the teacher went on and talked about the moral and the lesson
which the students were supposed to learn from the story, “So your story can have a moral
right? What’s the moral? A lesson that you learn at the end ‘a value printed on her isn’t how
important she is spent’”. This was directed at the whole class. The words “Okay, alright thank
you Student J” indicated that the teacher finished showing the slides and thanked the student
who was helping her. These words were directed only to Student J. This was supported by
the video where it was clear that the student went back to the seat, thus acting in response to
teacher’s words. After this the teacher continued talking to the whole class,
Alright now, oops. Ah, how did she resolve her insecurity I missed this question. ‘She
learnt to value how she can be used rather than who she is’. Okay, so she resolved her
insecurity. Okay, now I will recap. Remember this triangle that you always see. I
always give you triangle even expository I also give you triangle, right? Narrative let
me recap what’s a narrative structure okay. If you have forgotten please take this
down. Just take down the keywords. Okay, there will always be an orientation how
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the story started. The ‘way things are before action starts’. Rising action which is the
complication. Series of event leading to any problems.

This was the teacher’s summary of the story and then her reminder to the students on
what they had learned about narrative structure. The two linked sub-topics had the same
addressee, which was the whole class. The teacher then interrupted her talk about narratives
by addressing Student O and saying the following to discipline her, “Student O, I will
appreciate if you don’t SMS”. Subsequently, the teacher continued her explanation of
narratives to the whole class as follows,
Okay, erm conflicts and crisis leading to the climax. Then of course the climax is the
apex, right? The peak the most intense moment and it could also be a turning point.
Falling action, action, which follows after the climax. Okay and then resolution.
‘Conclusion tying up all the threads’. Okay, maybe there’s a moral or a lesson that is
learnt at the end of the day.

After analyzing the turns as in the original transcript, I rearranged them to account
for different addressees. This difference can be seen in Example 5.2., which is a
rearrangement of Example 5.1.

Example 5.2. Understanding teacher talk with the help of addressivity (excerpt from Lesson
1, Unit 1).
#

Author

Addressee Utterance

1

SW

T

Doesn’t matter that she is a penny she can be used in a
right way.
140

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

2

T

SW

Ya it’s not how much you are worth but it’s how you are
used. Not who you are but how you are used. Okay, so
that was the lesson.

3

T

SJ

Student J.

4

SJ

T

(Action: Showing the next slide.)

5

T

Class

So, your story can have a moral right? What’s the moral?
A lesson that you learn at the end. A value or a lesson
learn at the end ‘a value printed on her isn’t how
important she is spent’.

6

T

SJ

Okay, alright thank you Student J.

7

SJ

T

(Action: Student J is going back to her seat.)

8

T

Class

Alright now, oops. Ah, how did she resolve her insecurity
I missed this question. ‘She learnt to value how she can
be used rather than who she is’. Okay, so she resolved
her insecurity. Okay, now I will recap. Remember this
triangle that you always see. I always give you triangle
even expository I also give you triangle, right? Narrative
let me recap what’s a narrative structure okay. If you
have forgotten please take this down. Just take down the
keywords. Okay, there will always be an orientation how
the story started. The ‘way things are before action
starts’. Rising action which is the complication. Series of
event leading to any problems.

9

T

SO

Student O, I will appreciate if you don’t SMS.

10

T

Class

Okay, erm conflicts and crisis leading to the climax. Then
of course the climax is the apex, right? The peak the most
intense moment and it could also be a turning point.
Falling action, action which follows after the climax.
Okay and then resolution. ‘Conclusion tying up all the
threads’. Okay, maybe there’s a moral or a lesson that is
learnt at the end of the day.
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Applying Bakhtin’s characteristics of utterance to data transcripts helped me
understand more nuances of the use of talk, especially the teacher’s talk, in the classroom.
For example, awareness and focus on how the talk was addressed and how the teachers’
words were directed helped me to see the complexities and intricacies of classroom talk, like
for instance in Example 5.1, which reflects a long turn of teacher talk but in fact is a chain
of different utterances addressing different people, yielding different responses and covering
a variety of topics with different meanings. Such rearrangements helped me see how there
were different purposes in the larger flow of instructional talk.
In my analysis, rearrangement of all lengthy turns of teacher talk like those in
Example 5.1 helped me to analyze classroom talk through the lens of who the authors and
the addressees were (see Example 5.2). This highlighted the utility of framing classroom
interaction based on author and addressee for better understanding of talk. It was, however,
only the first step in operationalizing utterance.

5.4.3

Centrality of Addressivity and Responsivity 7 in Understanding Classroom

Utterances
Bakhtin claimed that addressivity and responsivity are two features of utterance that
are closely related with each other. My analysis of EL classroom data supported this
statement by showing that addressivity and responsivity indeed supplemented and informed

7

The word “ответность” used by Bakhtin (1986a) is translated here as “responsivity”. But
the exact meaning is that an utterance has a propensity to be responded to, thus, it can be
literally translated as “respondability”. In some cases, this word is translated as
“responsibility” or “answerability” (e.g., Veloria, 2014).
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each other in classroom talk, acting as two sides of the same coin. Addressivity means that
utterance is always directed or addressed at someone and wants to be heard and responded to
by someone. In the classroom talk as in Example 5.2, the addressee could be clearly identified
based on verbal and non-verbal communication. Utterances also come into play with each
other because of addressivity as it is one of the constituent parts of dialogic relationships
between utterances. Example 5.3 offers a look into how addressivity can help to understand
the dynamic dialogic utterance–interlocutor relationships happening in a chunk of talk which
otherwise would be regarded as a long one-sided monologic teacher turn. Example 5.3 is a
comparison between the portion of talk positioned as a long teacher turn (on the left) in the
original transcript and a more nuanced representation of the same excerpt of teacher talk
through the lens of author–addressee relationships, addressivity and the variety of responses 8
(on the right).

A more nuanced information about the variety of responses (including non-verbal) and other
details, which could not be identifying from the original transcripts, were obtained from
watching the video recordings of the corresponding lessons. The transcripts were crosschecked with the available video recordings to obtain more details relevant for conducting of
the Bakhtinian analysis of classroom talk, such as who the teacher was addressing while
talking, in which way the students were responding, what physical movements and activities
were happening during the lessons.
8
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Example 5.3. A nuanced look at teacher talk.

144

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

Example 5.3 helps to understand that what is seen as one lengthy teacher turn is in
fact a dynamic exchange of 15 verbal and non-verbal (mostly actions) utterances between the
teacher and a few students in a classroom. It is also visually clearer how the amount of talk
between the teacher and the students is skewed, where the teacher addresses her students
mostly as silent doers or the creators of non-verbal rather than verbal utterances, leaving the
authorship of verbal utterances mostly for herself. This suggests a rethinking of teacher talk
and reconsidering that even though it can be teacher controlled and appear monologically
organized (Nystrand et al., 1997), in reality it is not monologic and is filled with exchanges.
In the original transcript (on the left in Figure 5.3) there appears to be a teacher monologue
but in the rearranged transcript (on the right in Figure 5.3) there are multiple, variable
addressees and responses.
Operationalizing addressivity also helped in the analysis and understanding of the
“chains of utterances”, how they link and move classroom talk forwards. Addressivity of
utterances directed to different students and referring to different topics, chronological
periods and situations came across as a factor moving the classroom talk forward, mostly in
the direction solely decided by the teacher (Example 5.4).

Example 5.4. Addressivity in a classroom orchestrated by the teacher (excerpt from Lesson
1, Unit 1).
#

Author

Addressee

Utterance

1

T

Class

She was bothered that she was only actually worth what?
A penny which is worth only a cent, so she wants to be
more important she wants to be prettier. So, what
changed her mind? What changed her mind?
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2

T

SV

Let’s ask S V.

3

T

Grp Ss

Haven’t asked this table, they have been sitting there
safe.

4

SV

T/Class

(Unclear).

5

T

SV

Ah, so was there an incident or an occasion that changed
her mind?

6

SV

T/Class

(Unclear).

7

T

SV

Yes, the man buying flowers, and it’s for a worthy cause
– for the wife as well as the baby they are anticipating.

8

T

Class

Okay, so there was a turning point okay so your stories
will also have turning points. They must turn. Okay, ya
so that changed her mind.

In Utterance #1, the teacher asked, “So, what changed her mind? What changed her
mind?” and then designated a student to answer it, changing the addressee to Student V (#2).
Utterance #3 provided an explanation of the reason why the teacher had chosen Student V to
answer her question but again the addressee changed (to the group). The teacher’s stated
rationale was that the group had been quiet for some time and the teacher needed their
participation. This not only showed that the teacher mostly appointed the students for the
talk, but that she also often chose them in order to ensure participation and not because of a
stated interest in their ideas or concern to hear their voices.
Addressivity of teacher’s utterances is driven by the institutional agenda rather than
by the need of exploring understanding or the use of language for creating new meanings.
Utterances are complex and chains of utterances are created owing to dynamic processes
within utterances. For instance, Example 5.4 shows how the teacher is addressing
institutional agenda, by which she brings down students’ contribution to developing new
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meanings and reducing their adding to utterance’s completeness – as such, addressivity has
direct influence on completeness of utterances, which was supported by multiples examples
from the analyzed data. Related to this is the concept of superaddressivity or superaddressee
where the author of an utterance is addressing his/her utterance to the higher listener who can
understand him/her fairly and justly (Bakhtin, 1986a). In Example 5.4, the teacher was
following the accepted practice set by the curriculum assessment policies.
Interlocutors are authors of utterances. But a shift from being an interlocutor who
simply says something for the sake of saying it to becoming an author of an utterance shaped
and uttered with meaning and purpose requires changes in many ways. One way of change
is responsivity and responsibility, because one does not simply participate in talk, one bears
the responsibility or maybe even answerability for the utterances he/she creates and the
meanings of those utterances. Addressivity influences responsivity as well as how utterances
are populated with new meanings in order to add to their completeness.
Example 5.5 is an exchange of 20 utterances between the teacher and the students.
The teacher was eliciting student discussion of the song, which she had found for them to
listen to as an example of a narrative. It is an example of how the teacher is using utterance–
response relationships to narrow down the meanings instead of adding up to completeness of
utterances and creating new meanings.

Example 5.5. Responsivity in meaning making. Chronotopic overtones (excerpt from Lesson
2, Unit 1).
#

Author

Addressee Utterance

1

T

Class

So, do I see the tears? Yah, that one crystal of a tear
rolling down your cheek.
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2

T

S SH

So how you feel after listening to it, Student SH?

3

S SH

T/Class

Erm, I feel like sleeping.

4

T

S SH

Feel like sleeping. Okay, very soothing.

5

T

S SK

Student SK. How did you feel?

6

S SK

T/Class

Feel like I want to cry.

7

T

S SK

Yah. Want to cry, right? Why do you want to cry? Why
do you want to cry? Ah, why do you want to cry?

8

S SK

T/Class

(Silence).

9

S HS

T

No. I will never cry for this song.

10

T

S SK/

Is the song. Why do you? Anyone wants…

Class
11

T

SV

Erm, how do you feel Student V?

12

St V

T/Class

Erm, I feel erm…

13

T

Class

Okay. Do you all need feel the music or listen to the music
or do you also look the words?

14

T

SR

Student R, how did you feel?

15

SR

T/Class

Like, like sleeping.

16

T

SR

Huh? Like sleeping also ah.

17

T

Class

Yah, kind of sad song, one of those songs when you after
listening, you will say OH! Okay, most of you are
probably feeling down today. Okay.

18

SS

T

The song is the problem.

19

T

S S/Class

The song is the problem. Okay, maybe you didn’t catch
it. So, was it a song only or was it also a story?

20

SA

T/Class

Story.

This was the second lesson within the unit of three lessons dedicated to learning of
different types of narratives, various narrative structures and creating own narratives. The
teacher asked her students what kind of feelings the song evoked in them. One of the students
148

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

said that she felt like sleeping (#3) while listening to the song. Another student shared that
she felt like crying (#6) and one more student mentioned that the choice of the song was a
problem (#18). Saying that “The song is a problem”, Student S connected to the previous
utterances of her classmates, where they mentioned that they felt like sleeping while listening
to the song (#3 and #15) or, in short, being bored by it. Student S addressed both previous
utterances of her classmates by adding an explanation to what they had said. The student also
addressed the utterance of the teacher that the song was sad (#17) by disagreeing to it.
The teacher, however, operating within her time and space or chronotope (the song
related to her own feeling of sadness), was unable to recognize the difference in the meaning
the students assigned to the song and refuted the utterance of Student S by saying, “The song
is the problem. Okay, maybe you didn’t catch it”. The teacher seemed to refuse to recognize
that the students did not or could not relate to the song and the story it was telling, they could
not connect to the meaning of the song the way the teacher wanted them to. The teacher failed
to see that the students were most likely operating within a different chronotope which is
seen in the last utterance (#20) of the exchange, “Story”. Student A gave the teacher the
answer she wanted to hear, that this was not just a song, there was a story in it. The teacher
was trying to steer the students into the chain of utterances populated with her meaning to
what Student A agreed (#20), which is a much easier resolution of the created tension rather
than pursuing an argument with the teacher.
Awareness of addressivity between utterances and their interlocutors is instrumental
in detangling classroom situations of this kind. Some of the described tensions between the
teacher’s and some of her students’ utterances, even though at times disregarded during the
first lesson of the unit, were to some extent resolved in the following lessons of the same
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unit. Even though the teacher did not accept disagreements from the students at that point in
the lesson, their utterances made her contemplate and evoked a need for responses.
Interestingly, the teacher responded positively later in the unit and showed that she had taken
her students’ thoughts into consideration. She reconnected with the chain of classroom
utterances which she and her students had started during the previous lesson (Example 5.6).

Example 5.6. Responsivity across different lessons of the unit (excerpt from Lesson 3, Unit
1).
#

Author

Addressee Utterance

1

T

Class

(...) kay well, Student S is not here to criticize on my
1960s song.

2

Ss

3

T

(Unclear).

T

Okay well I, I haven’t thought this is from the
1960s. Erm… Stars, ‘Personal’ by Stars. Okay
where’s my ah slide here? You have heard of this
song? ‘Personal’. Okay, let’s listen to the song.

4

T

Class

(T plays the song).

In utterance #1 and partly #3, the teacher mentions the criticism of her choice of a
song by Student S during the previous lesson. The teacher connected to the previous lessons
via chains of utterances and responded to them, “Student S is not here to criticize on my
1960s song” and “Okay well I, I haven’t thought this is from the 1960s”. The way the students
had felt about the song and what they had told her about the song held her responsible and
accountable for the choices she had made. Teacher’s response to her students’ utterances
from the previous lesson showed that she was aware of that accountability. She also
apologized in a way by saying that she had not thought about the song being from the 1960s,
150

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

a time which her students clearly did not or could not relate with. The students, in turn, were
responsible for the changes their teacher made in order to adjust herself to how they related
with times and spaces.
Analyzing addressivity in classroom utterances helps us understand classroom talk in
terms of 1) immediate exchanges between the teacher and the students in the context of the
classroom, and 2) outside of classroom contexts, across time and space. The teacher and the
students addressed each other while dealing with the immediate classroom situations, for
example, seating arrangements, clarifying names and tasks (Example 5.7). When viewed in
this way, classroom talk does not differ from a usual day-to-day conversation.

Example 5.7. Immediate addressivity of utterances in a classroom (excerpt from Lesson 1,
Unit 1).
#

Author

Addressee

Utterance

1

T

SA

Can you do me a favor Student A? Can you go outside and
look for the trays and bring them in.

2

SA

T

(Action: the addressed student goes to do what the teacher
has requested for).

3

Class

T

Mrs. K. Got two students named S leh.

4

T

Class

Ahh, Student S has two names.

5

T

S

Okay, Student S where, where should it be? It should be
Student Sh.

6

SB

SB

Huh? Got two Students S in our class now?

7

S

S

Yeah.

8

T

S

Okay, hmm. Student S, you will be with Student V and
Student C.

151

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

9

T

Grp Ss

Okay, ignore the one with Student C. Student C and
Student M. Okay, sit down quickly, put your bags down.
Come on, please sit accordingly.

Addressivity outside classroom and school contexts goes beyond and is broader, for
example, when the teacher mentioned about the Ministry of Education (MOE) while talking
to the students, when she mentioned about society in general or about Singapore, and when
she mentioned about society and culture or individual or socially accepted values. While
explaining how to write an interesting story and create a story character, the teacher brought
in a social problem of school bullying into the chain of utterances, thus addressing a broader
issue (see Example 5.8).

Example 5.8. Addressivity of utterances which goes beyond the immediate classroom
situation (excerpt from Lesson 1, Unit 1).
#

Author

Addressee

Utterance

1

T

Class

Yah so if only I can par… erm, fool the old man to let me
have his house, then from there I can infer what sort of
person Truman is. Okay rather than saying Truman is an
evil man. Okay, that would be telling me. Okay well your
turn. Erm, you can skip exercise one, okay, in, in your
groups, develop a character. Write a paragraph jump
num… jump to part two, jump to part two erm, group
work developing a character. Write a paragraph which,
which focuses on the character using the following
suggestions. You choose one character be it a teenage
girl, an old man or a school bully. So, a teenage girl sits
on the sidelines of a school function, so she’s probably
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ostracized. Create her character through a description of
her appearance, personality and thoughts. Okay. So, she’s
someone who is left out. Describe an old man, B, who is
sitting on a crowded MRT, he has a conversation with a
neighboring passenger telling his… erm sorry, telling
him of his past experience. Okay. So, can you change
first “his” to “him”. And C, write about a school bully,
focusing mainly on his or her actions. Choose one in
groups of three only, if not two, okay quickly write a short
paragraph.

In Example 5.9, the teacher talked about character naming in a story and encouraged
the students to give their characters local names. She told her students that it would make the
reader interested in the local Singapore context and situation (bolded and italicized in #1 and
#3).

Example 5.9. Addressivity of utterances which involves different time periods (excerpt from
Lesson 1, Unit 1).
#

Author

Addressee

Utterance

1

T

Class

Okay yah, by giving a name like Biscuits… Okay, well ha
it’s the thing that he eats, the food that he eats but it’s also
his name. Okay so giving him a nickname erm… would
be nice. So, in our context when you are writing, my
suggestion to you is that you write local names okay, don’t
give your…

2

T

SA

Erm, Student A.

3

T

Class

… very high brow names okay. Some of you like to give
George or whatever. That kind of British names that erm
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… sometimes the reader is not interested to know more
about his own context. He’s interested to know about your
context here in Singapore. Okay second point, kay so just
now point number one, use an unusual name okay. If you
can, can be a name that self describes use of alliteration or
any nicknames. Okay you are lost at what I’m talking
about. Here. There are tips for developing your characters.
I’ll go through five main points. You just need to take down
the main point. Okay. Number one, yes. This part.
4

Ss

T

(Students copying).

5

T

Class

Done? Okay.

The students in one of the groups responded to this utterance of the teacher by taking
up her advice to bring in their local context while writing their story which could be seen in
the utterances later in the lesson (Example 5.10).

Example 5.10. Responsivity of utterances: immediate and across different time periods,
engaging with specific location (excerpt from Lesson 1, Unit1).
#

Author

Addressee

Utterance

1

T

S

Last one Student T, the old man.

2

Ss

T

(Unclear).

3

T

ST

Yes.

4

ST

T

Haven’t write finish yet.

5

T

ST

It’s okay. Read us whatever you have.

6

ST

Class

“That’s how we live when eh Singapore was still a
kampong village”, eh recounted the old man. “Wow Uncle
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Pok Kai 9! I didn’t know it was so tough to eh… erm… to
live a comfortable life in the past!” he exclaimed in asto…
in arr… astonishment. The train has…

In Example 5.10, the teacher asked Student T to read aloud what story the students
had written in their group about an old man (#1). The student read how in the story created
by his group the students attempted to describe life in Singapore in olden days. To connect
with utterances situated in local cultural context the students used a local name with specific
meaning for one of the characters (#6). By choosing this name, the students addressed some
of the issues of the local Singapore context and culture – scarcity of resources and difficulties
which the older generations of Singaporeans had to go through on the way to prosperity of
the modern day. In her utterances earlier in that lesson, the teacher asked the students to
choose local names for their stories to connect to local culture and context. This group of
students not only responded to this utterance of their teacher but also showed their own
understanding of the local context and invited the whole new chain of meanings for possible
further discussion at the lesson.
Data analysis of this study showed that in classroom talk, immediate direct
addressivity of day-to-day classroom exchanges of utterances, where responses are required
straightaway, are interspersed with utterances which are addressing time and space beyond
classrooms and school. Addressivity reaching beyond the immediate classroom space and
time offers more opportunities for discussion, expressing students’ voices and creating
varieties of meanings. Students need to get accustomed to participating in it. Teachers need

9

“Pok Kai” means “broke” or “bankrupt” in Cantonese language, which is widely spoken
in Singapore and Malaysia.
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to get accustomed to allowing it. Addressivity and responsivity are interrelated in a way that
if there is an utterance addressed at someone or something there is an awaited, anticipated or
an actual response to it. Responsivity also works in the immediate classroom context and
beyond it by going to the broader contexts of the unit of lessons or even outside of school.
Responses to utterances can come either immediately or much later in the same lesson, the
same unit or at any other time in future, which we might not immediately foresee. Example
5.11 offers examples of utterance in which the teacher talks to her teenage students about the
issue of posting personal ads on media resources.

