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ABSTRACT

Investigating Subject-Specific Literacy in a Nutrition Course

in a Turkish Vocational High School

The present study investigated how the students and the teacher learn/teaches the
specific content based on Cognitive Discourse Functions (CDF) in learners” mother
language (L1) in a vocational high school. This small-scale case study was conducted
to examine the “Maternal and Child Health lesson” / “Baby and Child Nutrition”
class presented by the content teacher based on the framework of CDF proposed by
Dalton-Puffer (2016). Besides understanding how the students gain subject specific
literacy in their departmental courses, the study enables me, as a teacher of English
language, to plan a CLIL lesson by focusing on the content that the students have
already been familiar with in their L1 and the language forms which they use to
express their knowledge related to the content area. Thus, it is necessary to observe
what the students learn, how they construct the content knowledge and how the
teacher uses the materials in the real classroom environment. Furthermore, with the
aim of investigating the coursebook, the academic language of the coursebook is
analyzed, taking into account Hyland's (2005a) metadiscourse features. Besides, the
video records of the lectures are analyzed qualitatively to examine the use of CDF
constructs in the classroom interaction and finally the individual interview with the
content teacher and focus group interviews with the students are reviewed based on
the descriptive analysis method. The findings of the study display that the students
and the teacher co-construct the content knowledge with the use of CDF constructs

and metadiscourse functions in Turkish Academic Language.



OZET
Tirkiye’de Bir Meslek Lisesinde Beslenme Konusunda Alan Okuryazarligi

Arastirmasi

Bu cgaligma, bir meslek lisesinde 6grencilerin ve 6gretmenin, 6grencilerin ana dilinde
(L1) Bilissel Séylem Islevlerine (BSI) dayali olarak belirli bir icerigi nasil
ogrendiklerini/6grettiklerini arastirmistir. Bu kiiciik 6l¢ekli vaka ¢alismasi, Dalton-
Puffer (2016) tarafindan 6nerilen BSI ¢ercevesine dayali olarak icerik 6gretmeni
tarafindan sunulan “Anne ve Cocuk Saglig1 dersi” / “Bebek ve Cocuk Beslenmesi”
dersini incelemek i¢in yapilmistir. Bu ¢alisma, 6grencilerin bdliim derslerinde
konuya 6zgii okuryazarhigi nasil kazandiklarin1 anlamanin yan sira, bir Ingilizce
Ogretmeni olarak, 6grencilerin D1'lerinde zaten asina olduklari igerige ve igerik
alaniyla ilgili bilgilerini ifade etmek i¢in kullandiklar1 dil bigimlerine odaklanarak bir
CLIL dersi planlamami saglayacaktir. Bu nedenle, 6grencilerin ne 6grendiklerini,
icerik bilgisini nasil yapilandirdiklarin1 ve 6gretmenin materyalleri gercek sinif
ortaminda nasil kullandigin1 gézlemlemek gerekir. Ayrica, ders kitabini incelemek
amaciyla, Hyland'in (2005a) iist sdylem 06zellikleri dikkate alinarak ders kitabinin
akademik dili analiz edilmistir. Ayrica, derslerin video kayitlari, sinif ici etkilesimde
CDF yapilariin kullanimini incelemek i¢in nitel olarak analiz edilmis ve son olarak
icerik 6gretmeniyle yapilan bireysel goriisme ve 6grencilerle yapilan odak grup
goriismeleri betimsel analiz yontemine dayali olarak incelenmistir. Calismanin
bulgulari, 8grencilerin ve dgretmenin Tiirkge akademik dilinde BSI yapilarii ve iist
sOylem islevlerini kullanarak igerik bilgisini birlikte yapilandirdiklarim

gostermektedir.
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CHAPTER 1

INTRODUCTION

This chapter provides information about the background of the study. It introduces
statement of the problem, the rationale, aims and significance of the study. Finally, it

presents the key terms.

1.1 Background to the study

There has been ongoing discussion regarding the effective teaching of a foreign
language throughout history. In the search for improved language instruction,
researchers in the field of language education have arrived at novel conclusions.
Specialists in this domain have proposed an innovative teaching approach in which
second language (L2) acquisition occurs within a context related to the curriculum
(Swain, 1996). This approach is termed as Content Based Instruction (CBI). The core
concept underlying CBI is that learners master a language more effectively when
their primary focus is on the subject matter, as opposed to solely linguistic structures.
By selecting engaging topics for learners, their cognitive motivation is enhanced.
Consequently, learners can draw connections between the new information within
the context and their existing knowledge, both linguistically and conceptually. CBI's
stance is that language and content should be intertwined, mirroring the natural
acquisition of a first language. As the subject matter becomes more complex and
challenging for learners to grasp, the language employed to convey their ideas also
becomes more intricate. Thus, CBI presents a natural learning environment in which

cognitive and linguistic aspects progress in tandem (Alptekin et al., 2007).



Another relatively modern approach that combines both content and
language, which is similar to CBI is Content and Language Integrated Learning,
CLIL. The core idea of CLIL method is that integrating content and language makes
the learning process easier. While investigating the effectiveness of CLIL programs,
researchers have primarily focused on the improvement of participants’ second
language (L2) competence. The findings have generally suggested that CLIL
participants tend to make faster progress in their L2 development compared to their

peers in traditional foreign-language curricula (Pérez-Vidal & Roquet 2015).

1.2 Statement of the problem

In our context in Tiirkiye, English is taught as a foreign language (EFL). While
teaching English, the method generally used is CBI in which there is a content (any
content from any disciplines) and the linguistic forms are used/taught to convey the
meaning related to the content. However, my aim in this research is to go beyond
CBI and try to apply the CLIL method in my classroom. Before | use the content in
the Child Development departmental courses in the English classes and before the
combination of the content knowledge with English language , it is vital to examine
how the learners perceive the specific content knowledge in their L1 and how the
content teacher conveys the meaning related to the specific content. The students’
cognitive level of development and their literacy in a specific content area are vital to
be examined. In addition to the students’ understanding, the way of the teacher who
teaches the content and the language used by both the content teacher and the
students are worth analyzing to identify the specific language constructs based on the
CDF constructs (Define, Describe and Explain) by Dalton-Puffer (2013) in L1 in the

lesson. With the valuable information gathered from this study, CLIL lessons will be



able to be planned based on the language structures and vocabulary items commonly
used in the specific content, so that as a teacher of English, | can create a CLIL
lesson by focusing on those forms and vocabulary items that the students have
already been familiar with in their L1. In short, it is important to be aware of what
language forms and CDF constructs are used to convey the meaning in L1 by the
content teacher and in the coursebook so that I can follow the same pathway to teach

the content effectively in English classes based on the CLIL approach.

1.3 Rationale and aims of the study

The aim of the study is to examine the students’ subject-specific literacy in their L1
(Turkish) in one of their departmental school subjects, Maternal and Child Health
course / Nutrition unit, which is a compulsory course in the Child Development
Department in a state Vocational High School in the central part of Turkey, Nigde.
Subject-specific literacy in L1 refers to the development of language proficiency and
literacy skills in one's first language (L1) within a specific subject area. It is very
significant for the students to be competent in the content area to be able to pass the
course, thus the materials and the activities used in the lesson to teach the content
effectively are worth analyzing to see to what extent the students comprehend the
Nutrition content provided in their first language, Turkish, in the lesson.

I have been working as a teacher of English language for ten years. I have
taught English in different school categories such as primary, secondary and high
school which belong to the Ministry of National Education. The school where 1 am
currently working is a Vocational High School. In this school, there are three
departments such as Child Development, Fashion Design and Textile Departments.

While I am teaching English to the students studying Child Development, | always



prepare some materials to teach the vocabulary they need to learn for their study
area. To be able to prepare a lesson on Baby and Child Nutrition, I need to know
what the students have already learned about the subject in their L1 (Turkish). Since
we have limited teaching time per week (only 2 hours a week), I need to make a very
comprehensive lesson plan for my students. Another reason for teaching English
effectively in a limited amount of time is that the students live in an environment in
which there are many immigrant citizens. We have immigrant multilingualism
growing in Tiirkiye. That is why my students have to know English related to their
job to be able to have effective communication with international people. Since it is
very likely to work with non-native speakers of Turkish in their job environment, it is
necessary for them to learn discipline specific English which is called ESP (English
for Specific Purposes). However, this discussion is beyond the scope of this study.
Therefore, 1 am not going to deal with it in detail but | will do this study having this
issue in my mind.

Another reason leading me to do this research is that there is a lack of study
on the subject specific literacy on health and nutrition as a departmental course in a
school in the related literature. The number of studies conducted on subject specific
literacy in a specific context at high school level is also limited because of the
difficulty of observing the students’ understanding of a specific topic in a real

classroom environment.

1.4 Significance of the study
The findings of the study will generate valuable implications for designing
curriculum and teaching techniques in specific content areas both in Tiirkiye and

across the world. This study will contribute to understanding how the knowledge in



their departmental course is constructed by the 9th graders. It will also make a

valuable contribution to the related literature.

1.5 Definition of terms

Classroom Interaction: the use of interaction as a way of negotiating meaning and
assisting learning by teachers and students (Walsh, 2011).

Classroom Talk: is an effective way of teaching and learning in that it helps students
and teachers communicate knowledge and understanding (Edwards-Groves et al.,
2013).

Literacy: In the past, literacy was narrowly defined as the capacity to read and write.
However, its scope has significantly broadened today. It encompasses various forms
of communication, including writing, speaking, and even visual modes, which
students commonly encounter and need to become proficient in when studying
academic subjects (Morton, 2020).

Subject Specific Literacy: the development of language proficiency and literacy
skills within a specific subject area (Shanahan & Shanahan, 2008).

Academic Language: the language which is used in educational settings to acquire
the specific content and to communicate a deeper comprehension of the content to
learners. As academic language transmits abstract, technical and complicated ideas
of various fields, it entails learners to think and act as experts, for instance, in
science, math and history, etc. That is why academic language is different from
everyday language (Gottlieb & Ernst-Slavit, 2013). Academic language is learned
and used in academic or school settings in which the focus is on a specific content.
Cognitive Discourse Functions (CDF): refers to cognitive processes, such as

Categorize, Define, Describe, Evaluate, Explain, Explore, Report, related to



comprehending academic content occurring in linguistic patterns in the classroom.
These linguistic patterns establish a bridge between content and language (Dalton-
Puffer, 2013).

Content and Language Integrated Learning (CLIL): is an approach to teach/learn a
specific content through the medium of a second or foreign language with the aim of

learning/teaching both the content and the language (Marsh, 2000).



CHAPTER 2

LITERATURE REVIEW

This chapter presents information about the theoretical background of the study.

In order to be successfully literate in a specific content, it is necessary to be
aware of the strategies and approaches that are effective for learning the content. As
it is stated in Coyle & Meyer’s chapter in 2021, it is a known fact that deeper
learning is directly connected to subject specific ways of constructing and
communicating knowledge, which is also in relation to transferable knowledge
entailing deep understanding of specific subjects which leads to the development of
subject-specific literacy.

In this respect, it is vital to know what Subject-Specific literacy is and where
it originated from. According to Shanahan & Shanahan (2008), the learners need
subject-specific literacy to comprehend and interpret the texts and the content related

to a specific subject area.

2.1 Literacy
Before delving into the specifics of subject-specific literacy, it is crucial to
understand what “literacy” is.

Traditionally, literacy means having basic reading and writing skills to
comprehend and express information. However, over time, definitions of literacy
have changed, always including reading and writing skills. Recent definitions have
expanded in more complex aspects of these skills, aiming to differentiate between
basic literacy, which is inadequate for modern life, and the advanced literacy skills

crucial for success in the 21st century, both in work and social life (Shanahan, 2019).
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Focusing on literacy entails considering that various academic subjects, such as
science and history, possess distinct forms of communication, usually manifested in
specific text types or genres commonly employed. For instance, a typical genre in
science is the laboratory report, detailing the process and outcomes of an experiment,
while in history, it may involve an historical account that not only narrates events but
also provides explanations. Llinares et al., (2012) highlights the importance of
literacy by stating that to master a school subject, one must be capable of
understanding and creating the appropriate texts or genres, both in written and oral

forms, through which knowledge in that particular subject is conveyed.

2.2 Literacy types

Literacy types and the differences among three types of literacy are necessary to be
taken into consideration in order to grasp the theoretical background of the present
study. Disciplinary literacy, content area literacy, and subject-specific literacy are
three distinct terminologies, despite their apparent similarity, as they each refer to
unique aspects of literacy within the context of education. According to Shanahan’s
definition (2019), disciplinary literacy refers to the literate practices unique to the
specific social environments within different academic fields. These environments
are shaped by the subject matter which is studied on, how it is studied and standards
of evidence employed in each discipline. Disciplinary literacy emphasizes the
application of reading, writing, and communication skills within specific academic
disciplines, such as history, science, or mathematics. It involves understanding and
using the specialized language, texts, and practices associated with each discipline.
On the other hand, content area literacy focuses on developing reading and writing

abilities across various subject areas, with an emphasis on comprehension and



critical thinking across diverse topics. It is more broad in scope and is applicable
across different academic subjects. Lastly, subject-specific literacy hones in on the
specific skills and knowledge needed to comprehend and communicate effectively
within a particular subject, such as medical literacy or legal literacy. Despite these
subtle distinctions, all three forms of literacy play crucial roles in empowering
students to engage meaningfully with academic content and succeed in their
educational journey.

Understanding these differences helps educators and policymakers to tailor
instructional approaches and support systems more effectively, fostering a well-
rounded and comprehensive approach to literacy development.

Education experts are increasingly interested in disciplinary literacy, recognizing the
importance of students acquiring not only basic reading and writing skills but also
the specific language abilities necessary to comprehend and engage with various
types of texts encountered in their academic subjects. The notion put forth by ELIS
(2013) is that different disciplines possess unique ways of thinking and using
language, and students may struggle to fully grasp the subject matter if they do not
become proficient in the corresponding language and thinking practices. Shanahan &
Shanahan (2014) puts the emphasis on literacy instruction in science, history,
literature, and mathematics, as stated in the Common Core State Standards (CCSS),
has prompted teachers to reconsider their current teaching methods in these subject
areas.

As for the differences between content area literacy and disciplinary literacy,
initially, content area literacy and disciplinary literacy may seem synonymous, as a
content area can be viewed as a discipline itself. However, Fang and Coatoam (2013)

acknowledge that disciplinary literacy and content area literacy are approaches to



academic literacy development in the content areas. The main focus of content area
literacy is on study skills which are essential for students to learn from subject
specific texts. In contrast, disciplinary literacy emphasizes on the knowledge and the
abilities to create, communicate and utilize the knowledge in a specific context.
Despite the distinction made by Fang and Coatoam, many teachers tend to use these
terms interchangeably. The issue with treating them as equal is that teachers then
equate the definitions and practices of the two terms. According to Shanahan and
Shanahan (2014), many teachers still lack a clear understanding of the differences
between content area literacy and disciplinary literacy.

Over the past few years, the literacy rates among teenage students have
remained stagnant, even though younger students' reading abilities have shown
noticeable enhancements. While schools have successfully maintained the same
literacy standards achieved for adolescents, there has been no progress in advancing
their literacy levels beyond that point. Throughout history, the focus of literacy
instruction has been on teaching fundamental skills like decoding, fluency, and basic
comprehension strategies. These skills are broadly applicable to most texts and
reading situations across different subjects. This approach is reasonable when dealing
with younger children. As it is stated in Shanahan & Shanahan’s study in 2008,
however, as students progress through the grades, it becomes problematic because
many literacy skills and texts become highly specialized, requiring unique
approaches, which makes improving subject specific literacy skills necessary.

The notion of utilizing literacy skills in various subject areas has remained
relatively unchanged for over a century (Brozo, et al., 2013). However, the
introduction of the Common Core standards has presented a challenge to this

traditional concept, as the literacy profession has been developing a newer approach
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called “disciplinary literacy.” According to Fang (2014), disciplinary literacy
emphasizes the importance of fostering students' ability to participate in social,
semiotic, and cognitive practices that align with those of experts in specific
disciplines. This approach differs from content area literacy, which focuses on
teaching specific literacy skills in certain content areas, rather than imparting skills
that can be applied across various subject areas.

Shanahan and Shanahan (2008) conducted a study on disciplinary literacy.
The study focused on investigating how experts in specific subjects and secondary
content teachers engage with disciplinary texts, employ comprehension strategies,
and subsequently instruct these strategies to adolescent readers. Their project aimed
to challenge the conventional notion of content area literacy, which views it as a
basic set of skills adaptable to diverse texts and reading situations. While
acknowledging the partial correctness of this perspective, Shanahan and Shanahan
argued for the necessity of advanced literacy instruction that extends beyond the
classroom and prepares students for real-world applications. They concluded that
disciplinary literacy, defined as guiding students to effectively navigate the unique
demands of reading and writing within specific disciplines, surpasses traditional
conceptions of content area reading.

