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Abstract: A teacher’s use of classroom space via embodied movement enacts a
specific spatial pedagogy and has a significant impact on the nature of teaching and
learning that can take place. The ubiquity and large expenditure in renovating
university learning environments have not been accompanied by well-informed
research due to a tendency to background embodied movement in pedagogic
investigations. This paper explores the semiotic potentials and pedagogic functions
of one teacher’s embodied movement in an Active Learning Classroom in a tertiary
setting. It maps out the interrelationship of embodied movement and space as an
entanglement of materiality and practice, which complements existing research that
relates movement to space only in terms of layout and composition. By conducting a
nuanced multimodal analysis of one teacher’s co-patterns of movement and speech
in a tertiary lesson, this paper finds that co-patterns of embodied movement and
speech in the classroom can segment phases of pedagogic discourse into five secondary
phases and that these phases congruently enact different types of space to modulate
the teacher-student relationship and enact different pedagogic roles. The paper
concludes with a discussion of the implication of embodied movement on classroom
design and pedagogic practice.

Keywords: embodied movement; curriculum genre; spatial pedagogy; Active
Learning Classroom; multimodality

1 Introduction

This paper understands a teacher’s use of classroom space via embodied movement
as essentially a communicative and meaning-making practice, entangled in the
material design of classroom and constituting important designs for spatial pedagogy
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(Lim et al. 2012). Concurring with Lim et al. (2012), this paper argues that classroom
space takes on its full meaning in conjunction with embodied movement, and it is
only through a standpoint of movement that an adequate understanding of class-
room space can be developed. Under this theorization, classroom space is seen as a
material, semiotic, and social ensemble dynamically produced in embodied move-
ment. A practice perspective is significant because it enables us to understand better
what we mean in classroom space through embodied movement. It further prompts
us to contemplate the pedagogic motivations for movement choices (e.g., positioning
space, stasis duration, movement target) that have been made, thus combining
nuanced descriptions and interpretations in analyzing classroom space.

Recent years has witnessed an increasing awareness of the pedagogic role of
space (i.e., the built environment) in higher education (e.g., Giroux and Giroux 2004;
Kuntz 2009; Wu 2022, 2025; Wu and Ravelli 2022). For instance, Gregory and Urry
(1985: 3) discuss the mediatory role of space and claim that “spatial structure is now
seen not merely as an arena in which social life unfolds, but rather as a medium
through which social relationships are produced and reproduced.” Similarly,
Jamieson (2003), Oblinger (2005), and Montgomery (2008) all concur that an
institution’s physical environment has significant implications for its teaching and
learning practices. In other words, it is widely acknowledged among scholars that
space matters pedagogically.

University spaces mediate teaching and learning practices, but at the same time,
these spaces are jointly shaped by culture, society, and ideology (Matthews et al. 2011;
Webb et al. 2008). In the past, the ideology of teaching as a “transmission of infor-
mation” was so prevalent that universities’ delivery and assessment systems
worldwide were built and designed with this goal in mind (Biggs and Tang 1999: 21).
However, the growing integration of communication and information technologies,
in combination with the shift to what Bernstein (1996) terms a shift from visible
pedagogy to invisible pedagogy, is changing teaching and learning spaces in uni-
versities. Contemporary educational philosophies encourage universities to pro-
vide spaces that enable communication, collaboration, community building, and
more closely catering to individual needs. They call for implicit teaching and have a
stakeholder perspective that highlights the agency of all participants in the educa-
tional setting (Tobin and Roth 2006). Attention thus turns to issues of comfort,
aesthetics, fit-out, and layout, with a need for effective teaching and learning envi-
ronments in the university to be both functional and visceral (Jamieson 2003: 111).

The emergence of the Active Learning Classroom (hereafter ALC) is a testament
to the dynamic nature of pedagogic discourses and the evolving needs of higher
education. In the 2000s, as class sizes were increasing worldwide, institutions faced
the challenge of providing an interactive and student-centered pedagogic experience
while accommodating more students in one classroom at the same time (Baepler
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et al. 2016). ALCs were designed to meet these demands, offering a solution that could
both accommodate increased class sizes and facilitate student-centered pedagogic
practice. The construction of ALCs on university campuses has thus become a global
initiative, showcasing the innovative spirit of leading universities worldwide
(Roderick 2021).

Embodied movement and space are closely related, with movement constituting
one aspect of embodied practice in space. Following McMurtrie (2013: 5), movement
refers to the physical location of the entire body, which involves dynamic transition
and static positioning in space. “As people move, they create a span of spatial text
called a promenade, which is constituted of one moment of motion straddled by two
moments of stasis” (McMurtrie 2013: iii). In the pedagogic context, a teacher’s head
and torso often move together with the entire body, so gaze and body orientation are
also considered. In other words, movement in this paper entails bodily transition in
space, gaze, and body orientation. The employment of multiple embodied
resources in the space constitutes pedagogic design and enacts a specific spatial
pedagogy (Lim et al. 2012). Although educational scholars already recognized that a
teacher’s movement in the classroom contributes significant elements to the spatial
and pedagogic experience (e.g., Lim et al. 2012; Ngo et al. 2022), this type of movement
is often seen as dependent on spatial designs such as layout and furniture placement,
rather than an independent meaning-making practice. In the pedagogic context, the
embodied movement has often been on the margins of scholarly attention, so a
limited understanding of its semiotic nature and pedagogic function remains. In light
of this, this paper conducts an in-depth investigation of one teacher’s embodied
movement in an ALC to facilitate an understanding of the meaning potential of a
teacher’s movement in the classroom as a step towards a further understanding of
how different movement patterns in space function to realize a particular kind of
spatial pedagogy.

2 Literature review: space, pedagogy and
embodied movement

The articulation of the spatial turn (Foucault 1986) in postmodern experience has
engendered a growing interest in space in academic debates (e.g., Giroux and
McLaren 1994; Grossherg 1994). A large body of literature on spatial experience has
been developed in social sciences, including its relation to education (e.g., Giroux and
Giroux 2004). There is an emerging trend to include the role of space in higher
education research (Kuntz 2009); in the words of Edward (2000: vii), “university
architecture has a higher mission compared with other architectures” as “the
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university environment is part of the learning experience, and buildings need to be
silent teachers.” Within this field, educative space is no longer “a container of
teaching and learning practices” but “a dynamic multiplicity that is constantly being
produced by simultaneous practices” (Fenwick et al. 2011: 129). Spatiality, the socio-
material effect and the relation of time-space, is “a tool for analysis” (Fenwick et al.
2011: 129).

In the context of higher education, several studies have begun to recognize the
importance of physical spaces in teaching and learning practices and explore the social
relations involved in this process. For instance, Sommer (1977) understands the
arrangements and use of physical space as part of the non-verbal communication
system of the classroom. The educational mission of the university is supported by
extensive capital expenditure in formal and informal learning spaces. However, the
need for more empirical research is urgent and crucial to investigate the interactions
between such spaces and pedagogic practices. Learning spaces in the university
constitute “complex and dynamic assemblages of material, virtual, and social
resources,” involving both people and things (Ravelli 2018: 63). They afford and are
mainly enacted by teaching and learning practices. The complexity of learning spaces
and their relation with practices in the university make it challenging to describe,
evaluate, and improve these spaces in terms of their design and use (Ravelli 2018).

Studies into the semiotic potentials of educative spaces and pedagogic practices
offer a rich and inspiring landscape. They understand the interactions between
educative spaces and pedagogic practices as communicative. The prevalence of
digital technology highlights various forms of communication — images, gestures,
sound, movement, etc., in the semiotic landscape and has occasioned a boom in
multimodal educational research across different levels (primary, secondary and
tertiary) and different subjects (History, Math, English, Biology, etc.; e.g., Bezemer
and Kress 2008; Collier 2013; Hashemi 2017; Jones et al. 2020; Kenner 2004; Wu 2024).
In this context, classrooms have become an essential site for multimodal discourse
analysis. Some critical studies explore how language and body language contribute
to knowledge building (e.g., Amundrud 2017, 2019, 2022; Hao and Hood 2019; Hood
2011; Lim and Tan-Chia 2022; Ngo et al. 2022; Wu 2024). Some informative studies
investigate how materials contribute to meaning-making across various social
contexts (e.g., Jewitt 2006; Lim 2011, 2012; Ravelli and Wu 2022; Wu 2022, 2025).