Example 5.11. Addressivity might be remote in time (excerpt from Lesson 3, Unit1).
#

Author

Addressee

Utterance

1

T

Class

Okay, he is going to go on and on, and on, and on. Is it you
or me? Is it you or me? Okay, well. Erm… The title was
‘Personal’ so what’s ‘a personal’ actually?

2

S

T

A person.

3

T

Class

Ha! Okay, you, you guys have never done that. When you
write about yourself and you post it up and you look for
okay, maybe persons of the opposite sex erm… okay
erm… you know, like SDU 10. I have done a personal
before. Okay I write about myself, put a nice photo of
myself and then put it on eh SDU website. Of course,
before I was married lah. Then you know and all that…
Then you meet people, you become friends, so erm… Can

10

SDU stands for “Social Development Unit” which is now known as SDN or “Social
Development Network”. It is a government agency under the Ministry of Community
Development, Youth and Sports of Singapore (now the Ministry of Social and Family
Development). It works closely with the community and commercial sectors to foster
opportunities for singles to interact in social settings in Singapore.
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you meet… What’s the situation here, actually? What’s
the situation here?
4

S

T

It’s a blind date.

5

T

S

Yah it’s a blind date. Good.

Unlike addressivity, which is always there in an utterance awaiting for a response to
it, responsivity either takes a form of a response or it does not. Responsivity is embedded in
an utterance because any utterance can be potentially responded to. The analyzed data
showed, however, that in many instances utteracnes are left unresponded. At any moment in
the lesson, the students hear what the teacher says. Their responses to teacher’s utterances
might come during the same lesson or unit of lessons or might come later and not necessarily
in classroom interactions. Example 5.11, among many, an instance where responsibility and
answerability of the author of utterances come into play because, as Bakhtin (1986a) pointed
out, response or responsive understanding might take time and might be pending. An
interlocutor or the author – a person who is planning or designing his/her utterance – must
actively define the utterance in accordance with the anticipated response (1986a). Both the
author and the addressee are responsible for the utterances they create. The teacher is
answerable for the utterances she produces during the lessons, in talking and interacting with
the students, such as in Example 5.11, where the students could connect with this chain of
utterances any time in future, remember what the teacher said about this topic and test its
relevance in their life. The students are answerable for the utterances they make and address
at each other and the teacher and also for the utterances they hear.
Analysis of responsivity shows that utterances which require immediate actions, for
example, changing seats, putting away school bags, taking the handouts, and utterances
which do not require much thinking or any elaborate answers, get immediate responses. Such
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utterances are not demanding in terms of their topics and meaning, relative exhaustion of
subject matter comes fast and responses follow immediately (Example 5.12).

Example 5.12. Immediate responsive actions (excerpt from Lesson 1, Unit 1).
#

Author

Addressee

Utterance

1

T

SJ

Okay, now next slide.

2

SJ

T/Class

(Action: showing next slide).

3

T

Class

What lesson did she learn, Student W?

4

SW

T/Class

(The student is silent for a while, thinking).

5

SP

T/Class

(Student P is trying to give an answer but it is
unclear).

6

T

SP

Huh? Let her give it a shot first then you try.

7

T

SW

Student W?

8

SW

T/Class

Doesn’t matter that she is a penny she can be used in
a right way.

9

T

S W/Class

Yeah, it’s not how much you are worth but it’s how
you are used. Not who you are but how you are used.
Okay, so that was the lesson.

10

T

SJ

Student J.

11

SJ

T/Class

(Action: showing the next slide).

12

T

Class

So, your story can have a moral right? What’s the
moral? A lesson that you learn at the end. A value or
a lesson learnt at the end, ‘a value printed on her is
not as important as how she is spent’.

In Example 5.12, utterance #2 was an action – showing responsivity to utterance #1
– where the teacher asked to show the next slide and the student did it immediately. Silence
in utterance #4 was a response to teacher’s utterance #3 (the question which required some
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thinking). Utterance #8 was a response by one of the students in the class to utterance #3, a
question posed by the teacher, “What lesson did she learn?” The answer which the student
gave was an exact phrase taken from the text of the story. Each of the students in the class
could potentially give some response of theirs to this question, similar or different, in order
to expand and dwell on the raised issue.

5.4.3.1 Superaddressivity
Apart from authors and addressees, utterances might have a superaddressee (Bakhtin,
1986a). A superaddressee is not simply any available or anticipated addressee but a higher
or ideal being who can offer an ideal and just responsive understanding of one’s utterance.
Superaddressee can be an ideological expression, depending on the age or time period in
which utterance is formed. This ideological expression can be, for example, God, the absolute
truth, the people, the court of history (Bakhtin, 1986a). In classroom data examined in this
study, the teacher seemed to refer to superaddressee as higher understanding, for instance,
understanding on the part of MOE as a “higher court” and approval that what the teacher was
doing in the classroom was correct. Thus, if it was ordered by MOE, the students had to obey
it undeniably (Example 5.13). More so, the teacher positioned herself as an undisputable
representative of MOE in her class.

Example 5.13. Superaddressivity of utterances (excerpt from Lesson 1, Unit1).
#

Author

Addressee

Utterance

1

T

S

Okay, hmm. Student S, you will be with Student V and
Student C.
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2

T

Grp Ss

Okay, ignore the one with Student C. Student C and
Student S. Okay, sit down quickly, put your bags down.
Come on, please sit accordingly.

3

S

T

Student J.

4

T

Class

The groupings have been determined by MOE.

5

Class

T

Huh?

6

T

Class

And that is me. Okay, so sit down.

7

Class

T

(Action: Ss get to their seats).

The teacher told the students that the way she had grouped the students to work
together had been determined by MOE (#4). In utterance #5, some of the students expressed
their surprise at what the teacher said and asked for a clarification. The clarification came in
the next utterance, “And that is me”. In this brief exchange, the teacher not only clarified to
the students that she was the representative of MOE and thus for them she was MOE but also
reinstated that she acted in accordance with the MOE stipulations which she thought was
important: the schools and MOE act closely together and the teachers’ actions needed to be
aligned accordingly. Seating arrangements might have been a small matter but even that was
in accordance with MOE. A few utterances later the teacher came back to the topic of MOE
(Example 5.14).

Example 5.14. Who might be the teacher’s superaddressee?
#

Author

Addressee

Utterance

1

T

Class

Okay, alright can? So that’s what happening. They are
going to observe you not me. Erm, I dropped my cap.

2

T

SI

Thank you, Student I.
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3

T

Class

Okay, now you will sit in your groups for today,
Wednesday, Thursday. Whenever we do any group work
you will sit, you will work with the people. Okay I put
here. I will make the changes because some of you are
going off for camps or Hong Kong or whatsoever, Hong
Kong trip. Okay, so otherwise you should remain in the
group as I have, as MOE has stipulated. I represent MOE
anyway. Okay, now let’s start. Okay, Monday morning.
Erm, I don’t want to talk. Okay let’s listen to a story. Any
of you listen to audio stories?

In Example 5.14, the teacher went back to the topic of MOE. She mentioned that the
students were being observed, which was a referral to the MOE-supported research going on
in their class at that point in time. She also reiterated that she was an MOE representative as
if saying that everything that was happening in the classroom was done with the approval
and under the supervision of the MOE.
Addressivity and responsivity are crucial not only for identifying utterances but also
for understanding utterances and their interplay. No least important in understanding
utterances are their other features such as completeness.

5.4.4

Understanding Completeness of Utterances
Completeness of utterances can be seen through looking at the topic and meaning of

utterances, as well as their genre and speech design or style they acquire depending on the
intention of the interlocutor (Bakhtin, 1986a, pp. 250-258). Completeness of utterances is
important in unpacking and identifying utterances because it deals directly with meaning.
While addressivity and responsivity help in understanding the relationships between different
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utterances, completeness illuminates the relationships within utterance. For instance,
utterance #8 in Example 5.15 deals with two different topics or themes. The story is about a
young coin who by travelling and meeting other, older and more experienced coins, had to
learn some lessons and resolve some personal insecurities.

Example 5.15. Completeness of utterances. Is the topic of utterance exhausted? (excerpt from
Lesson 1, Unit1).
#

Author

Addressee

Utterance

1

SW

T

Doesn’t matter that she is a penny she can be used in a
right way.

2

T

SW

Yeah, it’s not how much you are worth but it’s how
you are used. Not who you are but how you are used.
Okay, so that was the lesson.

3

T

SJ

S J.

4

SJ

T

(Action: Showing the next slide).

5

T

Class

So, your story can have a moral right? What’s the
moral? A lesson that you learn at the end. A value or a
lesson learn at the end ‘a value printed on her isn’t how
important she is spent’.

6

T

SJ

Okay, alright thank you Student J.

7

SJ

T

(Action: S J is going back to her seat).

8

T

Class

Alright now, oops. Ah, how did she resolve her
insecurity I missed this question. ‘She learnt to
value how she can be used rather than who she is’.
Okay, so she resolved her insecurity. Okay, now I
will recap. Remember this triangle that you always see.
I always give you triangle even expository I also give
you triangle, right? Narrative let me recap what’s a
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narrative structure okay. If you have forgotten please
take this down. Just take down the keywords. Okay,
there will always be an orientation how the story
started. The ‘way things are before action starts’.
Rising action which is the complication. Series of
event leading to any problems.
9

T

SO

Student O, I will appreciate if you don’t SMS.

10

T

Class

Okay, erm conflicts and crisis leading to the climax.
Then of course the climax is the apex, right? The peak
the most intense moment and it could also be a turning
point. Falling action, action which follows after the
climax. Okay and then resolution. ‘Conclusion tying
up all the threads…’. Okay, maybe there’s a moral or
a lesson that is learnt at the end of the day.

The first theme (bolded) was a discussion of how the protagonist of the story resolved
her insecurities, “Alright now, oops. Ah, how did she resolve her insecurity I missed this
question. ‘She learnt to value how she can be used rather than who she is’. Okay, so she
resolved her insecurity”. The second theme was a recap of the structure of the narrative
writing (highlighted in gray). Example 5.16 shows more instances of varieties of topics in
utterances.

Example 5.16. Completeness of utterances: expansion or closure of topics (excerpt from
Lesson 1, Unit 1).
#

Author

Addressee

Utterance

1

SW

T

Doesn’t matter that she is a penny she can be used
in a right way.
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2

T

SW

Ya it’s not how much you are worth but it’s how
you are used. Not who you are but how you are
used. Okay, so that was the lesson.

3

T

SJ

Student J.

4

SJ

T

(Action: Showing the next slide).

5

T

Class

So, your story can have a moral right? What’s the
moral? A lesson that you learn at the end. A value
or a lesson learnt at the end ‘a value printed on her
isn’t how important she is spent’.

6

T

SJ

Okay, alright thank you Student J.

7

SJ

T

(Action: Student J is going back to her seat).

8

T

Class

Alright now, oops. Ah, how did she resolve her
insecurity I missed this question. ‘She learnt to
value how she can be used rather than who she is’.
Okay, so she resolved her insecurity. Okay, now I
will recap. Remember this triangle that you always
see. I always give you triangle even expository I
also give you triangle, right? Narrative let me
recap what’s a narrative structure okay. If you have
forgotten please take this down. Just take down the
keywords. Okay, there will always be an
orientation how the story started. The ‘way things
are before action starts’. Rising action which is the
complication. Series of event leading to any
problems.

9

T

SO

Student O, I will appreciate if you don’t SMS.

10

T

Class

Okay, erm conflicts and crisis leading to the
climax. Then of course the climax is the apex,
right? The peak the most intense moment and it
could also be a turning point. Falling action, action
which follows after the climax. Okay and then
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resolution. ‘Conclusion tying up all the threads’.
Okay, maybe there’s a moral or a lesson that is
learnt at the end of the day.

Utterance #2 in the example, “Yeah, it’s not how much you are worth but it’s how
you are used. Not who you are but how you are used. Okay, so that was the lesson”, deals
with the issue raised by the story revolving around the topic of one’s value, one’s worth, the
right use and appreciation of one’s life and what one is. The teacher designed and formulated
this part of her talk as an immediate response to the previous utterance of one of the students
(#1), probably with the intention of reiterating and confirming the meaning mentioned by the
student. The words “penny” and “used” mentioned by the student are taken up by the teacher
and somewhat expanded in the next teacher’s utterance by using the same words: “worth”
and “used” (#2). The teacher’s comment after this, “Ok, so that was the lesson”, summed her
utterance up, bringing it to completeness.
Data analysis in this study showed that completeness of utterances is seldom reached
entirely and meaning of utterances cannot be fully exhausted. Even though this proves the
statement about a relative nature of completeness because there is always a possibility of
expanding the topic and adding new meanings (Bakhtin, 1986a), it also shows that attempts
to reach the maximum possible level of completeness of utterances is seldom found in the
analyzed classrooms. Indeed, the topic of utterance #2 could have been extended, but it was
not.
In utterance #5, the teacher dwelled on the idea of stories usually having a moral or a
lesson. She explained the meaning of “the lesson of the story” in the following way, “So your
story can have a moral right? What’s the moral? A lesson that you learn at the end. A value
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or a lesson learn at the end”. The teacher explained one word “moral” by another word
“lesson” and then yet another word “value”. The teacher concluded by formulating the moral
of the story, “a value printed on her isn’t how important she is spent”. The teacher designed
this utterance with the intention to elicit student understanding of what a “moral” of a
narrative was. This utterance also went back and connected with what Student W had said
about one’s proper use (#1).
The teacher’s utterance #8 was fairly long. A closer look at what topics and meanings
it dealt with revealed more than one of them. Teacher’s words, “Ah, how did she resolve her
insecurity I missed this question. ‘She learnt to value how she can be used rather than who
she is’. Okay, so she resolved her insecurity”, showed the intention to cover all the
comprehension question for the story, which she had planned. The teacher continued with
the topic which had been discussed in the previous utterances revolving around the meaning
or the lesson of the whole story: one’s value and resolving one’s insecurities by realizing
one’s worth and use in life. The next portion of utterance #8 raised a different topic:
Okay, now I will recap. Remember this triangle that you always see. I always give
you triangle even expository I also give you triangle, right? Narrative let me recap
what’s a narrative structure okay. If you have forgotten please take this down. Just
take down the keywords. Okay, there will always be an orientation how the story
started. The ‘way things are before action starts’. Rising action which is the
complication. Series of event leading to any problems”.

This was a recap and a reminder to the students about different types of written texts,
expository and narrative, with an emphasis on the procedure for their writing, the structure,
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and the succession of the segments. This utterance dealt with different topics but had the
same addressivity – the teacher was addressing her students – the same intention, genre and
speech design.
One of the issues about classroom talk which this analysis revealed was that no matter
how many topics a teacher raised during the lesson and how many meanings he/she dwelled
on, if the students did not get an opportunity to be authors and bring in their own topics and
meanings, they did not get a chance to form their own utterances. This is an example of how
all features of utterances are intertwined, related to each other and supplement each other.
Utterance #10 dealt with the previous topic about writing various types of texts and stories:
Okay, er conflicts and crisis leading to the climax. Then of course the climax is the
apex, right? The peak the most intense moment and it could also be a turning point.
Falling action, action which follows after the climax. Okay and then resolution.
‘Conclusion tying up all the threads’. Okay, maybe there’s a moral or a lesson that
is learnt at the end of the day.”

The teacher also brought it back and connected it to the topic and meaning of the
“moral and the lesson” emphasized in the earlier part on the moral and lesson of the audio
story. This came across as an overall purpose: to set it as an example for the students to follow
while making their own stories. The teacher connected to the previous topic at an earlier point
of the lesson and took it up via chains of related utterances in order to expand on the topic
and extend its completeness.
Utterances #3, #4, #6 and #9 were addressed to students in between talking about
the story. As such utterances #3 and #4 and then #6 and #7 were short chains of exchanges
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between the teacher and Student J, who helped the teacher with flashing the slides on the
overhead projector. Utterance #9, “Student O, I will appreciate if you don’t SMS”, is a
request to stop using a mobile phone during the lesson. Completeness of utterances, their
addressivity and responsivity, are closely connected with the change of interlocutor. Change
happens because one of the interlocutors says everything which he/she intended to say, and
the utterance is complete enough to get a response. Some level of completeness is necessary
for getting a response or reaction to an utterance.
In Example 5.17, on the one hand, the students were not restricted to give more
answers and suggest more meanings. On the other hand, by giving the students the title of
the story, the teacher put them into boundaries and made exhaustion of the topic and meaning
relative.
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Example 5.17. Utterances can only be relatively exhausted (excerpt from Lesson 1, Unit1).
#

Author

Addressee

Utterance

1

T

Class

(Action: The T is arranging papers on her table. She will
use them for the next activity or task. She has also
prepared a PowerPoint presentation and shows it on the
projector for the next classroom activity.
The slide on the projector says that the students have to
make up a 100-word story in groups of 3 students based
on the following topics:
1) Enemy
2) Technology
3) Crossroads
4) Superstition
5) Piety
6) Greed
7) Challenges
8) Truth)

Utterance in Example 5.17 is non-verbal. It is an action. The teacher introduced and
aided the next writing activity for the students. The topic and meaning of this utterance were
relatively exhausted because they were restricted and bounded by the suggested list. This
utterance was shaped within the genre of writing narrative stories and the intention of the
teacher was to make the students practice this genre. As readers, we understand this utterance
by understanding what its topic deals with, the genre and the intention of its author. It is not
possible to exhaust a topic or meaning overall but it can be relatively exhausted in specific
situation and circumstances. In Example 5.17, the teacher designed her utterance as limited
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by the list of topics. She thus allowed her students merely relative exploration of the genre,
language and meanings.
Example 5.18 shows how the teacher, bound by curriculum content requirements
herself, tried to admit that there are multiple varieties of meanings. She slightly opened
students’ path to exploration by suggesting that they might consider different styles of
writing. While she hinted that there was a possibility for creativity in this activity (bolded
and italicized), she did not provide more detail or encouragement.

Example 5.18. Relativity of completeness: an opportunity to explore meanings (excerpt from
Lesson 1, Unit1).
#

Author

Addressee

Utterance

1

T

Grp Ss

It may not always be in the sequence of the paragraph, you
know. Yeah, actually the orientation. He steps into the
room, yeah. He steps into the room and sees his father,
okay. And then, okay, the rising… he kind of shot gun it to
the climax so he hmm rising action would be him thinking
back of his father how he was, series of events that happen
in the family, mother leaving him. It was more of a
flashback on his own... Okay, there are many styles of
writing okay.

2

Grp Ss

T

(Action: students are working on the task set by the T).

The addressees (the students) understood what the author (the teacher) wanted to say
in an utterance by the way she chose words and designed her speech. In Example 5.18, we
can guess that the teacher wanted the students to understand that even though they were
bound by the task and its requirements for the genre of narrative writing within this lesson,
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there were many styles of writing. Even though completeness of utterances is relative as it is
always an open gateway for opportunities to explore new meanings. Examples like 5.18,
however, were rare in the analyzed classrooms.
Author’s intention defines completeness of utterances because the intention of the
author of an utterance defines the topic, the boundaries and the exhaustion of the meaning.
The intention and will of the interlocutor also connects his/her utterance in a given moment
with previous utterances related to the same topic, meaning, genre and the same
circumstances because it is the author of the utterance who chooses which chain of utterances
in the lesson to connect to (Example 5.6, where the teacher referred to a student’s utterance
about the teacher’s choice of a song).

5.4.4.1 Genre
Intention of an interlocutor is also manifested by his/her choice of genre of the
utterance. The choice is defined by the area of speech, the topic and the given circumstances
in which the speech takes place. Once the genre is chosen the language use is adjusted
according to the chosen genre of speech for the utterance. According to Bakhtin (1986a),
interlocutors talk in genres which means that all our utterances have specific defined typical
forms which help to create a complete whole. Interlocutors should have a rich repertoire of
speech and written genres which can be skillfully used. Interlocutors are often unaware of
the existence of these multiple genres at their command. Bakhtin did not provide any list of
speech genres but mentioned that speech consists of genres, which are sometimes clichés and
sometimes flexible and creative. We acquire those genres from the utterances, which we hear
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and then reproduce in our speech with other interlocutors. Learning how to speak means
learning how to appropriate and create utterances.
There is no clear typology of speech genres or of how written (Cope & Kalantzis,
2014) and spoken genres are the same or different. In the analyzed data, the genres of
classroom talk range from a day-to-day conversation to more sophisticated genres of oral and
written narratives. The varieties of genres within which classroom talk operates and which
define language use are largely determined by curriculum content requirements. Classroom
talk in itself can be viewed as a speech genre because the teacher and the students use certain
means of language, which are typical and characteristic of school environment and
interactions (Example 5.19).