Traditionally, there has been an effort to turn every content-area teacher into
a reading teacher by urging them to teach these general-purpose strategies. However,
this approach has not been widely embraced by teachers in specific disciplines, nor
has it been particularly effective in significantly improving reading achievement on a
large scale. According to Shanahan & Shanahan (2008), more recent treatments and
the findings from their study propose that as students advance in their education,

reading and writing instruction should align more closely with the subjects they
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study. In other words, the instruction should be tailored to support and reinforce their
performance with the specific types of texts and interpretive standards required in
different disciplines or subjects approaches.

Within this respect, Moje (2008) states that disciplinary literacy involves
instructing students about “what the privileged discourses are, when and why such
discourses are useful, and how these discourses and practices came to be valued” (p.
100). Conceptualizing subject areas as discourses implies a shift in instructional
methods. Teachers would not only teach the content of a discipline but also educate
students on how and when to apply literacy skills within that discipline. However,
Moje (2008) acknowledges the challenges involved in implementing disciplinary
literacy and initiating the necessary changes. Some of these challenges include
navigating the subcultures that exist between different disciplines, limited
opportunities for teachers to engage extensively with various disciplines, and the
constraints of the typical secondary school day. Moje's personal definition of
disciplinary literacy, shaped by prior research and classroom experiences,
emphasizes viewing each discipline as a distinct discourse. Moje concludes by
suggesting that addressing these questions and challenges can contribute to creating
an ideal educational environment for disciplinary literacy. While she does not
provide direct strategies or methods for application, Moje (2008) suggests that
building instructional programs specifically tailored to disciplinary literacy may be
the most effective approach, rather than simply encouraging content teachers to

incorporate literacy teaching practices and strategies.

12



2.3 The relationship between genre theory and subject specific literacy

In the studies based on literacy, genre theory is inevitable to be mentioned. Genre is
conceptual, socially acknowledged methods of employing language. It is founded on
the notion that individuals within a community typically have no trouble identifying
resemblances in the texts they frequently utilize, and can rely on their recurring
encounters with such texts to interpret, comprehend, and potentially produce them
with relative ease (Hyland, 2007). Genre theory is a concept within the field of
linguistics and communication that focuses on understanding how different types of
texts or discourses are structured, shaped by conventions, and used to convey
specific meanings within particular social contexts. When applied to subject-specific
literacy in a specific content area, such as baby and child nutrition, genre theory
becomes a powerful tool for analyzing, teaching, and communicating knowledge
effectively.

Genre theory allows educators and students to recognize the typical
structures, language patterns, and rhetorical features found in texts related to a
specific content which is “Baby and Child Nutrition” in the scope of this study. By
understanding these conventions, individuals can better comprehend and produce
materials specific to this subject (Hoey, 2001). As educators, we have the capacity to
participate in specific types of writing, like lesson plans, student assessments, and
feedback documents. This allows us to bring a level of proficiency to how we
comprehend and compose familiar texts. To put it more precisely, as in the Hoey’s
(2021) statements in which we possess a reservoir of prior knowledge that we can
use to our advantage when reading and writing, enabling us to convey our thoughts

and ideas with competence and effectiveness.
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Subject-specific literacy involves not only understanding the content but also
conveying it to others. In this sense, genre theory helps individuals tailor their
communication to the expectations of their audience, whether they are addressing
parents, healthcare providers, or researchers. This ensures that the message is clear
and meaningful. Hyland (2004) emphasizes that genre theory encourages a critical
approach to texts. For instance, students can analyze different types of texts in the
context of baby and child nutrition, to understand the goals and intentions behind
them. This analytical skill is crucial for evaluating the quality and reliability of
information in the field.

In vocational education as in the present study, genre theory prepares students
for their future careers. It equips them with the ability to produce reports, diet plans,
and other materials relevant to baby and child nutrition. Students can apply their
knowledge of genre conventions to different areas, making it a versatile skill
applicable to various academic and professional contexts. Genre theory is a valuable
framework for promoting subject-specific literacy in a specific content area like baby
and child nutrition since it enables students to navigate, produce, and critically
analyze texts effectively, thereby enhancing their ability to both understand and

communicate knowledge in their chosen field.

2.4 Knowledge construction

While teaching a specific content, knowledge construction is another vital topic to be
taken into consideration. Knowledge construction in learning a specific content refers
to the active and dynamic process through which individuals actively engage with
information, experiences, and concepts to build their understanding and meaning in a

particular subject area. Rather than passively receiving knowledge, learners are
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encouraged to actively explore, analyze, and synthesize information to construct their
own mental representations of the content. This process involves critical thinking,
reflection, and problem-solving, enabling learners to develop a deep understanding
of the subject matter. By constructing their knowledge, individuals become active
participants in the learning process, making a bridge between new information and
their prior knowledge and experiences (NRC, 2000). This active engagement
facilitates a deeper level of comprehension and promotes the transfer of learning to
real-world situations. Knowledge construction in learning a specific content
empowers learners to become independent thinkers, capable of applying their
understanding to novel challenges and contributing to the advancement of knowledge
in their chosen field.

According to the Piagetian perspective, knowledge development involves an
active and constructive process. However, Piaget's theory has been criticized for its
limited consideration of the role of teaching and classroom communication in the
learning process, as it seemed to overlook the significance of social factors in
development stated by Bruner (1997). Nevertheless, it is essential to note that Piaget
(1977/1995) did recognize the importance of social interaction in the development of
knowledge.

Chapman (1991) argued that while Piaget did examine the role of social
factors in development in his early work, and also in his more famous research
program on how children's knowledge evolves through interactions with the physical
world, he never effectively combined these two dimensions of development. To
address this, Chapman proposed an integration of Piagetian and Vygotskian theory,

summarized in his concept of the “epistemic triangle.” This concept suggests that

15



knowledge is shaped both through an individual's interactions with the world and
through their social exchanges with others concerning their experiences of the world.
Anderson and Krathwohl (2001) emphasize four distinct types of knowledge and
their correlation with the cognitive aspect of Bloom's taxonomy of thinking abilities,
inadvertently combining C-Cognition and C-Content. The knowledge categories are
identified as factual, conceptual, procedural, and metacognitive knowledge. To
illustrate, Coyle & Meyer (2021) illustrate procedural knowledge as the
understanding of subject-specific skills, techniques, and methods. The multi-
dimensional nature of knowledge underscores the importance of linking learning
prioritization based on knowledge and competence.

The multi-dimensional nature of knowledge highlights the importance of
integrating both knowledge-based and competence-based approaches in prioritizing
learning. Counsell (2018) similarly distinguishes between substantive knowledge,
which is based on established facts and disciplinary knowledge, which involves
understanding how that knowledge is constructed, revised, and interpreted using
subject-specific skills like inquiry, reasoning, and argumentation. Essentially,
different types of knowledge necessitate different forms of language for exploration,
analysis, and explanation. This underscores the significance of clearly defining and
making the conceptual demands visible and associated skills required for the subject

content, as it is crucial for promoting deeper and high-quality learning.

2.5 Classroom interaction
Another point to be taken into consideration is that the interaction between the
teacher and the student is vital for joint knowledge construction (Doiz &

Lasagabaster, 2021). Hence, it is necessary for the students to be active participants
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of the activities which are crucial for knowledge learning (Garcia & Lin, 2016). In
order to achieve active participation of the students, it is necessary for teachers to
motivate students’ participation. To do this, the content teacher observes the students
during the classroom and scaffolds each student according to their need. Scaffolding
plays a crucial role in the learning process of any subject, providing a solid
foundation for students to acquire new knowledge and skills. VVygotsky's concept of
the Zone of Proximal Development (ZPD) is connected to the idea of scaffolding.
Vygotsky (1978) defines the Zone of Proximal Development as the "gap between the
current developmental stage, established by independent problem-solving, and the
potential developmental stage, revealed through problem-solving with the assistance
of adults or in partnership with more adept peers” (p. 86). In the context of education,
scaffolding refers to the support and guidance provided by teachers or more
knowledgeable peers to help learners bridge the gap between what they already know
and what they need to learn. By breaking down complex concepts into manageable
chunks and providing clear instructions, scaffolding enables students to grasp
difficult ideas more easily. It offers a structured framework that gradually fades as
learners gain confidence and independence in their understanding. Scaffolding also
promotes active engagement and critical thinking by encouraging students to ask
questions, explore different approaches, and make connections between prior
knowledge and new information. Through scaffolding, learners receive personalized
assistance tailored to their individual needs, enhancing their comprehension,
problem-solving abilities, and overall learning outcomes in the subject at hand.
Ultimately, Hammond (2002) signifies the importance of scaffolding lies in its
ability to empower students, building their confidence and competence as they

navigate the challenges of learning and master the complexities of the subject.
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The teacher’s role in encouraging the students to learn a specific content is vital.
According to the study carried out by Lin and He (2017), both the teacher and the
students used spoken and written language, gestures, visual images and facial
expressions in the dynamic flow of interactions and activities during the classroom.
In another study Pun and Tai (2021) observed the students’ joint knowledge
construction with the help of their teacher in the science lesson and they used
multimodal resources for learning and meaning making during the lesson. It can be
resulted from these studies that the students co-construct the knowledge with their

teacher and their peers.

2.6 Classroom talk

There is a widespread agreement regarding the significance of classroom talk in
constructing knowledge and subject specific literacy reported by Mercer (2000).
According to Mercer (1995, 2000), classroom talk can be categorized into three
types: exploratory, cumulative, and disputational. In exploratory talk, the key
characteristic is the explicit use of reasoning methods, which are observable and
accountable to everyone involved. These methods include questioning one's own and
others' assumptions, providing reasons for claims, offering clear evaluations and
critiques, and engaging in persuasive discussions. When challenges arise,
participants present reasons and propose alternatives. The intention behind these
challenges is to expose and share the reasoning processes, allowing others to refine
and reconstruct their understanding collaboratively. It is evident from this description
that exploratory talk promotes cooperative interaction among participants. Dalton-
Puffer (2016, p. 30) recognizes conversation as the primary medium through which

knowledge is constructed, and individuals are brought into existence through
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dialogue. However, the process of knowledge construction through conversation
necessitates a deliberate and observable focus. It should be apparent in the way
learners are equipped with the necessary language skills to actively participate in
communication that revolves around knowledge. This includes understanding and
utilizing the various patterns, structures, and vocabulary that are relevant to
meaningful and shared construction of knowledge. Ultimately, this facilitates the
creation and mutual accessibility of knowledge among individuals. On the other
hand, cumulative talk occurs when participants collaboratively construct a shared
understanding and knowledge base by accumulating pieces of knowledge that are
unquestioningly agreed upon. It involves the development of knowledge through
mutual agreement. Unlike exploratory talk, where reasoning is explicitly presented
and subject to scrutiny based on publicly available knowledge, cumulative talk holds
participants accountable only to each other. Mercer (2000) states that knowledge in
cumulative talk is based on personal mutual agreement and is not necessarily
supported by external or public sources of knowledge.

The final category, disputational talk, represents a highly restrictive and
competitive form of social interaction where individuals are unwilling to consider the
other person's perspective and continuously assert their own views (Mercer, 2000).
This lack of engagement hinders participants from gaining new insights and
understanding. In disputational talk, the main focus is on making one's views heard
rather than aiming for mutual comprehension. Participants adopt a defensive stance
to restrict and limit knowledge development instead of building on and expanding it.
An essential characteristic of disputational talk is its oppositional nature. As a
consequence of the negative emotional atmosphere in disputational talk, participants

actively seek to protect and maintain their individual identities, rather than forming a
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collective identity. Unlike exploratory talk, where opinions are explored and justified
based on publicly available knowledge, disputational and cumulative talk do not
clearly demonstrate how knowledge claims are justified and may rely on personal
opinions. The distinction between disputational and cumulative talk lies in the
defensive and oppositional tone of disputational talk compared to the positive and
supportive nature of cumulative talk.

According to Atwood et al. (2023), when students are given opportunities to
express their ideas in a classroom environment, encouraged to talk about their views,
having their perspectives acknowledged, or asked to provide reasons, they are more
inclined to engage in exploratory discussions. Mercer (2000) states that among three
different types of talk, exploratory talk stands out as the most effective for
facilitating learning. By sharing the students’ own viewpoints, contributing to the
development of others' perspectives, or posing questions, students create
conversational threads that their peers and teacher can connect with and further
refine through gentle challenges, additions, and modifications. This process aids in
the production of knowledge by fostering a more coherent understanding for
everyone involved. It appears that this could be a potential pathway for learning,

which creates active learning in action.

2.7 Cognitive discourse functions (CDFs)

Another theoretical background on which the present study focused is Cognitive
Discourse Functions (CDF) proposed by Dalton-Puffer (2013, 2016). The construct
of Cognitive Discourse Functions (CDFs) involves seven common thought

processes which are Categorize, Define, Describe, Evaluate, Explain, Explore,

20



Report as it is shown in Table 1 (see Appendix F). The CDF verbs are used to
comprehend the specific subject and to express the ideas related to the content.

Tom Morton (2020) claims that there is a gap between the specific subject matter and
the learners’ literacy levels. He continues that Cognitive Discourse Function (CDFs),
as developed by Dalton-Puffer in 2013, forms a bridge between the literacy skills of
the learners and the specific subject. The CDF is suggested as a connecting element
that facilitates the expression of content learning objectives by bridging the gap
between academic subject matter and the necessary literacy and language skills to
convey that knowledge effectively. The central idea is that educational objectives in
various subjects often consist of verbs representing specific cognitive actions, such
as defining, evaluating, and explaining, etc. These cognitive operations have distinct
linguistic expressions that can be taught to students. The CDFs serve as a vital link
between cognition and language, acting as a bridge that connects content learning
objectives, the particular types of communication associated with academic subjects,
and the language required to articulate knowledge and thoughts effectively (Morton,
2020). In a study conducted by Doiz and Lasagabaster (2021), they found out that
CDF constructs are useful tools to gain information about which linguistic
competences are specified in a specific context.

In this MA thesis, among the CDF verbs, Describe, Define and Explain will
be our focus to investigate the classroom environment, learning materials and
learning processes in terms of the learners’ subject specific literacy in a course on
Nutrition for babies and children. The purpose of the study is to examine what the
students learn, how they learn the specific content, what kinds of activities are used
to learn/teach the specific content and why the teacher uses those activities and

materials based on the CDF by Dalton-Puffer (2013).
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2.8 Metadiscourse functions

Another significant theoretical framework on which the present research relies is
Hyland’s classification model of metadiscourse (2005a). According to Hyland
(2000), metadiscourse is defined as the linguistic features used to structure a
discourse or express the writer's perspective towards the content or the audience (p.
109). With the use of metadiscourse features, writing serves as a form of social
interaction between the writer and reader. Writer employs metadiscourse features in
order to convey the message effectively to readers. As in all genres, metadiscourse
features are utilized in academic texts as well. Writers can enhance the quality of
academic writing through the skillful utilization of metadiscourse functions
(Letsoela, 2014). Another important theoritical background of the present study is
Hyland's stance and engagement framework (2005) offering a comprehensive
approach to understanding classroom interaction by focusing on how speakers and
writers express their attitudes, feelings, and commitments towards their statements
and their audience. Stance involves the ways in which language users convey their
perspectives, including the use of hedges, boosters, attitude markers, and self-
mentions to express certainty, importance, and personal involvement. Engagement,
on the other hand, pertains to how speakers and writers involve their audience, using
directives, questions, shared knowledge, and reader mentions to actively engage and
guide them through the discourse. In a classroom setting, applying Hyland's (2005)
framework can help educators create more interactive and responsive learning
environments. By consciously employing stance and engagement strategies, teachers
can better connect with students, clarify their instructional intentions, and foster a
more dynamic and inclusive classroom discourse. This approach not only enhances

comprehension and participation but also helps build a supportive community where
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students feel valued and motivated to contribute (Kramar, 2019). Therefore, it is
necessary to examine metadiscourse markers based on Hyland’s stance and
engagement framework in the coursebook and classroom talk in order to investigate

the language through which the message is conveyed to the learners.

2.9 Theuse of L1 in CLIL classes
The use of a learner's first language (L1) and translanguaging in Content and
Language Integrated Learning (CLIL) serves as a dynamic approach to enhance both
subject comprehension and language proficiency. Translanguaging, which involves
the fluid use of multiple languages, allows students to leverage their entire linguistic
repertoire to make sense of complex content, thus facilitating deeper understanding
and retention. Incorporating L1 strategically within CLIL not only supports cognitive
processing by making new information more accessible but also empowers students
by validating their linguistic identities. This approach fosters an inclusive classroom
environment where linguistic diversity is seen as an asset rather than a barrier. Garcia
& Li Wei (2015) states that through translanguaging practices, students can draw on
their L1 to scaffold their learning, engage more actively in discussions, and develop
stronger metalinguistic skills by constantly navigating and connecting different
linguistic codes. Ultimately, the integration of L1 and translanguaging in CLIL
enhances both educational equity and the effectiveness of language and content
instruction.