Social semioticians informed by systemic-functional linguistics (e.g., Han 2022;
Maiorani 2020; McDonald 2013; McMurtrie 2017; van Leeuwen 2021) have recently
developed different semiotic models of movement, highlighting the relationship
between movement and space in meaning-making processes. These models
emphasize the intertwined nature of movement structure, semiotic meaning, and
context of a situation, which contributes to a systematic understanding of the
semiotic potentials of movement. However, these studies primarily focus on dance or
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visitors’ movement in the museum rather than embodied movement in a pedagogic
context.

Asignificant publication that examines the semiotic potential of classroom space
via embodied movement is Lim et al. (2012), which further draws on the concepts of
semiotic distance (Matthiessen 2010; Ravelli and Stenglin 2008) and proxemics (Hall
1966). More specifically, Hall (1966), Ravelli and Stenglin (2008), and Matthiessen
(2010) suggest in their studies that material distance communicates semiotic
distance, which establishes the social relationship between interactive participants.
Based on the typical distances as well as the degree of visibility and contact expe-
rienced by the participants, Hall (1966) proposes the hypothesis of distance sets and
develops four sets of space, namely, public, social-consultative, casual-personal, and
intimate spaces. Classroom interaction often takes place within the social-consultative
space, indicating a formal and professional relationship between the teachers and
students. In order to capture the nuance of the teacher-student relationship, Lim
et al. (2012) further subdivide the social-consultative space into four types of space
based on the functional use of classroom space, namely, authoritative, personal,
supervisory, and interactional spaces. For instance, the authoritative space is where
the teacher positions themselves to conduct formal teaching, the personal space is
where the teacher prepares the next lesson activity, the supervisory space is where
the teacher supervises students’ activities, and the interactional space is where the
teacher and students collaborate. Later, Amundred (2017, 2022) highlights the role of
material designs in the meaning-making of classroom space and proposes to add a
classwork space alongside interactional space. These studies (Amundred 2017; Lim
et al. 2012) have recognized that patterns of movement can enact different classroom
spaces to construct spatial pedagogy and also emphasize that the construction of
classroom space in the classroom is contingent upon the nature of pedagogic activ-
ities at stake.

Overall, the above review suggests that few studies combine embodied peda-
gogic practices with the materiality of learning spaces in their investigations. Even
fewer studies include the material, the semiotic, and the social aspects of educative
spaces and pedagogic practices simultaneously in their discussions, with their
attention essentially turning to issues of human activities and social concerns.
Therefore, there is a tremendous social and scholarly need to study how the design
and use of educative spaces relate to pedagogic practices in all three aspects.
Additionally, more empirical studies need to be conducted to adequately address
the entangled relationship between educative space and embodied movement.
Finally, the existing studies have yet to explore the semiotic affordance of ALC or
examine the semiotic interaction between embodied movement and material
resources in ALC.
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3 Data, theory and method

3.1 ALC classroom design and its semiotic affordance for
movement

ALC is selected in this paper because, on the one hand, its design reflects a shift in
pedagogic discourse at a macro-level to an invisible pedagogy (Bernstein 1996). On
the other hand, its spatial designs highlight the movement of people situated in this
space. The material design of ALC incorporates digital technology and multimedia
facilities, thus demonstrating the potential for a multimodal pedagogy. Compared
with traditional teaching classrooms, ALC manifests several specific features. An ALC
(see Figure 1 top) typically arranges tables and movable chairs in pods rather than
rows as in traditional classrooms (see Figure 1 bottom). This design feature enables
the students to sit in groups for collaboration and interaction. In an ALC, the tables
are often equipped with whiteboards for brainstorming and are often linked to LED
screens. By contrast, a traditional classroom only has one whiteboard and one
projector screen placed at the front of the classroom for the teacher’s use. In an ALC,
students can project their computer screen to share with the group, or the teacher
can select the work of one table to share with the whole class, thus supporting flexible
displays of information. There is no clear division of the front or the back to increase
mobility for both the teacher and students, again in stark contrast to a traditional
teaching classroom with its strong division between the front and the back and
between the teacher and students.

Because of these design features, it can be quite easy for the teacher to navigate
to different places within ALC without any backtracking. The teacher can physically
approach all students collectively or individually, regardless of the students’ seating
position, and can also face students side-by-side, face-to-face, or face-to-back. How-
ever, the teacher cannot face all the students in one pod at once without the students
having to turn their bodies. By contrast, in a traditional teaching classroom, the
teacher sometimes needs to backtrack through further movements if they want to
navigate to different places in the classroom. The teacher can often approach
students individually and face them face-to-face or side-by-side, depending on their
seating position. Thus, the design of an ALC highlights and supports teacher move-
ment. A comparison of the design features of a traditional classroom and an ALC is
given in Figure 1.

This paper focuses on ALC at the University of New South Wales, Sydney
(hereafter UNSW). The UNSW ethics committee granted research ethics permission
(HC190413) in July 2019, and teachers and students of relevant lessons signed consent
forms for their participation in the project, including being filmed in the class. An



DE GRUYTER MOUTON Spatial pedagogy =— 7

(B)

Figure 1: Design features of an ALC (top) and a traditional tutorial classroom (bottom). Keys:
(1) Interactive whiteboards for both teachers and students; (2) whiteboards only for teachers; (3) nested
tables and chairs that support collaboration and bodily movement; (4) tables and chairs in rows.

ALC (see Figure 1) refers to a specific type of physical tutorial classroom at UNSW and
is a name' given by the Learning Environment Team. So far, 45 million Australian
dollars has been invested in this initiative to make invisible pedagogy a norm at
UNSW within a few years. Two ALCs were under trial in 2016. There are 85 ALCs out

1 It is important to emphasize that the use of this name does not indicate any assessment on the
researcher’s part of whether the teaching and learning within that space is active or not.
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of 220 tutorial classrooms, taking up 38.6 % of tutorial classrooms and covering a
wide range of faculties and disciplines, and more are being built. A first-year English
course offered by the School of the Arts and Media within the Faculty of Arts and
Social Sciences, as an option within the Bachelor of Arts degree, is chosen for this
study because this course is performed in ALCs and based on the researcher’s in situ
observations, the teachers and students make full use of the resources afforded in
ALCs. The researcher films seven video data documenting teachers’ and students’ use
of resources in their pedagogic practice situated in ALCs. Given that analyzing all
seven lessons in this paper is not feasible, one filmed lesson is selected. This lesson is
dedicated to teaching academic referencing and lasts approximately 80 min. The
teacher, John (male), has rich teaching experience and can engage students actively
in lesson activities. Information about teaching location and teaching experience is
obtained through the UNSW website, and information about student participation
and use of resources is obtained through observations in situ.

3.2 Theoretical concepts

One key concept — metafunction, underpinning systemic functional linguistics — is
adopted to gain a holistic understanding of the meaning potential made possible by
the teacher’s movement in the classroom. The concept of metafunction derives from
Halliday (1978), who emphasizes the intrinsic functionality of language, that is,
language evolves to satisfy societal needs. This functionality is conceptualized as
three types of meaning (Halliday 1978). Ideational meaning involves how individuals
construe and interpret reality based on their beliefs, values and assumptions and can
be explained in terms of TRANSITIVTY; interpersonal meaning involves social
interactions and expressions of emotions, attitudes and norms and can be explained
in terms of MOOD and MODALITY; textual meaning refers to the organization of
meaning into coherent texts and units, and can be explained in terms of THEME. In
addition to language, the concept of metafunction has been widely employed in other
semiotic resources such as images (Kress and van Leeuwen 2006), the built envi-
ronment (Ravelli and McMurtrie 2016; Stenglin 2009), embodied movement
(Maiorani 2020; McMurtrie 2017; Wu 2024), etc.