Example 5.19. Words typical of classroom talk (excerpt from Lesson 1, Unit1).
#

Author

Addressee

Utterance

1

T

SN

Yes, good so that’s the third one.

2

T

Class

So, you see he’s contrasting the present and pass, right?
In each of the paragraphs. The only thing I don’t like
about his paragraphs ah, he starts every paragraph with
Hao Soon, Hao Soon, Hao Soon 11. Okay, alright next
paragraph, four.

3

T

S K / Grp Ss

Let’s hear from Student K, your table.

4

S

T

That’s the third one ah?

5

T

S

Yes, that’s the third one.

6

S

T

Okay.

7

T

SK

Okay, fourth one, Student K.

11

The name of the character in the story created by the student.
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8

SK

Class

Hao Soon stood up. (Unclear).

9

T

Class

‘He set up in horror bathed in cold sweat. This was the
fourth consecutive time this nightmare has raked him
ever since he sent his father to a home’. Agree class?

10

Ss

T

Yeah.

11

T

S

Yeah, you didn’t miss the call but you missed the point
in the class. Okay. That’s my point.

12

T

SA

Okay, yeah, erm… let’s hear from Student A. Okay,
what was yours if that wasn’t it? Fourth one, fourth
paragraph.

The words and phrases which are bolded and italicized, such as “good”, “okay”,
next”, “let’s hear from…”, are standard sets typical of the classroom talk across all teachers
and analyzed lessons, which comes as part of a classroom routine phrases.
Often in a classroom, students are not able to talk and carry on with a conversation
not because they do not know the language but because they are not familiar with the genre,
for instance in the exchange between the teacher and the students in Example 5.20.

Example 5.20. Students’ non-familiarity with the genre of audio stories (excerpt from Lesson
1, Unit1).
#

Author

Addressee

Utterance

1

T

Class

I know you are not my era but my era we have Rediffusion
and all that. Okay, I am not so old but when I was a kid
there was still Rediffusion and we will listen to stories.
Have you listened to any stories or BBC on the radio?

2

Class

T

(Silence in response from the class).
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3

T

Class

None? None of you. Okay, or you are too afraid to
speak?

In utterance #1, the teacher mentioned “Rediffusion” and listening to the stories on
the BBC radio. The students responded to it with silence (#2). In utterance #3, the teacher
assumed that the students might have been too afraid to speak. I would consider such student
reaction not only as students being unaware of topics like Rediffusion but also their
unfamiliarity with the whole genre of radio broadcasted audio stories. When the teacher at
the lesson said that the students’ stories were “dry like bones” and she “nearly died sleeping
over them”, it was because the students were not familiar with and were not proficient at the
genre of fiction stories.
The more an interlocutor is aware and the more skillful he/she is within a certain
genre, the more intricate and creative is the speech design of his/her utterances. In
classrooms, students might not be proficient in various genres. One of the reasons why the
connection of students’ awareness about different varieties of speech genres and students’
ability to talk more has been overlooked is because it is difficult to deal with genres due to
their multiple varieties. Appropriation of genres by students need to be one of the central
issues in getting students to talk more in the classroom, and have their voices heard and
opinions expressed.

5.4.4.2 Attitude of Utterance toward Interlocutor
Apart from being a unit of speech containing addressivity, responsivity and topic or
content, utterance is also an active stance within a specific topic and meaning towards the
interlocutor who creates it and towards other interlocutors. Utterance is formed to create new
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meanings or to contribute to the existing meanings. The genre and the design of utterance is
chosen by the interlocutor or the author of the utterance based on the addressees, the topics
and the meanings. Author–utterance relationships are not one-sided but mutual. The speaker
or the author of the utterance chooses what utterance to form and in which way. Utterances,
however, relate to their interlocutors through the meanings they contain and co-share through
the expressiveness or emotional evaluation of the interlocutor towards the topic and the
meaning of his/her utterance. The intensity of expressiveness of utterances can vary from one
speech area to another but there is no absolutely neutral utterance (Bakhtin, 1986a). An
utterance takes a stance toward the interlocutor.
In the analysis of talk, it is important to examine the chains of utterances. An utterance
said by one interlocutor occupies its place in a chain of other utterances and takes a stance
towards the interlocutor who created it and towards other interlocutors. Utterance makes
sense in a chain, as a part of a particular chain pertaining to a particular content and meaning.
Chains of utterances are connected by content, genre, speech design and intentions of
interlocutors. One of the units of lessons analyzed in this study, for example, contains two
distinctive chains of utterances grouped around the intention of the teacher to help students
learn how to create narrative written texts.
Across all lessons of the unit, the teacher stressed that she wanted the students to be
able to write interesting and captivating stories. For that purpose, the teacher started the first
lesson in the unit with making the students hear a story. The second lesson dealt with listening
to a song, which teacher positioned as a story. Her intention was again to help the students
master written narratives. The third lesson of the unit contained one more song. The song in
the second lesson of the unit was chosen by the teacher according to her intention. This song
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as an utterance did not produce an effect intended by the teacher and it made her reconsider
her choice of utterances. Students’ utterances showed to their teacher that they were not
happy with the choice of the song. The teacher took the will of other interlocutors into
consideration and chose a song according to what they wanted yet with pursuit of the same
intention. It was an instance of the interplay and dialogic relationship between the
interlocutors and between the utterances they created, with the obvious attitudes that
utterances took, and the effect they produced on their interlocutors.
All three lessons in this unit contained utterances related to the topic of creating
written narratives. All the stories and songs brought in by the teacher are examples of
successful and interesting narrative pieces created by others. The unit also covered utterances
on the topic of creating students’ own narratives, stories, examples, passages and written
attempts. All utterances related to the stories of others (listening to them, reading them,
reacting to them, discussing them) in all the three lessons of this unit formed an intricate and
complex chain of utterances of classroom interlocutors discussing the utterances of others.
All utterances related to the stories of the students in this class (listening to the teacher’s
instructions and explanations on how to write those stories, making their own creative
attempts, discussing them, evaluating them and presenting them) formed a chain of utterances
of classroom interlocutors about their own utterances. These two main chains of utterances
were interspersed with the chains of teacher utterances and student responses related to
managing the class, seating arrangements, disciplining and other classroom and school
matters not related to the content of learning EL but pertaining to organizational process of
learning in school environment.
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Apart from topics and meaning of utterances, the expressive component or
expressiveness of utterances is important in understanding classroom talk, for example, why
sometimes the teacher and the students do not engage in sharing and discussion.
Expressiveness is a result of the will or desire of the interlocutor to speak and to connect with
utterances of others. Desire or will of an interlocutor brings about responsive reactions
between utterances and makes them enter into and create new complex dialogic relationships,
thus adding to establishing dialogism in a classroom. Bakhtin’s emphasis on the importance
of the expressive component in utterances connects well with Lefstein’s (2006) explanation
of dialogue reconstructed from Socrates in its ability to establish a dynamic relationship,
where non-cognitive or emotional and extra-intellectual aspects of human interactions play a
part. These emotional and extra-intellectual aspects of dialogue help us see it as a relation to
other/s. If the emotional aspect is not well accounted for and brought into the classrooms, it
is not easy to sustain dynamic verbal interactions, connections, exploration of meanings,
contributions of student ideas and voices. Often, intentions of the interlocutors in the
analyzed classroom talk coincided with the list of responsive reactions suggested by Bakhtin
(Figure 5.4).
In my analysis, intentions of interlocutors fall in two overarching themes (Saldaña,
2015):
1) teachers’ intentions to get students to act (many responses to teacher talk in this
case were simply actions without any words), and
2) teachers’ intentions to get students to know or understand (responses to these
intentions were not always immediate and were more complex and intricate).

177

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

Importantly, but not surprisingly, the list of student intentions derived from classroom
data is limited to only a few items, such as answering questions, asking for clarifications or
making clarifications (usually on teachers’ demand) and to a smaller extent commenting,
expressing ideas, attitudes or feelings (see Figure 5.4).
Most of the intentions revealed through the Bakhtinian analysis of classroom talk
came from the teachers’ utterances and expressed the teachers’ will, with just a few excepts
when the students openly disagreed or refuted teacher utterances. In most cases, students’
responsive utterances are either agreement with what the teacher says or silence.
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Figure 5.4. Comparing responsive reactions and classroom interlocutors’ intentions.
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5.5

Understanding Connections between Utterances as a First Step to

Understanding Dialogic Relationships
In order to understand dialogic relationships between utterances, it is crucial to
see utterances as connected strings. Utterances do not stand alone in speech but are parts
of chains of utterances which constitute speech. “Chains” in a Bakhtinian sense is not a
sequential beading of words and utterances but rather complex intertwined strings going
back and forth in time as well as within and beyond various places. Bakhtin (1986a)
emphasized that connections between utterances can be sequential and non-sequential.
Understanding and considering this is important for understanding talk. Utterances can
be linked with each other through the same topic or meaning. Data analysis revealed that
indeed utterances related to any other utterance can appear in classroom talk at any time
later, not necessarily in the adjacent utterances (Example 5.21).

Example 5.21. Non-sequential topical connections between utterances in the same lesson
(excerpt from Lesson 1, Unit 1).
#

Author

Addressee

Utterance

72

T

SV

Only Student V ah. For the robotics camp.

284

T

Grp Ss

Yes, you may go. Do you want to take this? Yeah,
you just do it on your own. Pass one to Student J.

Example 5.21 shows two utterances #72 and #284, 12 which are connected by the
topic of the robotics camp. One of the students was supposed to leave the lesson and go
to the robotics camp. The teacher mentioned this at the beginning of the lesson and then
went back to that topic almost half an hour later, letting the students leave the class. This

12

Counting from the beginning of the lesson.
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was a common trait in the analyzed lessons: utterances connected with other utterances
by topics and meanings non-sequentially, often coming later in the lesson as responses,
clarifications or refutations to an earlier utterance or chain of utterances. Connections
between utterances were sequential when an utterance required an immediate response,
such as a “yes” or “no” answer or a request to act (Example 5.22).

Example 5.22. “Yes” or “no” answers generate sequential connections between
utterances (excerpt from Lesson 1, Unit1).
#

Author

Addressee

Utterance

305

S

T

Teacher, got e-learning?

306

T

S

E-learning? Oh, as in this year? I think there is. Let
me go and check what the task is.

In Example 5.22, one of the students asked the teacher if their class would have
the e-learning lessons and the teacher gave an immediate response by first clarifying if
she understood what the student meant (“E-learning? Oh, as in this year?”), and then
answering the student’s question (“I think there is”). It is one of many instances where
there was an immediate sequential connection between utterances. But this is only a part
of the whole chain of utterances connected with each other by a certain theme and
meaning. Approximately 20 minutes later in the lesson, one of the students came back to
the topic of “e-learning” connecting it to the previous chain and expanding it (Example
5.23).
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Example 5.23. Day-to-day classroom situations orchestrate connections between
utterances (excerpt from Lesson 1, Unit1).
#

Author

Addressee

Utterance

487

SC

T

Still got another two hours. Wah lao. Cher why
still got…

488

T

SC

… Of what?

489

SC

T

E-learning. We already got bridging what.

490

T

SC

Because you are highly wired people so you need
to have ah.

Utterances #487 through #490 (Example 5.23) connected to the previous
utterances #305–306 (Example 5.22). They continued with and extended the earlier
created chain of utterances. Utterance #487 was a question from one of the students
working in a group about why they still had two hours of e-learning lessons. It was not
very clear as to what was meant and the teacher asked for a clarification by posing a
question in utterance #488, “Of what?” (she meant “two hours of what?”). The answer
from the student came in utterance #489, “E-learning” (two hours of e-learning). Then
the student gave his explanation and reasoning, “We already got bridging what” (they
already had some classes and the student did not understand why they needed to have two
more hours of e-leaning). The teacher gave him an explanation and reasoning why the
students had to have those two hours in utterance #490, “Because you are highly wired
people so you need to have ah”. There were no further utterances from the students or the
teacher to continue with this chain. Nothing showed if the student agreed or accepted the
answer, no continuation of the chain pertaining to the discussion of their e-learning
lessons. This was the end of one chain in the analysis, which was recorded in the analysis
as one of the multiple topics elaborated on during the lesson. Connections between
utterances pertaining to this topic and meanings are sequential and non-sequential, and
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the chain of these related with each other utterances shown in numbers 13 looks like this:
#305–306–487–488–489–490. If this topic was raised anywhere else in the lesson the
chain of utterances pertaining to it would have been extended. There are instances of
much longer and more intricate chains both in terms of meaning and connections, which
are discussed further.
Utterances in chains are connected sequentially and non-sequentially. Utterances
of different interlocutors (the teacher and the students) are considered parts of the same
chain as long as they pertain to the same topic or theme, thus contributing to the subject
and to understanding, development and expansion of meanings around the topic or theme
(usually suggested by a teacher). Another instance of a chain of utterances and how they
form various connections is shown in Examples 5.24 and 5.25.

Example 5.24. Formation of chains of utterances in a classroom (excerpt from Lesson 1,
Unit 1).
#

Author

Addressee

Utterance

117

T

Class

… Let’s listen to an audio story err the title …
(the T is writing the title of the story on the WB,
the title says “Change of Heart”).
Multimodal utterance – talking
and writing on the white board.
Students are supposed to respond

118

T

SO

Can you see S O?

119

SO

T

Yes.

120

T

Class

What do you think the story will be about?

121

S

T /Class

Love.

122

Ss

Class

He he he.

123

T

S

Love? Okay good.

13

The numbers are the ordinal numbers of utterances within the lesson starting from the
beginning of the lesson. The total number of utterances in teacher–student interactions in
different analyzed lessons ranges from 725 to over 1000.
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124

T

SA

S A? Change of Heart?

125

SA

Unclear

XXX

126

Ss

T / Class

He he he.

127

T

Class

A Change of Heart.

128

T

S

S O?

129

SO

T

I don’t know.

130

T

S

Okay, S SZ. What do you think the story will be
about? Predict.

131

S SZ

Unclear

About a man (unclear) over …

132

T

Class

Somebody turns over a new leaf. Good.

133

T

SI

Okay, err what about Iris? Ya, who is hugging
her bag for life she is afraid that it will leave her
that it will change its heart and leave her.

134

SI

T

Huh? Love.

135

T

Class

Love. Okay, many of you think that it’s about
love. Okay, let’s listen to the story and later you
tell me whether it’s about love. Listen carefully
okay. I want you to listen out for who are the
main characters and all those things because I am
going to ask you after that.

In Example 5.24, utterances #117 through #135 are connected sequentially by the
topic of listening to the story and predicting what the story is about. Utterance #117 is
multimodal, where the teacher was talking and writing the title of the story on the
whiteboard. It was an invitation to the students to respond to both. Utterance #118 is the
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question from the teacher if the student could see what she was writing. In utterance #118,
one of the students answered that he could see it. Utterance #120 is a question addressed
by the teacher to the whole class, “What do you think the story will be about?” The
students mentioned a few things as a response to utterance #117 and to the title of the
story, which was “A Change of Heart”. A chain of utterances #117 through #135 is a
stretch of speech, where the students made some predictions and then discussed them. A
few students said that the story would be about love or about someone turning over a new
leaf in life (#121, #131 and #134).
Part of utterance #133 (Example 5.24, highlighted) stands out as something that
has nothing to do with the topic discussed in other utterances of this chain. It covers a
different topic and connects with a different chain. It went back to a few previous
utterances dealing with the topic raised by the teacher before: the order and the
arrangement of bags in the classroom. Interestingly, more talk was dedicated to this topic
than the possible discussion of why the story might be about love which could have
brought in new meanings for elaboration. Earlier, the teacher had mentioned a few times
what the students had to do about their bags (utterances in Examples 5.25).

Example 5.25. Formation of changes of utterances in a classroom: another instance
(excerpt from Lesson 1, Unit 1).
#

Author

Addressee

Utterance

22

T

Grp Ss

Okay, ignore the one with Student C. Student C
and Student Ch. Okay, sit down quickly put your
bags down. Come on, please sit accordingly.

48

T

Class

Ah, okay put your bags down.

49

Class

T

(Action: students are taking their bags from the
table and putting them down).

73

T

Class

Okay, can I don’t see any bags on the table?
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95

T

Class

Okay, can I see your bags down? I really, really
hate it when I see your bag on the table.

96

Class

T

(Action: those students whose bags are still on
the table are putting them down).

97

S

Ss

Really, really hate it.

109

T

Class

Okay, bags on the floor. The floors are awfully
clean okay? You can even sleep on them so
there’s no need to hug it okay like linens needing
a blanket.

110

Class

T

(Action: students whose bags were still on their
tables are moving those bags away).

Represented in numbers, the chain of utterances pertaining to the topic of bags
arrangement and the aesthetic look of the classroom as the teacher saw it looks like this:
#2248−−497395−−96−−97109−−110133

(“−−”

represents

sequential

connections and “” 14 represents non-sequential connections). Again, we can see
sequential and non-sequential connections between utterances in a chain.
Going back to Example 5.24, we can identify other chains of utterances in
classroom talk based on other topics which those utterances dwell on. These chains create
other intricate connections with each other sequentially and non-sequentially. For
example, utterances #121, #122, #123 and #134 are related with each other but also with
utterance #160 which is not adjacent because the interlocutors of these utterances
mentioned “love” as they predicted a possible topic and meaning of the title of the story.

14

All of the utterances in non-sequential connections can be shown with both left and
right arrows but it is not critical for the analysis representation. All I wanted to do was to
make a distinction between sequential and non-sequential connectivity of utterances. So
long as the utterances occurred in classroom talk one after the other in time even though
non-sequentially, I used “”. If some topic has been discussed for a while and then there
was a mention about it further on in the lesson, I used “” to show that the interlocutor
relates back to what was said before.
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This idea first comes across in utterance #121. One of the students said that the story
could be about love. The teacher reiterated that point in utterance #123. Another student
mentioned the same idea in utterance #134. And then later in the lesson, in utterance #160,
the teacher connected to the same chain of utterances where she mentioned that earlier
the students said the story would be about love (Example 5.26).

Example 5.26. Chaining of utterances from different points in the lesson (excerpt from
Lesson 1, Unit 1).
#

Author

Addressee

Utterance

160

T

S W/Class

Just now you said it was about love. Love stories,
change of heart. Transformed. Is there only one
meaning of change? What is the other meaning?

Parts of utterances #133 and #134 in Example 5.24, highlighted, form a small
sequential chain (an utterance and an immediate response to it) embedded in the bigger
chain of utterances from #117 to #135. In this small embedded sequence of utterances,
the teacher was addressing Student I. The teacher said that Student I was hugging her bag
despite the teacher’s multiple requests not to do so (#133). The student responded to it
with “Huh?” before answering the teacher’s question on what the story could be about
(#134).
The above examples were selected to show how utterances can connect with each
other based on various topics or subjects and form intricately intertwined chains of
utterances, of which some are extended, and some are not. Analyzing connections
between utterances helps to find and understand responsive reactions and responsive
understanding of the interlocutors, which are part of dialogic relationships between
utterances. Connections between utterances, responsive reactions and responsive
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understanding altogether play a part in developing understandings and various meanings
in classroom talk. Looking at connections between utterances sequentially and nonsequentially helps in finding out about complex relationships between various chains of
utterances, which deal with different meanings and purposes during the lesson.

5.6

Connections between Utterances, Responsive Reactions, Responsive

Understanding, Dialogic Relationships – the Interplay in Meaning-making
All utterances in classroom talk are related with each other in multiple complex
ways. Looking at the connections between the utterances is informative in seeing the
mutual relatedness of utterances based on the topics, themes and meanings they cover.
Chains of utterances are formed in the interactions between the interlocutors in the
classroom as a result of understanding what is said and forming responsive reactions to
each other’s utterances. In the lessons, for example, questions get answers, which is the
most typical responsive reaction between the teacher and the students. Answers or
responses, however, may come in multiple modes, that is, as verbal answer or as actions
or sometimes silence.
Chains of utterances get extended and expanded because the interlocutors relate
to the utterances of other interlocutors and to their own utterances during the lesson and
shape dialogic relationships between those utterances. The choice of chains of utterances,
that is which utterances the interlocutors choose to connect with and relate to, depends on
the themes, topics and meanings they want to react to and deal with: discuss, expand,
exemplify, explain, argue, etc. It was not possible to analyze connections between
utterances without considering other aspects of Bakhtinian dialogism which meant that
while analyzing the connections between utterances, I had to consider how interlocutors
understood each other’s utterances, responded to them and how the utterances from the
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same chains dealt with the same topic and meaning. Further, I present a few more
examples of the complex analysis of classroom talk based on Bakhtinian analytical
scheme.
Analysis of connections between utterances reveals how responsive reactions and
responsive understanding take part in the formation of dialogic relationships between
utterances and how all of the above ultimately contribute to the meanings discussed
between the teacher and the students. Example 5.27 presents a sequence of utterances in
which the teacher asked the students about what change occurred in the story and the
meaning of the word “change”. This example shows that in examining dialogic
relationships, responsive reactions and responsive understanding provides information on
how chains of utterances play a role in meaning making during lessons.