According to Li (2018), the notion of codeswitching has also a significant
role in teaching of / through a foreing language, which is different form
translanguaging. Code-switching refers to the practice of alternating between

languages within a single communicative episode, based on the idea that different
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languages exist as distinct structural and cognitive systems. Analysis of code-
switching typically aims to identify the specific languages involved and may perform
a structural or functional examination of the language switching process during a
particular communicative instance (Li, 2018). In contrast, translanguaging
emphasizes the process of meaning-making, focusing on how individuals utilize a
range of linguistic, cognitive, and multimodal resources to construct meaning and

understanding.

2.9.1 Why not CLIL through L1?
Even though there are controversies about the use of L1 in CLIL, L1 plays an
important role in CLIL classrooms, in that code-switches or translanguaging are
inevitable practices during the learning process through CLIL (Lasagabaster, 2013).
In a research study carried out by Lasagabaster (2013), 35 CLIL teachers took a
questionnaire about their perspectives on including the native language (L1) into
their CLIL classes. The results of the study revealed that overall, the teachers
expressed supportive views toward using the L1 as it encourages the students to use
the language and to comprehend the content. In another study conducted by
Gallagher and Colohan (2014), they investigated the use of L1 in CLIL and they
reached the conclusion that the use of code-switching and translanguaging based on
an intentional target can be beneficial in teaching and learning process. The
researchers recommend the language teachers to use L1 as a teaching tool in
language learning contexts. In a nutshell, the findings of both studies reveal the same
conclusion favoring the role of L1 in CLIL classes.

In the CLIL literature the use of L1 is considered as a supportive tool in a

foreign language learning process however, the use of varieties of L1 for a specific
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purpose makes it a separate language different from daily L1. For instance, there are
diverse types of Englishes based on the purpose of usage such as English for Science
and Technology (EST), English for Academic Purposes (EAP) and English for
Occupational Purposes (EOP). As for the Turkish Academic Language, there are
various jargons of the Turkish language such as Turkish for Medicine, Turkish for
Engineering, Turkish for Science, Turkish for Law, Turkish for Business, Turkish for
Tourism etc. Turkish Academic Language can be regarded as a separate language
just like different varieties of English.

According to the study conducted by Bayyurt and Akbas (2014), it was
observed that bilingual (Turkish & English) graduate students had no difficulty in
understanding and writing academic articles in English, but they had difficulties in
Turkish articles. The students have been taught in English and they are instructed
about how to write an academic article. That is why they do not have difficulty in
academic English. However, they have difficulty in understanding and using Turkish
in academic writings even though Turkish is their native language. The findings of
this research show that Turkish has distinct features as an academic language, thus
Turkish academic language can be taught as a different language.

Considering that CLIL methodology is not limited to teaching in English
only, other languages or a different type of a specific language can also be employed
in CLIL as well. Turkish academic language is a type of language as it is mentioned
above, hence, teaching a specific content in Turkish academic language can be
admitted as CLIL since the aim is not to teach the language itself. In other words, the
aim is to teach the specific content via a discipline specific variety of Turkish
language so that the students can learn the linguistic forms of it and use them

effectively in their field of study.
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CHAPTER 3

METHODOLOGY

The research context, research questions, participants, data collection and analysis

are presented in this chapter.

3.1 The research context

In the context of this small-scale case study, "literacy" refers to more than just basic
reading and writing skills. It encompasses a broader set of competencies that enable
individuals to engage effectively with the subject matter. Subject-specific literacy in
the “Baby and Child Nutrition” class of the departmental course involves defining
and describing key concepts, explaining dietary patterns, applying nutritional
knowledge in daily life, and communicating effectively.

In the scope of this study, the language of instruction, the lectures and all of
the materials employed in the classroom are provided in the students’ L1 so that they
do not have difficulty in conveying their ideas freely and comfortably. Using their
home language makes their conversation about their daily life experiences easier and
also, they can easily extend it to the target content knowledge with the help and
leading of the content teacher (Li, 2022).

The school where the present study is conducted is a state vocational high
school offering three departments which are Child Development, Textile and Fashion
and Design departments. The students who participated in this research study in
Child Development Department and they are 9" graders taking Maternal and Child

Health lesson which is a departmental course.
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In this study, data triangulation method is used as data were collected in three
different ways which are coursebook analysis, lecture video recordings and

interviews with the teacher and the students.

3.2 Education system in Tiirkiye

According to the report published by the Ministry of National Education (2023),
education is conducted in schools based on age-specific programs and levels
designed for individuals. Formal education encompasses pre-primary, primary,
secondary, high school, and universities/higher education institutions. Pre-primary
education is not compulsory within the Turkish National Education System.
Compulsory education consists of four-year primary schools, four-year secondary
schools offering various program choices such as imam and preacher schools, and
onward general, and four year high school education including general, vocational,
and technical education institutions and vocational education centers providing four-
year compulsory formal education. The general high school education institutions are
science high schools, social sciences high schools, Anatolian high schools, Anatolian
Imam and Preacher high schools, fine arts high schools, and sports high schools.
These levels provide four-year compulsory formal or non-formal education based on
education (MEB, 2023).

Children aged 36-68 months who are under the age of compulsory primary
education can receive pre-primary education which is not compulsory. In pre-school
education, children learn a variety of fundamental skills that are crucial for their
development such as social skills, language development and cognitive development.
Besides the curriculum designed for pre-school education, some private schools offer

foreign language education and other activities like swimming, chess etc. English

27



classes in pre-school education are only offered in some of the private kindergartens
(Batir, 2021).

Compulsory primary school education comprises children between the ages
of 6-10. The aims of primary schools are to provide basic knowledge and skills for
higher education in accordance with the curriculum. Besides fundamental courses in
the primary school curriculum such as Maths, Turkish, Social Sciences and Science,
the age of teaching English as a foreign language has been 6.6 years of age
corresponding to the second grade since 2012 (MoNE). The students have 2 hours of
English lessons per week during primary school education. The number of English
lessons can change in private schools providing more opportunities for foreign
language education.

Students who have finished their primary school education and who have not
exceeded the compulsory education age by the end of September (registration time)
are enrolled in the secondary school or Imam and Preacher secondary schools
through the e-School system, depending on the residential address details in the
national address database (MEB, 2023). The number of English lessons is 4 for 5th,
6th, 7th and 8th graders in secondary schools (Tuzcu, Eken, 2021). In Turkey, the
academic year is divided into two semesters, each covering 19 weeks. By the time
students complete Grade 8, they will have received 836 hours of English education
(Tuzcu Eken, 2021). However, the situation is different in most of the private
secondary schools providing longer hours of English lessons than the curriculum
designed by the Ministry of National Education.

As to high school education, it encompasses general, vocational, and
technical institutions, as well as vocational education centers (MEB, 2023). They

offer a compulsory four-year formal education following secondary school
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education. High school education institutions offer education and training for four
years, providing both boarding and/or day basis education. Upon graduation from
these schools, students receive a diploma depending on the program they have
completed. High school education prepares the students for higher education,
aligning with their interests, enthusiasm, and capabilities (MEB, 2023). It also
provides general culture during a compulsory education period of at least four years
following secondary school. According to the data published by MEB (2023), there
are various types of general high school education institutions such as science high
schools, social sciences high schools, Anatolian high schools, Anatolian Imam and
Preacher high schools, fine arts high schools, and sports high schools. On the other
hand, vocational high school institutions are vocational and technical Anatolian high
schools, vocational training centers, and multiprogram Anatolian high schools
(MEB, 2023).

According to the latest updates in the English language teaching curriculum,
in state high schools in Tiirkiye, there are 4 hours of English lessons in 9th grade. In
high schools other than vocational high schools, there are still 4 hours of English in
grades 10, 11 and 12. However, in vocational high schools, the number of English
lessons in grades 10, 11 and 12 decreases to 2 (MEB, 2023).

The language of national education in Tiirkiye is Turkish, that is why; all of the
schools offer education in Turkish except for some private schools and some
universities.

The students in the VVocational High School where the study is conducted
have education in their L1, Turkish. They also have English as a compulsory course

for 4 lessons a week.
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3.3 Research questions

The purpose of this study is to investigate the knowledge construction of 9th graders
in the context of their field of study. The scope of this study comprises the 9th grade
learners’ acquisition of specialized knowledge and skills related to the specific
content, “Baby and Child Nutrition”. During the investigation of the learners’
knowledge construction in a specific content, the CDF constructs will be taken into
consideration. It involves the ability to define, describe and explain the information
specifically within the context of nutrition.

The research questions of the study are following:

1. How is knowledge conveyed in the “Maternal and Child Health” coursebook
in a Turkish vocational high school?

2. How is knowledge constructed in a “Baby and Child Nutrition” class in a
Turkish Vocational High School through the analysis of teacher / student
talk?

2. What are students’ perspectives on knowledge construction in a “Baby and

Child Nutrition” class in a Turkish Vocational High School?

3.4 Participants
As it is a small-scale case study, the convenience sampling is used in the research to
determine the participants. There are 21 9" graders, who are 14-15 years old,
studying in the Child Development Department at a state VVocational High School in
Nigde,Turkey.

The participants are the 9™ grade students who study in the Child
Development Department at the 75" Year Mehmet Goker Vocational High School in

Nigde, Turkey. The students volunteer to be part of the study. All of the students and
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their families are informed about the study and they signed the consent forms. The
study is conducted with a convenience group because there is only one class of 9th
graders studying in the Child Development Department and another reason is that the
researcher is working as a teacher of English at the same school. The age of the
participants range from 14 to 15. There are 21 female students in the classroom. The
Child Development Department is mostly preferred by the female students, that is
why, almost all of the students are female each year. At the time of the research, the
researcher will be teaching at the same school, thus it is easy to reach the participants
face to face.

As to the social and economic profile of the students, almost all of the
students are coming from low socio-economic levels. 18 students stay in the
dormitory funded by the Ministry of National Education during the school year.
Their parents are farmers livin in the different villages of Nigde. 3 of them commute
to the school every day.

The academic level of the students is also low. The 8™ grade students take the
High School Entrance Exam at the end of the 8 school years in Tiirkiye. Both their
exam grades and the grade point average are taken into consideration while choosing
the high school to study for the next four years. The students whose grade average
are 240 out of total 500 points can enter a VVocational High School. As to their
department choice, the students fill a form after three weeks of orientation program
at the vocational high school. They can choose three departments offered by the
school (Child Development, Fashion and Design and Textile Departments) from the
most wanted to the least wanted according to their interests and abilities. The first 30
(at most) students whose first preference is Child Development are registered to this

department.
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Another participant of the study is the content teacher at the Child
Development Department. There are four content teachers teaching in the Child
Development department at the same high school, however only one of them wanted
to take part in the study voluntarily. The content teacher is informed about the study
and she signed the consent form. The content teacher offers the Maternal and Child
Health course for 9th graders during the 2023-2024 education year. She will be
teaching this course for two semesters.

The content teacher in this study is a graduate of the Child Development
Department at Selguk University in Konya. She has been teaching content courses in
the Child Development Department at a VVocational High School for 15 years, and
she has been working in the 75" Year Mehmet Goker Vocational High School for 8

years. She is married and has two kids.

3.5 Data collection and analysis

In this small-scale case study, the coursebook “Anne ve Cocuk Saglig1” (Maternal
and Child Health) is analyzed. In the analysis of the book, all of the verbs, nouns and
adjectives written in the excel format and the frequency of each word form is
calculated. The linguistic forms in the book are inputted into the Microsoft Excel
Program and classified according to the linguistic forms such as tenses, pronouns,
passive voice and modals.

Another data collection tool is the video recordings of the face-to-face
lectures. The lectures given by the content teacher and the interactions between
student-student and student- teacher are video recorded. Before the data collection
procedure, ethical approvals are received from the research ethics committee of

Bogazigi University and the Ministry of National Education. The content teacher, the
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students and their parents are informed about the scope of the research, ethical
approvals and methods for securing the students’ identities such as using “Student 1,
Student 2” instead of their names and the students are volunteered by signing the
consent forms. Their parents also signed consent forms because the students are
under 18 years old. After ethical permissions are obtained, the lectures on “Baby and
Child Nutrition unit / Maternal and Child Health Course” are video recorded. For the
recording, the camera was situated on the backside of the class to capture the whole
class.

The cases from the video recordings related to the usage of academic
language in a specific content area are transcribed and they are analyzed according to
Hyland's (2005a) classification model of metadiscourse and on the basis of Define,
Describe and Explain constructs of CDF by Dalton-Puffer (2013) in order to
investigate how the students construct knowledge related to their departmental
subject.

In the meantime, the students and the content teacher are interviewed to
investigate what they learn/teach, how they learn/teach, what types of materials and
activities they use and why they choose those materials and activities.

Interview with the instructor includes six questions eliciting the instructor’s
perspectives about teaching process, course materials and activities used during the
lectures on the content “Baby and Child Nutrition”. The instructor was interviewed
one week after the lectures on “Baby and Child Nutrition” unit finished. During the
interview the conversation between the instructor and the researcher was audio
recorded. Subsequently, the interview was transcribed by the researcher.

The interview questions were structured according to the following topics;

e What/How the instructor teaches
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e What types of materials and activities the instructor used

e How the instructor Describes/Defines/Explains terminology
Two weeks after the lectures, 3 groups of 3 students were chosen among
volunteering students. The students were asked 6 questions to learn about their
understanding of the content in their L1, their views about the classroom interaction
and the materials they used to learn the content. The students were also asked about
their ideas on how they would use their literacy skills and content knowledge on
“Baby and Child Nutrition” in their career and daily life in the future. After the focus
group interview sessions were completed, the audio-recordings were transcribed by
the researcher.
The focus group interview questions were structured according to the following
topics;

e What/How the students learn

e What types of materials and activities the students used

e What the students think about the usefulness of the content in their

future life.

With the use of various data collection methods such as coursebook analysis, lecture
recordings and interviews, data trialingulation method is used to have a

comprehensive understanding of the phenomena in the present study.

3.6 The analysis of the coursebook

The coursebook used in this lesson is “Anne-Cocuk Sagligi (Maternal and Child
Health)” which is published by the Turkish Ministry of National Education.

The book is analyzed by compiling all verbs, nouns, and adjectives in an Excel

format, and then determining the frequency of each word form. The forms of the
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vocabulary items used in the coursebook are classified manually. The data obtained
from the coursebook is analyzed quantitatively to display the frequency of linguistic
forms. For the detailed description of the linguistic forms utilized in the coursebook,

the data is also analyzed based on Hyland’s classification model of metadiscourse

(2005a).

3.7 Metadiscourse features in the coursebook
In academic writing, hedges play a role in enabling writers to create a sense of
distance from the message within the text or conceal their presence. Hedges refer to
linguistic expressions that convey a lack of complete commitment to the truthfulness
of a statement or serve as a deliberate effort to obscure the true intentions of the
authors. Examining the utilization of hedges in Turkish academic writing unveils
how the author distributes the responsibility for interpreting their assertions with the
reader.

In Turkish academic writing, the utilization of hedges is notable. Fidan
(2002) conducted a study analyzing scientific articles across various disciplines in
Turkish academic journals and books. Her investigation, based on Hyland's (1998)
taxonomy of metadiscourse markers, revealed a significant presence of hedges in
Turkish academic discourse. Notably, Fidan found that Turkish academic writers
employ more textual metadiscourse markers, particularly hedges, than interpersonal
ones. This suggests a prevalent tendency among Turkish authors to incorporate
linguistic expressions indicating a degree of uncertainty or caution in their academic
writing, aligning with the conventions of metadiscourse in the Turkish academic
context. The use of hedging allows the author to reduce their impact in an essay and

emphasize the provisional nature of their statements.
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As hedges are useful and mostly used tools in academia, the students are
mostly exposed to the forms of hedges. Therefore, it is important to investigate the
role of hedges in knowledge construction in academic knowledge learning.

In this study, the vocabulary items used in the whole coursebook are analyzed in

terms of academic language constructs in Turkish. The features of Turkish language
are classified as in Table 2 (see Appendix G) by many researchers in different works
as in Giicli, (2022). Based on these linguistic features of Turkish language, hedging

devices are also examined.
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CHAPTER 4

FINDINGS

In this chapter, the findings of the analysis of the coursebook, video records of the

lectures and interviews with the teacher and the students are presented respectively.