Drawing on curriculum genre theory (Christie 2002) and pedagogic register
analysis (Rose 2018), the big and complex lesson is conceptualized as a lesson genre to
elucidate that the teachers’ movement in the classroom relates to pedagogy. A lesson
genre is realized by lesson stages that are further realized by learning phases.
Following Rose (2018), five learning phases constitute a learning cycle: Prepare,
Focus, Task, Evaluate, and Elaborate, with Prepare and Elaborate phases being
optional. Following Gregory (2002: 321), a phase characterizes a stretch of discourse
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that exhibits significant consistency and congruity in metafunctional meaning. Itis a
concept that indicates layers of delicacy, so a primary phase can be segmented into
smaller stretches of discourse as secondary and tertiary phases to construe discourse
as a process (Gregory 2002). The basis for a phasal analysis is trifunctional infor-
mation, which includes ideational, interpersonal, and textual meanings (Gregory
2002). Although existing studies (e.g., Gregory 2002) have established the effective-
ness of phase in mapping out complex texts and facilitating delicacy of analysis,
existing modelling of phase essentially privileges language. This paper proposes that
a phase is a multimodal construct and that multiple semiotic resources need to be
accounted for when doing a phasal analysis. As such, intersemiotic patterns of
movement (entailing gaze and body orientation) and speech are presented, and three
types of meaning are discussed in a multimodal phasal analysis in this paper.

3.3 Transcription design

Drawing on Wu (2024), this paper develops transcription designs (see Table 1) to
capture semiotic interactions in specific discourse phases, creating an accessible
visual experience of co-patterns of movement and speech for the audience. These
transcriptions, presented in a tabular layout, with time signified vertically in the
columns and semiotic interactions signified horizontally in the rows, are designed to
be clear and informative. A diagrammatic visualization technique is devised to
signify the formal features of movement, gaze and body orientation. More specif-
ically, a bird’s eye view of the ALC signifies the teacher’s movement trajectory in the
classroom. The green arrow signifies motion, with the number signifying the motion
duration. The red star signifies the point of stasis, with the number signifying the
stasis duration. In addition to the diagrammatic representation, the screenshot is
also used, which adds further contextual details to the transcription. In the screen-
shot, five different arrows signify different features: the pink arrow signifies the
student gaze feature, the yellow arrow signifies the body orientation feature of the
teacher, the white arrow signifies the teacher gaze feature, the purple arrow signifies
the lowering of the teacher’s body, and the blue arrow signifies the occurrence of
movement motion. Besides these visualizations, the researcher provides compre-
hensive verbal explanations in parallel columns, detailing the features of movement,
gaze, body orientation and speech within a single phase. These transcription designs
aim to allow the audience to clearly “see” how the interaction of different semiotic
resources constructs and advances a phase of pedagogic discourse, thereby
enlightening them on the intricacies of the process (see Appendix for a list of tran-
scription notations).
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4 Movement demarcating lesson activities and
enacting classroom spaces

This section presents an instance of multimodal analysis, demonstrating the crucial
interplay between movement — encompassing gaze and body orientation — and
speech in a spatial context. This section meticulously selects one lesson clip con-
ducted in an ALC for an in-depth multimodal analysis, revealing how co-patterns of
movement and speech delineate the task phase® in this clip into five smaller sec-
ondary phases of pedagogic discourse: the supervising phase, the personal phase, the
consulting phase, the checking phase, and the conferring phase, each named
according to its pedagogic function. Importantly, movement assumes different roles
in demarcating the secondary learning phases. In the supervising and personal
phases, movement is constitutive; in other words, it is primarily movement patterns
that differentiate the two phases. Conversely, movement assumes an ancillary role in
the consulting, checking, and conferring phases. In other words, it is primarily the
speech patterns that differentiate the different phases.

In addition to delineating a large stretch of pedagogic discourse into five more
nuanced lesson activities, these co-patterns of movement and speech also have the
potential to enact six types of space: the supervisory space, the personal space, the
consulting space, the checking space, the conferring space, and the authoritative
space. These spaces dynamically establish and modulate the teacher-student rela-
tionship, with each type of space enacting a different teacher role. Notably, although
this paper concurs that the semiotic potential of these spaces closely relates to the
material designs of the classroom, such as the layout and furniture arrangement
(Amundred 2017; Lim et al. 2012), it emphasizes that the nature of learning phases,
namely, the pedagogic activities, essentially configures and re-configures the
semantics of these spaces. The five secondary learning phases congruently enact five
types of classroom space. In other words, the supervising phase enacts the super-
visory space, the personal phase enacts the personal space, the consulting phase
enacts the consulting space, the checking phase enacts the checking space, and the
conferring phase enacts the conferring space. The authoritative space is not enacted
in the secondary phases demarcated from the task phase but in the focus and extend
phases at a higher level.

This lesson clip revolves around a referencing exercise — Doing Group Exercise
on Referencing — in which the teacher encourages the students to actively participate
in an academic referencing exercise in groups. This exercise, which forms the core of

2 Further segmentation of the task phase is more likely to occur when the teacher and students are
doing group activities.
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the lesson, spans approximately 30 min. In the clip, the teacher initiates the activity
by dividing the students into groups and providing them with a table to fill in the
required information from their readings about American indie films.? The students
discussed the table together and identified the information required. Students were
sometimes unclear about the task or particular concepts in film studies, so they
raised their hands and asked the teacher for help. As students were doing the
exercises, the teacher moved around each pod to supervise their work. At times, he
went to an individual student and provided explanations if requested; at times, he
moved to different student groups to verbally check if they were clear about the task
or positioned himself around the lectern or the box to drink water or mark essays. So,
while the students were completing the task, the teacher was also quite busy with
different activities related to this process.

4.1 Movement demarcating the supervising phase and the
personal phase and congruently enacting the supervisory
space and the personal space

The crux of this section lies in the distinction between the personal and supervising
phases, which is primarily based on the unique movement patterns observed. These
phases, devoid of language, are not mere supplements to other phases, but rather
independent secondary phases that recur in the lesson and consume significant time.
Moreover, they seem to serve distinct pedagogic functions. To provide a visual
representation, this paper illustrates the movement patterns in the supervising
phase and the personal phase in Tables 1 and 2.

As shown in Tables 1 and 2, the supervising and personal phases can be distin-
guished on a metafunctional basis. Ideationally, in the supervising phase, the teacher
frequently moves towards the students as a group, occasionally positioning himself
in different student pods. By contrast, in the personal phase, the teacher moves
towards objects and positions himself around the box for relatively long periods.
Interpersonally, in the supervising phase, the teacher directs his gaze at the students
as a group and shifts his body regularly towards different groups of students, which
indicates an increase in teacher involvement (Kress and van Leeuwen 2006). By
contrast, in the personal phase, the teacher often gazes at an object, and his body
remains oblique to students, suggesting a decrease in direct teacher involvement.
Textually, in the supervising phase, there is a connection between what the teacher
does and what the students do, established through the teacher’s transition around

3 Indie/Independent films refer to non-mainstream Hollywood films not produced by major pro-
duction companies.
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the space and gaze shift. In other words, although the teacher and the students are
doing different activities, they are still in the same communicative realm. By
contrast, in the personal phase, what the teacher does, such as marking assign-
ments, is often irrelevant to the immediate pedagogic activity at stake. No semiotic
resource is enacted to tie the teacher and students together in the same commu-
nicative realm, so their connection is temporarily broken.* Such differences in the
co-instantiated patterns of movement and gaze distinguish these two stretches of
discourse as distinct phases.

Building on the work of Lim et al. (2012), we can interpret the teacher’s regular
use of classroom spaces in the supervising phase as transforming these sites into a
supervisory space, thereby enacting a supervisor role. This phase, characterized by
silent supervising activities, does not involve language. Lim et al. (2012) draw on
Foucault’s (1995: 195) notion of the “panopticon,” whereby if a silent gaze is coupled
with the teacher’s positioning behind the students’ backs, it reinforces the teacher’s
authoritative role and increases his power by means of invisible surveillance.
Similarly, in the personal phase, the teacher’s regular use of classroom space
congruently enacts a personal space, indicating a decrease in direct teacher
involvement, since what the teacher is doing is not directly relevant to what the
students are doing.