Example 5.27. How utterances relate with each other non-sequentially in meaning
making within a topic (excerpt from Lesson 1, Unit1).
#

Author

Addressee

Utterance

154

T

Class

So, what is changed? What was the meaning of
change?

155

T

SJ

S J.

156

SJ

T

((Walks towards teacher to help the teacher with the
overhead projector)).

157

T

Class

Okay, so what is the meaning of “change” here?

158

T

SW

S W?

159

SW

T

Transformed.

160

T

S W / Class Just now you said it was about love. Love stories,

#159 relates with #22, 48,
49, 73, 95-97, 109, 110.

change of heart. Transformed. Is there only one
meaning of change? What is the other meaning?
161

SW

T

Don’t know.

162

T

SW

Don’t know.
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163

T

Class

Okay when I give you ten dollars for something that
I buy for nine fifty. What do I get?

164

S

T

Fifty cents.

165

T

Class

What do you call that fifty cents?

166

S

T

Change.

167

T

Class

Change ya! So, there’s actually a double meaning for
change. Okay, playing on the word change. A pun on
the word change but at the same time okay err it is a
change of heart okay. Somebody or something
changed its heart or changed his heart or her heart
because Myrtle. Sounds like a girl rather than a man.
Okay, so well uh I have thought of that story was
interesting and you see you can do things like playing
of words and all that to make your story a lot of
interesting unlike the ones that I read in your exams.
They are dry like bones until that I nearly died
sleeping over them. Okay, change …

168
170

T

St J

Uh you just click.

St J

Class

Action (clicks the next slide).

T

Class

… would have two meanings like what you just said
right? Transformed as well as the money that you
return the balanced money. Okay, hmm next person.

In Example 5.27, utterances #154 through #170 are the exchanges of words and
actions to tackle teacher’s question posed in utterance #154 to the whole class, “So what
is changed? What was the meaning of change?” Utterance #154 was a question which the
teacher asked in order to explore student knowledge and understanding of the meaning of
the word “change” related to the story they had heard earlier in the lesson. The next
utterance of the teacher (#155) was addressed at S J and S J’s answer (#156) was an action
by which the student went up to the projector to help the teacher to show the slides.
Utterances #155 and #156 form a small embedded chain within the bigger chain of
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utterances from #154 to #170. It did not relate to the topic of “change” directly, but
indirectly it contributed to the discussion of the meaning because the teacher and the
student set the slide show for this lesson episode and this chain of utterances. After this,
the teacher repeated her question to the class (#157), slightly reformulating it by adding
the word “here” (bolded) which she probably thought might help the students to relate to
the story. In utterance #158, the teacher called on one of the students (Student W) and
asked him to give an answer to her question, which he did in utterance #159. After that,
the teacher formulated an utterance, part of which was connected to some previous
utterances earlier in the lesson dealing with the word “love”. Then the teacher connected
to the previous utterance of Student W (#159) repeating what he said, “Transformed”.
After this, however, the teacher wanted to go back to the pre-planned agenda,
which was to make students understand that there were different meanings of the word
“change”. Since she did not get the desired answer from the students, she reiterated her
question two times, to Student W and the whole class in utterance #160, “Is there only
one meaning of change? What is the other meaning?”. Student W replied that he did
not know it, which showed that the student either understood what the teacher was asking
but did not know how to answer, or that he did not understand what the teacher meant. In
utterance #162, the teacher repeated what the student said, “Don’t know”, which sounded
almost like a reprimand in relation to what she said in the highlighted part of utterance
#167, a reprimand for lack of students’ creativity in their writing and their stories being
“dry as bones”. In the following utterances (#163 to #167), the teacher did not go into the
exploration of what students might want to say about “change” but cut it short and went
directly into eliciting the answer, which she expected, and thus the understanding, which
she wanted the students to gain. The students had to understand that there were two
meanings of the word “change”: the change in the sense of transformation, and the change
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which was money balance.
There was not enough work on the development of meaning initiated by the
teacher and done by the students. On the one hand, the teacher did not directly tell the
students to elaborate on the topic. On the other hand, the students did not take and use an
opportunity to elaborate, which was clearly there. The teacher saw the double meaning of
the word “change” as important. It fitted well with the context of the story where the
protagonist was a coin (literally meant for monetary transactions) whose heart changed
as a result of her adventures and learning. It did not seem though that any of the students
related to this idea and saw the same importance of it in the same way the teacher did.
The chain of utterances based on this meaning was underdeveloped and not expanded
enough. The students as interlocutors did not get enough opportunities to understand the
meaning to the point that they could express their voices, appropriate some of the story’s
and the teacher’s utterances and make them their own. In my analysis, looking at how
utterances are connected sequentially and non-sequentially helped to unpack and better
understand the intricacy of the chains of speech of the interlocutors during the lessons
and the relationships between them. Identifying chains of utterances helped in detangling
various meanings tackled by different chains of utterances in classroom talk.
Bakhtinian analysis of classroom interactions, which relies on utterances as
opposed to turns, and considers linear and non-linear or sequential and non-sequential
connections between utterances, can be potentially used for more nuanced understanding
of classroom talk and classroom interaction. Classroom discourse analysis based on
Bakhtinian theoretical framework which I carry out in this study shows that responses
and reactions to utterances do not arrive immediately. On the contrary, they can come
with significant delay and in complex ways, which needs to be taken into consideration.
In a classroom, very often there is no immediate extended answer from a student to a
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teacher’s question unless the student has to act immediately: change the seat, come up to
the whiteboard, read from a worksheet, a book or his/her written task (Example 5.28).

Example 5.28. Sequential responsive reactions are frequent in classroom talk (excerpt
from Lesson 1, Unit 1).
#

Author

Addressee

Utterance

408

T

SS

‘He was once a proud revert war veteran’. Can
you read the whole paragraph quickly?

409

SS

Class

He steadfully… face with his distinct features…
(Action: continues reading his story from his
notebook).

In Example 5.28, the teacher asked one of the students to read the introduction to
the story which they had written in their groups during the group work activity (#408).
The next utterance (#409) was the student’s immediate response, where he read to the
teacher and to the class what had been written. There is, however, no strictly sequential
order in the analysis of dialogism because it can relate across different times and spaces.
In reality, the analysis revealed that identifying connections between utterances and
various chains of utterances based on topics and subjects which they deal with cannot be
isolated. Connections, responsive reactions, dialogic relations, understanding and
meaning are all intertwined. They can and need to be analyzed simultaneously. In fact,
looking at each aspect in isolation is not completely informing. Analysis of connections
between utterances is the first step in analyzing how utterances respond and relate to each
other, what topics they cover and what meanings they explore, all of which are parts of
dialogic relationships.
Looking at how utterances are connected sequentially and non-sequentially into
chains pertaining to the same topics, subjects or content, and how they are exploring the
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meanings within those topics, subjects or content might potentially provide more insights
about how the understandings of those topics are developed and how they contribute to
the meanings. The initial stage of the analysis of classroom talk through Bakhtinian lens
is the investigation of connections between utterances. The analytical scheme
presupposes that after identifying connections between utterances, the next step is the
analysis of responsive reactions, responsive understanding, dialogic relationships and
meaning.

5.6.1

Responsive Reactions between Utterances
Analysis of classroom data revealed that similar to connections between

utterances, responsive reactions can be either immediate (Example 5.29) or nonsequential.

Example 5.29. Another instance of a sequential utterance-response connection (excerpt
from Lesson 1, Unit1).
#

Author

Addressee

Utterance

440

S

T

That’s the third one ah?

441

T

S

Yes, that’s the third one.

442

S

T

Okay.

In Example 5.29, a student asked a question (#440) and the teacher answered it
(#441). The student agreed to the answer (#442). A substantial amount of utterances in
the analyzed classroom talk were questions asked by the teacher or sometimes a student
and answers to them. Sometimes, the interlocutors produced some other responsive
reactions (Example 5.30).
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Example 5.30. Question–answer responsive reactions as one of the most frequent
relationship between classroom utterances (excerpt from Lesson 1, Unit 1).
#

Author

Addressee

Utterance

472

T

SA

Student A, you didn’t sleep well last night or
every night?

473

SA

T

Every night.

474

T

SA

Oh, every night.

475

T

Grp Ss

So, if I turn off the aircon it will be better?

476

Grp Ss

T

No.

477

T

Grp Ss

He he he.

478

Grp Ss

T

(Action: students continue working on the task).

In Example 5.30, the teacher asked Student A, “Student A, you didn’t sleep well
last night or every night?” (#472). In the next utterance (#473), the student gave an
answer. The teacher affirmed it by repeating the same words (#474). After that she asked
a question to the group of students (#475), making a presupposition as she was trying to
make the students feel less sleepy during the lesson. This question by the teacher also had
a slight sarcastic overtone because a turned-off air-conditioner could only make people
sleepier, which Student A already was. In the next utterance (#476), the students
disagreed and refuted the teacher’s words probably recognizing her sarcasm, which they
realized because she responded to them with laughter (#477). This showed that her
utterance #475 was indeed sarcastic and such reaction from the students was expected.
The last utterance in the chain was students’ response through their action (#478), which
is one of many cases of non-verbal responses or responsive reactions in the relationships
between utterances.
Responsive reactions to utterances are designed based on intentions of
interlocutors within the chosen topic, genre and meaning. Utterances are filled with
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intentions. It is an intention of an interlocutor, or the author, deciphered and interpreted
by another interlocutor, or the addressee, which moves the classroom talk forward and
creates new chains of utterances (Example 5.31).

Example 5.31. Intentions influence the kinds of responses utterances receive (excerpt
from Lesson 1, Unit 1).
#

Author

Addressee

Utterance

362

T

Class

Okay,

while

you

are

doing

just

some

commercial. Okay? Hmm, yup this is what Mrs.
G mentioned just now. The exhibition is on at the
national museum. It is free for you if you bring
your student pass or your EZ-link card okay.
Okay? So, go and see the exhibit otherwise like
me I have to pay twelve dollars Sistic fee. Yeah,
I think it’s, it would be quite interesting, and I
would give you the comprehension passage for
you to do. Okay, you will not sit in class to do
but you will have the luxury to do it at home.
Okay, but so do this well… hmm Mrs. G’s
requirement is that you go to the next two days
today or tomorrow okay? Yup, you have plenty
of time. I suggest you go today. Tomorrow you
might not have the mood. May not be in the
mood to go.
363

S

T

Teacher can don’t go?

364

T

Class

No. Yah of course not.

365

S

T

Teacher we don’t know where.

366

T

S

The National Museum.

367

S

T

We don’t know how to go.
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Example 5.31 is an exchange of utterances where the teacher told her students that
they needed to visit an exhibition (#362). One student objected and tried to gauge if he
could skip the visit (#363). Upon receiving such a reaction from the student, the teacher
expressed a strong disagreement with the previous utterance making her words very
assertive, “No. Of course not” (#364). One of the students, seeing unwillingness of his
classmate to go to the museum, created an utterance-agreement (#365) with his
classmate’s utterance (#363), which was a refutation to what the teacher had said (#364).
The teacher, considering those reactions and responses, explained where the exhibition
was (#366). It was unlikely that the students did not know where the only National
Museum in their city was. But one of the students ascertained his classmates’
unwillingness to go to the museum by saying, “We don’t know how to go” (#367), adding
to arising disagreement.
Responsive reactions in a classroom are also often actions in silence (Example
5.32).

Example 5.32. Silent responsive reactions in classroom talk (excerpt from Lesson 1,
Unit1).
#

Author

Addressee

Utterance

115

T

Class

I know you are not my era but my era we have
Rediffusion and all that. Okay, I am not so old
but when I was a kid there was still Rediffusion
and we will listen to stories. Have you listened to
any stories or BBC on the radio?

116

Class

T

(Action: the class remains silent. None of the
students says anything).

117

T

Class

None? None of you. Okay, or you are too afraid
to speak. Let’s listen to an audio story erm… the
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title… (Action: the teacher writes the title of the
story on the white board, the title says “Change
of Heart”).

In Example 5.32, utterance #116 is the students’ silence in response to their
teacher’s question. Even though the teacher interpreted their silence as a “no” answer,
which can be seen from utterance #117, there could have been different interpretations of
such a response and this is something to consider while analyzing and trying to understand
classroom discourse, students answers and how to proceed with them for meaning
making.

5.6.2

Dialogic Relationships between Utterances
All features of utterances, connections between then and various responsive

reactions discussed earlier are parts or segments, which form of dialogic relationships of
utterances. Utterances connect and enter into the relationships with one another through
interaction and interplay between various components, such as addressivity, responsivity,
intentions, topic and meaning. How utterances are addressed, how they are responded to,
what topics they cover, what genres they belong to – all these orchestrate dialogic
relationships in classroom talk, and verbal and non-verbal interactions.
Dialogic relationships between utterances form one of the components of
dialogism, along with connections between utterances, various responsive reactions and
responsive understanding. The analysis for connections between utterances reveals their
dialogic relationships. Utterances connect in chains sequentially and non-sequentially.
Responsive reactions between utterances can be immediate or remote in time. Wherever
there is a connection of utterances in a chain based on the same topic and meaning,
utterances are dialogically related in that chain.
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Dialogic relationships between utterances depend on how interlocutors decide to
appropriate utterances of others and what chains of utterances they choose to connect with
by creating their own utterances. The choice of utterances and chains of utterances of
others is a two-way process. It depends on the intended responses of interlocutors and on
the existing utterances of others, their addressivity, genre, embedded intentions, topic or
content and meaning. Dialogic relationships between utterances in classroom talk are
created as a result of choices of interlocutors (the teacher and the students in the
classroom) of which topics/content and meanings to connect with. Those meanings are
created, chosen, extended and discussed through the exchange of utterances and through
the formation of utterances’ chains. Understanding is something which creates tension
and also arises from tension between various utterances (between the self and the other),
like for example, the instance where the teacher brings in her lessons the stories of other
students as samples to help her students understand how to write their own stories in a
more interesting and captivating way.
Apart from all the examples given above where we can see how various
interlocutors connect their utterances to different already created and existing
thematically related chains of utterances at different stages of the lesson, a good example
of the use of the existing utterances of others and how they play a role in the developing
of understanding and creation of meanings would be the stories used by the teacher in all
of the three lessons in one of the analyzed EL units. In the first lesson of the unit, the
teacher had her students listen to a story about a new coin and her adventures. The story
is an utterance of the other, the author of the story. During the lesson the teacher and the
students had to make this story an utterance of their own. A large amount of utterances
created and entering intricate chains were based on the teacher’s and the students’
understanding of the story in general as well as their understanding of different aspects of
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it: the vocabulary, the meaning of the words, the moral of the story, and the meaning of
the message, which the author wanted to address and communicate to others.
In the same lesson, the teacher brought in various samples of written excerpts,
pieces of creative writing by students from other schools, which she included in the lesson
as examples to follow. This was one more instance of understanding of utterances of
others as well as utterances of the self. After reading other students’ writing, the teacher
had her students write their own introductions to their narratives (as a learning exercise).
In the second lesson of the unit, the teacher had her students listen to a song. She wanted
them to understand the meanings it conveyed and dwell upon them. The song was an
utterance of others. In the course of the lesson, it turned out that there was a tension
between the teacher’s and the students’ understanding of what was useful. Trying to
resolve this tension the teacher responded to her students’ refuting utterances with a
choice which she thought might be better for the students. She chose a more contemporary
song in the next lesson of the same unit. We observe dialogic relationships between
utterances in different lessons of the same unit as well as between different personal
experience of the teacher and the students and different contexts.
Dialogism in classrooms manifests in intricate connections and dialogic
relationships between utterances and can be analyzed on the micro, or immediate, and
macro, or extended in time and space, levels:
• Relationships between utterances as immediate and non-sequential connection
and responses to the same or overlapping topics/content in a lesson or a unit of
lessons
• Relationships between various ideas instrumental in the development of
understanding and exploration of meanings dealt with, which can be the ideas
of the interlocutor to the classroom or ideas of others (other interlocutors from
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outside contexts, situations, different time periods, places, cultures, e.g.,
samples of other students’ stories)

Classroom is a place where young individuals spend a significant amount of their
time. It is a place of obtaining knowledge, so it is important to be aware of how students
can participate in the discourses and understand and connect to the utterances of others.
It is also important to understand how a teacher can help in exploring and using dialogic
relationships between utterances with the purpose of enhancing student understanding,
meaning making and thus learning. Dialogic relationships and appropriation of utterances
of others through connections with them is not only the matter of language ability and
competency but is also a result of created opportunities and choices. All speech is dialogic
but how dialogic relationship between utterances can be arranged, facilitated and
constructed to develop meanings and gain understanding is important to know.

5.7

Understanding and Meaning in a Classroom
Meaning is a dynamic social construct and a relative notion (Bakhtin, 1981,

1986a; Holquist, 1990). It is a result of social interactions and the relationships between
utterances as links in a chain of speech. The analysis of meanings in classroom talk in this
study is done by generating broad themes based on the topics and the overlaps of those
topics during the lessons. Data analysis revealed the complexities of intricately
interconnected chains of utterances, where each such chain exists and revolves around a
certain topic or subject matter. The analysis of chains of utterances included (example of
Unit 1, consisting of three lessons):
1) identifying overarching topics dealt with in the lessons of the unit;
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2) identifying narrower and more specific topics within the overarching ones;
and
3) analysing connections and relationships between utterances, what meanings
they covered and what happened in the process.

For example, Lesson 1 in Unit 1 consisting of three lessons broadly comprised
four main chains of utterances dealing with four overarching topics:
1) Disciplining utterances where the teacher managed and disciplined her
students. The students gave their responsive utterances that showed their
understanding or lack of understanding.
2) Utterances aimed at organizing learning process in the class and school. This
includes teacher’s explanations and requests, and students’ responsive
utterances that showed understanding or lack of understanding.
3) “A Change of Heart” story and all utterances pertaining to this topic. These
are the discussions around understanding of the story.
4) Structure of narrative writing. This includes the teacher’s explanations of how
to write narratives, samples of others’ stories brought into the lesson, students’
group work on creating their introductions to the narratives, etc.