4.1 The results of the coursebook analysis
The verbs used in the coursebook are analyzed based on tenses, active- passive voice
forms, modal suffixes and pronoun suffixes as they are shown in Tablel. The

findings of the analysis show that;

Figure 1. Tenses

tense

0 200 400 600 800 1000 1200

In the coursebook, 1105 verb forms are used and the verbs are mostly in Simple

Present Tense. The present simple tense predominates in academic writing and is
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typically regarded as the default choice unless there is a specific rationale for opting
for a different tense. There are some occurrences of Compound Tense (-mAKtAdIr &
-mlstlr) (only 82). Past simple tenses are never used in the “Maternal and Child

Health” coursebook.

Figure 2. Active / passive forms

active/passive

50

The number of active verbs is higher than the passive ones in the coursebook.
However, there is a considerable number of passive forms employed in the
coursebook. As the book is a coursebook written for the purpose of teaching
academic content, the passive form is also used in a significant amount. Passive form
is used as a hedging device by which the writers do not show total commitment to
the subject as Doyuran (2009) states that employing the passive voice diminishes the
authors' presence in the text, thereby lowering the likelihood of disagreement and
resulting in reduced accountability in their writing.

38



Figure 3. Modal suffixes

suffixes
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OBLG (mAll) Wl 28
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PSB-AOR (Abil) | 119
COP (DIr) N 223

AOR (Ar/Ir) I 368
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In the coursebook, nine different modal suffixes are employed. These modal suffixes
are used to refrain from the belief and reasoning related to the writer’s position
(Hyland, 1998). In Turkish academic language, some of the suffixes, AOR (Ar/Ir),
OBLG-COP (mAlI/DIr), COP(DIr) and PSB-AOR Abil-(A/l)r, are considerably used
to function as hedging markers.

According to the results of the manual analysis of the verb endings used in
the coursebook, the most frequently used suffix which is observed in 368 cases is
AOR (Ar/Ir) as hedging markers. Aorist (Ar/lIr) has assumptive reading besides the
generalization meaning in Turkish academic language (Erguvanli-Taylan, 2018).

The second most frequently used suffix is OBLG-COP (mAlI/DIr) which has
inferential reading functioning as a hedging device (Doyuran, 2009). However, in the
coursebook analyzed in the present research, the use of -DIr after -mAll indicates the
meaning of obligation and necessity as it is stated in Kocaman’s Turkish linguistic
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study (1990). In Turkish academic language OLBG-COP (mAlI/DIr) is employed to
express the meaning of obligation and necessity besides inferential meaning. In the
Maternal and Child Health coursebook, these suffixes are used as the indicator of
necessity as the book generally mentions the essential things to do for the health of
mother and baby.

The next most frequent suffix is COP (DlIr). The suffix COP (DlIr) has two
main purposes. The first aim is conveying a high level of certainty in a formal and
academic context as in the context of the present research and the other is indicating
probability (Kerimoglu & Aksu, 2015). In the “Maternal and Child Health”
coursebook, the suffix COP(DlIr) focuses on the meaning of certainty and
generalization in academic context.

The last frequently used suffix in the coursebook is PSB-AOR Abil-(A/l)r.
According to Kerslake (1990), the suffix PSB-AOR Abil-(A/Dr is used as the

grammatical indicator of possibility in the Turkish language.
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Figure 4. Pronoun suffixes

Pronoun Suffixes

3rd Plural I 53

0 200 400 600 800 1000 1200

In the coursebook, the most frequently used pronoun is the 3rd person singular. In
most of the formal, academic writing, the third person pronouns are commonly used
as it is an objective discourse. The third person pronouns are also considerably used
to generalize the findings of an academic research. Using the third person pronouns
in academic coursebooks enables writers to be beyond their own personal
experiences and bias, thus it can provide a fair atmosphere for the student readers.
Furthermore, the use of the third person pronoun with the copula -DIr gives the
meaning of certainty, persistence and probability to the stative and action verbs
(Korkmaz, 2007). In the Maternal and Child Health coursebook, the most commonly
used pronoun is the 3rd person singular pronoun as the book has an academic

content.
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4.2 The findings of the analysis of the video records of the lectures

4.2.1 The CDF constructs in the analysis of the lectures

In this small-scale descriptive case study, the video recordings of the lectures are
transcribed and subsequently categorized based on the Define, Describe and Explain
criteria established by the CDF Construct. The coding process involves aligning
segments of participant dialogue with the underlying communicative purpose of
specific CDF types. This coding is applied to both teacher and student language.
However, in this study, there are cases where Describe and Explain constructs are
used together since it is difficult to differentiate between Describe (Betimlemek) and
Explain (A¢iklamak) constructs in Turkish. However, in the data analysis Describe is
used to investigate what the things are like while Explain is used to examine how and
why the things happen based on the category provided by (Dalton-Puffer, 2013).

The importance of the "Define and Describe™ constructs within Cognitive
Discourse Functions (CDFs) cannot be overstated when it comes to subject-specific
literacy studies. These constructs are fundamental for gaining a deep understanding
of any subject matter. Through clear definitions and detailed descriptions, students
and researchers can build a strong foundation of knowledge. This, in turn, enables
effective communication, critical thinking, and problem-solving within the given
field. "Define and Describe" constructs ensure that key terms and concepts are
accurately and comprehensively explained, facilitating not only learning but also the
exchange of ideas and findings among scholars. In essence, these constructs serve as
the cornerstones of subject-specific literacy, supporting the acquisition of expertise
and the advancement of knowledge in a wide range of academic and professional

disciplines. The construct Define (identify, characterize) gives information about
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what the thing is, on the other hand the construct Describe ( label, identify, name,
specify) tells what the thing is like (Dalton-Puffer, et al., 2018).

When it comes to the present research context, Define and Describe
constructs provide a solid foundation for clear communication, precise
understanding, and professional growth. In a vocational high school, where practical
knowledge is key, a comprehensive grasp of baby and child nutrition is vital. "Define
and Describe™ constructs empower students to accurately define terms, describe
concepts, and discuss nutritional principles with clarity. This knowledge is crucial for
future professionals, enabling them to provide the best care and support for infants
and children, setting the stage for a successful and fulfilling career in the Child
Development Department.

In addition to the CDF constructs Define and Describe, the construct of
Explain is also essential to be examined in the scope of this study as the occurrences
of this construct in the lectures are considerable. Even though Explain is a separate
category as a CDF construct, it is sometimes difficult to differentiate Describe from
Explain since in the Turkish language, the terms “describe (betimlemek)” and
"explain (agiklamak)" share overlapping meanings as mentioned in the previous
section. The construct Explain is employed to analyze the data consisting of why and
how things happen so that it is differentiated from Describe (Dalton-Puffer, et al.,
2018). However, there are cases that they are used together in some of the classroom
conversations where the instructor gives a detailed description and also results or
causes of a phenomenon.

In addition to the CDF constructs, the cases from the transcription of the
lecture given by the content teacher are analyzed in terms of the some features of

metadiscourse functions such as pronoun suffixes (1st person plural “Biz”, Inclusive
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we and Exclusive we). In this research, occurrences of both inclusive "we" and
exclusive "we" are tallied as metadiscursive elements as in the metadiscourse model

by Hyland (2005a).

4.2.2 Knowledge co-construction in face-to-face lectures

The Maternal and Child Health course is taught face-to-face in the classroom for 3
hours a week. The main material of the course is the Maternal and Child Health
textbook issued by the Ministry of National Education. The teacher announces the
topic to be covered one week in advance and students come to class prepared. The
teacher has the digital version of the coursebook on the smartboard so that she can
refer to it while giving the lecture. The teacher gives the lecture by explaining the

content in detail.

Teacher Talk

Co-
construction Student
of Answers
Knowledge

Figure 5. Phases of knowledge co-construction in the classroom
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During the lesson, the teacher often asks questions to the students in order to check
students’ comprehension and the students answer them. Classroom interaction
consists of the teacher's lecture, questions and student responses. The teacher gives
feedback to the students based on their answers by confirming their answers,
reformulating their sentences or correcting them (Llinares & Lyster, 2014). As it is
shown in Figure 5 knowledge is co-constructed with the interaction of teacher and
students via question and answers. In the first phase of the lesson, the teacher
introduces the content and asks the students to share their previous knowledge if they
have any. Subsequently, the teacher explains the topic and asks comprehension
questions to check the students' understanding or wants them to give examples
related to the topic. Then the students respond to the questions and they learn the
content thanks to question-answer interactions during the lectures and feedback

provided by the teacher.

4.2.3 The use of metadiscourse and cognitive discourse functions to construct
knowledge in nutrition class

The extracts of the lecture recording on “Baby and Child Nutrition” are presented
below. In the transcripts, the conversation between the content teacher and the
students are numbered as chunks and the person who is talking in the extract is
identified as the content teacher "CT." Recognizable individual students are denoted
as "S1," "S2," and so forth, while unidentified voices are expressed as “S” for an
individual voice and "Ss" for multiple voices. The omission of irrelevant utterances
is marked by three dots "...". CDF constructs which are Define, Describe and
Explain are shown by the use of square brackets “[ |”. Metadiscourse functions such

as inclusive “we”, exclusive “we” or other pronouns are expressed by parentheses ““(

45



)”. Other interaction types such as questions, prompts, feedback, reformulation of the

student answers comprehension checks are shown by the use of curly brackets “{ }”.

Extract 1.
1 CT:
2 S1:
3 CT:
4 Ss:
5 CT:
6 Ss:
7 CT:

[Beslenme nedir?] <DEFINE> Kim sdylemek istiyor? Beslenme?
What is nutrition? Who wants to say? Nutrition?

[Insanin biiyiimesi, gelismesi i¢in saglikli, viicuda saglikli
yiyeceklerin viicuda alinmasina beslenme denir.] <DEFINE>

The intake of healthy, healthy foods for human growth and
development is called nutrition.

(Evet, glizel). <CONFIRMATION> [Viicudumuzun biiylimesi,
gelismesi,saglikli olabilmesi i¢in gerekli olan 6geler var. Biitiin
beslenme 6gelerinden dengeli ve yeterli bir sekilde viicudumuza
aldigimizda da (biz) buna ne (diyoruz) arkadaslar?] ...

<DEFINE>, <INCLUSIVE WE>

Yes, it is good. There are elements that are necessary for our bodies to
grow, develop and be healthy. What do we call it, friends, when we
get all the nutritional elements in a balanced and sufficient way?
[Beslenme] <DEFINE>

Nutrition

[Yeterli ve dengeli beslenme (diyoruz).] <RESTATEMENT /
DEFINE>

We call it adequate and balanced nutrition.

Peki, bebeklik donemini diisiinecek olursak, dogal beslenme diye bir
(tanimimiz) var.<INCLUSIVE WE> [Dogal beslenme nedir?]
<DEFINE>

Well, if we think about infancy, we have a definition of natural
nutrition. What is natural nutrition?

Anne siitii

Breast milk

{Harikasiniz. } <CONFIRMATION>{Tamamen anne siitiiyle
beslenme durumuna biz ne (diyoruz)? .<INCLUSIVE WE>
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<PROMPTING/ DEFINE>

You are wonderful. What do we call only breastfeeding?
8 Ss: Dogal beslenme.

Natural feeding.

In the first line, the content teacher initiates the conversation by asking a definition of
a content word. Then, student 1 replies to the question by giving a definition. In line
3, the student answer is confirmed by the teacher and then the teacher restates the
definition by completing the missing parts in the student’s response. The content
teacher modifies the definition to align with the specifications of the canonical form.
After she gives the full definition, she asks the students to tell the terminology for the
repeated definition in line 4. The content teacher’s questions-answers to check the
students’ understanding and expecting them to give definition of the word and also
asking for the terminology for the given definition shows that the students and the
content teacher co-construct the knowledge by using the Define function of CDF
repeatedly (Dalton-Puffer, 2007a). Dalton-Puffer (2007b) has examined Define,
Explain and Hypothesize functions of CDF in Austrian CLIL classrooms. She aims
to understand how these functions are employed in the classroom interactions.
According to the results of Dalton-Puffer’s study (2007b), the communication in the
classroom is characterized by a series of Initiation-Response-Feedback sequences.
Through these interaction sequences the students seek for information and the
instructors provide information with the aim of collaboratively constructing the
content knowledge. As in the study of Dalton-Puffer (2007b), the feedback provided
by the instructor in the first extract aims to collaboratively construct knowledge with

the usage of the Define function of CDF.
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In line 4, the instructor prompts the students by stating the canonical
definition of the terminology and then wants them to identify the terminology. Via
question and answer interaction, the instructor aims to check the students’
comprehension and encourage them to participate in the class actively, which helps
construct knowledge collaboratively.

In line 5, the teacher introduces another term, using the inclusive pronoun
“we” to emphasize a shared content community and foster a comfortable learning
environment. This choice aligns with the idea of prioritizing collective thinking over
individual perspectives (Hyland, 2005a). To be more precise, it illustrates the
instructor’s shared social identity, where the students are acutely aware of social
norms while formulating their arguments (Hyland, 2002).

In the first extract which displays the beginning of the lesson, the teacher uses
only define construct. She asks the students to define the relevant term, then
reformulates their answers and repeats the definition. In this way define construct is

used repeatedly.

Extract 2.

1 CT: {Harikasimiz.} <CONFIRMATION> Peki, bir de (yapay
beslenmemiz) <INCLUSIVE WE> var. [Yapay beslenme ne
olabilir?] <DEFINE>
That is great. Well, we also have unnatural nutrition. What could
unnatural nutrition be?

2 S2:  [Anne siitiiniin yetersiz kaldig1 durumlarda kullanilabilir. ]
<EXPLAIN>
Can it be used in cases where breast milk is insufficient...

3 CT: {Evet} <CONFIRMATION>, [bunlar ne olabilir? ... Anne siitiine
yakin siitler olabilir.] <DESCRIBE / PROMPTING>

Yes, what could these be? ... It could be milk close to breast milk.
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S3:

CT:

Ss:

CT:

S1:

CT:

[Suyla karigtilir.] <DESCRIBE>

It is mixed with water.

{Baska neler olabilir? ... Baska?} <QUESTION>

What else could it be? ... What else?

Mamalar

Formula

{Mamalar olabilir, bagka?} <CONFIRMATION / QUESTION>

It could be a formula, what else?

Meyve piiresi

Fruit puree

Ama daha bebek ya ... (ne yapabiliriz?) <INCLUSIVE WE> {Iste,
stitler dedik, mamalar degil mi arkadaglar?} <RHETORICAL
QUESTION> [Bu ikisi. Eger, bazi durumlarda anne siitii
verilememesi durumunda, ne zaman olur bu?] <EXPLAIN> ...

But he is just a baby ... what can we do? We said milk and formula,
right friends? These two. If, in some cases, breast milk cannot be
given, when does this happen? ...

[Anne siitli gelmeyebilir, siitii olmayabilir, bebek hastanede yatiyor
olabilir, yogun bakim siireci olabilir degil mi?] <EXPLAIN
RHETORICAL QUESTION> Bu donemlerde eger bebek anne siitiinii
alamryorsa biz o zaman (ne yapacagiz?) <INCLUSIVE WE> ...
{bebegi mutlaka ve mutlaka beslememiz gerekiyor degil mi?}
<RHETORICAL QUESTION> ...

Breast milk may not come, there may be no milk, the baby may be
hospitalized, there may be an intensive care period, right? In these
periods, if the baby cannot receive breast milk, then what do we do?...
we need to feed the baby, right?

[Stitleri 1’e 1 yada 2’ye 1, 3’e 1 oraninda bebegin durumuna gore ne
(vapacagiz)?... (sulandiracagiz.) Yani inek siitiinii hemen oldugu gibi
bebege (vermiyoruz).] <EXPLAIN / INCLUSIVE WE> {Tamam mi1
arkadaslar?} <COMPREHENSION CHECK>

What do we do with the milk inaratioof 1tolor2to1,3to1l
according to the condition of the baby? ... we dilute it. So, we do not

give the cow's milk to the baby immediately. Okay, friends?
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10

Ss:

[Nasil (yapiyoruz) o zaman? Diyelim ki bebek 1. ayinda anne siitiinii
ald1 ya da hi¢ alamadi o zaman 3te 1 arkadaslar. 3 su (vereceksek) 1
stit (katryoruz).] <DESCRIBE / INCLUSIVE WE> {Anladik m1?}
<COMPREHENSION CHECK> ...

How do we do it then? Let's say the baby received breast milk in the
1st month or not at all, then 1 in 3, friends. If we give 3 water, we add
1 milk. Do we understand? ...

[Yada 2. aya (geldik). 2. ayda yar1 yar1ya siit ve su dengesini
(koruyacagiz).] <DESCRIBE / INCLUSIVE WE>

Or we have come to the 2nd month. In the 2nd month, we will keep
the balance of milk and water half and half.

[2. aydan sonra arkadaslar ne (yapabilirsiniz)? 3’te 2 siit
(koyabilirsiniz), 3’te 1 su (koyabilirsiniz)] <DESCRIBE / SECOND
PERSON PLURAL> [ama yine (sulandiracagiz), dikkat (ediyoruz),]
<DESCRIBE / INCLUSIVE WE> {tamam m1?}
<COMPREHENSION CHECK>

After the 2nd month, friends, what can you do? You can put 2 out of 3
milk, you can put 1 out of 3 water, but we will dilute it again. We pay
attention, okay?