4.2 Movement demarcating the consulting phase and the
checking phase and congruently enacting the consulting
space and the checking space

The consulting and checking phases stand out from the supervising and personal
phases in terms of movement patterns and language involvement. In the consulting
phase and the checking phase, the teacher initiates the interaction by moving to-
wards the students first and then positioning himself among the student pods for an
extended period. In the supervising phase, the teacher frequently moves towards the
students as a group, while in the personal phase, the teacher moves towards the
object first and then positions himself in the lectern or around the box for a long time.
In the consulting phase and the checking phase, language is actively involved and
plays a significant role in shaping the lesson activities, while in the supervising phase
and the personal phase, language is not as prominently involved.

The movement patterns are similar in the consulting and the checking phases.
There is one slight difference in movement patterns: in the consulting phase, the

4 Nevertheless, they are still bound at a higher level of discourse, whereby the teacher gives the task
and students perform it.
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teacher often moves towards individual students, whereas in the checking phase,
the teacher more often moves towards the students as a group. In both phases, the
teacher shifts his gaze between the students and the document, and the students
shift their gazes between the teacher and the document. In both phases, the teacher
lowers his body to minimize the height difference and to enact level gaze, which
indicates an effort to reduce power difference (Kress and van Leeuwen 2006).
Transcriptions of movement and speech in the consulting and checking phase are
illustrated in Tables 3 and 4.

Although movement patterns in the consulting and checking phases are quite
similar, there are distinct metafunctional differences that distinguish them as
separate phases. Ideationally, the consulting phase essentially realizes three types of
entity (Hao 2020; Martin and Rose 2007): thing entities — indie film and readings;
people entities — I, we, and you (referring to the teacher and students); and semiotic
entities — information and main points. The ideational meaning here is realized
mainly by material and relational processes and occasionally by mental processes.
By contrast, the checking phase primarily realizes two entities: people entities — you
and we (referring to the students) and semiotic entity — task. The ideational meaning
here is realized mainly by mental and relational processes and occasionally by
material processes. These two phases thus display quite distinct ideational meanings.
Interpersonally, the students often initiate the consulting phase, construed as sec-
ondary knowers demanding information, while the teacher is construed as a primary
knower giving information. The checking phase is the reverse, with the students
construed as primary knowers and the teacher construed as secondary knowers,
with the teacher and students thus displaying opposite roles concerning information
status in these two phases. In the consulting phase, the more common mood choice is
Wh-interrogative, while in the checking phase, the more common mood choice is
Yes/No interrogative. Thus, in the consulting phase, what is being demanded is
specific information, while in the checking phase, what is being demanded is affir-
mation. Textually, the consulting phase is characterized by marked Themes indi-
cating a shift in lesson activities, whereas in the checking phase, Themes are mainly
unmarked. These metafunctional differences distinguish these two stretches of
discourse as distinct phases. It is worthwhile pointing out that while there are reg-
ular movement patterns instantiated in these two phases, which play a role in
distinguishing these two phases from the supervising phase and the personal phase,
the language plays a significant role in distinguishing these two phases from each
other.

In addition, the teacher regularly uses classroom space in the consulting phase to
provide guidance and ensure that the students’ tasks are completed, thus congru-
ently enacting a consulting space. Also, the teacher regularly uses classroom space in



Wu DE GRUYTER MOUTON

18

suiod urew ay) Joy
SIY) @ABS UBY NOA 05" ]

11 Jo abed ayj ur ind 03 3snf
paau nok puy ‘sbuipeal
ay3 03 ob 03 pasu nNoA :1
¢)1 924n0s 0] aAey euuoh
3Je d/\\ "924N0S 3y} Wody
uonewJojul buigqelb
1sn[ a1e 9M 05 YO TS
ralpur

S0861 XX ‘s0/61-24d

‘dn »00] 03 3saY) JO BUO
asooyd Isnf noA jo aauyy
ay3siop noAop 1eym oS ;1

eq

QW0 ||IM [ "auly SJeyl 1
Kuos we [ 31336 Ajjeas
Juop I (buiop am ale
JeYM OM 3Je JeYM 0S :ZS

azeb [aA9] 1eUd 0)

pue 3uaJap ybiay aziwuiw
03 Apoq siy buamo Jaydeay
JUSWINIOP 3Y} pue JayIesl ay}
usamiaq bunjiys azeb juspnis
‘JUsWINJ0p 3y} PUe SIUIPNIS dY}
uaamiaq bunyiys azeb Jaydea]

pod juapnis ayy
puowe buiuonisod
JU3PNIS |eNPIAIPUL Ue
SPJEMO) JUSWANO

Buninsuoa
9G:1¢
== -1£:02

ysaads

azep

JUBWIAAON

aseyd
J0Yys-uaaJds pue uopjejuasasdal onewwesbelq  pue awil

‘aseyd Bupnsuod ay3 buizijeas yd>aads pue JuawWaAO :€ djqeL



19

Spatial pedagogy

DE GRUYTER MOUTON

yaaads

azeo

JUSWIAAOIN

aseyd
J0ys-uaaJas pue uonejuasaidal onewwesbelq  pue awiy

(panunuod) :g ajqey



Wu DE GRUYTER MOUTON

20

1002 ‘yeak ‘puels
-Iapun no, :1
‘pueis

-Japun apn :ss
¢burop

aJe noA 1eym
MOUY NOA L
poob ‘poob
Buiop ale noj 1L
auy

98 9M ‘SDA 'SS
Hse1ay3 Jo Jea)d
QuofIane sy i1

azeb [9As] 1eUS 03 pue

dUIaKIp YOIBY ay3 aziwiuiw 03 Apoq
siy buriamoy Jaydes) ay3 Juswniop
3y pue Jaydea) ay) usamiaq bunjys
9zeb Juapn)s ‘JUaWNIOP Y3 pue sup
-n3s 8y uaamiaq Bumiys azeb Jaydea]

pod juspnis

ay) buowe buiuoisod
dnoub e se syuspnis
33 SpJemo) JUSWSAON

Bupayd
6c:ce
e -95:17

ysaads

azen

JUSWIBAON

aseyd
10ys-uaaJas pue uopejuasaidal dnewwesbelq  pue awil

‘aseyd Buppayd ayy buizijeas yrsads pue Juswanop :p ajqeL



21

Spatial pedagogy

DE GRUYTER MOUTON

yzaads

azen

JUSWIBAOA

aseyd
10ys-uaa.as pue uopejuasaidas snewwesbelq  pue awig

(panunuod) :y ajqeL



22 — Wu DE GRUYTER MOUTON

the checking phase to monitor the progress of students’ work, thus congruently
enacting a checking space.

4.3 Movement demarcating the conferring phase and
congruently enacting the conferring space

The conferring phase, with its unique characteristics, holds a significant position
among all other secondary phases. The pivotal role of language in shaping the
pedagogic activity is a key differentiating factor. This is further exemplified in
Table 5, which provides transcriptions of movement, gaze, and speech specific to
the conferring phase.

Asindicated in Table 5, ideationally, movement patterns in the conferring phase
resemble those in the consulting and checking phases. All three phases are realized
by the teacher’s long positioning in the student pods. However, the conferring phase
is distinct from the other two in that, while in the consulting and the checking phase,
the teacher moves between different student pods, in the conferring phase, the
teacher seldom moves but is frequently positioned at one student pod. Textually, in
the conferring phase, there is a collective gaze directed at particular speakers, and
the shift in gaze is synchronous with the shift in speaking turns, which indicates a
constant shift of the centre of attention. In contrast, in other phases, the centre of
attention is mainly on the teacher.

Regarding language patterns, ideationally, in the conferring phase, there are
three types of entities: thing entities — film and subject; people entities — she (referring
to a female scholar), researcher, and media and arts people; semiotic entities — idea
and experience. The ideational meaning is mainly about comparing different dis-
ciplines and evaluating a specific female scholar, which does not relate directly to
the academic referencing exercise. By contrast, the other phases directly discuss
the academic referencing exercise. As such, the ideational meanings realized by the
conferring phase differ from the other phases. Interpersonally, in the conferring
phase, all speakers are construed as primary knowers who give information: in other
words, all have the same epistemological status, whereas in the other phases, there is
a difference in information status between the teacher and the students. Textually, in
the conferring phase, multiple speakers participate simultaneously in verbal
communication, and the exchange of information flows quite naturally with almost no
trace of institutional protocols or conventions, which resembles the model of casual
conversation proposed by Eggins and Slade (1997). In the other phases, exchanges are
often structured as pairings of question and answer, while in the conferring phase, the
exchanges seem less structured than in the other phases.
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In the conferring phase, a conferring space is construed through the teacher’s
regular use of the classroom space. Following Hall’s (1966) work on distance sets, the
teacher-student relationship is conventionally modelled as social-consultative.
However, it could be argued that, in the conferring phase, the nature of the
teacher-student relationship is temporarily modulated towards casual-personal. The
decrease in the physical distance between the teacher and the students and the lack
of difference in information status between them in this phase seems to suggest such.