Each of the broad chains of utterances had embedded chains or branches of
utterances that dealt with narrower topics. For example, the chain of utterances pertaining
to disciplining students, overseeing their behavior and managing classroom activities had
several smaller chains tackling the topics of student seating arrangements, appropriate
classroom behavior and rules. The chain of utterances dealing with organizational matters
had narrower short strands of utterances, for example, one of the students going to the
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robotics camp, a group of students going to Hong Kong, a recommended visit to the
National Museum. Those were occurring at different stages of the lesson.
Relatively long chains of utterances in the first lesson of Unit 1 dealt with the
story titled “A Chain of Heart” (Example 5.33, utterances #117 through #274). These
longer chains consisted of smaller embedded chains which could be roughly described as
follows:
•

Listening to the audio story in general (#113–#117)

•

The title of the story, inferences, predictions about the topic of the story
(#117–#135)

•

The audio story itself (#136)

•

Post-story chain of utterances: 1) sharing feelings after listening to the story
(#137–#141; #147–#153); 2) teacher eliciting any other related comments
about the story (#143–#146)

•

Exploration of meanings required for the understanding of the story: 1) double
meaning of the word “change” (#154–#170); 2) double meaning of the
protagonist’s name, “Monica” that sounded like money and was important for
the “required understanding” of the story and the lesson it was supposed to
teach (#171–#192); and 3) the use of double meanings of words and the play
of words in order to write more interesting narratives (#167, #190–#192)

•

Connecting “A Change of Heart” story with the student narrative writing
(#167, #203, #232; #274)

•

Characterisation in stories: protagonist, etc., (#195–#236)

•

Tension in narratives: problem, resolution, lessons learned (#237–#274)
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The chains of utterances pertaining to the listed topics can show more intricate
and complex relationships and how the understanding of utterances contributes to the
meanings discussed by the interlocutors (Example 5.33. A detailed analysis of a lesson
episode: chains of utterances, connections, explication of meaning. Appendix).
In summary, Example 5.33 shows how utterances in the analyzed lessons form
multiple interconnected chains. It also shows how utterances are related with each other
as well as how responses, responsive reactions between utterances and responsive
understanding of utterances occur within the topics and chains of meanings primarily
chosen and suggested by the teacher. Out of multiple possible reactions which can happen
between classroom utterances based on the understanding of the meanings by the
interlocutors, the most common ones are teacher questions and students’ answers.
Question-and-answer relationships operate within the topics suggested by the teacher and
the meanings are developed and channeled into teacher-initiated connections between
utterances.
Non-linear and non-sequential connections between utterances create the
complexity of chains of meanings but the topical chains are created mostly by the teacher.
Students are almost never connecting their utterances across different stages of the lesson.
For example, the students did not get emotionally connected with the utterances about the
story discussed during the lesson (Example 5.33, Appendix). Even though the teacher
made attempts to initiate the creation of the chains of utterances to make students share
their feelings, students did not appropriate those utterances and did not connect with them.
Predominantly, the question-and-answer format of utterances and teacher-directed
orchestration of chains of meanings did not seem to contribute to the emotional
component of classroom dialogicity. The students were not given enough opportunities
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to make utterances of others (e.g., utterances of the teacher or the stories of others) their
own.
Importantly, the understanding of utterances and dialogic relationships lies in
understanding of addressivity and responsivity. Awareness of the addressivity of
utterances can bring interlocutors to a new level of verbal interactions making them
authors of their own utterances, and thus responsive and responsible for their utterances.
Awareness of superaddressivity embedded in many utterances can help understand
connections and relationships between the authors of utterances and other contexts and
meanings.
Utterances connect with each other and create chains of utterances linked by the
same topics and meanings. Meanings of utterances can only be partially or relatively
exhausted and there is enough room for the expansion of meanings if the opportunities
are offered to students and are taken up by students. Central in the planning and building
up of lessons should be opportunities for purposeful meaning making for students because
meaning is a foundation and a means to create connections and dialogic relationships.
Dialogic relationship in its turn is a gateway in opening the opportunities for authorship
and multiple voices or heteroglossia. Awareness about addressivity, superaddressivity
and chronotope can also be helpful in building up connections and dialogic relationships.
Utterances connect and enter the relationships with one another through
interactions between their various features and between other utterances and the
interlocutors. Addressivity, responsivity, topics and genres orchestrate the creation of
dialogic relationships between utterances. Connections between utterances, responsive
reactions, dialogic relationships, understanding and meanings of utterances are
interconnected in a complex way. Utterance is a key unit of meaning. It is formed through
the interlocutors’ relationship with others, their utterances, cultural contexts, time and
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space. Meanings are also created in the relationships of utterances with their interlocutors
and with each other.
In response to Research Question 1 about what constitutes utterance in an EL
classroom, utterances are constituted of multiple, interlocking features (Figure 5.3). In
this chapter, I have shown how EL lessons can be analysed based on features of
utterances, which are addressivity, responsivity and completeness of utterances.
The findings answering Research Question 2 on dialogic relationships between
utterances in an EL classroom show that dialogic relationships between utterances in the
classrooms are embedded and inherent in teachers’ and students’ speech. Understanding
and creating dialogic relationships between classroom utterances make explicit the
connections between utterances of different authors within a lesson, between lessons, and
beyond lessons or immediate school situations and open up the opportunities for
classroom learning of related and relevant topics. Instrumental in this will be seeing
students as authors and creators of utterances, and the teacher’s awareness of responsivity,
multiple possible addresses which the teacher and the students might keep in mind and
which can help or hinder in the process of creating utterances with varieties of meanings.
Essential in opening up for heteroglossia or multiple voices and the ways for the students
to talk and engage in creating their own utterances will be teacher’s awareness and
consideration of the chronotopes, which are relevant for students but other than the
assessment chronotope (Matusov, 2015).
On Research Question 3 about the role of dialogic relationships between
utterances in meaning making and understanding my analysis showed that in meaning
making, there is an interplay between utterances, how the authors connect with the
utterances of others, how utterances are understood and how they generate responsivity.
Chains of utterances are formed in the interactions between the interlocutors in the
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classroom. Responses given during the lessons come from the understanding of
utterances. Responses are often times given in ways other than the verbal, an awareness
of which is important in understanding of the use of language in a classroom.
The findings answering Research Question 4 on how dialogism and dialogic
relationships between utterances inform meaning making and understanding in EL
classrooms showed that the chains of utterances get populated with new meanings
because the interlocutors relate (or fail to relate) to the utterances of other interlocutors
and to their own utterances during the lesson, as well as form dialogic relationships
between those utterances. Instrumental in analysing meanings in a classroom is how
interlocutors understand each other’s utterances and what responses they give, and how
new connections between topics, different responses, times and spaces are created.
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CHAPTER 6
DISCUSSION
6.1

Overview of the Chapter
In this chapter, I elaborate on the importance of the findings about utterance and

its different characteristics for understanding dialogism and meaning making in an EL
classroom in the process of interactions between the interlocutors and utterances that they
create (Bakhtin, 1986a, 1986b). Bakhtin placed utterances at the center of meaning
making as a result of dialogic relationship. Understanding dialogic relationship in
classroom discourse is possible by understanding what utterance is and what dynamic
processes happen within and between utterances. I recapitulate the findings in relation to
each research question and the key Bakhtinian concepts operationalized in this study we
all as discuss the relevance of those concepts to the analysis and understanding of the
classrooms.

6.2.

Recap of Research Questions and Findings
In response to Research Question 1 about what constitutes utterance in an EL

classroom, the analysis shows that multiple interlocking features of utterances suggested
by Bakhtin (Figures 5.3) are present and can be identified in utterances. I also show how
EL lessons can be analysed based on the operationalized features of utterances such as
addressivity, responsivity, completeness of utterances, genre, intentions of the speakers
rather than on turn-taking.
The findings on Research Question 2 about dialogic relationships between
utterances in an EL classroom show that dialogic relationships in the classroom are
embedded and inherent in speech, which the teacher and the students produce.
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Understanding and creating dialogic relationships between classroom utterances requires
making explicit connections between utterances of different authors during the lesson,
between the lessons and beyond the lessons or immediate school situations. The word
“authors” relates to the teacher and the students as creators of their own meaningful
utterances, rather than the literary authors of the texts used in the lessons. Making
connections between utterances is possible if students and teachers become authors and
creators of their own utterances. For teachers, it is possible when they are aware of
responsivity, multiple voices of utterances, multiple addressees and chronotopic
overtones of utterances. One of the possible ways to accomplish this is teachers’
developed awareness of chronotope or engagement with time and space and how it can
be relevant for students. For students, making dialogic connections and relationships in a
classroom possible shows them the ways to engage in creating their own utterances
beyond answering teachers’ questions.
Regarding Research Question 3 about the role of dialogic relationships between
utterances in meaning making and understanding, my analysis shows that there is an
interplay between various features of utterances, which is how the authors connect with
the utterances of others, and how utterances are understood and get responses. While
chains of utterances are formed in the interactions between the interlocutors in the
classroom, responses are often given in ways other than verbal. Dialogicity of utterances
and their multiple overtones need to be made explicit to the teachers and the students.
The findings related to Research Question 4 on how dialogism and dialogic
relationships between utterances inform meaning making and understanding in EL
classrooms show that chains of utterances get populated with new meanings when the
interlocutors relate to the utterances of other interlocutors and to their own utterances
during the lesson. Important in analysing meanings in a classroom is how interlocutors
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understand each other’s utterances and what responses they give, as well as how new
connections between topics, different responses, times and spaces are created.
Dialogue is central to education because it involves the exchange of thoughts and
alternative points in various forms. In seeing dialogue as such, educational scholars
emphasize the value of dialogic exchanges as a useful learning tool to facilitate student
thinking. The analysis of the data in this study shows that dialogue or dialogicity in an
EL classroom goes beyond verbal exchanges between the participants. Instead, dialogue
is an exchange between utterances of which each is a complex whole comprised of
multiple features such as addressivity, responsivity, topic and meaning. Dialogue and
dialogicity in the classroom are the relationships between utterances of the teachers and
the students. Such relationships manifest in responsive reactions based on understanding
and connecting with each other’s speech. These understanding and connecting populate
chains of utterances with expanded or new meanings. Awareness of the complexity of
dialogue and dialogism in a classroom, which goes beyond immediate teacher–question–
students–answer exchanges, is essential in creating opportunities for generating more
complex in meanings author–addressee connections between utterances.

6.3

Recap of Key Operationalized Bakhtinian Notions
This chapter recaps the operationalization of the key Bakhtinian notions, such as

utterance, addressivity and responsivity of utterances and their completeness as well as
expounds on the relevance of understanding the chronotope in the understanding of
classroom talk and how it is shaped.
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6.3.1

Utterances
There has been ambiguity around the term “utterance” in classroom discourse

analysis studies. The dictionary definition of the word “utterance” is something that is
said or uttered, which positions the concept of utterance into paradigm of speech
production rather than language as being a larger concept. For example:
Utterance does not have a precise linguistic definition. Phonetically an utterance
is a unit of speech bounded by silence. In dialogue, each turn by a speaker may be
considered an utterance. Linguists sometimes use utterance to simply refer to a
unit of speech under study. (SIL International, 2020)

As discussed in Chapter 3, classroom discourse analysis has used both the terms
“utterance” and “turn”, often synonymously. In Nystrand et al.’s (1997) large-scale
empirical classroom study, a substantial component of which was classroom discourse
analysis, they commented, “Bakhtin’s utterance is akin to what we now call a
conversational turn” (p. 8). In Cazden (2001), these terms are used as mutually
exchangeable “getting a turn” and “students’ utterances” (p. 82). In Skidmore (2000) and
Scott et al. (2006), both terms are used. In Conversational Analysis, there are references
to both “turns” and “utterances”. The term “utterances” is used when referring to
something said in a classroom by the teacher or the pupils and “turns” when referred to
the positions of what is said in the transcript representation (Sacks, Schegloff & Jefferson,
1978; Seedhouse, 2005). Often in the studies the word “turn” is used to show that the
interlocutors speak one after the other.
In contrast, Bakhtin (1981, 1986a) offered an extensive description and
explanation of the phenomenon of utterance. He broke utterance down into multiple
constituent elements (Figure 2.2). The analysis in this thesis reveals that utterances are
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not the same as turns represented in a traditionally laid-out transcript of classroom talk
that have 1) no clear distinctions between taking turns and creating utterances, and 2) no
adequate representation of non-verbal behavior (Ochs, 1979). In order to perform a
Bakhtinian analysis, transcripts need to be organized in a way that indicates interlocutors
– the authors who form the utterances and the addresses who respond to them. The
transcripts should reflect various types of verbal responses but also non-verbal, such as
actions, physical movements, silence. All types of responses, verbal and non-verbal, form
chains of utterances in classroom talk.
Bakhtin (1986a) emphasized that voices of authors and addressees are important
in their exchanges of utterances. Given the skewness towards teacher talk and the
asymmetric distribution of the teacher and the student talk in a classroom (Cazden, 2001;
Lemke, 1990), it will be non-precise and unfair to refer to this process as speaking in
turns. In that case, from the perspective of students, addressivity and responsivity is even
less clear in terms of whom the students address their utterances at during the lessons.
In Example 5.15, for instance, the teacher said, “it is not how much she is worth
but how she is used”. This is related and connected to the topic of values, and it is also
chronotopic because the topic of insecurities and how they may be resolved can be viewed
as a personal experience or chronotope of the students. As they are Secondary 1 students
who have just moved from childhood and started their teens, the issues of values are
significant for them. Addressivity and its additional layer of superaddressivity might be
important to consider too – who is the third listener of the students and are they able to
express freely what they feel in light of superaddressivity (Example 5.33, utterances #137
through #153 where the teacher asked the students about their feelings).
On top of addressivity and superaddressivity, a chronotopic lens helps us
understand that teacher’s chronotope is the assignment and her superaddressee might be
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MOE or curriculum she needs to fulfil. For her students, however, the superaddressee
would likely be different. Later in the lesson the teacher said that the students’ stories
were as dry as bones (Example 5.33, #167). If students were given an opportunity to
engage with their personal chronotope, their thinking on how to expand the meaning and
create their own stories they could have come up with more interesting plots for their
written narratives because they could have related to those stories through their own
chronotope.
In utterances, the topics of utterances, genres, intensions and addressivity are all
interrelated. In the case of Example 5.15, the teacher addresses the issues of students’
awareness of the procedures for narrative structure. While her immediate addressee is
seemingly the students, she in fact addressed the curriculum requirements (“Alright now,
oops. Ah, how did she resolve her insecurity I missed this question”) and quickly moved
on to how to write narratives, without addressing the topics and issues which the students
could have related to through their personal experiences.
If invited to expand on those meanings, the students could have applied them to
their own writing. It could have helped them learn how to see and understand beyond a
simple sentence “She resolved her insecurities” and “She learnt to value how she can be
used rather than who she is”. Interesting in this context is the word “use” the double
meaning of which could have been discussed similarly to the double meaning of the word
“change” (Example 5.33, utterances #154 through #167). This meaning could have been
expanded on and the students could have received an opportunity to see the connections
with real life, which would link their personal experience with the curriculum
requirements. As such the procedural question of “how” to write, which is without a doubt
important, could have transformed into “what to write and why”, especially if it is good
to make stories not “as dry as bones” (Example 5.33, #167).
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6.3.2. Addressivity, Responsivity, Completeness
Utterance is a unit of speech in which addressivity is one of the central elements.
Data analysis showed that addressivity works at different levels. First, there is
addressivity of consecutive exchanges of utterances between the teacher and the students
at a given moment. Once either of them is done with his/her utterance, another interlocutor
can take the floor, which is akin to turn-taking. By addressing a spoken, a written or any
other types of utterance at someone else the author also awaits a response to it. This is
where analysing utterances differs from looking at turns because understanding of
addressivity helps to see complex interplay in utterance-response relationships. The
utterance–response relationship engages the author and the addressee in meaning making
through addressivity. The analyzed classroom data shows that even though the teacher
awaited responses from the students she did not make her students aware that they could
give other responses apart from providing an expected answer. In addition, most of the
teachers’ utterances were oriented towards assignment or assessment chronotope which
hindered exploration and expansion of meaning in students’ responses.
Addressivity is inherent in all utterances as every utterance is always addressed at
someone or something. Acting within but directed to the outside, addressivity awaits a
response from someone else, from other utterances and the addressees. As such,
addressivity acts as a centrifugal force reaching out to more addressees and inviting
responses and responsive reactions of multiple varieties: agreements, disagreements,
challenges, being impartial.
Addressivity, however, has another side: the responsivity or the propensity of an
utterance to be responded to. Response comes as a reaction of the addressee towards the
utterance. Responsivity is in a way a manifestation of a centripetal force attracting
responses to utterances, which invites more utterances and expands the chains of speech
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they create by populating them with new meanings. Responses need to be encouraged in
ways that invite the expansion and creation of new meanings. In the analyzed data,
silence, especially silence from students, was a common response. Silence should be
explored in depth as a follow-up work with teachers’ in case of conducting intervention
aimed at changing student awareness about dialogicity in a classroom.
At the same time, every utterance has the feature of completeness situated within
it, which makes an utterance one complex whole unit. Completeness of utterance has three
components: topic which an utterance talks about, genre that an interlocutor appropriates
while interacting with other interlocutors, and the intention of the interlocutor that
influences speech design of the utterance. Topic, genre and intention are inner
components of utterance. Completeness of utterances is relative because topics, genres
and intentions are constantly changing, which makes utterances dynamic units in the
creation of meaning. Topics, genres and intentions are the components that should invite
interlocutors or others to join with their own utterances and chains of utterances, which,
thus, enter into dialogic relationships. As completeness of utterances and the exhaustion
of their topics and meanings can only be relative (Holquist, 1990), the complex
relationships between the elements of utterances and the forces within utterances together
add to the existing meanings and create new ones.
Understanding completeness of utterances may be used to discern teacher talk in
order to see underused opportunities for invitation of students to create new meanings
(Example 5.16, #8, where a teacher moved on to another topic without inviting students
to expand on the previous topic of her utterance). It is a rather typical example from the
analyzed data where utterances remain relatively complete and left without any additional
attempts to invite expansion of existing and developing of new meanings.
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6.3.3

The Role of Chronotope
Bakhtin (1986b) pointed out that the author and the addressee are not only situated

in their current moment of speaking but also in a broader chain of meaning making which
is historically situated. This means that in their meaning making process, the author and
the addressee are always drawing on the meanings of others which include voices, values,
beliefs, knowledge and ideologies available within any socio-cultural and temporal
context. Authors, addressees and their utterances are situated not only in the context of
their immediate situations but also at the level and within the context of culture as shown
in Example 5.9, where the teacher encouraged students to create relationships with local
culture of Singapore while writing their narrative stories and the students respond to it
(Example 5.10). Thus, when chronotope is considered while creating utterances, it
challenges addressivity and changes straightforward linear responsive relationships
between the author, the addressee and their utterances (Holquist, 1990) into more intricate
and complex in meanings.

6.4

Linking Bakhtin’s Key Concepts to Analysis of EL Classrooms
In this section, I link Bakhtin’s key concepts with the classroom data to show how

a Bakhtinian analysis can illuminate classroom talk. I first return to utterance.

6.4.1

Utterance, Addressivity and Responsivity in Analysis of Classroom Talk
In the data examined for this study, the exchanges of utterances went beyond