[Cok da tavsiye (etmiyoruz) isin agig1 neden?] <EXPLAIN /
EXCLUSIVE WE>...

We do not recommend it very much, why?

[Bir kere, alerjen olma ihtimali ¢ok yiiksek. Bebeklerin de alerji
gelistirebilmesi ¢ok yiiksektir. O yiizden devam siitleriyle devam
etmek cok daha makbul aslinda.] <EXPLAIN>

First of all, the possibility of allergens is very high. It is also very
likely that babies can develop allergies. So, it is actually much more
preferable to continue with follow-on milks.

{Anlasild1 m1 buras1?} <COMPREHENSION CHECK>

Is this clear? ...

Evet, anlasildi.

Yes, understood.
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The instructor asks for the definition of a terminology related to the content via
questions in the first line of the extract 2. The student 2 gives an explanation about
the condition in which formula feeding is necessary by explaining the reasons such
as mother might be hospitalized and there might be lack of breast milk. In line 3 the
instructor gives a prompt and asks for the definition again. Subsequently student 3
gives a description of how to use milk other than breast milk to feed the baby. The
instructor insists on the description and the exemplification of the related
terminology. The students give examples in the lines 6 and 8. Thanks to question-
and-answer interaction, the students try to define the terminology by using their
previous knowledge and world knowledge. After making the students think about the
terminology, the instructor gives the full explanation of the terminology in line 9.
The instructor explains the situations where formula feeding is necessary and gives a
broad explanation with the causes of feeding the baby with any milk other than
breast milk. After mentioning the conditions in which this type of feeding is
necessary, the instructor gives a detailed description of the preparation of formula
feeding by giving the proportions of milk (other than breast milk) and water mixture.
The instructor gives a detailed explanation for the first month and the second month
to show how formula feeding differs as the baby grows up. In this part of the lecture,
the instructor frequently uses the combination of two CDF constructs which are
Explain and Describe. However, in the beginning of the lecture she strats with Define
to remind the students of the terminology then she explains the phenomenon and
describes the process. The instructor describes the feeding process and then explains
how to do that in a more detailed way. The sequences of CDF constructs in this part

of the lectures go like Define — Explain — Describe — Explain.
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As to the use of pronouns, reader pronouns are the clearest indicator of a
lecturer’s engagement with the audience. During the lecture in extract 2 the instructor
uses mostly inclusive “we” aiming to involve the listener in the discussion and foster
a shared understanding between the speaker and the audience. The instructor
employs the inclusive pronoun “we” to highlight a shared content experience and
promote a supportive learning atmosphere, which shows parallelism with Hyland’s
Stance and Engagement Framework. However, at the end of line 9, the instructor
uses the pronoun second person plural. There is only one example of the use of
second person plural in extract 2 even though there are other instances in other
extracts. The aim of the instructor is to include the students as novice learners of the
field into the process of preparing formulas. According to Hyland, "you™ and "your™
are rarely found in academic writing (2005, p. 182). However, "you" is more
commonly used in spoken discourse due to the audience’s actual presence.

However, the instructor uses inclusive “we” immediately after she includes the
students into the process and then joins the shared knowledge community again.
According to Hyland (2005), exclusive "we" refers solely to the writer/speaker,
highlighting the separation between the speaker and the audience as in the present
study.

In line 10, the instructor uses exclusive “we” to show that she is the expert of
the content so that she states an advice related to formula feeding by using exclusive
pronoun “we”. The instructor gives expert explanation and definition of the related
terminology. By doing so, the instructor explains the reasons for not recommending
milk other than breast milk to feed a baby.

In this extract, the instructor often checks the students’ understanding by

employing comprehension check questions such as “Anlasildi m1?” (Understood?)
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and “Tamam m1?” (Ok?). In the analysis of a specific content learning discourse, this

particular conversational action is termed a "Comprehension Check" (e.g., Long and

Sato 1983) and is deemed essential for providing the modified input that improves

learning. As in the examples the data reveals that in naturalistic classroom

conversations, these actions may occur frequently and rapidly.

Co-constructed explanations, question-answer interactions and

comprehension checks help the students construct the necessary knowledge for their

study and the instructor supports the students to co-construct knowledge during the

learning process.

Extract 3.
1 CT:
well,

2 S4:
3 SS5:
4 CT:

[Peki. Bir de ii¢iincii olarak beslenme (seklimizde) karisik beslenme
var ama onun 6ncesinde ben, ek gidada biberonla (veriyoruz) ya simdi
bu ¢cocuk diyelim ki anne siitiinii alamadi, evet anne siitiinii alamadi1
biz, peki, anne siitiinii, o siitleri ya da mamalari ne ile (verecegiz)
cocuklara?] <EXPLAIN / INCLUSIVE WE / QUESTION>

Okay. And thirdly, there is mixed nutrition in our diet, but before that,
| said, we give it with bottles in supplementary food, now let's say this
child could not get breast milk, yes, we could not get breast milk,

how are we going to give breast milk, those milks or formulas to
infants?

[Kasikla] <EXPLAIN>

With a spoon

[Biberonla] <EXPLAIN>

With a baby bottle

[Kasikla, biberonla, bagka? ... Ben size bir sey sdyleyeyim mi?
Enjektorler var ya ... Eger ¢ok kiiciikse enjektorlerle de verilebilir.]
<QUESTION / EXPLAIN>

Spoon, baby bottle, what else? ... Can I tell you something? There are
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injectors... If it (a newborn) is very small, it can also be given with
injectors.

[Hani nas11? ... Su igneli kismu (atiyorsunuz), igneli kismi. Sadece o
kiiciik ince bir yer var ya... Onu neden yapiyoruz biliyor musunuz?]
<DESCRIBE / SECOND PERSON PLURAL / RHETORICAL
QUESTIONS>

You know how? ... You throw away the part with the needle, the part
with the needle. It is just this little thin place... You know why we do
that? ...

[Ola ki ilerde ¢ocuk ilerde tekrar anne siitiinii emmeye baglayabilme
olasilig1 varsa ya da iste bebek hemen biberona aligsmasin diye. Neden
alismasin (diyoruz)? Bakin burada biberonun aslinda bir siirii
dezavantaj1 var. Nedir birinci dezavantaji?] <EXPLAIN /
EXCLUSIVE WE>

In case there is a possibility that in the future the child may start
breastfeeding again, or so that the baby does not get used to the bottle
right away. Why do we say not to get used to it? Look, there are
actually many disadvantages of the baby bottle. What is the first
disadvantage?

[Hijyenik degildir. Degil mi? Biliyorsunuz annenin meme ucu o kadar
hijyenik olmas1 zaten beklenemez ¢iinkii biliyorsunuz plastik bir
yapidir en nihayetinde.] <DESCRIBE / EXPLAIN / RHETORICAL
QUESTION>

It is not hygienic. Right? You know, you can not expect a baby bottle
to be as hygienic as a mother's nipple because, you know, it is a
plastic structure after all.

[Ikincisi; bebegin ¢ene ve dis yapisinda bozukluk olabileceginden
dolay1 ¢cok dnemli ilk etapta. Sonrasinda da sdyle bir durum var; bebek
hi¢ zorlanmadan, hi¢ emmeden, hi¢ ¢cekmeden biberondan siit gitmeye
baglayacak. O zaman bebek hi¢ kendini yormayacak. Hatta bu ileriki
siireclerde neye neden oluyor biliyor musunuz? ... Bakin, ¢ignenmesi
gereken ya da daha kat1 gidalara gectigi zaman bebek ne yapacak?]
<EXPLAIN /RHETORICAL QUESTIONS>

Secondly, it is very important in the first place because the baby's jaw
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and tooth structure may be disordered. Afterwards, there is a situation
like this; the baby will start to get milk from the bottle without any
difficulty, without any sucking, without any pulling. Then the baby
will not tire itself at all. In fact, do you know what this causes in the
future?... Look, what will the baby do when it switches to foods that

need to be chewed or more solid foods?...

In the third extract, the instructor uses Explain and Describe sequences while the
Instructor is creating a situation and asks the students for solutions to the imaginary
case. While doing this, the instructor uses inclusive “we” to imply a sense of
cooperative participation within the same content community (Hyland, 2005). The
students respond to the question by giving examples. The instructor reformulates the
students’ answers then asks for more examples. After a short waiting interval, she
gives the expected answer. The instructor gives a detailed description related to the
usage of injectors to feed an infant. In her description she uses the pronoun second
person plural to foster a sense of collective engagement and shared responsibility
among students as novice learners of the content. This linguistic choice helps to
break down individual barriers of the students and reinforces the idea that they are in
a joint content community. Additionally, the use of the second person plural
emphasizes a sense of unity, promoting a supportive atmosphere where students feel
connected to each other and to the shared goal of acquiring knowledge (Gtiglii,
2022). In employing this linguistic approach, the instructor not only imparts
information but also cultivates a sense of community within the classroom,
ultimately enhancing the overall educational experience for everyone involved.

The instructor continues explaining the reasons for using the injector for feeding the
baby by using exclusive “we” to emphasize her expertise in the field. The instructor

checks the students’ understanding immediately after she gives an expert explanation
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related to the content, in that the instructor restructures the knowledge to provide
comprehensible input for the students (Foster & Ohta, 2002). The instructor
encourages the students to think about the topic via questions. McCormick and
Donato (2000, p.197) state that “questions serve as active and interactive instruments
to foster collaboration and to support the development of understanding and clarity.”
The instructor gives an imaginary situation and makes the students think about it then
gives an explanation so that the students can be engaged in the process of making
meaning and constructing the knowledge. The classroom talk in this part of the
lecture can be classified as exploratory talk as the instructor and the students grasp

the meaning collaboratively (Mercer, 2000).

Extract 4.

1 CT:  {Evet, bakin ek gidaya ge¢ baslamanin birinci ve en 6nemli
sonuclarindan bir tanesi neydi, arkadaslar?} <RHETORICAL
QUESTION> ... [Beslenme yetersizligi. ... Malniitrisyon da (diyoruz
biz) buna.] <DEFINE / EXCLUSIVE WE>
(Yes, look, what was one of the first and most important
consequences of the late introduction of supplementary food, friends?
... malnutrition. ... We also call it malnutrition.
[Vitamin yetersizligi gelisebiliyor ¢iinkii ¢ocuk artik yasina ve gelisim
diizeyine uygun vitaminleri ya da mineralleri alamadig1 i¢in ne oluyor
arkadaglar?] <EXPLAIN / RHETORICAL QUESTION> [Vitamin
yetersizligine neden oluyor.] <EXPLAIN>
Vitamin deficiency can develop because the child is no longer getting
the vitamins or minerals appropriate for their age and developmental

level. It causes vitamin deficiency.

In the fourth extract, the instructor asks for the most important outcomes of starting

supplementary food late, then the instructor gives the answer because of the students’
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limited knowledge to respond to this question. The instructor gives the answer as
“beslenme yetersizligi” (malnutrition), then she gives the synonym word
“malniitrisyon” (Turkish equivalent of the English word “malnutrition”) for the same
terminology as it is widely used in academia. In this interaction, there is an example
of both Define and Explain as the instructor defines the term with its synonym and
then explains the results of delaying to begin supplementary food. The sequence of
the CDF constructs is as following: Define — Explain.

The instructor uses exclusive “we” to give the synonym word as it is shown at
the end of the line 1. The instructor gives an expert explanation about the
terminology; thus, she excludes herself from the novice learners this time. The
instructor continues giving prompts to get descriptions of the asked terminology.
Then the instructor repeats the answer.

In this extract, it is observed that the instructor gives the definition and
explanation for the content word then she restates the explanation by paraphrasing so
that the students are exposed to the content knowledge several times to grasp the
meaning and construct the content knowledge. In line 2, there is an instance of using
paraphrasing by the instructor. Paraphrasing is one of the useful ways of defining a
terminology (Dalton-Puffer, 2007b). By paraphrasing the definition given at the
beginning, the instructor aims to expose the students to the content knowledge

several times and facilitate the students’ understanding of the content.
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Extract 5.

1

CT:

S10:

CT:

[Evet, bir sonraki konumuz ek gidaya nasil (baslamaliy1z) ve
baslarken nelere dikkat (etmeliyiz), Student 10, soyle bakalim.]
<DESCRIBE / QUESTIONS / INCLUSIVE WE>

Yes, our next topic is how we should start supplementary food and
what we should pay attention to when we start, Student 10, tell us.
[Ek gidalar ilk 6nce deneme olarak verilmeli.] <DESCRIBE>
Supplementary foods should be given on a trial basis at first.

{Cok giizel.} <CONFIRMATION> [Bakin miktar1 6nce az
(tutuyoruz) sonra gittikce, yedikge, bebek onun tadina vardik¢a, bebek
sevdikge ne (yapiyoruz)?] ... <DESCRIBE / RHETORICAL
QUESTION / INCLUSIVE WE>

It is very good. Look, we keep the amount small at first, and then as it
goes, as it eats, as the baby tastes it, as the baby likes it, what do we
do?

[Hem miktar1 (artirtyoruz) hem de (gesitlendiriyoruz).] <DESCRIBE /
INCLUSIVE WE> {Nasil (¢esitlendiriyoruz)?} <DESCRIBE /
QUESTION / INCSLUSIVE WE>

We are both increasing the amount and diversifying it. How do we
diversify?

[Diyelim ki yogurt. Yogurt vermeye (basladik). Once 1 kasikla sonra
2 kasikla sonra miktari (artirdik). Sonra (biz) o yogurdun igine ne
(koyabiliriz)?] <DESCRIBE /INCLUSIVE WE / RHETORICAL
QUESTION>

Let's say yogurt. We started giving yogurt, first with 1 spoon, then
with 2 spoons, then we increased the amount. Then what can we put in
that yogurt?

[Meyvelerle meyveli yogurt (yapabiliriz), degil mi? Bakin hem ne
(yaptik), miktar (artirdik) hem gesidi (farklilastirdik), ¢esitlendirmis
(olduk).] <DESCRIBE / RHETORICAL QUESTION

INCLUSIVE WE>

We can make fruit yogurt with fruits, right? Look what we have done,

we have increased the amount and diversified the variety.
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In this part of the lecture, the instructor provides the students with a prompt related to
a new topic they are going to discuss during the lesson and asks the student 10 for an
explanation about how to start supplementary food for the infants. The student gives
the correct answer but incomplete. The instructor gives positive feedback to the
answer by saying “¢ok giizel!” (very nice). Then the instructor reformulates the
student’s answer to give the complete explanation. In this extract, the instructor
notably uses inclusive “we”, which makes a shared learning environment to construct
the content knowledge.

The instructor continues asking for an explanation by providing a trigger for
the students. Subsequently, the instructor gives an example related to the question
and explains it herself as the students prefer silence for the question. The instructor
asks for more details about starting supplementary food for the babies, however the
process of starting supplementary food and the ways of diversification of the food are
described by the instructor herself. The instructor describes the process of preparing
a supplementary food (yogurt example) and explains how to make it more nutritious
and delicious for babies. The instructor uses Describe repeatedly to make sure that
the students grasp the content knowledge.

Dalton-Puffer (2007b) states that asking students to provide descriptions and
reasons serves as a prompt that encourages them to engage in more extended
discussions. Typically, these prompts involve questions introduced with words like
"how" and "why," leading to the elicitation of detailed explanations and
justifications. In line 3 there is a clear example of providing prompts for an extended
description but the students are not volunteering to answer the question. The reason
for this might be their lack of knowledge about the topic. They prefer listening to the

instructor in order to grasp the meaning and to construct the content knowledge.
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Extract 6.

1 CT:
2 Ss:
3 CT:
4 Ss:
5 CT:
6 Ss:

{5 aylik bir (bebegimiz) var artik ek gidaya (basliyoruz) tamam
m1?}<INCLUSIVE WE / RHETORICAL QUESTION> [ilk olarak
hangi gidalarla (baslayacagimizdan bahsetmistik). Yogurt, sebze
piireleri, meyve piireleri, degil mi arkadaslar?] <DESCRIBE /
RHETORICAL QUESTION / INCLUSIVE WE>

We have a 5-month-old baby and now we are starting supplementary
food, okay? We talked about which foods we will start with first.
Yogurt, vegetable purees, fruit purees, right friends?

{Neydi ilk etapta baslayacagimiz ek gidalar?} <QUESTION /
INCLUSIVE WE> [Ilk etapta piire haline getirilmis gocugun yerken,
biliyorsunuz daha disle yok, bu yiizden ¢ignemesi, yutmasi kolay bir
sekilde kivamini (ayarlayacagiz).] <DESCRIBE / INCLUSIVE WE>
{Anlasildi m1?} <COMPREHENSION CHECK>

What are the supplementary foods we start with in the first place? In
the first place, you know, they do not have teeth yet, so we will adjust
the thickness so that it is easy to chew and swallow. Is that clear?
Evet

Yes

[6. Aya kadar neydi?] <DESCRIBE / QUESTION>

What was it until the 6th month?