Another type of classroom space identified by Lim et al. (2012), authoritative
space, is also found in the selected clip. However, this space is not enacted in the
secondary phases but rather in the focus and extend phases. The authoritative space
is also enacted intersemiotically: the teacher moves away from the students and
positions himself at the front of the classroom, directs his gaze at the students, and
uses speech to extend knowledge or initiate a task. The authoritative space is often
mapped onto the front of the classroom or the lectern, which are conventionally
associated with teacher authority. Arguably, these movement choices in the focus
and extend phases can reinforce the teacher’s authoritative role and his epistemo-
logical status.

4.4 Summary

To sum up, a detailed multimodal phasal analysis finds that movement and speech
function together in the pedagogic context to demarcate a large stretch of the task
pedagogic discourse into five secondary phases: the supervising phase, the personal
phase, the consulting phase, the checking phase and the conferring phase. In addition,
through movement patterns in the supervising and personal phases, two different
spaces are congruently enacted: the supervisory space and the personal space. In the
supervisory space, a supervisor role is enacted, and the teacher’s authoritative role is
reinforced if the teacher gazes at the students behind their backs in silence. In the
personal space, a decrease in direct teacher involvement is signalled. Through co-
patterns of movement and speech in the consulting, the checking, and the conferring
phases, three other classroom spaces are also congruently enacted — the consulting, the
checking, and the conferring spaces. A consultant teacher role is enacted in the
consulting space, and a monitor teacher role is enacted in the checking space. In the
conferring space, the teacher-student relationship seems to lean towards casual-
personal (Hall 1966). Additionally, through co-patterns of movement and speech in
the focus or the extended phases, an authoritative space is enacted whereby the
authoritative role of the teacher is highlighted. These findings are summarized in
Tables 6 and 7 below.
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Table 6: Movement and speech enacting secondary phases.

Phase distinction

Ideational meaning

Interpersonal meaning

Textual meaning

Supervising phase
(movement)

Personal phase
(movement)

Consulting phase
(movement + speech but
mainly speech)

Checking phase (move-
ment + speech but mainly
speech)

Movement: Frequent
movements towards
the students as a
group and occasional
positioning in student
pods

Movement: Move-
ments towards ob-
jects and positioning
around the box for a
long time
Movement: Move-
ment towards individ-
ual student first, and
then positioning
among different stu-
dent pods for a long
time

Speech: Three types
of entities: Thing en-
tities - indie film and
readings; people en-
tities - I, we, and you;
semiotic entities - in-
formation and main
points largely realized
by material and rela-
tional processes, and
occasionally by
mental processes
Movement: Teacher
movement towards
students as a group
first, and then posi-
tioning among
different student pods
for a long time
Speech: Two types of
entities: People en-
tities - you and we
(referring to stu-
dents); semiotic en-
tity - task largely
realized by mental
and relational

Movement: Gaze at the
students as a group, the
shift of body orientations
indicating an increase in
involvement

Movement: Gaze at ob-
jects and oblique body
orientation indicating a
decrease in involvement

Movement: Gaze shift-
ing between the students
and the document;
lowering of the body to
minimize height differ-
ence and to enact level
gaze to reduce power
difference

Speech: Exchange often
initiated by the students;
the students as second-
ary knowers, while the
teacher as the primary
knower mood choices
often realized by Wh-
interrogative to demand
specific information

Movement: Gaze shift-
ing between the students
and the document;
lowering of the body to
minimize the height dif-
ference and to enact level
gaze to reduce power
difference

Speech: Students as pri-
mary knowers while the
teacher as the secondary
knower often polar mood
choices, interrogative to
demand affirmation

Movement: Connection
between the teacher and
the students via transi-
tions in space and mutual
gaze

Movement: Disconnec-
tion between the teacher
and the students

Movement: The center
of attention is largely
placed on the teacher
Speech: A marked
theme, pairing of ques-
tion and answer

Movement: The center
of attention largely
placed on the teacher
Speech: an unmarked
theme, pairing of ques-
tion and answer
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Phase distinction

Ideational meaning

Interpersonal meaning

Textual meaning

Conferring phase
(movement + speech but
mainly speech)

processes, and occa-
sionally by material
processes
Movement: Long
positioning at one
student pod

Speech: Thing en-
tities - film and sub-
Jject; people entities -
she (referring to a fe-

Movement: A collective
gaze at different
speakers

Speech: all speakers as
primary knowers at the
same epistemological
level

Movement: The shift of
gaze synchronous with
the shift of speaking
turns

Speech: Multiple
speakers simultaneously,
natural flow in the ex-

male scholar),
researcher, and media
and arts people; semi-
otic entities - idea and
experience informa-
tion not immediately
relevant to the aca-
demic task at stake

change of information
with almost no traces of
institutional conventions,
resembling a casual con-
versation (Eggins and
Slade 1997)

5 Discussion and conclusion

Aligning with the increasing demand for studies on the interplay between classroom
space and embodied movement, this paper applies the perspective of spatial peda-
gogy to examine a teacher’s embodied movement in an ALC. Spatial pedagogy un-
derscores the design and use of classroom space in pedagogic practice. The teacher’s
choices of co-patterns of movement and speech, entangled in the material resources
facilitated in the classroom, are vital to realizing spatial pedagogy. The development
of multimodal phasal analysis in this paper provides practical and tangible means for
analyzing the complexity and dynamics of meaning-making practices in space. In so
doing, this paper provides insights into existing multimodality scholarship, espe-
cially the spatial aspects of multimodality, which is still a relatively under-theorized
and under-investigated field of research.

By focusing on a specific type of classroom in the tertiary setting — ALCs - this
paper deepens our understanding of their usage and potential. The paper also
challenges the conventional view of a classroom for active learning that merely
focuses on layout and furniture. Instead, it highlights the teacher’s agency in
transforming the meanings of these spaces, regardless of their design, thus enabling
the enactment of different pedagogies based on the teacher’s multimodal
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Table 7: Movement and speech enacting classroom spaces, adapting and extending Lim et al. (2012).

Classroom Lesson Movement pattern Meaning
space activities
Supervisory Supervising Silent gaze coupled with the A supervisor role reinforcing the
space phase teacher’s positioning behind the teacher’s authoritative role and
students’ backs power by means of invisible
surveillance
Personal Personal phase Movement towards objects and A decrease in direct teacher
space then positioning around the involvement
lectern or the box, body orien-
tation remaining oblique to
students
Consulting Consulting Movement towards individual A consultant role
space phase student first, and then posi-
tioning among different student
pods for a long time
Checking Checking phase Movement towards the students A monitoring role
space as a group first, and then posi-
tions among different student
pods for a long time
Conferring Conferring Long positioning at one student From social-consultative towards
space phase pod, and a collective gaze at casual-personal
different speakers
authoritative ~ Focus phase or Movement away the students  Reinforcing the teacher’s authori-
space extend phase  and positioning in the classroom tative role and epistemological

front or the lectern status

orchestration, namely, the teacher’s capacity to adapt and utilize various semiotic
resources in the classroom.

More specifically, through multimodal analyses of the teacher’s bodily move-
ment through space, this paper has demonstrated that co-patterns of movement and
speech in the classroom can create different types of meaning and affect pedagogy:
(1) movement and speech can demarcate a large stretch of task pedagogic discourse
into more specific lesson activities — the supervising phase, the personal phase, the
consulting phase, the checking phase, and the conferring phase; (2) movement and
speech can enact six types of classroom space to modulate the teacher-student
relationship — the supervisory space, the personal space, the consulting space, the
checking space, the conferring space and the authoritative space. The above phasal
analysis also indicates that phase is a multimodal construct rather than just a
linguistic accomplishment. Such an analysis reveals how a non-verbal semiotic
resource such as movement in the pedagogic context can play a role in constructing
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or segmenting phases of pedagogic discourses, which raises questions about the
existing modellings of phase on a purely linguistic basis. The analysis also suggests
that movement depends on other semiotic resources, such as speech and gaze, to
make meaning in the pedagogic context. However, the movement also simulta-
neously establishes the meaning of speech and gaze, indicating the co-dependent and
interactive nature of meaning-making in multimodal texts. The intertwined nature
of the movement, speech, gaze, and body orientation in the pedagogic context further
mandates the incorporation of intersemiosis, that is, the coordination of different
semiotic resources, in investigating multimodal classroom interaction.