simple and straightforward, especially while bringing in ideas and giving responses across
different lessons in a unit. For example, in Example 5.5 where the students addressed the
problem of their teacher’s choices of listening material (a song), the students could not
connect with the song and could not relate to the questions which the teacher was asking
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them based on the song. They mentioned to the teacher explicitly that the song was from
the “old days” and was not interesting to them. The teacher responded to this issue in the
lessons that followed (Example 5.6). She tried to improve and mentioned to the students
that she chose a song which she thought would be more interesting to them: it was a song
about a blind date. This episode emphasizes that for establishing dialogicity it is important
to work through longer periods of teaching and learning time (Jones, 2010) and it is also
important to be aware of chronotope (or to be engaged with time and space) and how it
can help or hinder students’ participation in meaning making. Even though the teacher
did not give the students an opportunity to choose a song so that it could become their
own topic for a chain of utterances she did respond to students’ refutation of her choice
of a topic of utterance.
Another case in point was the teacher’s bringing into their classroom the written
work of another school’s students to show what she thought was exemplary. When
examined through the lens of addressivity, this episode revealed that the authors and the
addressees are interlocutors from different time, circumstances and situations. All
students, however, are united through having the same chronotope, which is school
curriculum requirements to writing in preparation for exams. In this case, the students
knowingly or unknowingly became addressees of other students’ stories. This is the
example when the complexity and intricacy of dialogic relationships and addressivity in
the analyzed unit of lessons goes beyond a specific classroom and into a broader times
and spaces. The interlocutors included 1) the teacher observed in Unit 1 and her choice
of chains of utterances, 2) the students observed in Unit 1 and their responses to the chains
of utterances chosen by their teacher, and 3) students from another school who, situated
within the same assignment chronotope, unknowingly entered into an author–addressee
relationship outside of their own classroom. On request by their teacher the students in
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the analyzed classroom were supposed to have an active responsive understanding and
responsive stance to the stories of the other students and they did it. This is one of the
examples of understanding author–addressee relationships. Without examining
addressivity and how it orchestrates classroom talk the analysis cannot exemplify the full
interplay of factors influencing intricate relationships between the interlocutors and
meaning making in classrooms.
Addressivity acts at the immediate level in which the exchanges of ideas between
the author and the addressee/s takes the form of a day-to-day conversation or
communication (Bakhtin, 1986a). In the classroom data of this study, this was evident,
for example, when students answered teachers’ question in a typical question–answer
sequence. In many cases, however, addressivity was more complex with, for example,
silent responses (Examples 5.5, 5.20 and 5.32) which are imbued with meaning but
perhaps not evident in a simple question–answer analysis. In addition, teacher’s utterance
about her students being “not her era” (Example 5.20) might seem superfluous but when
considering chronotope, we see how she is considering the larger potential meanings.
A Bakhtinian analytical lens also supports the analysis of responsivity, which is
an omnipresent side of addressivity. Data analysis in this study showed that the majority
of lengthy utterances authored by the teacher allowed only minimum responses from the
addressees or students. Those responses were prevalently actions explicitly requested by
the teacher (e.g., in cases of sitting rearrangements, turning the pages, clicking slides),
brief verbal remarks and short answers (Example 5.12, #2, #4, #11). In cases where
meanings were discussed (Example 5.12, #8 and #9), the teacher did not provide the
students with the opportunity for an uptake (cf. Nystrand et al., 1997). The teacher was
the one to decide whether and how responses were to be given by the students. The teacher
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also decided on how far the topics of utterances had to be exhausted and how complete
the utterances could be by limiting the topics during the lessons.
Examining classroom talk from a Bakhtinian perspective, however, provides a
multifaceted lens which includes looking at multiple things at the same time: how an
utterance is addressed, what topics and speech intentions it includes, in which genre it
operates and how it engages with time and space. Looking carefully at each utterance of
a teacher and the students through the prism of Bakhtinian notions helps in identifying
where opportunities for engaging in meaning making were not fully utilized, for instance,
in Example 5.16 when the teacher could have tried to exhaust one topic by engaging the
students in discussion about resolving one’s insecurities. The teacher could have engaged
with time and location relevant for students as the theme of resolving insecurities might
have been relevant for teenagers. This could have brought in a chance to engage the
students with their personal experience and understanding of the issue. The teacher
instead moved on to the next topic of the procedures for narrative writing. Hence,
engagement in meaning making happens if there is an awareness of addressivity on the
part of the interlocutors. For example, who or what the teacher is addressing when she
does not give students opportunities to respond to issues which might be relevant for them
(Example 5.16).
Awareness of engagement with time and space or chronotope also helps in
understanding why sometimes students are not responsive to teacher’s attempts to involve
them in meaningful verbal exchanges. For instance, in Example 5.5, the teacher did not
succeed in engaging the students in a discussion about the song and the feelings that it
evoked in the teacher because the students simply could not understand the story which
did not related to time and space familiar to them. Engagement in meaning making also
could be easier if there is a chronotopic awareness on the part of the interlocutors.
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Equipped with students’ prompts about what choices of stories she should make to relate
to her students, the teacher could respond with a more relevant example which students
could relate to, and thus she could also add to students’ understanding and engaging them
in meaning making by sharing her own related chronotope (Example 5.6).
In addition, the students could have been given an opportunity to express their
voices. The teacher could have checked if they knew what was meant by “resolving
insecurities” and what it could mean for them personally. Bakhtinian analysis of teacher
talk in the classroom suggested that arranging teacher talk in smaller utterances could
have allowed students to initiate discussion of the meaning of what the teacher was
saying. The awareness of voice could potentially influence the way teacher manages
addressivity and responsivity in classroom talk. The analysis showed that awareness of
utterances could be instrumental in orchestrating discussion of meanings and inviting
student voices in the lessons.
Awareness of an additional layer of addressivity, which is superaddressivity
(discussed in more detail in the following section), is also important. It is important for
the teacher to keep in mind who might be an invisible listener for growing teenagers in
her class, just as MOE or the syllabus might be an invisible listener for her, and if the
students will be willing to engage in opening up their ideas for the development of new
meanings.
Responsibility, which is a part of responsivity, comes into play in author–
addressee relationships. Responsibility can be shared by the teacher and the students in a
classroom if both are authors and addressees of their utterances. Authors and addressees
must be aware of the responsibility or answerability built on each other’s utterances
(Cruddas, 2007). This is in line with creating utterance–response chains mentioned by
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Bakhtin, which marks the interlocutors’ ethical stance toward other people and events in
local, institutional and social contexts (Bakhtin, 1981; Veloria, 2014).
While talking about introduction of practices of small talk with the students during
the lessons, Veloria (2014) mentioned acknowledging, pushing against, paraphrasing and
expanding. Those practices were rare during the lessons analyzed by this study. Veloria
(2014), for example, drew connections with the issues of answerability and responsibility
(Bakhtin, 1986a; Holquist, 1990) and highlighted that knowing those issues helps in
cultivating and expanding the dialogic space to a type of engagement that goes beyond
the classroom. She emphasized that teaching is always relational and social rather than
personal even though it has an individualistic component which lies in the responsibility
and accountability for planning and implementing the curriculum. She stressed, however,
that responsibility and answerability must be shared between the teacher and the students,
which gives students’ space in this process. By sharing responsibility with the students,
the teacher involves them in the process of setting the objectives and admits that he/she
is also learning. This reverberates with Wegerif’s (2011) idea of the need for setting
teaching objectives together with the students.
The analysis in this study reiterated the existing dominance of traditional IRE in
the analyzed lessons. The major part of teacher–student interactions usually happen
within teacher-centered whole-class activities (Silver & Kogut, 2009), where the
utterance of the teacher initiates and dominates the space, and the students are mostly
required to respond with answers which are followed by teacher evaluation or feedback.
Cazden (2001) mentioned that in order to make IRF more favorable for learning, the
teacher must make changes in the quality of questions. This is important because one type
of dialogic relationships between utterances is question–answer, however, Bakhtin
emphasized that seeing dialogic relationships as only questions and answers is
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simplifying those relationships. Understanding utterances as constant dynamic
relationships manifested through various forms of addressivity and responsivity can help
teachers view utterances as much more than only questions and answers.
Data analysis in this study shows that teachers sometimes entered in other
utterance–response relationships, such as, refutation or agreement–disagreement. The
same, however, was hardly allowed for the students. If it was allowed, it was mostly in
the talk around topics not related to the content of the lesson. This point is mentioned by
Lemke (1990) in talking about “true dialogue” where teacher genuinely requests for
students’ opinions or real-life experience instead of expecting “correct answers”. He
stated that in science classrooms, true dialogue occurs only when the thematic subject is
not science but, for example, classroom matter or some other matter not related to the
content of the lesson (Lemke, 1990).
This data analysis shows that in EL lessons too, dialogic patterns, which did not
require a “correct” expected answer and were reaching beyond a question–answer format,
occurred mainly when the teacher and the students were discussing classroom or school
organizational matters or things not related to the lesson content. The students did not
have much say in choosing the ways to connect their utterances with other utterances
different from the questions and answers. Even though the teachers have a choice to
decide what other interactional patterns apart from questions–answers or IRF they can
use to make teaching and learning more student-centered, their attempts to make a shift
towards the use of something else have to compete against the dominant form of
classroom interaction (Lyle, 2008). It is not an easy competition.
This analysis showed that addressivity and the way it orchestrates responses from
the interlocutors drives all classroom talk forward. Awareness of addressivity and its
potentialities for the design of speech and the use of language in the classroom can be a
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powerful tool for teaching and learning, and might bring the interlocutors in a classroom
setting to a new level of speech interactions by making them authors of their own
utterances and thus responsible for them. Teachers need to see students as authors and let
them become creators of utterances rather than mere listeners and repeaters of the
utterances of others.
Another element of responsivity is responsive understanding. Bakhtin wrote that
understanding is the beginning of response. Those who understand the utterance of the
other take an active responsive stance to it. Understanding is always responsive. If there
is an utterance and the response to it, there is understanding. Responsive understanding
of utterances is part of dialogue. An addressee who understands and responds to utterance
is a participant in a dialogue. Understanding is manifested in response, both being two
sides of the same coin. Responses are given to utterances when there is necessary
responsive understanding on the part of the addressee of the utterance, but understanding
can also happen when the utterance is complete to the extent needed for its understanding.
Just as utterances can connect with each other and enter into relationships nonsequentially, so can understanding. Important in responsive reactions and responsive
understanding is silence which, as the analysis shows, often might mean more than simply
no understanding and is something to bear in mind for classroom discourse analysis.
6.4.1.1 Superaddressivity as an Extra Layer of Analysis of Utterances
An additional dimension of addressivity is superaddressivity or the presence of a
“Super Addressee” in the exchange of utterances between the interlocutors.
Superaddressee (Bakhtin, 1986a, 1986b) is an ideal listener, an invisible “third person”
or an external authority (Mey, 1999; Morson & Emerson, 1990) who an interlocutor keeps
in mind while creating his/her utterances and who, as he/she thinks, listens
sympathetically and understands justly. It is the necessity of an “invisible presence” of an
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ideal listener which is explained by the very nature of discourse which always seeks to be
heard and understood.
Superaddressivity is also further unpacked by Morson and Emerson (1990) as a
metalinguistic feature of language. Awareness of the notion of superaddressivity can be
used in multiple ways for the analysis of discourse, for example, while exploring
connections between the interlocutors in teaching and learning. If in the process of
teaching and learning interlocutors have a similar superaddressee, there is a higher chance
of their connecting and connectedness to each other (Midgley, 2011) and thus entering
dialogic relationships.
It is understood that teachers’ utterances in a classroom are addressed at the
students to elicit their responses, but it is also useful to investigate what kind of responses
are awaited. One of the goals of the teacher was to explain the topics and concepts
contained in the syllabus, thus, responsive understanding of teachers’ utterances was
expected from the students within those topics and concepts. It is useful to know what
kind of a response the teacher expected from her students when she mentioned MOE’s
arrangements for group work or when she brought in any other topics not immediately
related to the topic of the lesson. It is useful to find out if the teacher and the students had
the same superaddressee or a meta-understanding that what they were doing was right.
In talking about superaddressee and superaddressivity in teaching, Bryzzheva
(2006) raised the issue of the third listener who for teachers might be an internal mentor
in a difficult situation who understands, supports and agrees that what the teacher is doing
under given circumstances is right. It will be useful to examine superaddressivity in
students and who they might consider as their third listeners or as their internal mentors.
Data analysis in this study shows that uncovering superaddressivity on top of addressivity
could offer additional perspectives for understanding classroom talk such as
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connectedness, or lack of such, with the various contexts and meanings laid out by the
interlocutors, as well as the relationships with different times and spaces or chronotopes.
The Bakhtinian idea of addressivity and chronotope in the analysis of utterances and
chains of utterances in the analyzed lessons and across the lessons helped in 1) seeing the
relationships between different stages and the episodes of the lessons as well as the
addressivity going beyond the classroom, 2) in seeing how teacher’s utterances could
build or failed to build connections with the utterances of the students (Example 6.1).

Example 6.1. Addressivity and chronotope in understanding classroom utterances
(excerpt from Lesson1, Unit 1).

#

Author

Addressee

Utterance

113

T

Class

… Okay let’s listen to a story. Any of you listen
to audio stories?

114

S

T

Yes.

115

T

Class

I know you are not my era but my era we have
Rediffusion and all that. Okay, I am not so old
but when I was a kid there was still Rediffusion
and we will listen to stories. Have you listened to
any stories or BBC on the radio?

116

Class

T

(Action. The class just remains silent, none of the
students says “yes” so this is treated by the
Teacher as a “No” answer to the Teacher’s
question).

117

T

Class

None? None of you. Okay, or you are too afraid
to speak.

The teacher invited the students to a common activity, which is listening to the
story. The teacher chose to juxtaposition the time when she studied in school with her
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students’ time in school (#115, bolded, italicised and underlined text). The teacher was
aware of the differences because she said, “I know you are not my era”. She put the
narrative about “her era” which was her chronotope against the current time in which the
students were studying and where she was not a student anymore but the teacher. She
used the word “but” (underlined) two times in the span of a few seconds. When the teacher
asked if any of the students listened to audio stories (#113), “yes” (#114) was an
immediate answer. But when she started talking about “her era” and her time of listening
to Rediffusion 15 and carried on with picking out other indicators of her time such as
listening to BBC radio, the students did not connect with her utterance and responded
with silence (#116) which the teacher could not immediately relate to and took it as a
“no” answer.
Through the lens of addressivity some of the difficulties and unresolved tensions
in the teacher–student interactions may become clearer. Later in the lesson, after listening
to the story, the teacher asked the students for their impressions (Example 6.2, #147).

Example 6.2. Understanding lack of connectedness in teacher–student utterances through
the help of addressivity (excerpt from Lesson 1, Unit 1).
#
147
148
149
150
151
152
153

Author
T
SV
T
T
T
SO
T

Addressee
SV
T
SV
Class
SO
T
SO

Utterance
How do you feel after listening to that story?
Okay lah.
Okay lah?
So most of you okay la.
Student O?
Nothing.
Huh? Nothing uh.

15

Rediffusion was Singapore’s first cable-transmitted commercial radio station. For more
information on this visit http://eresources.nlb.gov.sg/infopedia/articles/SIP_1198_200810-24.html.
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154

T

Class

So, what is changed? What was the meaning of
change?

The answer from one of the students was “Okay lah” which surprised the teacher,
“Okay lah?” (#149) and “So most of you okay la” (#150). And then came an even more
negative answer from another “Nothing” (#152). Realizing that the story she had chosen
did not produce an expected impact on the students’ emotions, the teacher moved on to
exploring the meaning of the word “change” which made the students a little more active
but not much. There seemed to be little understanding of the relevancy of the story on the
part of the students. The addressivity was not made clear to the students, they didn’t not
seem to connect with the story. Realizing this the teacher then explained to the students
her choice of the story (Example 6.3).

Example 6.3. Understanding lack of connectedness in teacher–student utterances through
the help of superaddressivity (excerpt from Lesson 1, Unit 1).
#

Author

Addressee

Utterance

167

T

Class

Change ya! So, there’s actually a double
meaning for change. Okay, playing on the word
change. A pun on the word change but at the
same time okay err it is a change of heart okay.
Somebody or something changed its heart or
changed his heart or her heart because Myrtle.
Sounds like a girl rather than a man. Okay, so
well uh I have thought of that story was
interesting and you see you can do things like
playing of words and all that to make your story
a lot of interesting unlike the ones that I read in
your exams. They are dry like bones until that I
nearly died sleeping over them. Okay, change…
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From the teacher’s point of view, she tried to engage the students in a useful
(because the learners need to know how to create their own narratives) and interesting
activity (according to her time and her “era”). She chose a story with the double meaning
of words, pun and other tropes that she thought would supposedly engage students’
feelings and emotions, and thus interest (#167). From her point of view, she was doing
everything right as she was trying to combine a vital need of exam preparation with
arising students’ interest. There was no connection, however, between the superaddressee
of the teacher, which was the “rightness” of the preparation for the exams, and the interest,
time, space and means she used to have to learn when a child. It was also not explicit who
the students held as superaddressees and their responses to the teacher (first silence, and
then indifferent and unengaged answers) suggest that there was no connection between
the teacher and the students not only at the level of superaddressee but also at the level of
engaging with time and location or chronotope.
It would be interesting to know who was the ideal mentor that the teacher had in
mind and how this relates to the ideal “third listener” or an invisible witness in a dialogue
with her students (Bryzzheva, 2006). The ideal mentor for a teacher may be someone who
corroborates his/her actions with the supposedly “right” standards or it may be something
such as the educational system and the curriculum, but this may not be the ideal listener
for the students. Not only that, but each student may have their own ideal listener.
Awareness of this and bringing students into the process of finding out who the ideal
listener for each person is might be helpful for making changes other than simple increase
of the teacher–students talking turns. Contrary to the school curriculum and academic
results, students might have their own practical, personal or ideological issues.
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Addressivity, responsivity and superaddressivity are important features of
utterances which play a part not only in shaping utterances but also in how utterances are
deemed to connect with each other. Thus, dialogic relationships between utterances is a
complex interaction of connections of different utterances with each other and into speech
chains based on the inner propensities of utterances, which is the topics, genre and
intention of the authors. Addressivity acts as a centrifugal force of utterances and
discourse being oriented to the outside, to other addressees and to other contexts.
Responsivity and completeness acts as a centripetal force whereby the topic and the
intentions of the addressees attract utterances-responses with overlapping topics from
other contexts to connect to the same chain of utterances.
Clark and Holquist (1984) cited an unpublished and untranslated work of Bakhtin,
Architectonics of Answerability, in which he developed the idea of answerability further
and said that we must be responsible or answerable for ourselves through activities and
performances of all kinds. The answering or answerable self, which Bakhtin referred to,
is socially created and unique at the same time. It exists only dialogically, in relation to
others, and it is unique because it has its unique place in time and space. Thus, our answers
to utterances by words or by actions are the means of both social participation and
announcing our uniqueness or difference. For example, when students create stories it is
not only their responsibility for meaning making and content creation that counts but also
how teachers and other responsible agents share those stories.

6.4.2

Completeness of Utterances and Dialogic Relationships
In discussions about completeness of utterances, one of the most important points

mentioned by Bakhtin (1981, 1986a) is that the topic and the meaning of utterances can
only be relatively exhausted to the extent required by a given situation and the
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circumstances. Indeed, the analysis of classroom utterances presented here shows that
most of the topics tackled during the EL lessons could have been exponentially extended.
It was especially visible in cases of verbal exchanges where the teacher was initiating
talk, asking question and eliciting answers from the students; almost every teacher–
student exchange could have been elaborated on and expanded (Examples 5.16 & 5.33).
No matter how many topics a teacher raises and how many meanings she/he
engages with, it might likely not help in creating dialogic relationships if the students are
not seen as authors whose opinion is relevant and if they do not get an opportunity to
author utterances of their own and participate in meaning making on equal terms with the
teacher. Further, if a teacher wants to see students as authors of utterances connecting to
the teacher-created chains of utterance, the teacher may allow students’ chronotopes to
be relevant in the classroom or else it will be difficult to bring about noticeable changes.
Another important point is teachers’ awareness of what dialogue and its multiple
aspects are as well as the awareness of the presence of the other, or the students. In this
case, awareness is closely connected with responsibility. The teachers are responsible for
the opportunities they create for students to participate in a dialogue (Friedman, 2005).
Further, the teacher is responsible for every utterance he/she creates during the lesson as
any of his/her utterance can find its response with the students as addressees at any point
of time far beyond school lessons.
Learning in school happens within various subject areas which are distinguished
by their different thematic systems (Lemke, 1990). These thematic systems are
constructed with similar meaning relationships among the same or equivalent terms and
expressions, and by their different activity structures. This relates to and connects with
Bakhtin’s idea of completeness of utterances which he explained through the exhaustion
of topic, genre and speech design chosen by the interlocutor based on his/her intention.
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Thematic systems of different subject areas in Lemke align with genres in Bakhtin where
he stated that in order to be able to speak about something, the interlocutor needs to be
aware of and possess a command of the genre in which he/she is expected to speak. This
is also essential for investigating EL classrooms because in EL lessons, unlike science,
we do not always deal with various phenomena for which we need to know the terms and
themes. In EL lessons, it is crucial for students to have a variety of genres at hand to be
able to speak and create utterances. Given that written genres are studied in EL lessons
more systematically (Cope & Kalantzis, 2014), the varieties of oral genres to improve
students speaking skills need greater emphasis and exploration.
Within the same subject in a classroom, a dialogic exchange created by the teacher
and the students and the page in the textbook related to the same topic, because it is also
a dialogic exchange, have the same thematic system. All social practices, activities and
thematic systems in a classroom are communicated and understood through the help of
language (Lemke, 1990). Bakhtin’s point though is that meaning generated at any point
of a discourse is a dynamic process constituted by the interactions of the interlocutors
which include their talk or speech. The interlocutors use language and its means to create
utterances which is how speech or talk comes about and becomes part of those dynamic
meaning making interactions (Bakhtin, 1981, 1986a).

6.5

Meanings Making and Dialogic Relationships
There is an interplay of connections between utterances, responsive understanding

or responsive stance of utterances, responsive reactions and dialogic relationships in the
process of making meanings. All these Bakhtinian notions are interconnected in meaning
making (Example 5.33). Any interlocutor, according to Bakhtin, responds to some
utterances from the past (his/her own or those of other people). The utterance of an
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interlocutor enters into relationships with other utterances: it uses them as support, argues
with them or simply quotes them. Every utterance is a link in a complex chain of other
utterances (Bakhtin, 1986a). Bakhtin’s notion of meaning is one that comes into being
between participants and their utterances (Bakhtin, 1981) which enter into dialogic
relationships between the authors, addressees and their utterances (Examples 5.5 and 5.6).
Derived partly out of the addressivity, meaning is formed through the speaker’s
relation to others and otherness: people, other’s words, cultural world in time and space
(Examples 5.6 and 5.8). In the meaning making process, the addressee takes a responsive
stance towards utterances of others. Meaning is responsive. Meaning always answers
some questions. If an utterance does not answer anything or respond to anything, it has
no meaning and does not belong to dialogue (Bakhtin, 1986a).
In the analyzed data, the teacher often dwelt on a topic or explanation, among
others, without giving students a chance to respond and thus without a chance to
participate in meaning making (Examples 5.16 and 5.33). Therefore, across different
lessons in my analysis, I could see that the utterances were modelled in such a way that
the other, the students, could not fully participate in meaning making. The teacher invited
other participants to respond without giving them a chance for participation in the
meaning making.
A Bakhtinian analysis shows how meaning and understanding (responsive
understanding, responsive stance, silent responsive understanding) are based on dialogic
relationships between utterances and the interlocutors with the necessary presence of
other and otherness (McKnight, 2004), other and different consciousness, multiple voices
and broader chronotope. Understanding evokes a response in any kind of form (Bakhtin,
1986a). The role of addressee in understanding meaning is foregrounded.
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The process for meaning making in a classroom needs to be “decentralized” from
the teacher to the students. The choice of topics and subjects in lessons is one of the
driving forces of classroom talk and is instrumental in the whole meaning making process.
Focus on changes in choices of topics can be a starting point in changing teacher and
student meaning making dynamics. Instead of following predominantly teachers’ choices,
students should be given a say in choice of topics. This will invite students into author–
addressee dialogic relationships with the teacher because students’ chronotope or their
relationships with times will be involved. An example from the analyzed data in which
the teacher chose to hear her student’s refuting utterance about an old song is one instance
of student’s attempt to influence a choice of topics during the lesson and the instance of
the teacher’s attempt to respond to it (Examples 5.5 and 5.6). Such might be not an easy
task because classroom interactions and school systems operate mostly within the
assignment chronotope (Matusov, 2015) with specifically designates topics. Teachers’
awareness and willingness to involve students into appropriating of topics of utterances
during lessons, however, may bring about changes.