[Anne siitii] <DESCRIBE>

Breastmilk

[Sadece anne siitii.] <DESCRIBE> {6 ve 7. aylarda artik biz neye
(gegiyoruz)?} <QUESTION / INCLUSIVE WE>

Breast milk only. In the 6th and 7th months, what are we moving to?
[Ek gida.] <DESCRIBE>

Supplementary food

In the extract 6, the instructor wants the students to recall what they have learned in

the previous lesson by providing them with some examples. The instructor uses

inclusive “we” in this part of the lecture, which means the shared content community

with the students.
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At the end of line 1, the instructor asks for the description of supplementary
food to give the infants at first. The students stay silent and then the instructor gives
additional prompts by describing the physical characteristics of infants to eat food.
The instructor provides the students with prompts to recall the previous lecture by
using the pronoun second person plural as in “biliyorsunuz, arkadaslar” (you know,
friends). The instructor emphasizes on the students’ knowledge construction since
they are the new learners of the content. Afterwards, the instructor checks the
students’ understanding by asking a question “Anlasildi m1?”” (Understood?).

In line 3, the instructor asks for the description of the given period in terms of types
of feeding an infant. The students describe the food preference for that period with a
brief answer. Then the instructor reformulates the students’ short answers with a
complete one as it is required in canonical form. In line 5 the instructor asks for the
description of another period and the students answer the question with a short
answer again, which is the similar process in line 3. In this part of the lecture the
instructor uses only “Describe” construct of CDF repeatedly to give a detailed
descripton of the feeding process.

During the lecture, the instructor initiates the interaction via questions and the
students respond to them, subsequently the instructor provides feedback, which
exemplifies a scaffolding technique. In Hyland’s Stance and Engagement
Framework, it is stated that questions in academic discourse are employed to spark
interest and motivate the reader or listener to engage with an issue as an equal
participant in the discussion (Hyland, 2005). Recognized as a potent tool for
fostering human interaction, questions have been essential in promoting teaching and
learning processes for a long time. Thanks to this approach the instructor and

students collaboratively construct content knowledge in the learning process.
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Co-construction of knowledge in the native language (L1) is a similar process to the
learning in a second language (L2). In Dalton-Puffer’s research study (2007b), the
researcher analyzes classroom talks in various CLIL (Content and Language
Integrated Learning) classrooms such as History, Physics, Biology, Geography etc.
in different Austrian schools. The findings of the study show that the messages and
their interpretations are collaboratively formed by the conversational partners (the
instructor and the students) as their interaction progresses. Through the interaction

between the instructor and the students, knowledge is co-constructed.

Extract 7.

1 CT:  [Siv1 besinlere, yumusak, ezilmis kivamdaki besinlere artik
(gegiyoruz). Bu neydi?] <DESCRIBE / INCLUSIVE WE /
RHETORICAL QUESTION>
We are moving to liquid foods, soft, mashed foods. What was that? ...
[Yogurt, taze sikilmis meyve sulari, sebze sulari, pekmez, yumurta
sarist ki baglangigta 8’de 1°1. Bakin yumurtay1 diisiiniin arkadaslar,
hayal (edin). Once yumurtanin sarisiyla (basliyoruz) ve sarisinin da
8’de 1’ini sadece (verebiliyoruz).] <DESCRIBE / INCLUSIVE WE>
{Bunu hi¢cbir zaman unutmayin.} <SECOND PERSON PLURAL>
Yogurt, freshly squeezed fruit juices, vegetable juices, grape
molasses, egg yolks, initially 1 in 8. Look, think about the egg,
friends, imagine it. We start with the yolk and we can only give 1in 8
of the yolk. Never forget this.)

[Daha sonralari, bunu artirarak devam (ettirebiliyoruz). 8 ile 11 ay
arasinda artik piitiirlii kivam. .. artik yavas yavas boyle hafif hafif
piitiirlii gidalara (gegebiliriz).] <DESCRIBE / INCLUSIVE WE>
[Piitiirlii ne demek? Onu bir agiklayalim 6nce. ... Artik piire
kivaminda degil de hafif ¢ignemesi i¢in olanak saglayacagi besinler
(veriyoruz).] <DEFINE / RHETORICAL QUESTION / INCLUSIVE
WE>

Later on, we can continue to increase this. Between 8 and 11 months,
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10

S1:

CT:

S5:

CT:

Ss:

CT:

S8:

CT:

S8:

we can gradually move on to a slightly lumpy food... a lumpy food
with a slightly lumpy structure. What does grainy mean? Let's explain
that first. ... We no longer give puree but foods that will allow them to
chew slightly.

[Rende] <DESCRIBE>

Grated

{Rendelenmis mesela. Bagska?} <DESCRIBE / REFORMULATION /
QUESTION>

Grated, for example. What else?

[Ezilmis.] <DESCRIBE>

Mashed

{Ezilmis, onu hafif ezilmis yani piire haline (getirmiyoruz) artik.}
<REFORMULATION / INCLUSIVE WE> [Ciinkii artik (biz
biliyoruz) ki 8 ile 11. aylar arasinda ¢ocugun neyi var artik?]
<EXPLAIN / INCLUSIVE WE / QUESTION>

It is mashed, we do not puree it anymore. Because now we know that
between the 8th and 11th month, what does the child have?

[Disleri] <DESCRIBE>

Teeth

[Disleri var artik ¢ignemesi igin olanak (sagliyoruz).] <DESCRIBE /
REFORMULARION / INCLUSIVE WE>

Now that he has teeth, we give him the opportunity to chew.

[9-11 aylar arasinda ¢orbaya ekmek batirip (vermemiz) olur mu?]
<DESCRIBE / QUESTION / INCLUSIVE WE>

Is it okay to dip bread in soup and give it between 9-11 months?
[Olur, hafif piitiirli oluyor iste o ekmekler. Ekmek igini
(verebiliyorsun).] <DESCRIBE / SECOND PERSON SINGULAR>
{Olur, tamam m1?} ... <CONFIRMATION / COMPREHENSION
CHECK>

Yes, that bread is slightly lumpy. You can give the inside of the bread.
Okay?...

Tamam hocam.

Okay, teacher.

63



In extract 7, the instructor initiates the interaction with a description of foods given at
the first introduction of supplementary food as a prompt and then asks for examples
of those foods. Subsequently, the instructor gives a detailed description of what to do
in the early stages of feeding infants with supplementary food. During the lecture,
there are many instances of the use of questions displaying parellelism with Hyland’s
Stance and Engagement Framework. According to Hyland (2005), questions are the
ultimate strategy for dialogic involvement, inviting engagement and drawing the
interlocutor into a space where they can be guided to the writer’s perspective. They
arouse interest and prompt the students to investigate an unresolved issue alongside
the lecture, acting as an equal conversational partner, sharing in the curiosity and
following the arguments direction.

During the description of the feeding process, the instructor wants the
students to define the word whose meaning might be confusing for the students. The
instructor asks for the definition of the terminology “piitiirlii” (lumpy) explicitly as in
the example “piitiirlii ne demek?” (What does lumpy mean?). Then the instructor
gives a detailed and explicit explanation for the terminology. After the instructor’s
definition of the word, the students give examples of how to make lumpy food in
lines 2 and 4. The instructor gives a reformulated version of the students’ answers
each time. The instructor gives prompts and asks the students for the word related to
the given description. The students give a short answer and then the instructor
completes the answer by reformulating their responses. The instructor uses CDF
constructs as in the sequence of Describe — Explain. However, in only one instance,
she uses Define to make sure that the students recall the meaning of the related

terminology.
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As in most of the cases occurring in the lectures, the instructor uses inclusive
“we” to emphasize on the shared content community and to be part of the learning
process with the students (Hyland, 2005).

In line 8, the student 8 gives a description of a specific food for the infants
and she asks if it is suitable for the infants, subsequently the instructor gives positive
feedback by reformulating the students’ sentence and encourages the student to
construct the knowledge related to the content. Explicitly asking for definition of a
confusing word helps students be aware of an important content vocabulary and
makes it easier to construct related knowledge (Llinares & Lyster, 2014). Related to
this issue Dalton-Puffer (2007b) states that explicitly presenting and engaging in
exercises would enhance students' learning of an important content knowledge.

Additionally, thinking explicitly about the definition of a terminology would
enhance students' understanding and improve the semantic representation of key
concepts in the content they are studying, thereby significantly contributing to their

learning in the respective subjects.

Extract 8.
1 CT:. [Evet, 12+ bu ne demek?] <DEFINE / RHETORICAL QUESTION>
. [Artik 1 yasina geldi demek (bebegimiz).] <DEFINE> {1

yasindan sonra da biz artik (bebegimize ne verebiliyoruz)?}
<RHETORICAL QUESTION / INCLUSIVE WE> ... [Kolay
cignenebilen yiyecekler. Bu ne demek?] ... <DESCRIBE DEFINE>
Yes, 12+, what does that mean?... It means that our baby is 1 year old
now. What can we give to our baby after 1 year? ... Easy chewy
foods. What does that mean?
[Iste kiymal1 sebze yemekleri, icinde yine piitiirlii hani bulgur, bugday
tarzi olabilecek ¢orbalardan, tarhana corbalarindan vs

(verilebiliyoruz). Peynir, ¢ok pismis tavuk eti, yine ayni sekilde
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Ss:

CT:

S3:

CT:

kirmizi etlerden de, balik etinden de artik ne (yapabiliyoruz), artik
yavas yavas alistirmaya (basliyoruz).] <DESCRIBE

INCLUSIVE WE>. {Evet, ek gidaya baslarken, en 6nce
(baslayacagimiz) gida neydi?} <PROMPTING / QUESTION>

(We can give vegetable dishes with minced meat, soups that may
contain bulgur or wheat, tarhana soups, etc. Cheese, well-cooked
chicken meat, likewise red meats, fish meat, whatever we can do now,
we start to introduce it gradually. .... yes, when we started
supplementary food, what was the food we started with first?
[Yogurt] <DESCRIBE>

Yogurt

[Yogurt, biliyorsunuz anne siitiinden de yapilabilir.] <DESCRIBE>
{Ama (tercihimiz) neydi?} <QUESTION / EXCLUSIVE WE>
Yogurt, as you know, can also be made from breast milk. But what
was our preference?

[Inek siitii] <DESCRIBE>

Cow milk

[O anlamda sdylemiyorum ama ev yogurdu (tercihimiz).]
<DESCRIBE / EXCLUSIVE WE> {Tamam mi?}
<COMPREHENSION CHECK> ... [Hazir, marketlerdeki kutular
icinde satilan yogurtlari tercih (etmiyoruz).] <EXPLAIN /
EXCLUSIVE WE> [Yogurt miktarin1 yavas yavas (artiriyoruz) ve
yogurdu ara 6giin olarak (veriyoruz). Ya sabah kahvaltidan sonra, ya
0gle yemeginden sonra vermeyi tercih (ediyoruz), arkadaslar.]
<DESCRIBE / EXCLUSIVE WE>

I do not mean that, but we prefer homemade yogurt. Okay? ... We do
not prefer the ready-made yogurt that is sold in boxes in the markets.
We gradually increase the amount of yogurt and give yogurt as a
snack. We prefer to give it either in the morning after breakfast or
after lunch, friends.

[Sebze piirelerine (bakiyoruz). Alerjen orani en diisiik oldugundan
dolay1 verirken bir tik daha (igimiz) rahat bir sekilde (verebiliriz).]
<EXPLAIN/INCLUSIVE WE> [Bunlar ne olabilir? Sebze

piirelerinden ilk olarak (verdigimiz)? ... Patates degil mi? ilk akliniza
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gelen patates olmuyor mu?] <DESCRIBE RHETORICAL
QUESTION / INCLUSIVE WE>
We are looking at vegetable purees. Since they have the lowest
allergen content, we can give them with peace of mind. What would
these be? The first thing we give from vegetable purees? ... Potatoes,
right? Is not potato the first thing that comes to your mind?

6 Ss: Evet.

Yes.

In extract 8, the instructor explicitly asks for the meaning of the number and the sign
“12+” as in the very beginning of line 1. Subsequently, the instructor gives the
definition because the students do not volunteer answering the question. The
instructor asks for examples of food that they can feed the babies, mentioned in the
previous lessons. The instructor provides the students with prompts by saying “/
yvasindan sonra da biz artik bebegimize ne verebiliyoruz? ... Kolay ¢ignenebilen
yiyecekler. Bu ne demek?”. (After 1 year of age, what can we give our babies? ...
Foods that are easy to chew. What does that mean?) The instructor explicitly asks for
the definition of a word that might be confusing for the students. Through
exemplification the instructor defines the confusing terminology. The instructor
wants the students to recall the examples of food such as “kiymali sebze yemekleri,
i¢inde yine piitiirlii hani bulgur, bugday tarzi olabilecek ¢orbalardan, tarhana
corbalarindan vs.” (Vegetable dishes with minced meat, soups that may contain
bulgur, wheat, tarhana soups, etc.) which were mentioned in the previous lesson.
Afterwards, the instructor prompts the students to remember the types of the food
that they can feed the baby with at the beginning stage of supplementary food. The
students respond to the question by saying “yogurt” (yogurt). The instructor confirms

the students’ answer and she reformulates it. The instructor asks for further examples
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and the student 3 gives another milk type to make yogurt. Then the instructor realizes
that the students misunderstand the question, that is why she reformulates the
question and gives a detailed explanation about yogurt feeding from the view of an
expert-self. The instructor addresses the students with the pronoun exclusive “we”
because she explains the subject as an expert in line 5.

At the end of line 5, the instructor provides prompts to ask the students to
explain food types and wants to get more examples from the students. Then the
instructor gives the example of the asked food and then she requests for confirmation
from the students to ensure that they comprehend the content. The students respond
to the teacher with a confirming phrase. Confirmation checks occur frequently in the
lecture since the students never signal that they do not understand the content (except
from a few exceptions). Therefore, the instructor checks the students’ understanding
frequently, which is the same as the classroom interaction analyzed by Dalton-Puffer
(2007b). In a CLIL History class observed by the researcher, the teacher often
applies confirmation checks in order to ensure that the students understand correctly.
In this extract, the instructor wants the students to recall and employ their knowledge
from the previous classes, because she believes that they can improve their
knowledge by adding new information. Therefore, she uses Define construct first to
remind the students of the previous knowledge, then she describes and explains the
process respectively.

During the interaction, the instructor uses both inclusive and exclusive we in
this extract. The purpose of using inclusive we as in most of the other extracts
mentioned before is to co-construct knowledge in a shared content community.

However, the instructor opts for using exclusive “we” when she gives an expert
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explanation about the content which makes the students aware of the topic that they

are novice about.

Extract 9.

1 CT:

2 S10:
3 CT:

[Baska? ... Ezilebilen boyle ne olabilir?] ... <DESCRIBE /
PROMPTING>

What else? ... What could be so crushable? ...

[Havug.] <DESCRIBE>

Carrot.

{Havug, olur, ¢cok da giizel olur.} <CONFIRMATION>

Carrots, yes, that is good.

{Ben mesela kizimda ilk seyle (baslamistim),} <FIRST PERSON
SINGULAR / SELF MENTION> [kabak hem biliyorsunuz sindirime
de ¢ok yardimei. Patates ve havugla baslamistim.] <DESCRIBE>
For example, for my daughter’s supplementary food period, I started
with zucchini, and you know it is very helpful for digestion. I also
started with potatoes and carrots.

[Muhallebi olabilir arkadaglar, muhallebi neydi?] ... <DEFINE>

It could be custard, guys, what was custard? ...

[Kullandigimiz siitiin i¢ine nigasta koyarak yapilabilir.] <DESCRIBE>
{Ama seker yerine arkadaslar mutlaka ne (kullanalim)?}
...<QUESTION PROMPTING / INCLUSIVE WE>

It can be made by putting starch in the milk we use. But what should
we use instead of sugar, friends? ...

{Tabi seker kullanmayacagiz ama yapay tatlandiricilar da
(kullanmayacagiz) degil mi? ... Ne (koyacagiz)?} <PROMPTING /
RHETORICAL QUESTION /

INCLUSIVE WE> ... [Bdyle dogal tatlandiricilar olsun ama.]
<DESCRIBE> ...

Of course we are not going to use sugar, but we are not going to use
artificial sweeteners either, right? . . . What are we going to put? .