These findings align with Jewitt’s (2008: 262) view that how a teacher uses
classroom space can produce silent pedagogic discourse. However, they also move it
forward by providing systematic descriptive tools to analyze and demonstrate how
such silent pedagogic discourse is construed, thus facilitating a more robust analysis
of classroom space. Also aligning with Lim et al. (2012) and Amundred (2017), the
findings suggest that the teacher’s choices of movement patterns, such as positioning
Pplace, stasis duration, and motion orientation, constitute pedagogic design and enact
a spatial pedagogy. However, the paper also extends their proposal by demonstrating
how movement patterns can enact different pedagogic styles (e.g., interactive,
authorial, engaging, etc.) and enable the teacher to realize their diverse pedagogic
functions (e.g., knowledge building, tuning student attention, etc.). Additionally, the
identification of the consulting, checking, and conferring spaces within Lim et al.’s
(2012) interactional space modulates the teacher-student relationship at a more
nuanced level, thus adding further delicacy to their modelling of classroom space.
Finally, the explicit presentation of the congruent relationship between the
secondary learning phase and classroom space in multimodal phasal analysis
demonstrates with concrete semiotic evidence how co-patterns of movement,
speech and other material resources are entangled and interacting with each other
in the enactment of spatial pedagogy. The same material space, for instance, student
pods, can be enacted and transformed into different classroom spaces (e.g., the
supervisory space, the checking space, the consulting space, etc.) in the unfolding of
the learning phases. This paper reinforces Lim et al.’s (2012) and Amundred’s (2017)
assertion that the semantics of classroom space are contingent upon the nature of
pedagogic practice, highlighting the dynamic and fluid nature of classroom space
and the complexity of pedagogic discourse.

The analysis also shows that although the designs of ALC claim to promote a
student-centred pedagogy whereby dynamism, equality and engagement are high-
lighted, the actual use of this classroom in a specific lesson shows that there is still a
certain degree of hierarchy between the teacher and students (e.g., the enactment of
an authorial pedagogic style at a particular phase of the lesson). To some extent, this
type of classroom fails to achieve pedagogic outcomes as anticipated in the
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institutional promotional discourse. Although this paper does not evaluate the
effectiveness of different pedagogic styles, it does suggest an urgent need to attend to
the multimodal aspects of communication in the classroom to undermine the
multimodal ignorance prevalent in existing design and use of classrooms. The dif-
ference between the designed classroom and the performed classroom demonstrates
that there is nothing intrinsic about a classroom space that pre-determines its nature
of pedagogy. Instead, classroom space is dynamically constructed in pedagogic
practice by agentive teachers and students. This difference further suggests that
when analyzing classroom space, we cannot simply assign its meaning solely based
on its designed feature. Instead, we need to return to the dynamics of practice that is
empirically observable, to the agentive role of teachers and students that actively
produce space, and to the material entities that underpin the existence of such space.

Movement studies in this paper can also have practical implications, whereby
movement is treated as meta-kinetic or meta-signs to inform education. As Wu
emphasizes (2024: 26), theorizing movement as choice and making these choices
explicitly available to teachers and students can facilitate better pedagogic experi-
ence, because once these choices are transformed from subconscious into conscious
awareness, teachers and students can develop movement into their lesson design
and make more informed and strategic use of movement. The detailed movement
analysis above shows the potential to inform pedagogy: (1) movement can enrich the
pedagogic experience by demarcating more specific learning activities; (2)movement
can adjust the teacher-student relationship and enact multiple pedagogic roles.
Based on observations in situ, novice teachers particularly need to fully understand
the semiotic potential of movement in the classroom because they often hesitate to
move themselves in the classroom (Wu 2024). Additionally, movement often col-
laborates with other semiotic resources, such as speech, to enact spatial pedagogy. As
such, teachers and students need to develop their semiotic capacity not only for
movement but also for the multimodal orchestration involved in this process; in
other words, they need to pay close attention to the coordination of different semiotic
resources in the classroom.

The material design of ALC, in theory, provides similar movement opportunities
for the teachers and students in those classrooms. However, in the data collected
here, there were few instances of students’ movements, so an expansion of the data
analyzed might yield further findings. Nevertheless, the semiotic principles devised
in this paper can also be applied to students’ movement. Also, movement in the
classroom is conditioned by embodied interaction, and movement involves and
extends beyond transitions in space or gaze and body orientation to include other
parts of the body, such as the torso, hands, arms, head, etc. Extending the analysis to
these other body parts might result in more comprehensive findings. Since embodied
movement is closely related to spatial designs, comparing movement in different
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spaces might also be interesting to investigate how specific spatial arrangements
configure movement possibilities and how movement and space mean together.
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Appendix: List of acronyms and notations

ALC Active Learning Classroom
UNSW University of New South Wales
The point of stasis and the duration of stasis

The point of motion and the duration of motion

The teacher gaze
The student gaze
The teacher movement

The teacher body orientation

PCV U]~

The lowering of the teacher’s body

References

Amundrud, Thomas. 2017. Analyzing classroom teacher-student consultations: A systemic-multimodal
perspective. Sydney: Macquarie University PhD dissertation.

Amundrud, Thomas. 2019. Applying multimodal research to the tertiary foreign language classroom:
Looking at gaze. In Helen Joyce & Susan Feez (eds.), Multimodality across different classrooms:
Learning about and through different modalities, 160-177. New York: Routledge.

Amundrud, Thomas. 2022. Multimodal knowledge building in a Japanese secondary English as a foreign
language class. Multimodality & Society 2(1). 64-85.



32 — wu DE GRUYTER MOUTON

Baepler, Paul, J. D. Walker, Christopher Brooks, Kem Saichaie & Christina Petersen. 2016. A guide to
teaching in the Active Learning Classroom: History, research, and practice. Sterling: Stylus.

Bernstein, Basil. 1996. Pedagogy, symbolic control, and identity: Theory, research, and critique. London: Taylor
& Francis.

Bezemer, Jeff & Gunther Kress. 2008. Writing in multimodal texts: A social semiotic account of designs for
learning. Written Communication 25(2). 165-195.

Biggs, John & Catherine Tang. 1999. Teaching for quality learning at university. Buckingham: Open
University Press.

Collier, Dianna. 2013. Relocalizing wrestler: Performing texts across time and space. Language and
Education 27(6). 481-497.

Christie, Francis. 2002. Classroom discourse analysis: A functional perspective. London & New York:
Continuum.

Edward, Brian. 2000. University architecture. London: Spon Press.

Eggins, Suzanne & Dianna Slade. 1997. Analyzing casual conversation. London: Cassell.

Fenwick, Tara, Richard Edwards & Peter Sawchuk. 2011. Emerging approaches to educational research:
Tracing the sociomaterial. New York: Routledge.

Foucault, Michel. 1986. Of other spaces, Jay Miskowiec (trans.). Diacritics 16(1). 22-27.

Foucault, Michel. 1995. Discipline and punish: The birth of the prison, Alan Sheridan (trans.). New York:
Vintage.

Giroux, Henry & Susan Giroux. 2004. Take back higher education: Race, youth, and the crisis of democracy in
the post-civil rights era. New York: Palgrave Macmillian.

Giroux, Henry & Peter McLaren (eds.). 1994. Between borders. London: Routledge.

Gregory, Michael. 2002. Phasal analysis within communication linguistics: Two contrastive discourses. In
David Lockwood, Peter Fries, William Spruiell & Michael Cumming (eds.), Relations and functions
within and across languages, 316-346. New York: Continuum.