6.5.1

Implications for Teaching
Teachers need to be aware of how changes in dynamics of student–teacher

utterances can influence classroom talk. But they also need to know about the
addressivity, responsivity and superaddressivity. Such awareness will help create
connections and dialogic relationships in classroom discourse. It is useful for teachers to
know that opportunities for exploring and expanding teachers’ statements have to be
given to the students so that the students’ can become authors of classroom talk by
appropriating utterances of others and have their voices heard and taken into
consideration so as to expand and develop new meanings. By focusing on responsivity
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and broadening the expectations for students’ possible responses, teachers can make
changes in the arrangement of utterances and generating more meaningful talk from the
students in the classroom.
Partial or relative exhaustion of topics and meanings tackled through the
utterances created by classroom interlocutors is something teachers need to be aware of
or reminded about regularly. There is a great need for more extensive exploration of
meanings during classroom interactions and a lot of work is done in that area (Mercer,
2000; Mercer & Littleton, 2007). Bakhtinian analysis, however, offers a few key points
which teachers may use to engage with students’, and which will bring about making
meanings differently. Teachers need to understand how to engage students with the
relatively exhausted meanings.
Understanding that speech and utterances as units of speech are inherently
dialogic is the main point in bring about changes in teachers’ epistemologies. Even though
such changes are not within the scope of this study, they have an important implication
for future possible intervention research with teachers. There is evidence of changes in
the approaches to teaching and encouraging more talk by students, but does more student
engagement and talk necessarily lead to creating dialogic environment and opening up
classrooms for dialogue? First, this question can be answered by slicing finer into the
understanding of what is going on in classroom talk through a Bakhtinian lens. Second,
classrooms, especially teachers in classrooms, need to operate with the realization that
language is dialogic. They need to know how to arrange the use of language in a
classroom to account for utterances’ addressivity and interlocutors’ intentions and
responsive reactions, rather than working only with one feature of utterance which is
change of speakers because that is essentially nothing more than just allowing students to
take turns.
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CHAPTER 7
CONCLUSION

7.1

Purpose of the Study
This study is aimed to illuminate the issues and potentials of applying Bakhtin’s

theoretical concept of utterance and its characteristics, such as addressivity, responsivity
and chronotope, to help in understanding dialogic relationship and dialogism (Bakhtin,
1981, 1986a, 1986b) in classroom discourse. In this study, I operationalized and unpacked
the notion of utterance and its features with the help of data from the EL classrooms in
order to see the significance of understanding utterances when analysing meaning
making. The operationalized notions of utterance and its features were subsequently used
in the analysis of classroom talk in two units of EL lessons.
In particular, what has not been previously explored is dialogism or dialogicity
inherent in speech, the innate dialogic nature of chains of utterances and the relativity of
completeness of meanings which can and should be utilized in the creation of new
meanings. I explored how the concepts of addressivity, superaddressivity and
responsivity of utterances as well as chronotope and engaging with topics are central to
meaning making in classroom talk. I showed how understanding and awareness of the
Bakhtinian notions of addressivity, responsivity, chronotope and topical relationships of
utterances, if considered by teachers, might help in creating dialogic relationships
between utterances in order to expand and generate new meanings in a classroom.
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7.2

Summary and Implications of the Findings
In this Conclusion, I return to a few ideas raised during the study and the analysis.

Specifically, though this was not the focus of the study, the role, importance and
challenges of secondary data analysis deserve consideration. I also discussed the key
findings of data analysis of classroom talk through the multifaceted lens of Bakhtinian
concepts and what insights into classroom discourse they provide. Before I move on to
the conclusions about the role of various characteristics of utterance in meaning making
when analyzing classroom talk, several important issues which revealed to be relevant in
dealing with secondary data need to be brought up.

7.2.1

Implications for Secondary Research
As explained in Chapter 4, in this study I went through the process of rethinking

and repurposing of all the originally available data transcripts to make them useful for the
analysis of utterances. This involved rearrangement of all transcribed classroom talk from
a turn-by-turn format into an utterance-by-utterance layout. The analysis of utterances
then helped to illuminate the potential of the influence of the multiple features of
utterances, such as addressivity, responsivity, relativity of completeness of discussed
topics, and chronotope, on creation of opportunities for meaning making or lack of such
opportunities in a classroom.
First, the process of adjusting qualitative data for secondary analysis is as complex
and time consuming as it is for primary data analysis. While each study has its own
rational, circumstances, reasons, concerns and considerations to resort to secondary use
of data (Irwin, 2013; Ruggiano & Perry, 2019), researchers agree that repurposing and
preparation of the data for secondary analysis can be often messy and time consuming
(Tarrant, 2017). In the case of this study, rearrangements of the data for secondary
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analysis took several rounds of testing to determine what changes had to be made to suit
the intentions and the objectives of this research.
Second, initially available primary data (e.g., transcripts prepared for classroom
discourse analysis) might not include all information needed for the secondary analysis.
It needs to be supplemented with other types of data, such as video or audio recordings
wherever it is required, , in order to fill in the missing information relevant for the
analysis. In case of this study, going back to the original video and audio recordings
helped me to identify and decide which details and information were relevant to keep,
which information had to be deleted or added to the transcripts. The interpretive process
of deciding which data needs to be included or excluded is as fundamental to secondary
qualitative data analysis as it is to primary and sometimes requires a few rounds of
iterative reading of the primary data (Irwin, 2013; Miles et al., 2014).
Third, there needs to be relevant additional primary data, which can be added to
inform secondary analysis of transcripts if there is such a need. Because transcripts need
to be kept simple and selective with capturing only the information which is relevant for
the goals of research (Ochs, 1979; Swann, 2001), it might pose difficulties for secondary
research the goals and purposes of which are different from those of primary. It was
exactly the case with this study. To solve this issue available primary data transcripts
needed to be cross-checked with other additional primary data, such as audio and video
recordings as well as other additional information inclusive of field notes and other
supplementary written records. With availability and use of such additional information,
relevant extra details for secondary analysis were added.
A secondary researcher needs to carefully decide what additional relevant details
are needed for the analysis and how much extra information is enough. In this study, video
recordings helped me to identify how utterances were addressed from the teachers to the
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students or vice versa. Video recordings helped me in identifying and documenting
various types of non-verbal responses, such as actions or silence, which were relevant for
exploring addressivity, responsivity and students’ understanding. In the analysis of
utterances and the interplay between different characteristics of utterances, both verbal
and non-verbal utterances are important in understanding classroom talk and dialogic
exchanges between the teacher and the students. While working with the video recordings
I did not go into detail of non-verbal interactions, such as gazes or gestures, because they
were at the periphery of my analysis.

7.2.2

Implications for Classroom and Future Research
Operationalised Bakhtinian notions used in the analytical scheme (Figure 5.3),

such as addressivity, responsivity of utterances, chronotope, and relativity of utterances’
completeness, were instrumental in the analysis of classroom talk. The use of Bakhtinian
analytical scheme showed that an awareness of multiple facets of utterances and their
understanding provides a different perspective to classroom discourse analysis in
comparison with traditional classroom talk analyses based on turns.
Inherent dialogicity of language is something we might miss when looking at
classroom “dialogue” as the same as a “conversation”. Bakhtin (1986a, 1986b)
maintained that dialogicity is inherent in speech. Interlocutors choose words, phrases,
sentences from the language and appropriate them in their speech making them their own.
Such appropriation is a formation or authoring of utterances. Anyone can use the same
words, but each interlocutor will make his/her own unique utterances with the help of
those words.
The analysis of the data showed that created utterances are filled with the elements
of addressivity. They await responses, they engage or do not engage with interlocutors’
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chronotope or time and space, and they are also influenced by others and are meant for
others. And that is where speech is inherently dialogic. Classroom utterances rotate about
various topics and carry meanings. Meanings of utterances is a result of the interplay
between the elements of utterances: addressivity, responsivity, chronotope, relative nature
of topics and meanings.
Awareness of these elements is the beginning of the creation of dialogue and
dialogic relationships in classroom talk. Equipped with such awareness, teachers can help
their students to appropriate available classroom utterances and become part of classroom
dialogue. The analysed classroom talk, however, revealed that often teachers make
statements or pose questions which are plentiful but do not receive necessary elaboration
and do not lead to meaningful responses and topics. The analysis also showed that often
the teacher fails to engage with students’ chronotopes and in those cases where he/she
explicitly tries to do so, he/she manages to evoke meaningful extended responses to her
utterances. Thus, awareness of utterances and the interplay between various chains of
utterances, addressivity, superaddressivity, responsivity, chronotope can be helpful in
planning experiences and activities which can draw students to dialogic meaning making
during EL lessons.
In anticipation of emergence of different modes of communication, Bakhtin
(1986a) talked about possible complex author–addressee relationships and mentioned that
utterances can manifest in different forms depending on the area of human activity, as
well as in different functions of language, conditions and communicative situations.
Indeed, in the analysed classrooms, responses to teacher’s utterances were actions,
silence, laughter and many other non-verbal means of communication. Bakhtin (1986b)
stated that “when the listener or a receiver perceives and understands the meaning of
utterances of others, he/she simultaneously takes an active responsive stance towards
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them. He/she either agrees or disagrees, augments, applies, prepares for execution and so
on” (p. 68). In the immediate responses, the interlocutors in classrooms could either agree
or disagree with what they were saying in their utterances. The analysed data showed that
in many cases the students and the teacher in the classroom did not express their verbal
agreement or disagreement explicitly and were silent in response to each other’s
utterances. Silence was often going beyond a simple absence of responses or answers to
questions (Example 5.14). Silence and other non-verbal classroom utterances can be a
separate theme for a thorough investigation in understanding classroom talk considering
its purposefulness (Glenn, 2004).
As a teacher I should dialogically plan the interactions in my classroom, thus
contributing to dialogism through the way I build and design my speech (choosing an
appropriate genre, topic and theme) and using the language command available to me. As
a teacher I must be aware of it and need to be aware of the immediate and remote in time
addressivity and the chronotopic relationships because interlocutors always connect their
utterances with times and spaces relevant for them. Data analysis revealed that in many
instances the teacher knowingly or unknowingly did not manage to relate to students
chronotopes and tried to narrow classroom utterances to assignment chronotope
(Matusov, 2015). This hindered students’ engagement in providing meaningful responses
to their teacher’s utterances.
Consequently, an intervention study with teachers to raise their awareness about
interconnectedness of utterances, various types of addressivity, responsivity, chronotope
as part and parcel of dialogue, and their role in creation of meanings might be useful. This
is in line with the research on teacher language awareness and content teaching (e.g.,
Lemke, 1990; Seah, 2016; Silver & Seah, 2018), but to my knowledge, this has not been
examined in light of the aforementioned Bakhtin’s notions.
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7.3

Significance of the Research
The notion of utterance in a classroom has been addressed and operationalized in

this study. Other Bakhtinain concepts related to utterance, such as addressivity,
responsivity, responsive reactions, dialogic relationships between utterances, connections
between utterances, have also been addressed and operationalized. In order to investigate
how these notions work with language, speech and interactions in a classroom setting an
analytical scheme for Bakhtinian analysis of classroom interaction was developed. This
scheme can be potentially used in classroom discourse analysis as an analytical approach
to uncover issues and potentialities. Methodologically, this is advancing the previous
studies which reference Bakhtin’s concepts (Burbules, 1993; Nystrand et al., 1997;
Skidmore, 2000).
In terms of understanding classroom talk, the study is significant in not only
showing how to analyze utterances but also showing what an analysis of utterance in
classroom talk can help us understand. Specifically, utterance is not the same as a
conversational turn with simple immediate addressivity. Analysing classroom talk as
teachers’ and students’ utterances allows for a more nuanced explanation of addressivity
and responses. Analysing classroom talk as utterances helps to understand that classroom
dialogue has chronotopic overtones. Teacher’s lack of engagement with students’
personal chronotopes or their relationships with time and space create issues for student
participation in meaning making. Another hindrance to students’ participation in meaning
making in classrooms might be different superaddressees or invisible, constant and just
“listeners” which do not allow them to connect with each other in authoring new
utterances and meanings.
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Thus, a Bakhtinian analysis of classroom talk specifically allows researchers and
teachers to discern utterances in a classroom and drill them down to the finer layers of
addressivity, responsivity, chronotopes, the topics they cover, the level of completeness
of covering those topics, how all of these layers connect and interrelate with each other,
and how it helps or hinders meaning making.

7.4

Limitations of the Study
The main limitation of this study is the use of a small sample. While this allowed

an extremely fine-grained analysis of teacher–student interaction, including an analysis
across two units with the same class and same topic, limits generalizability of the findings.
In addition, explanations and operationalization of Bakhtinian notions with the use of the
examples from the same set of lessons is appropriate for a proof-of-concept, but proofof-concept needs to be applied to other lessons, other academic subjects, and other
participants to fully demonstrate utility as noted in the suggestions for future research.
Some of the features of utterance, such as the attitude of utterance towards the
interlocutor, were difficult to demonstrate with the examples, and I mention it in Chapter
5 as an explanation.

7.5

Conclusion
In this study, I have operationalized Bakhtin’s notions for their use in analyzing

classroom talk. With that operationalization I have shown multiple characteristics or
facets of utterance, such as addressivity, superaddressivity, responses, chronotope,
relative exhaustion of topics of utterances, and the interplay between those layers of
utterance which makes up dialogicity of language. Engaging or not engaging in this
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dialogicity helps or hinders involvement of students in creating new utterances and
meaning making.
I have also noted the limitations of the study and possible ways forward for future
research in this area. Implications for teachers have been mentioned but these are also
areas for future research because interventions using this operationalization have yet to
be developed. Finally, I have also commented on some important points to note when
undertaking secondary analysis of classroom talk, especially when using transcripts
created by others.
Overall, while the study provides support for theoretically driven Bakhtinian
analyses of classrooms it also highlights the need to undertake further studies for a fuller
understanding of the role of dialogicity of speech and utterances in meaning making in
classrooms.
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APPENDIX
Example 5.33. A detailed analysis of a lesson episode: chains of utterances, connections, explication of meaning.
113

T

Class

Okay, now you will sit in your groups for today, Wednesday,
Thursday. Whenever we do any group work you will sit you will
work with the people. Okay I put here. I will make the changes

This part of utterance is connected and
related to all the previous utterances in
the chain from #1 to 113 pertaining to
the organizational matters: group
arrangement in the class.

because some of you are going off for camps or Hong Kong or
whatsoever Hong Kong trip. Okay, so otherwise you should
remain in the group as I have, as MOE has stipulated. I represent
MOE anyway. Okay, now let’s start. Okay, Monday morning.
Err, I don’t want to talk. ((T setting up PC, it takes only a few
seconds)). Okay let’s listen to a story. Any of you listen to audio

This part of the utterance is opening up a new
topic: listening to audio stories. It is connected
with the utterances which follow. Last sentence
is a question.

stories?
114

S

T

Yes.

115

T

Class

I know you are not my era but my era we have Rediffusion and
all that. Okay, I am not so old but when I was a kid there was still

Answer to the question in the previous utterance.

Utterance #115 supplements utterance #113 (the
part about listening to stories). Bringing in broader
contexts: Rediffusion, BBC radio.
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Rediffusion and we will listen to stories. Have you listened to
any stories or BBC on the radio?
116

Class

T

Action. The class just remains silent, none of the students says
“yes” so this is treated by the T as a “No” answer to the T
question.

117

T

Class

None? None of you. Okay, or you are too afraid to speak. Let’s
listen to an audio story err the title … (the T is writing the title of
the story on the WB, the title says “Change of Heart”).

118

T

St O

Can you see St O?

119

St O

T

Yes.

120

T

Class

What do you think the story will be about?

121

S

T

Love.

122

Ss

Class

He he he.

123

T

St

Love? Okay good.

124

T

St A

St A? Change of Heart?

125

St A

T

(Unclear).

Responsive reaction to the teacher’s previous
utterances #113 and 115 – student remain silent.
The students reply with a “yes” to utterance #113
and with silence to utterance #115).
Students do not connect with and do not relate to
teacher’s personal chronotope.
Teacher’s verbal responsive reaction to the students’
silence in utterance #116 and an invitation to listen
to the story / providing the title of the story to the
class.

An imbedded short chain (#118-119): clarification if
the student can see on the whiteboard.
Teacher’s question intended to push classroom talk
forward, elicit ideas from the students.
Student answer.
Responsive reaction of the class to student’s
utterance (#121).
Teacher’s response. Accepting the answer.
Addressing another student. Eliciting more answers.
Unclear utterance. Not possible to identify
responsive reaction or meaning.
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126

Ss

T / Class He he he.

127

T

Class

A Change of Heart.

128

T

St

St O?

129

St O

T

I don’t know.

130

T

St

Okay, St SZ? What do you think the story will be about? Predict.

131

St SZ

Unclear

About a man (unclear) over.

132

T

Class

Somebody turns over a new leaf. Good.

133

T

St I

Okay, err what about St I? Ya, who is hugging her bag for life
she is afraid that it will leave her that it will change its heart and
leave her.

134

St I

T

Huh? Love.

135

T

Class

Love. Okay, many of you think that it’s about love. Okay, let’s
listen to the story and later you tell me whether it’s about love.

Class’s responsive reaction to the previous
utterance.
The teacher goes back to the meaning of the
title (away from “Love” suggested by
students). T is awaiting some other ideas.
Teacher asks a specific student.
The students does not know the answer. Or does not know
the answer which the teacher wants.
The teacher insists and asks another student.
St SZ answers the question.
T rephrases utterance #131. This seems to be the
answer the teacher waited for because she reiterates it
and adds “good” at the end of her utterance.
The teacher wants to have more ideas (meanings?)
by asking another student. Meanwhile she also
reprimands her for not putting her bag properly
(connection with the previous utterances (Examples
5.25) and plays with the meaning of the title of the
story bringing it to the classroom situation.
The student shows her surprise “huh?” Then she
says “love”. It is not clear if “love” is a thread of
meaning which is her idea too or it is just a
repetition of utterance #121 by another student. If
it is the former – clearly the teacher should have
expanded the exploration of this meaning.

Listen carefully okay. I want you to listen out for who are the
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main characters and all those things because I am going to ask
you after that.
136

Audio

Class

Change of heart. Written and read by Julie Reader Ferra. In the
year nineteen sixty-six, a beautiful penny was born. She had
lovely, copper-colored hair and a perfect round body. As she

Not highlighted part of this utterance is a reiteration
of what the students have said without the
exploration of this meaning possibly being not the
one “sought”. The rest of the utterance is the
invitation to listen to the story. Teacher sets the
marking for the upcoming utterances by giving
pointers for comprehension and evaluation.

The whole of utterance #136 is an audio story
the students in the classroom listen to.

rolled out of the minted womb, she was put in a paper casing with
49 other new pennies and taken to a place called a "bank." One
evening about 5:00 p.m., she heard a voice say, "I'd better break
open a roll of pennies so I'll be ready for morning."
Thereafter the little coin felt herself tumbling about until she
landed in a small compartment with several others like herself.
Looking around, she spied a very different penny.
"So, who are you and what are you staring at?" asked the grumpy
stranger. "I'm a penny and I didn't mean to stare," she replied in
a tremulous voice. "Well of course you're a penny. Anyone can
see that—what's your name? You know that thing that makes you
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unique and identifiable?" "Well, uh, name, uh-I guess I don't
have one."
"Hmm... well, you'd better get one or you'll get the same moniker
they all get, who doesn't have names," retorted her crusty
companion. "What name is that?" she asked. "Well, Anne—It's
short for Anne Nonimous," he spat out with disdain. "And then
no one will ever know who you are."
Do you have any suggestions for a name?" she asked.
"Well, let's see-yep-yer a classy one all right—and smart one too.
Let's call you, Myrtle. I once knew a silver dollar named Myrtle,
and a fine lady she was."
"Myrtle... Myrtle..." she thought, "That's a great name. From now
on, when anyone asks me who I am, I can say, 'Myrtle.' Thanks
mister."

"Think nothing' of it kid. So you're a newborn huh?