Let's have natural sweeteners like this. ...
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4 Ss: [Bal] <DESCRIBE>
Honey

5 CT. [Bal, ama iste 1 yasindan 6nce bali (6nermiyoruz), neden? ... Alerjen
bir iirtin oldugu i¢in] <EXPLAIN / EXCLUSIVE WE> ... {Pekmez
olabilir bagka?} ... <PROMPTING / QUESTION>
Honey, but we do not recommend honey before the age of 1 year,
why?... Because it is an allergenic product. ... Maybe molasses? ...
[Muhallebiye baz1 meyveleri de ekleyerek (veremez miyiz)? Bu
meyve sekerleriyle de (tatlandirabiliriz).] <DESCRIBE /
RHETORICAL QUESTION / INCLUSIVE WE>
Can not we add some fruit to the custard? We can sweeten it with

fructose.

The instructor prompts the students via questions and asks for an example of the food
which can be mashed. After the students give an answer, the instructor confirms their
answers. Subsequently, the instructor provides the students with more examples from
her own experience. The instructor states that “Ben mesela kizimda ilk seyle
baslamistim, kabak hem biliyorsunuz sindirime de ¢ok yardimci.” (For example, for
my daughter, | started feeding my daughter with zucchini first. You know, it is very
helpful for digestion.) The instructor uses the first-person singular pronoun “Ben” (1)
to share her own life experience. This example from the extract is similar to what
Hyland says in the Stance and Engagement Framework (2005) in terms of personal
asides which are remarks the author makes during the progression of the argument.
Instead of offering factual or explanatory details, they initiate a brief interpersonal
exchange, thereby enhancing the author's connection with the audience. As in the
example, the teacher share her personal experience with the students to improve the
connection with the students.

In line 4, the instructor asks for a definition explicitly. After a short silence,

the instructor describes the cooking process and defines the food. During this part of
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the lecture, the instructor uses inclusive “we” to foster a sense of unity and
collaboration in the process of knowledge construction.

The instructor prompts the students via questions in order to remind the
students of their previous knowledge and explain the answer of the question. The
students respond to the question and then the instructor provides the students with
feedback with an explanation. The instructor explains the reason for not accepting
the students’ answer by stating that “ama iste 1 yasindan 6nce bali 6nermiyoruz,
neden? ... Alerjen bir iiriin oldugu i¢in.” (But we do not recommend honey before
the age of 1 year, why? ... Because it is an allergenic product.)

The instructor employs the sequences of Describe — Define - Explain constructs
respectively to revise the content she has taught before and also add new
information.

The instructor uses exclusive “we” to make an expert explanation. In the
examples of the classroom talk, the instructor, who is an expert in the topic, employs
exclusive "we" in the classroom, to emphasize her expertise and the shared
knowledge among her colleagues (Hyland, 2005).

As the lecture continues, the instructor gives other examples to give a
complete and correct answer to the question. However, the instructor always uses
prompting to make an explanation since she wants the students to contemplate about

the content and co-construct the knowledge involving them into the learning process.

4.3 The findings of the analysis of the interviews
The data gathered from the interviews are analyzed based on the following adapted
themes by Llinares, Morton and Whittaker’s (2012) to understand the relationship

between the language and the content during the process of knowledge construction:
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language development, interaction and subject literacies. The themes employed to
analyze the interview data are similar to this framework, in that the students’ Turkish
academic language development, teacher-student and student-student interactions
and the students’ perceptions on their subject specific literacy on “Baby and Child
Nutrition” content are investigated through interview questions. The use of CDF

constructs are also examined via interview questions.

4.3.1 The findings of the analysis of the interview with the instructor

The interview with the instructor was transcribed and analyzed based on the themes
such as academic language development, classroom interaction and subject literacy
by Llinares, Morton and Whittaker’s (2012). According to the findings, the instructor
states that she gives lectures on the content based on the coursebook provided by the
Ministry of National Education. She starts the lectures by asking questions from the
students’ own life experience related to the topic, for example “nutrition” as in this
case. She asks questions to see the students’ previous knowledge about the topic and
she wants the students to be aware of the topic and brainstorm about the
terminologies that will be covered during the lectures (see extract 1).

Extract 1: I start the lesson by asking questions to measure the students' prior
knowledge about the subject, so that they become aware of the terms related to the
subject” (see Appendix D, extract 1).

In addition to the coursebook, the instructor states that she uses visual materials and
videos published on EBA (Egitim Bilisim Ag1) (The Education Informatics Network)

via smartboard in the classroom.
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As to activities in the classroom, the instructor wants the students to make a
presentation on a supplementary food they prepared for the infants and also make a
diet plan for the infants who are older than 6 months.

The instructor aims to expose the students to content knowledge and Turkish
academic language through the coursebook, digital sources and lectures. The
students are also expected to use the information they gain at the end of the class by
doing the tasks they are assigned by the instructor so that they can construct the
content knowledge effectively.

As to the material choice, the instructor expresses that they have to choose
curriculum based materials provided by the Ministry of National Education. As there
are only a few coursebooks, she sometimes uses the online materials such as
scientific articles related to the topic which are appropriate for the students (see
extract 2).

Extract 2: “In addition to the books sent by the Ministry of National Education, |
include articles on the subject by adapting them to the level of children. I also make
use of the presentations and visual materials on EBA” (see Appendix D, extract 2).
The instructor states that she actively uses CDF constructs in her classes especially to
introduce a terminology related to the content to the students, the instructor expresses
that she explicitly defines the term and describes the process and explains the
phenomenon (see extract 3).

Extract 3: “I give clear definitions of the terms related to the subject and explain
them with detailed examples. I try to make them understand the subject better by
giving real-life examples” (see Appendix D, extract 3).

The instructor uses questions mostly during the lectures since it is important to have

an interaction related to the topic. She gets responses from the students and then
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gives feedback so that they have an interaction based on the topic and provides the
students scaffolding when it is necessary.

As to the students’ literacy on “Baby and Child Nutrition”, they have some
previous knowledge since it is a familiar topic which is in their daily life. However,
during the learning process, they realize that they know a little information about the
content (Baby and Child Nutrition) and also they have little or incorrect experiential
knowledge of the topic (see extract 4). For example, one of the students says that she
does not know the disadvantages of bottle feeding and she adds that “my mother
always gives food with a baby bottle , not with a spoon, to my little sister”. The
instructor declares that the student constructs the knowledge and she applies it by
sharing the information with her mother and it creates changes in their life.

Extract 4: “When we first start talking about nutrition, children think that they know
the subject, but as they progress, they realize that they lack knowledge or correct
their incorrect information. It is a bit difficult to break the prejudices of the students
at first, to prevent their thoughts such as "we already know", but as they progress in

the subject, they already see the reality themselves” (see Appendix D, extract 4).

4.3.2 The findings of the analysis of the focus group interviews with the students

3 Focus group interviews are analyzed based on the same adapted themes mentioned
in the previous section. The students in all of the interview groups are in agreement
with their instructor about the classroom interaction and the materials they use in
class such as coursebooks, visual materials and videos on EBA. Only the students in
group 3 state that they have peer teaching with their friends through question and

answer sessions outside the class in order to study for the exam (see extract 5).
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Extract 5: Group 3: “When we are studying for an exam, we explain something we
do not understand to each other with our friends” (see Appendix D, extract 5).
Students indicate that they have already been familiar with the topic “nutrition”, but
that they receive more academic and detailed information on the subject. Some of the
information they have known before receiving education on nutrition is incorrect or
incomplete. For example, one of the students in group 2 says:

Extract 6: “I did not know what foods can be allergenic for babies, but now I know”
(see Appendix D, extract 6).

Another student from group 3 states:

Extract 7: “I knew what breast milk was, but I did not know that it was also called
natural nutrition” (see Appendix D, extract 7).

The students became aware of the terms related to “Baby and Child Nutrition” and
improved their literacy on the subject.

At the end of the lectures and their studies on the unit “Baby and Child
Nutrition”, the students express that they are able to define nutrition-related terms
and describe the process of preparing supplementary food. Furthermore, they are able
to explain why supplementary food should not be started early or late, in conjunction
with the causes and consequences (see extracts 8&9).

Extract 8: “I learned more about nutrition. I learned about foods with allergenic
effects. | learned terms related to the subject, such as formula feeding, breastfeeding”
(see Appendix D, extract 8).

Extract 9: “We learned when and how to start supplementary food and with which
foods” (see Appendix D, extract 9).

However, in the first sessions of the lectures, students can talk about the content by

using only some of the CDF constructs with the help of their instructor. As they learn
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more about the content, the students’ utterances consist of more CDF constructs
(describe, define and explain). The findings show that the students improve their
skills related to the usage of Turkish academic vocabulary they encountered in the
content. This conclusion drawn from the interviews is in line with a study by Dalton-
Puffer (2018) in which she investigated Cognitive Discourse Functions in Austrian
CLIL lessons with a group of researchers. They observed the classroom interaction
during the lectures on various subjects such as Biology, History, Economics, etc.
They found that the teachers and the students co-construct CDF constructs in their
utterances. After the learners realize the linguistic items to express their opinions
effectively, they tend to use the CDFs more (Dalton-Puffer, et al., 2018).

Another subtopic to be mentioned is the students’ perceptions about the
usefulness of the knowledge they acquired. At the end of the interview, the students
express that they will be able to use the information they have learned in the nutrition
course in two ways in the future. Firstly, they think that this information will be very
useful in their personal lives regarding the feeding of a baby they will look after in
their personal lives. Secondly, they think that this information will be very useful in
their careers in child development, for example, when working in a nursery.
Moreover, they are aware of their literacy skills on the topic “Baby and Child
Nutrition”, in that they feel confident in reading and understanding academic texts
related to this content (see extracts 10 & 11).

Extract 10: “The information I learned in the course was very useful for my little
brother's transition to supplementary food. Also, in the future, when I work in a
daycare center, | can share it with the parents of the students and inform them” (see

Appendix D, extract 10).
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Extract 11: “We will use this knowledge when we become mothers and in our

careers in child development” (see Appendix D, extractl1).
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CHAPTER 5

DISCUSSION

This chapter discusses the findings of the study in relation to the research questions

below:

RQ 1: How is knowledge conveyed in the “Maternal and Child Health” coursebook
in a Turkish vocational high school?

In the first part of the study, the academic language structure of the coursebook used
in “Maternal and Child Health” course is analyzed to display the vocabulary items
and the linguistic structures that the students are exposed to during the learning
process. In the coursebook, 1105 different verbs, 1363 different nouns and 866
different adjectives are identified. The linguistic structures of verbs are analyzed in
terms of Tenses, Passive Voice, Modals and Pronouns.

The findings of the coursebook analysis reveal that out of 1105 verbs, 1020 verbs are
in the Simple Present Tense. This shows that the use of aorist suffix is common in
Turkish academic language as it gives the meaning of general validity.

Another structure examined in the coursebook is the Passive Voice.
According to the results of the coursebook analysis, the number of verbs used in the
active form is 650, while the number of verbs used in the passive form is 454. The
data displays that the use of active form outnumbers the passive form, however, the
number of passive constructions in the coursebook is also considerable. It can be
concluded that the passive voice is utilized as a hedging device to modify the writer’s
attitude towards the content in Turkish academic language (Akbas, 2014). The results

of the study show parallelism with the statement by Doyuran (2009), which is the use
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of the passive voice diminishes the author's presence in the text, thereby decreasing
the likelihood of rebuttal and lessening the accountability in their writing.

In the scope of this study, the modals used in the coursebook are investigated
and the results show that in Turkish academic language, modal suffixes are
commonly used as hedging devices to convey the meaning of generalization,
obligation, possibility, permission, etc. The present data shows that the Aorist (Ar/Ir)
is the most frequently used suffix which has the meaning of generalizability. The
second most frequent suffix is Obligation-Copula (mAll-dIr) which is used to
express necessity in the Turkish academic textbook. Another most frequently used
suffix is Copula (DIr) conveying the meaning of certainty and generalization in the
academic context (Erguvanli-Taylan, 2018). The last frequently used suffix is
Possibility- Aorist (Abil-1r) employed as an indicator of possibility. According to
Erguvanli-Taylan (2018), the possibility meaning of -(y)Abil+-(A/l)r, diminishes the
credibility of truth in order to secure approval, which is the case in the coursebook.
The analysis of the verb endings show that Turkish language is rich in terms of
modal suffixes as it is an agglutinative language unlike English (Underhill, 1986),
which results in the high occurrences of suffixes used as hedging devices.

As regard to the pronouns utilized in the coursebook, the findings reveal that
the most frequent pronoun is the 3rd person singular in the coursebook which
displays the academic and objective discourse. There are a few occasions in which
3rd person plural pronouns are also used, however, 3rd person singular has the
highest rate of usage in the coursebook since it is an academic textbook showing
objectivity. In the Turkish academic texts, the third person pronouns and suffixes
could be seen as engagement markers as they can be used to draw readers into the

text (Giicli, 2022).
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It can be concluded that the knowledge is conveyed through an academic
language in the “Maternal and Infant Health” coursebook. Thereby, the students are

mostly exposed to academic language structures when they read the coursebook.

RQ 2: How is knowledge constructed in a “Baby and Child Nutrition” class in a
Turkish Vocational High School through the analysis of teacher / student talk?

This section of the study includes the video recordings of the lectures on “Baby and
Child Nutrition” class to examine the classroom interaction and the CDF structures
in the teacher-student conversation. In order to analyze how knowledge is
constructed and how subject specific literacy is developed, teacher talk and student
talk are transcribed and examined based on the CDF constructs and metadiscourse

functions.

a.Teacher talk

In the analysis of the teacher talk, explicit definitions, detailed descriptions and
explanations with the use of exemplification are observed in the teacher talk. The
teacher paraphrases the important definitions to make sure that the students grasp the
meaning of the terminology, which is a convenient and an effective way of giving
definitions to the learners (Dalton-Puffer, 2007b).

The analysis also reveals that the use of prompts are beneficial to integrate
the students into the classroom interaction. The results of the study support the
findings of the research conducted by Dalton-Puffer (2007b) in relation to the use of
prompts during the teaching process. During the lectures, the teacher asks the
students for a description by providing prompts. Subsequently, the students give the

description when they have enough knowledge to describe the phenomenon,
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however, the students stay silent if they do not have the related information. In this
case the teacher gives a detailed description. The teacher also makes an expert
explanation when the students do not have any knowledge about the content. She
sometimes shares examples from her own life experiences. This finding demonstrates
parallelism with Hyland’s Stance and Engagement Framework (2005) in which it is
stated that personal asides are comments the author inserts while developing the
argument. Rather than providing factual or explanatory information, these remarks
create a brief interpersonal interaction, strengthening the author's connection with the
audience. As the extract shows, the teacher integrates expert knowledge with her life
experiences in order to show authentic and practical applications of the knowledge
they learn during the lectures.

The analysis of the classroom data shows that the use of questions / rhetorical
questions are common in the lectures. According to Hyland (2005), questions are the
prime method for fostering dialogic involvement, encouraging engagement and
bringing the interlocutor into a space where they can be led to the writer’s viewpoint.
They stimulate interest and encourage the reader to explore an unresolved issue with
the writer, acting as an equal conversational partner, sharing curiosity and following
the arguments progression. The teacher uses questions / rhetorical questions to
integrate the students into the learning process.

Furthermore, the analysis of the data shows that comprehension checks are
frequently used in the lectures. The teacher always checks the students’
understanding of the content by asking questions. According to the analysis of
History lectures in Dalton-Puffer’s study (2007b), the teacher mostly uses

comprehension checks to ensure the students understand the content correctly.
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As for correcting or completing the students’ sentences, there are many examples of
providing feedback to the students’ utterances in the lectures. The teacher asks
questions subsequent to the lecture and provides feedback based on the students’
answers. Correcting the students’ responses by reformulating or scaffolding them to
reach the correct answer are the ways of giving feedback to the students during the
lectures. The teacher encourages the students to correct their mistakes or complete
their responses during the learning process. The use of corrective feedback is very
common in the classroom as in Dalton-Puffer’s (2007b) study where the teachers
provide the students with corrective feedback to repair their responses.

According to the conclusion drawn from the data analysis, the Cognitive
Discourse Functions, Define, Describe and Explain are widely used in the teaching
of the content “Baby and Child Nutrition”. The teacher provides definitions of the
content related terminologies and asks the students to define some daily vocabulary
items with the help of previous knowledge. Description is also commonly used to
generate information about the features of the phenomenon. The teacher describes
the process of food preparation for infants and feeding them in detail. Besides,
explanation is also an inevitable part of the lectures, which provides the students with
detailed information about how and why the phenomenon happens. The order of
CDF constructs used in the lecture varies depending on the teacher's purpose. The
two most commonly used sequences are Define - Explain - Describe or Define -
Describe - Explain. The teacher gives the definition of the important terminology
related to the content first, then she explains the phenomenon or describes the
process. However, when the teacher does a retrospective review, the sequence can
also be Describe - Define - Explain. In this case, she reminds the students of the

definition of the related terminology after she describes the feeding process.
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b.Student talk

As to the students’ talk, the analysis of the lecture recordings shows that the
characteristic of student talk is short and in the form of answers to a question. Most
of the time the students stay silent to the prompts or questions provided by the
teacher as they do not have enough knowledge to explain. However, when they have
the answer they define, describe and explain the phenomenon.