Gregory, Derek & John Urry. 1985. Introduction. In Derek Gregory & John Urry (eds.), Social relations and
spatial structures, 5-27. London: Macmillan.

Grossberg, Lawrence. 1994. Bringing it all back home - pedagogy and cultural studies. In Henry Giroux &
Peter McLaren (eds.), Between borders, 374-390. London: Routledge.

Hall, Edward. 1966. The hidden dimension. New York: Doubleday.

Halliday, Michael. 1978. Language as social semiotic: The social interpretation of language and meaning.
London: Edward Arnold.

Han, Joshua. 2022. A social semiotic framework for music-dance correspondence. Sydney: University of New
South Wales PhD dissertation.

Hao, Jing. 2020. Analysing scientific discourse from a systemic functional linguistic perspective: A framework for
exploring knowledge-building in Biology. New York: Routledge.

Hao, Jing & Susan Hood. 2019. Valuing science: The role of language and body language in a health science
lecture. Journal of Pragmatics 139. 200-215.

Hashemi, Sylvana. 2017. Socio-semiotic patterns in digital meaning-making: Semiotic choice as indicator
of communicative experience. Language and Education 31(5). 432-448.

Hood, Susan. 2011. Body language in face-to-face teaching: A focus on textual and interpersonal meaning.
In Shoshana Dreyfus, Susan Hood & Maree Stenglin (eds.), Semiotic margins: Meaning in
multimodalities, 31-52. London: Continuum.

Jamieson, Peter. 2003. Designing more effective on-campus teaching and learning spaces: A role for
academic developers. International Journal for Academic Development 8(1-2). 119-133.

Jewitt, Carey. 2006. Technology, literacy, and learning: A multimodal approach. London: Routledge Falmer.



DE GRUYTER MOUTON Spatial pedagogy —— 33

Jewitt, Carey. 2008. Multimodality and literacy in school classrooms. Review of Research in Education 32.
241-267.

Jones, Pauline, Annette Turney, Helen Georgiou & Wendy Nielsen. 2020. Assessing multimodal literacies in
science: Semiotic and practical insights from pre-service teacher education. Language and Education
34(2). 153-172.

Kenner, Charmian. 2004. Becoming biliterate: Young children learning different writing systems. Stoke:
Trentham.

Kress, Gunther & Theo van Leeuwen. 2006. Reading images: The grammar of visual design, 2nd edn. London
& New York: Routledge.

Kuntz, Aaron. 2009. Turning from time to space: Conceptualizing faculty work. In John Smart (ed.), Higher
education: Handbook of theory and research, 362-395. Berlin: Springer.

Lim, Victor. 2011. A systemic functional multimodal discourse analysis approach to pedagogic discourse.
Singapore: National University of Singapore PhD dissertation.

Lim, Victor, O’Halloran Kay & Alexey Podlasov. 2012. Spatial pedagogy: Mapping meanings in the use of
classroom space. Cambridge Journal of Education 42(2). 235-251.

Lim, Victor & Lydia Tan-Chia. 2022. Designing learning for multimodal literacy: Teaching viewing and
representing. London: Routledge.

Maiorani, Arianna. 2020. Kinesemiotics: Modelling how choreographed movement means in space. New York:
Routledge.

Martin, James & David Rose. 2007. Working with discourse: Meaning beyond the clause. London: Continuum.

Matthews, Kelly, Victoria Andrews & Peter Adams. 2011. Social learning spaces and student engagement.
Higher Education Research and Development 30(2). 105-120.

Matthiessen, Christian. 2010. Multisemiosis and context-based register typology: Registeral variation in
the complementarity of semiotic systems. In Eija Ventola & Jesus Moya (eds.), The world told and the
world shown: Multisemiotic issue, 11-38. Basingstoke: Palgrave Macmillan.

McDonald, Edward. 2013. Embodiment and meaning: Moving beyond linguistic imperialism in social
semiotics. Social Semiotics 23(3). 318-334.

McMurtrie, Robert. 2013. Spatiogrammatics: A social semiotic perspective on moving bodies transforming the
meaning potential of space. Sydney: University of New South Wales PhD dissertation.

McMurtrie, Robert. 2017. The semiotics of movement in space. London & New York: Routledge.

Montgomery, Tim. 2008. Space matters: Experiences in managing static formal learning spaces. Active
Learning in Higher Education 9(2). 122-138.

Ngo, Thu, Susan Hood, James Martin, Claire Painter, Bradley Smith & Michelle Zappavigna. 2022. Modelling
paralanguage from the perspective of systemic functional semiotics: Theory and application. London:
Bloomsbury.

Oblinger, Dianna. G. 2005. Leading the transition from classrooms to learning spaces. DUCAUSE Quarterly
28(1). 14-18.

Ravelli, Louise. 2018. Towards a social-semiotic topography of university learning spaces: Tools to connect
use, users, and meanings. In Robert Ellis & Peter Goodyear (eds.), Spaces of teaching and learning:
Integrating perspectives on research and practice, 63-81. Berlin: Springer.

Ravelli, Louise & Robert McMurtrie. 2016. Multimodality in the built environment: Spatial discourse analysis.
New York: Routledge.

Ravelli, Louise & Maree Stenglin. 2008. Feeling space: Interpersonal communication and spatial semiotics.
In Gerd Antos & Eija Ventola (eds.), Interpersonal communication handbook of applied linguistics, Vol. 2,
355-393. Berlin: De Gruyter.

Ravelli, Louise & Xiaogin Wu. 2022. History, materiality, and social practice: Spatial discourse analysis of a
contemporary art museum in China. Multimodality & Society 2(4). 333-354.



34 — wWu DE GRUYTER MOUTON

Roderick, Ian. 2021. Recontextualising employability in the active learning classroom. Discourse 42(2).
234-250.

Rose, David. 2018. Pedagogic register analysis: Mapping choices in teaching and learning. Functional
Linguistics 5(1). 1-33.

Sommer, Robert. 1977. Classroom layout. Theory Into Practice 16(3). 174-175.

Stenglin, Maree. 2009. Space odyssey: Towards a social semiotic mode of 3D space. Visual Communication
8(1). 35-64.

Tobin, Kenneth & Wolff-Michael Roth. 2006. Teaching to learn: A view from the field. Rotterdam: Sense.

van Leeuwen, Theo. 2021. The semiotics of movement and mobility. Multimodality & Society 1(1). 97-118.

Webb, Kathleen, Molly Schaller & Sawyer Hunley. 2008. Measuring library space use and preferences:
Charting a path towards increased engagement. Libraries and the Academy 8(4). 407-422.

Wu, Xiaogin. 2022. Space and practice: A multifaceted understanding of the designs and the uses of active
learning classrooms. Sydney: University of New South Wales PhD dissertation.

Wu, Xiaogin. 2024. Embodied movement as a stratified semiotic mode: How movement, gaze, and speech
mean together in the classroom. Text & Talk. https://doi.org/10.1515/text-2023-0164.

Wu, Xiaogin. 2025. A multimodal framework of pedagogic practices in space. New York: Routledge.

Wu, Xiaogin & Louise Ravelli. 2022. The mediatory role of whiteboards in the making of multimodal texts:
Implications of the transduction of speech to writing for the English classroom in tertiary settings. In
Sophia Diamantopoulou & Sigrid Orevik (eds.), Multimodality in English language learning, 161-175.
London: Routledge.


https://doi.org/10.1515/text-2023--0164

WEHwT: 202412-124

fr & Ik

TUH #HR: W0 SR 51 B Lk I

L N WRREESMNEESE N

H B 2024$ 12 H 16 H

\ i

,,,r

RENLRE,

sapect™”