Well, I suppose there's a few more things I better tell ya." As they
nestled comfortably in the cash drawer for the night, her mentor
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told her about many wondrous things. Her favorite stories were
those about the other coins.
You sees, when we're all mixed up together in a pocket or purse,
the humans call us 'change'," he told her.
But we're not all the same. No siree! There are the old nickels,"
he said, "bigger and rougher, with buffaloes on 'em.
Ya gotta look out for them buffalo nickels," he warned, "they
don't like being part of change. They hold onto the past when
buffaloes were plentiful and respected. Then there's the dimes—
well dimes are smaller, but people like them better'n us.
Sometimes they'll see one of us on the ground and just walk on
by, but they'll never pass up a dime or a quarter or a dollar. Let
me give you one last bit of advice before turning in."
"What's that?" she asked. "Come close, don't hang around with
the slugs—they'll get ya in a jam every time. They pretend to be
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like change, but they aren't. They're big phonies! Now get some
shut-eye and good luck."
Myrtle smiled (as pennies often do when humans aren't looking)
and said to her rough friend with the smooth soul, "Thank you
for your help-er what was your name again?"
"Never mind"
"No, please tell me."
"Oh, all right it's 'Anne', darn it, 'cuz nobody ever told me about
names."
Myrtle was still chuckling as she dozed off.
She was awakened by the bright light of her drawer being
opened. Once again, she was jostled and when she settled down
she looked for Mr. Anne Darnit but he was gone. Suddenly she
was whisked from her place by a hand—and then placed in
another hand—my goodness there were lots of hands!

267

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

Myrtle's life became a constant monetary motion. She was
passed from palm to palm, pocket to pocket and purse to purse
thousands of times. Once she went from a small sticky hand into
a gumball machine.
She learned that if sales clerks said, "OK, that'll be—" and then
concluded with any amount ending in one, two, three, four, six,
seven, eight, or nine, she might be called into service. She rested
when she heard zeros and fives, knowing that her friends,
nickels, dimes, quarters and halves would be used then.
Occasionally she would encounter a peso, a lira, or another coin
from far away and she would learn about the world.
Only one thing bothered her normally positive disposition. From
early in life, people treated her as common. Sometimes they
would look through all their change searching as if for a treasure,
but then they'd say, "Nope, nothing but pennies." Feeling
unworthy, she longed to be a more precious coin.
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Once she was lying on a dresser top and she spied a penny in a
plastic wrapper. She immediately said, "Hi, what's your name?"
"Why, "Un", of course," came the very patronizing reply.
"Un-what?" inquired the naive Myrtle.
"Un-circulated, of course."
"Oh."
"That means I have never been in circulation. I am virtually
untouched by the Gods. I even have this perfectly, sealed home
to live in so I'll never even tarnish. Myrtle had to admit that Un
was gorgeous. She was a 1914—45 years younger than herself,
yet Un was brilliant and beautiful. Myrtle became self-conscious
about the wear and discoloration she was accumulating in her
constant travels. She wished, if she had to be a worthless penny,
that she could have been a beautiful one like Un.
The next morning, she was off again, but she was not looking
forward to another day of being insignificant. Early in the
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morning a gentleman took her from atop the dresser and placed
her in his pocket. Later, she heard him say,
"Hi, I'd like a dozen red roses for my wife and a white one too—
for the baby—you see we're going to have a baby soon and we're
very excited."
"Congratulations, sir. That comes to $8.31."
Myrtle perked up immediately, happy to be part of such a loving
transaction. Soon she was settled in the cash register drawer.
Later in the day a lady stopped by the flower shop and asked for
a plant for her mother who was ill and needed an uplifting gift.
Myrtle was given to the lady in change and once again got to be
part of a loving gesture. When she came to rest that evening, she
was dropped through a small slot into a glass container.
"Hey, is that you, Myrtle?" asked a familiar voice.
Stunned, the penny realized she was sitting next to her old friend,
Anne Darnit.
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"My gosh it's great to see you," she exclaimed.
"That it is, that it is. Well, what have you learned in all your
travels, Miss Myrtle?" he asked. Myrtle rolled over next to her
mentor, Anne Darnit, and thought about what he had said. A
warm feeling came to her heart and she knew that she would
never again wish to be something other than what she was.
"Nighty-night."
"Night, kid."
With that, she rested for several months before the glass was
broken and she was, once again, in circulation.
Here follows: At a heart of change there is always a change of
heart.
137

T

Class

Okay. How do you feel after reading, hearing it?

138

S

T

Okay la, not bad.

139

T

Class

Okay la, not bad. Why not bad?

140

S

T

Nice what.

Teacher’s question to the whole class of students. The question
is about their feelings. Is there an answer she wants to hear?
One of the students answers the question in a neutral way
“not bad” containing a negation.
Teacher repeats the previous utterance. Then she requests
the student to elaborate because it seems that she does not
understand what is meant by “not bad”.
Utterance-answer contains a positive word
“nice” now. It is not clear though if it is said
by the same student or a different one.
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141

T

St

Nice what.

142

T

St J

Later can you help me click?

143

T

St V

Hmm, any other comments, St V?

144

St V

T

What?

145

T

St

What, he he he. You’ve just woken up from your snooze.

146

St V

T

Huh? Already woken up.

147

T

St V

How do you feel after listening to that story?

148

St V

T

Okay lah.

Teacher repeats exactly the same words. The
T does not seem to succeed in uncovering
what students feel about the story.
This utterance is related to the chain where one of the
students helping the teacher to click the projector
slides (both earlier and later in the lesson).
Teacher’s question – invitation for other ideas.
Addressing a particular student probably.
Intention is to involve more students.
Answer-question. The student did
not expect he would be called
upon.
It seems like the teacher achieved the goal, the
student is activated. She reiterated it by her
slightly sarcastic remark about his snooze.
The student plays along and says that he
woke up.
Teacher’s question about the feeling
towards the story. She goes back to the
attempt to explore students’ feelings
about the story.
An emotionless remark. No contribution
in terms of meaning-making.
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149

T

St V

Okay lah?

150

T

Class

So most of you okay la.

151

T

St O

St O?

152

St O

T

Nothing.

153

T

St O

Huh? Nothing uh.

154

T

Class

So, what is changed? What was the meaning of change?

155

T

St J

St J.

156

St J

T

((Walks towards teacher to help the T with the overhead
projector)).

157

T

Class

Okay, so what is the meaning of “change” here?

158

T

St W

St W?

This time the teacher seems to show a
surprise as she addresses this particular
student. She might have expected more from
him.
The teacher sums up the received students’
answers. The answers were from mildly negative
to neutral.
The teacher decides to ask one more student.
Possibly hoping for a more extended answer,
sharing of any feelings.
The student directly says that she feels “nothing”.
Now the teacher expresses her genuine surprise at
the fact that they feel “nothing”.
This utterance is related to all the previous
utterance where they were predicting the
plot of the story and exploring the possible
meanings of the word “change”.

This is an embedded short chain (#155 and 156)
pertaining to clicking the slides (relates to all
previous and future utterances in his lesson
pertaining to this matter.
Teacher’s question. Exploring the meaning
of “change”. Added specifier “here” which
might be an indicator of seeking a “desired”
answer.
Teacher addressing a specific
student.
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159

St W

T

160

T

St W / Just now you said it was about love. Love stories change of heart.
Class

Transformed.

Transformed. Is there only one meaning of change? What is the
other meaning?

161

St W

T

Don’t know.

162

T

St W

Don’t know.

163

T

Class

Okay when I give you ten dollars for something that I buy for
nine fifty. What do I get?

164

S

T

Fifty cents.

165

T

Class

What do you call that fifty cents?

166

S

T

Change.

167

T

Class

Change ya! So, there’s actually a double meaning for change.
Okay, playing on the word change. A pun on the word change
but at the same time okay err it is a change of heart okay.
Somebody or something changed its heart or changed his heart

Student’s answer.
Connecting with the previous ideas.
Grouping the earlier expressed ideas of love
/ change of heart and “transformed”. Then
explicit question about the double meaning
of the word which is the answer sought for.
Yet the answer is not coming.
Teacher repeats the previous utterance
possibly with surprise or disappointment.
Direct eliciting of the planned (desired)
meaning by the teacher. A question.
An answer.
A question.
An answer.
Utterance #167 is a confirmation of the “correct”
(desired) answer by the teacher. Explanation that the
word has a double meaning. The teacher shares why
she picked this story up for listening because of the
play of words. She makes a connection and relates
this to the exams. She says with regret that their
stories are not interesting (highlighted).

or her heart because Myrtle. Sounds like a girl rather than a man.
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Okay, so well uh I have thought of that story was interesting and
you see you can do things like playing of words and all that to
make your story a lot of interesting unlike the ones that I read in
your exams. They are dry like bones until that I nearly died
sleeping over them. Okay, change …
168

T

St J

Uh you just click.

169

St J

Class

Action (clicks the next slide).

170

T

Class

… would have two meanings like what you just said right?
Transformed as well as the money that you return the balanced
money. Okay, hmm next person.

171

T

St E

Let’s ask St E.

172

St E

T

(Unclear).

173

T

Class

Ya, if you don’t have a name what do they said they will be
called? I mean just to recap the story so that I know everybody
know what you should hear.

174

St E

T

Eh, I don’t know.

Till this point in the lesson, in the chain of utterances
dealing with the topic of “change” the teacher has tried to
involve students’ feelings towards the story and connect to
their emotions the students did not related with it. Students
have been giving negative to neutral unexpanded answers.
There is no connection between this story as an utterance
and students’ personal chronotope, despite teacher’s
intention to establish students’ emotional connectedness
with the story. There was not enough exploration of
meanings at the point of predicting the plot and the ideas of
the story. Such exploration could have revealed more
information from the students to establish such connections.

Utterances #168 and 169 are part of the chain on
clicking the slides of the presentation. Teacher’s
request – student’s action response.
Part of the utterance is still about the double
meaning of “change” (highlighted). Then the
teacher wants to appoint another student for an
answer.
T appoints the student who will need to answer
her question.
The utterance is unclear. But probably the student
asked something to clarify instead. And from here
the topic changes.
The teacher explains how to name
something that does not have the name.
Then she wants to make sure everyone
heard the story correctly.
No understanding. The student does not
know the answer.
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175

T

St E

They gave a name.

176

T

Class

Anybody can help?

177

S

T

Moniker.

178

T

St

Moniker, yes!

179

T

Class

So now er …

180

T

St J

St J.

181

St J

Class / T Action. (Shows the next slide to the class).

182

T

Class

Moniker okay, so it’s spelt m o n i k e r. Why do you think it’s
called this way? Huh? Sounds like?

183

S

T

Money.

184

T

Class

Money, right? What’s the other name that you know?

185

S

T

Penny?

186

Ss

Class

He he he. (Some students are laughing).

187

T

Class

No as in sounds like Moniker. Uh. Money and what? What’s the

The teacher continues to explain the name.
The teacher is asking for help from other
students.
One student gives an answer.
The teacher confirms the correctness of the answer.
A pause.
Utterances (#180-181) related to the
chain of utterances about clicking the
slides.
This utterance is the direct elicitation of
the students understanding of the play of
words.
One of the students gets it and gives an answer.
The teacher confirms and tries to explore.
The student answers the question in the
previous utterance.
The class responds with laughter.

other name? I mean is there any names that sound like Moniker?
How is it spelt?

Teacher does not accept the answer and
continues eliciting the expected answer.
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188

S

T

Monkey.

189

Ss

T / Class He he he. (Some students are laughing).

190

T

Class

Well, I don’t think you know that name. Okay, well Moniker
played the word for money and the hmm also the name Monica.

The students are not able to make a
guess, one of the students makes fun.
Students respond with laughter.
The teacher explains the play on the
meaning of the two words – monetary,
Monica. Then she asks a question.

You have not come across this name Monica?
191

S

T

Got.

192

T

Class

Ya, I am sure you have Monica ya but they spell it differently
because they are playing on the word money. Good.

193

T

St J

Next St J.

194

St J

T / Class Action. (Showing the next slide to the class).

195

T

Class

So, who is the main character? Do you remember? What’s the
name?

196

St

T

(Unclear).

197

T

Class

What do you hear? Who is the main characters or are there no
main characters?

198

S

T

Have.

The student answers the question with
the affirmation.
The teacher continues her explanation.
And gives the positive evaluation of the
student answers.
The embedded chain related to clicking
the slides.
At this point, the teacher changes the
topic and the subject of the talk slightly.
She asks about the main character.
Non-explainable unclear utterance.
The previous utterance is unclear. The
teacher asks a question to clarify
something. Then she asks about the main
characters again.
The student answers in affirmation.
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199

T

Class

Huh? Have.

200

T

St

St Sh? Who is the main character?

201

St Sh

T

Just now that thing. I don’t know the name la.

202

T

St Sh

Don’t know the name. Can you recall how it sounds like?

203

T

Class

Okay, I think you didn’t get the name. It might be a little difficult.
Myrtle, Myrtle is the main character. Your stories must have
main characters. Cannot have just have a few characters but no
one is main. Okay? So, it will be good if your story have a main
character.

204

T

St J

Next question, St J.

205

St J

T /Class

Action. (Shows the next slide to the class on T’s request).

206

T

Class

Who are all the characters then? Can you remember?

207

T

Grp Sts

Yeah, name me the characters St I and St CZ.

208

S

T

Cashier.

209

T

St

Cashier, okay minor character. Ok.

The teacher repeats the student’s words.
The teacher asks the appointed student about
the main character.
The student answers but does not know the name.
Teacher recognizes that the student
possibly did not hear the name of the
main character properly.

The teacher explains to the class what the name is.
Then she connects this chain of utterances, topic and
discussed meanings to the issue of student own
writing of their narratives. Interesting use of the
word “must” and then” it will be good if” in relation
to students having main characters in their own
stories.

Utterances (#204-205) related to the
chain about clicking the slides.
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210

T

Class

Who else? You don’t know the names is alright you just tell me
who they are.

211

S

T

Old coin.

212

T

St

An old coin. Good.

213

T

Class

Anyone remembers the name for the old coin?

214
215

Anne.
T

Class

Ann. Anne Donit later. But Anne Nonimous. Who else or what
else? Or what else? Another coin.

216

S

T

Just now the small one, the young one.

217

T

Class

Myrtle of course is one of the characters.

218

S

T

Un

219

T

St

Un what?

220

S

T

Unwrap.

221

Ss

Class

He he he. (A few students are laughing).

222

T

St
Class

Utterances from #206 through #226
is teacher-student interactions where
the teacher is eliciting students’
understanding of the story and who
the characters of the story are.
Utterances 218 through 222 are also
dealing with the vocabulary – the
meaning of the word “uncirculated”.
The chain consists mostly of teacher
questions and students’ answers.
Three is no elaboration of the
meaning of the characters.

/ Unwrap he he. Un-circulated coin. Good. And then the human
characters? Who are the human characters?
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223

S

T

224

T

St

The person buy the flower for the wife.
/ A man buys flower for the wife and who else? After the man who

Class

else bought flowers or a plant?

225

S

T

A lady who buy. Her mother was ill.

226

T

Class

Yeah, mother was ill okay so she brought a plant as well. Okay,
those are the characters.

227

T

St J

St J, just click, click, click.

228

St J

Class / T Action. (St J shows the next slides to the class on T request).

229

T

Class

Embedded chain related to clicking
of the slides.

Yeah. Okay, yup the err and of course I left out the cashier
because it was just somebody in the setting. Okay.

230

T

St J

One more click.

231

St J

T / Class Action. (Shows next slide).

232

T

Class

Yup, “lady buying a plant for her mother who is ill’. Okay, so

This utterance comes back to listing
characters.
Embedded chain related to clicking of
the slides. This becomes more like listing
the things and slide pushing rather than a
discussion.

these are the characters. Now when you write your stories also
you can have a mix. It does not necessarily mean that all must be
human characters. Okay, you can play on which is why narratives
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are different from recounts. Recounts you will not have a penny
recounting his journey, correct? You will have but narratives you
can. So that’s the slight difference but they are both actually story
telling. Okay, so what problem did the protagonist what is the
meaning of protagonist?
233

St

T

(Unclear).

234

T

St

Huh?

235

S

T

Main character.

236

T

St

Main character.

237

T

Class

Okay, so what did the main character face?

238

T

St YH

St YH.

239

T

Class

Or what problem or what er er you know something he could not

Utterances 229, 232 – 236 are
exchanges of speech about the
characters of the story. The teacher
also connects this utterance with the
chain about students’ own narrative
writing.
The vocabulary meaning of the
word “protagonist” is somewhat
explored by the teacher as it is
connected to the characters.

Utterances 237-242 tackle the topic
of the tension or the problem of the
whole story – the issue of the main
character, the protagonist.

resolve?
240

S

T / Class (Unclear).

241

T

St
Class

/ She feels, Myrtle feels that she is worthless she hopes she is of
greater value and she hopes that she is prettier.
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242

T

St J

Yes, St J.

243

St J

T / Class Action. (Shows the next slide).

244

T

Class

Utterances related to clicking of the
slides.

She was bothered that she was only actually worth what? A
penny which is worth only a cent so she wants to be more
important she wants to be prettier. So, what changed her mind?
What changed her mind?

245

T

St V

Let’s ask St V.

246

T

Grp Sts

Haven’t asked this table, they have been sitting there safe.

247

St V

T / Class (Unclear).

248

T

St V

This utterance along with utterances
# 245 through 251 and # 254-256
are part of the chain about the
tension of the story, the
problem/issue faced by the
protagonist and the turning point.
Utterance #244 also connects to
utterances about the meaning of the
word “change”, change of mind.

Ah, so was there an incident or an occasion that changed her
mind?

249

St V

T / Class (Unclear).

250

T

St V

Yes, the man buying flowers and it’s for a worthy cost for the
wife as well as the baby they are anticipating.
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251

T

Class

Okay, so there was a turning point okay so your stories will also
have turning points. They must turn. Okay, ya so that changed
her mind.

252

T

St J

St J.

253

St J

T / Class Action. (Showing the next slide).

254

T

Class

‘When she overhead a man who was buying flowers as well as a
lady buying a plant’. Okay, that changed her mind so in your
story that is sometime where something changed. That is called
a turning point ya and then of course what lesson did she learn?

255

T

St WY

256

St WY T / Class (St WY is silent).

257

T

St J

St WY. Okay.

Okay, maybe you back up and show her the problem first and
then after that come back to this question. I mean just up arrow
the up arrow. Yes.

258

ST J

T / Class Action. (ST J went back with the slides as the T instructed to
show the question to St WY).

Utterances #257 through #261
related to clicking of the slides. But
this time it is to help the student
who remains silent for long to give
an answer to teacher’s question
“What lesson did she [the
protagonist of the story] learn?”
Despite this effort, there is no
answer.
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259

T

St WY

You saw the problem?

260

T

St J

Okay, now next slide.

261

St J

T / Class Action. (Showing next slide).

262

T

St WY

263

St WY T / Class (She is still silent. She is probably thinking).

264

St

T / Class (Some other St is trying to answer but it is unclear).

265

T

St

Huh? Let her give it a shot first then you try.

266

T

St WY

St WY.

267

St WY T

268

T

What lesson did she learn?

Doesn’t matter that she is a penny she can be used in a right way.

By utterances #259, 262-266 the
teacher elicits an answer from this
particular student.
Utterances related to clicking of the
slides.

The student’s answer arrives.

St WY / Ya it’s not how much you are worth but it’s how you are used.
Class

Not who you are but how you are used. Okay, so that was the
lesson.

269

T

St J

270

St J

T / Class Action. (Showing the next slide).

271

T

Class

The teacher affirms the answer deeming it
right. But there is no elaboration, no
addressing this utterance back to students,
no engagement with their personal
chronotopes.

St J.
Utterances related to clicking of the
slides.

So, your story can have a moral right? What’s the moral? A
lesson that you learn at the end. A value or a lesson learn at the
284

ATTENTION: The Singapore Copyright Act applies to the use of this document. Library and Information Services Centre, National Institute of Education.

end ‘a value printed on her is not as important as how she is
spent’.

Eliciting the meaning of what the moral or the
lesson of the story is and also connecting this to
the procedures of the student’s own narrative
writings – the story must have a moral. But there is
no prior practice of student own engagement with
the topic of “lesson” or “moral” in relation to their
own personal stories, which if done would have
helped the students in mastering the narrative story
genre.

272

T

St J

Okay, alright thank you St J.

273

St J

T

Action. (St J is going back to her seat).

274

T

Class

Alright now, oops. Ah, how did she resolve her insecurity though
I
largely mechanical, this chain of utterances

Utterances related to clicking of the slides. Even

illustrates some elements of classroom (assignment)

missed this question. ‘She learnt to value how she can be usedchronotope taking a priority – the talk has to move

on, clicking the slides-question-answer succession.

rather than who she is’. Okay, so she resolved her insecurity.
Okay, now I will recap. Remember this triangle that you always
see. I always give you triangle even expository I also give you
triangle, right? Narrative let me recap what’s a narrative structure
okay. If you have forgotten please take this down. Just take down
the keywords. Okay, there will always be an orientation how the
story started. The ‘way things are before action starts’. Rising
action which is the complication. Series of event leading to any

At this point of the lesson this is an utterance
which stops but not closes the chain discussing
the story and its characters. There will be more
utterances related to this chain but this is the main
and most relevant part of it. There is no
elaboration of the topic of “resolving insecurities”
which could have been relevant of the students of
their age, could have helped to connect with their
personal chronotopes and as a result to mastering
the narrative genre.

This part of utterance #274 starts a
new chain of utterances covering the
topic of narrative structure.

problems.
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