— O —JLEEHI



H 3R I H

RFENIRZSWR A, SSCT Wesg 51 F 1t

4R
B K| BOE AR R LN NO8 % Bk | 400715
AHHL
Moo db | EPRTTACHS X P R K Hh o Hk | 023-68253283
BRAN | HAE GRRBIE: 15228800415)
1.Wu, XQ , Spatial pedagogy: exploring semiotic functions of one teacher's
movement in an Active Learning Classroom, SEMIOTICA,2024.
2.Wu, XQ , Embodied movement as a stratified semiotic mode: how movement, gaze
? ;E X and speech mean together in the classroom, TEXT & TALK,2024.
3, Wu, XO ;Yue, XY, Corpus-assisted disconrse studies Matthew Gillings, DIGITAT,
SCHOLARSHIP IN THE HUMANITIES,2024.
. 1. Social Sciences Citation Index (SSCI
R one e
S P 2. Journal Citation Reports
L) EREN YR y N
3. TRERl B SCHRE R O 4 X 3R
RIS SSCI YR RIFE M [H T K 43 [X 15 10
ZRR, TAENIREM 3 [0 SSCI Ut . #6245 BLVEAN TS I WL
7 i ST
£ R )
o
R LW i <
KRN QRET. (i BARR: BB TCUE 5
’ K > Py o
h ‘I. 0‘\::: i N
\*fé 241 SR HSEHEL IR T At NoS
N
2024 £ 12 A 16 H
&V




fi2mi Bags e
MoS3 HEHE
J4 1= sys “0=520Z Ce 100 3 : sissz-sndic A ME
£ Ustsuy 35 ¥20T L Q=1 1000028++C#=100:SOM SSUL[[ID MAYNBIA "SAIPMIS ASINOJSIP PAjsissz-sndic) By %
=) —
. e WIOOISSB[O 9} Ul 1o13230) ueaw yoasds B WEr
*e sHBuE =53 ¥207 8'0=r0dl 1000060£70Z2100-SOM PUE 973 JUSUWISAOW MOY :9POUL OHOIUDS PALJILIS B SE -UIWAAOW PIDOqUIF =)
\\nﬂlu‘r?,. - A...U,,.f
; -n_sz E W001sse[) SUELIBYT 9A1OY P =
e B Ay ¥eoe 6"0=F0udl 10000LLE€6==100-SOM UB UI JUSWIDAOUW §,I3UOBS} SUO JO SUOIjoum) o1j0Iwas SuLicadxo n..“wommvw m:mﬁﬂo .
300 kB ERE R + M7 =5 ZE




Social Sciences Citation Index (SSCI): Y% 3 &

%1 %, L3 X

A

YB3 Wu, XQ (Wu, Xiaogin)

K i i 4): SEMIOTICA DOIL: 10.1515/sem-2024-0017  $2R{ V5 7] H #:NOV 2024 HAR4E: 2024 NOV 19
AR5 : WOS:001359237700001

&5 :English

SCHRZEHY: Article; Early Access

ISSN:0037-1998

e[SSN:1613-3692

Hidik: [Wu, Xiaogin] Southwest Univ, Coll Int Studies, 2 Tiansheng Rd, Chongging 400715, Peoples R China.

B EFE Huhik: Wu, XQ (corresponding author), Southwest Univ, Coll Int Studies, 2 Tiansheng Rd, Chongqing 400715, Peoples
R China.

BT Rtk xiaoginwud15@gmail.com

2023 {EZTI7E JCR & [X:
Categories Rank Quartile

SOCIAL SCIENCES, | 132/267 h

INTERDISCIPLINARY
HUMANITIES, MULTIDISCIPLINARY | 34/411

2023 HRIB 43 X A5 B (FH 2 )

/NJEEERL: HUMANITIES, MULTIDISCIPLINAR

/NE2EF}: SOCIAL SCIENCES, INTERDISCIPLINARY #E&Ffl%: B4 X: 4 X :
RFEERE: HE%¥HK: 3K ;

2% 3%

Fri: Embodied movement as a stratified semiotic mode: how movement, gaze and speech mean together in the classroom
YE3#: Wu, XQ (Wu, Xiaogin)

HeUR H RRA): TEXT & TALK DOL: 10.1515/text-2023-0164  $27{ 17 7 H JI:SEP 2024 HHfR4E: 2024 SEP 30
N5 WOS:001320430900001

15 :English

SCHRZEHY: Article; Early Access

ISSN:1860-7330

elSSN:1860-7349

Hbhik: [Wu, Xiaogin] Southwest Univ, Coll Int Studies, 2 Tiansheng Rd, Chonggqing 400715, Peoples R China.
JERIEFHBIE: Wu, XQ (corresponding author), Southwest Univ, Coll Int Studies, 2 Tiansheng Rd, Chongging 400715, Peoples
R China.

HLF HR Rt dik: xiaoginwu4 1 5@gmail.com

2023 FiZTIFE JCR 4 X :
Categories Rank Quartile
LINGUISTICS 160/296 Q3
LANGUAGE & LINGUISTICS 106/392
COMMUNICATION 146/228 Q3

2023 TR X A5 BT AR):

/NEEFL: COMMUNICATION f£#%2,40 K 4 X ;

/NE%ERE: LANGUAGE & LINGUISTICS EES5EE %9 KX: 4K ;
/NEEEL: LINGUISTICS BB ¥4 K: 41X ;

REEFR: WEHK: 3K ;

3% 3%
PR Corpus-assisted discourse studies. Matthew Gillings

TAWHEHST


xiaoqinwu
高亮

xiaoqinwu
高亮

xiaoqinwu
高亮


	代表论文2 semiotica
	代表论文 2 semiotica
	Spatial pedagogy: exploring semiotic functions of one teacher’s movement in an Active Learning Classroom
	1 Introduction
	2 Literature review: space, pedagogy and embodied movement
	3 Data, theory and method
	3.1 ALC classroom design and its semiotic affordance for movement
	3.2 Theoretical concepts
	3.3 Transcription design

	4 Movement demarcating lesson activities and enacting classroom spaces
	4.1 Movement demarcating the supervising phase and the personal phase and congruently enacting the supervisory space and the personal space
	4.2 Movement demarcating the consulting phase and the checking phase and congruently enacting the consulting space and the checking space
	4.3 Movement demarcating the conferring phase and congruently enacting the conferring space
	4.4 Summary

	5 Discussion and conclusion
	Acknowledgment
	Appendix: List of acronyms and notations
	References

	智能扫描_20250319_225550
	智能扫描_20250319_230817

	检索报告2024(1)


<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (Euroscale Coated v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Warning
  /CompatibilityLevel 1.7
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages false
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.1000
  /ColorConversionStrategy /sRGB
  /DoThumbnails true
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 35
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness false
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages false
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 10
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages false
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages false
  /MonoImageMinResolution 600
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 1000
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.10000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError false
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (None)
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /CreateJDFFile false
  /Description <<
    /DEU <>
    /ENU ()
    /ENN ()
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AllowImageBreaks true
      /AllowTableBreaks true
      /ExpandPage false
      /HonorBaseURL true
      /HonorRolloverEffect false
      /IgnoreHTMLPageBreaks false
      /IncludeHeaderFooter false
      /MarginOffset [
        0
        0
        0
        0
      ]
      /MetadataAuthor ()
      /MetadataKeywords ()
      /MetadataSubject ()
      /MetadataTitle ()
      /MetricPageSize [
        0
        0
      ]
      /MetricUnit /inch
      /MobileCompatible 0
      /Namespace [
        (Adobe)
        (GoLive)
        (8.0)
      ]
      /OpenZoomToHTMLFontSize false
      /PageOrientation /Portrait
      /RemoveBackground false
      /ShrinkContent true
      /TreatColorsAs /MainMonitorColors
      /UseEmbeddedProfiles false
      /UseHTMLTitleAsMetadata true
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /BleedOffset [
        0
        0
        0
        0
      ]
      /ConvertColors /ConvertToCMYK
      /DestinationProfileName (ISO Coated v2 \(ECI\))
      /DestinationProfileSelector /UseName
      /Downsample16BitImages true
      /FlattenerPreset <<
        /ClipComplexRegions true
        /ConvertStrokesToOutlines false
        /ConvertTextToOutlines false
        /GradientResolution 300
        /LineArtTextResolution 1200
        /PresetName <FEFF005B0048006F006800650020004100750066006C00F600730075006E0067005D>
        /PresetSelector /HighResolution
        /RasterVectorBalance 1
      >>
      /FormElements true
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MarksOffset 8.503940
      /MarksWeight 0.250000
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /UseName
      /PageMarksFile /RomanDefault
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /UseDocumentProfile
      /UseDocumentBleed false
    >>
  ]
>> setdistillerparams
<<
  /HWResolution [600 600]
  /PageSize [595.276 841.890]
>> setpagedevice