Besides the CDF constructs, the data is analyzed based on the types of
pronouns used in the lectures as a metadiscourse feature. In this context, the findings
demonstrate that the instructor uses Inclusive “We” (Biz) widely during the lectures
to show that she is in the same content community and learn/teach the content
collaboratively. This result supports Hyland’s findings (2002) in which it is stated
that a shared sense of social identity where individuals are highly aware of social
norms in developing their arguments. The instructor involves the students into the
same content community by using biz, -dIk, -mlz as the pronoun “inclusive we” and
suffixes as in the Akbas’s (2014) analysis of postgraduate academic writings.

On the other hand, in some cases, the instructor employs Exclusive “we” (Biz) in
order to give an expert explanation and to emphasize her proficiency in the content.
According to the study on the analysis of abstract sections of the research articles
conducted by Dogan-Ucar and Akbasg (2022), the use of Exclusive “we” is common
in academic papers and the purpose of its usage varies across disciplines. Although it
is used for different aims in different disciplines, Exclusive “we” is used to display
the instructor’s presence as an expert of the content and the teacher of it.

In addition, the teacher uses the pronoun second person plural, although not
very often. In doing so she creates a community among her students as new learners

of the subject, but excludes herself as an expert. Smith (1985) suggested that "you"
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could be seen as the most interactive form of personal pronouns because it directly
acknowledges the audience’s presence. However, its infrequent usage implies that
the instructor might prefer to avoid it. From the standpoint of the relationship
between the students and the instructor in a classroom interaction, the excessive use
of "you" could come across as offensive or detached, as it creates a separation
between the students and the teacher, seen as a distinct group.
Finally, the findings show that the instructor uses different types of pronouns
depending on her purpose during the teaching process.

In conclusion, the findings show that through the use of CDF constructs,
question and answer interactions and comprehension checks, feedback, scaffolding,
the use of inclusive and exclusive “We”, and other pronouns, classroom interaction is

ensured and joint knowledge construction is established.

RQ3: What are the teacher’s and the students’ perspectives on knowledge
construction in a “Baby and Child Nutrition” class in a Turkish Vocational High
School?
The third research question is about the perspectives of the teacher and the students
on knowledge construction in Nutrition class. In order to investigate their
perspectives, the researcher interviewed the students and the teacher. The interviews
are audio recorded and transcribed to be analyzed based on the themes related to
knowledge construction.

The analysis of the interview with the teacher displays that the materials used
in the lessons are provided by the Ministry of National Education. Besides the
coursebook, the teacher employs online materials on EBA. The teacher expresses

that she asks the students questions to brainstorm about the content and to activate
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their previous knowledge. The teacher believes that the use of previous knowledge is
significant to construct knowledge effectively. Subsequent to the activation of the
existing knowledge, the teacher defines the terms, describes the processes and
explains the phenomenon in detail in order to construct knowledge effectively. The
findings from the interview with the teacher related to the use of CDF constructs in
the lesson coincide with the results of lecture recordings.

It can also be concluded that the use of feedback, comprehension checks and
scaffolding are very common in the classroom interaction and the teacher believes
that these are effective ways of teaching content. Feedback and comprehension
checks are effective in drawing the students’ attention to the significant content
knowledge and comprehending the repaired knowledge (Lyster, 1998). The role of
scaffolding through classroom discussions in constructing content knowledge is
emphasized by Lin (2016, p.105) where language is acknowledged as the primary
resource for generating meaning in content construction to elucidate and comprehend
new knowledge through verbal interaction.

On the other hand, the focus group interviews with the students show that
classroom interactions, lectures and materials they used during the learning process
are effective to understand the topic. Besides, they also have peer teaching outside
the classroom. Peer teaching, characterized as an interactive and dialogic
communication method (Mortimer & Scott, 2003), is essential as it allows students to
revisit concepts, discuss understandings, delve into new ideas, and rectify
misconceptions regarding the content. The students who are more proficient in the
topic help the others.

Another significant point to be mentioned from the interviews is that the

students believe that they gain more detailed, academic and valuable information
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related to the “Baby and Child Nutrition” thanks to this course because they claim
that they already have some knowledge related to the content but incomplete and
incorrect. Thus, they become aware of the correct knowledge and they gain literacy
on the topic Nutrition.

It can be deduced from the interviews with the student groups that the
students develop their literacy in the specific content which is “Baby and Child
Nutrition” with the use of CDF constructs, in that the students are confident to define
the terms, to describe the processes related to feeding and to explain the reasons of

the phenomenon related to the content.
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CHAPTER 6

CONCLUSION

The findings of the study are summarized in this chapter. Pedagogical implications
and limitations of the study are mentioned. Lastly, suggestions for future research are

offered.

6.1 Summary of the results
The present study attempted to investigate how knowledge in a specific content is
constructed in the learners’ L1 based on Cognitive Discourse Functions by Dalton-
Puffer (2013). This study also aims to examine the characteristics of the academic
language employed in the departmental coursebook (Maternal and Child Health) in
Turkish. It also provides information about the teacher’s and the students’
perceptions about the knowledge construction. The findings show that the students
are instructed on the content “Baby and Child Nutrition” in Turkish Academic
Language and they co-construct the knowledge with the help of question-answer
sessions with the content teacher. They develop their literacy skills in the content
through CDF constructs. It can be also concluded that the students build academic
knowledge on their previous knowledge related to nutrition with the help of
scaffolding, feedback and peer teaching. With the valuable information about how
the students construct content knowledge in their L1 from this study, I can arrange a
CLIL class to teach English as a foreign language effectively to the students in the
department of Child Development in VVocational High School.

In the context of CLIL classes, the use of students' L1 and translanguaging

play significant role to be taken into consideration. As Garcia & Li Wei (2015) stated
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the use of L1, translanguaging and codeswithcing can considerably enhance both
content mastery and language acquisition. According to Li (2018), integrating L1
provides a cognitive bridge that helps students grasp complex concepts more
efficiently, reducing cognitive load and facilitating a smoother transition to
understanding in the target language. Translanguaging, which involves the fluid and
dynamic use of multiple languages, enables students to draw on their entire linguistic
repertoire to navigate and make sense of subject matter (Lin, 2015). This practice not
only supports deeper comprehension but also encourages active participation and
engagement by validating students' linguistic identities and cultural backgrounds. By
leveraging translanguaging, educators can create more inclusive and responsive
learning environments that recognize the value of linguistic diversity. Such an
approach challenges the traditional monolingual paradigms that dominate language
education, promoting a more holistic and effective pedagogical framework for
bilingual and multilingual learners. Thus, in my CLIL classes the use of L1 will be
supportive during the learning process since the students have already had the

content knowedge in their L1.

6.2 Pedagogical implications

Since there is a lack of research conducted on subject-specific literacy in the
learners’ L1 (Turkish), this study contributes to the related literature in terms of the
learners competency in a specific content in their L1. The insights acquired from the
present study make significant contributions to the understanding of the process of
knowledge construction in a specific context in L1. The results of the study provides
the teachers as the lesson plan designers and also the curriculum makers with

noteworthy implications for designing curriculum and teaching techniques in a
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specific context. The study presents useful insights for the teachers of English for
Specific Purposes to organize their lessons based on the already constructed
knowledge in the students’ L1. Being familiar with the content in L1 makes the
students feel more confident in an additional language learning process. Furthermore,
it makes the learning process easier for both learners and teachers.

As the findings of the study point to the use of Define, Describe and Explain
functions of CDF (Dalton-Puffer, 2013) in the teaching of the specific content which
is Baby and Child Nutrition in this study, it provides valuable information for the
teachers of English planning and implementing CLIL method in their lessons. In L2
education, the use of CDF constructs will make valuable contributions to the learning
process.

The students get aware of the content specific terminology related to their
department and they can apply their existing knowledge in their L1 to L2 learning
process. As it is a difficult process to learn how to express their ideas in a specific
context in L2, designing an L2 teaching curriculum based on the findings of the
present study will make it easier to acquire the linguistic forms and items to interact
with their peers and teachers in L2.

The findings of the present study make contribution to design of a lesson plan
including the use of Define, Describe and Explain constructs in English classes based
on a specific content. For instance, in the context of the vocational high school
offering Child Development department, as a teacher of English language, | can
design a CLIL lesson on the content “Baby and Child Nutrition” focusing on the
definitions of the related terminology, description of the supplementary food types
and their preparation process, explanation of the reasons for introducing baby with

supplementary food not late or not early or explanation related to why some food are
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not given during early supplementary food period. The students are going to learn the
content related to their own department in English so that they can use this
knowledge in their work places where international people exist. They also feel more
confident and unstressed during the learning process because they are familiar with
the content, the terminologies and the way language used by the teacher in their L1,
thus they will have a positive and valuable learning environment in their English
classes.

Another important implication to be employed in the CLIL classes is the use
of L1 in CLIL classes. Incorporating L1 strategically can serve as an essential
scaffolding tool, allowing students to build on their existing knowledge and skills to
understand new content more effectively. This approach can help lower the affective
filter, reducing anxiety and increasing confidence, thereby enhancing overall
engagement and participation in the learning process. Additionally, the use of L1 can
facilitate more meaningful and in-depth discussions, enabling students to articulate
complex ideas and concepts more clearly before transitioning to the target language
(Lin, 2015). It supports differentiated instruction, catering to the diverse linguistic
backgrounds of students and promoting an inclusive classroom environment. By
acknowledging and valuing students' L1, educators can foster a sense of belonging
and respect for linguistic diversity, which can positively impact students' academic
achievement and motivation. Overall, translanguaging and codeswitching in CLIL
not only aids in content comprehension and language development but also

contributes to the creation of a more equitable and supportive educational setting.
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6.3 Limitations of the study

The findings of the present small scale case study were limited to the Child
Development Department, 9th grade students in a vocational high school in Nigde,
Tiirkiye. That is why it is inadequate to generalize the results to the other
departments and other grades. Correspondingly, these restrictions might influence the
generalizability of the findings since the analysis include the only one departmental
coursebook and a few video records of one of the units which is Baby and Child
Nutrition. As to the limitations related to interview with the instructor and the focus
group interviews with the students, there is only one instructor teaching the content
related to the scope of the study. Therefore, it restricts the generalizability of the
findings. Additionally, the focus group interviews are carried out with 9 students
who are the only volunteers in the classroom, which might cause generalizability

problems.

6.4 Suggestions for further research

Since there is not much research conducted on subject-specific literacy and
knowledge construction in a subject specific content in the learners’ L1, this study
has contributed to the literature on the learners’ knowledge construction in a subject
specific content in their L1 and the use of CDF in the learning process. However,
there is still a need for more studies to extend the findings of the present study.

This study can be extended to a wider perspective by including various departmental
classes and content teachers and also different levels of students other than 9th
graders so that it is expanded to a large context to increase the generalizability of the

findings. In other words, in order to provide a larger perspective and more detailed
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analysis on knowledge construction in a subject specific content in L1, a larger set of

data is necessary
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2. OGRENME OGUM U 22.1. Gelig Bozuklukian
BIRIMI 2.2.2 Dogum Madshaleleri
2.2.3. Dogumia ligili Anormal Durumiar,
UYGULAMA FAALIYET] 2
2.3. YENIDOGANIN OZELLIKLERI VE BAKIMI
2.3.1. Yenidogana Uygulanan Testler.
UYGULAMA FAALIYETI 3
2.3.2. Yenidogan Ozellikieri
2.3.2.1. Yenidogan Fiziksel Ozellikiort
2.3.2.2. Yonidogan Fizyolojik Ozellikiert
2.3.2.3. Yenidogan Nérolojik Ozellikieri
2.3.3. Yenidogan Bebegin Bakimi
2.3.3.1. Temizlik ve Banyo.
2.3.3.2. Uyku ve Babek Odass
2.3.3.3. Yenidogan Bes!
2.3.3.4. Giyim
UYGULAMA FAALIYETI 4.
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3. LOHUSALIK DONEMI
1.1. LOHUSALIK.

3.1.1. Lohusaltk DSneminin Onemi
3.1.2. Lohusalk Dénemindeki Degigimier
3.1.2.1, Postpartum Psikozu (Gebelik Sonrasi Psikoz.
Lohusaldk Psikozu)
3.1.2.2. Laktasyon (Sit Salgdanmas:)
3.1.2.3. Involiisyon (Rahim Kigilimesi)
3.1.2.4, Lohusalik Kanamas:
3.1.2.8, Susuzluk Hissi ve Terleme
3.1.2.6. Bestonme IMiyacinda Artiy
3.1.3. Lohusalikta Gorlilen Sikiyotier
3.1.3.1. Momalerin Agin Dolgunis$ip Sertlesmes] ... X
3.1.3.2. Meme Tixaniklig:
3.1.3.3. Mome Baginda Catlama
3.1.3.4, Meme Apses|
3.1.3.5. Dogum Dikigleri
3.1.3.6. Kabuzik
3.1.3.7. |drar Yolu Enfoksiyonu
3138 Kanama
3.1.3.9. Lohusaiik Hummas:
3.1.4. Lohusalik Déneminde Bakim
3.1.4.1, Sagtik Kontrokii
3.1.4.2 Banyo ve Temizlik
3.1.43. Meme Bakim
3.1.4.4 Beslenme
3.1.4.5 Dinle ve Uyku
3.1.4.6. Lobusakk Dénominde UygudanabilecekEgzersizier......... =
UYGULAMA FAALIYETI 1

3.2 EMZIKLILIK DONEMI ...
3.2.1. Emzikiik Dénemi Tarmi ve Onemi
3.2.2 Emzirmenin Faydalan
3.2.2.1. Anne Agisindan Faydalon
3.22.2. Bobek Acisindan Faydalan
UYGULAMA FAALIYET] 2
3.2.3. Emzirmede Dikkat Edllecek Noktslar
3.2.4. Emzirme Toknikleri
3.24.1. Begik Pazisyonu
3.242 Capraz Besk Pozisy BS
3.24.3. Koltukalt (Canta veya Futbol) Tutugu Pozisyonu...........—. - B
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4.0-72 AY COCUKLARINDA BESLENME
4.1. BEBEKLIK DONEMINDE BESLENME

4.1.1. Dogal Beslenme
4.1.2. Yapay Beslenme (Suni Besienme)

4.1.3. Karigik Boslenme
4.1.4. Bebeklik Ddneminde Beslenmede Temel Bketer ..o
4.1.5. Bebeklik Déneminde Besienmenin Onemi

4.1.6. Ek Gidalara Baglama
4.1.6.1. Ek Gidaya Erken Baglamanin Dezavamtaflat. ...
4.1.6.2. Ek Gidaya Geg Baglamanin Dezavantajian ... "
4.1.6.3. Ek Gidalara Baglarken Dikkat Edilocek Noktstar ..............
4.1.6.4. EX Gidalara Bsglama Agamalan
4.1.8.6. Boboklere Verilocek Ek Gidalar
4.1.6.6. Ek Guia Haniriama
UYGULAMA FAALIYET| 1

4.2. OYUN DONEMINDE BESLENME

4.2.1. Oyun Déneminde Baslonme Ozelliklori

4.2.2 Oyun Gocuunun Beslenme Aligkaniikian
UYGULAMA FAALIVETI 2

4.2.3. Oyun Cocugunun Beslenme Problemleri
4.2.3.1. Bosin Alorjileri
4.23.2 Istahsiziok
UYGULAMA FAALIYET| 3
4.2.3.3. Kabizik
4.2.3.4. Soluk Borusuna Besini Kaginma
4.2.2.5. A Yemek Yeme (Sisgmankik)
UYGULAMA FAALIVETI 4

4.3. OYUN DONEMI COCUGUNA UYGUN BESLENME PLANI .............

4.3.1. Oyun Dénemi Cocuguna Uygun Beslenme Plani Omegl .........—.
UYGULAMA FAALIYETI 8
OLCME DEGERLENDIRME
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5. COCUK HASTALIKLARI 119

6.1. 0-72 AY COCUKLARINDA SIK GORULEN SIKAYETLER ..o, 120
8.1.1. Pamukguk ve Aguz Yaralan 121
£.1.2. Gaz Sancdan ve Karin Agnian 121
5.1.3. Kusma 123
5.1.4. |shal 124
6.1.5. Kabuiik 126
5.1.6. Kulak Agrdani 128
5.1.7. Ateg ve Havale 126
5.1.8. Oksiirik 127
£.1.9. Pigik 128
5.1.10. Konak 128
5.1.11. Igtahszhk 129

UYGULAMA FAALIYETI 1 130

§2 0-72 AY COCUKLARINDA GORULEN BULASIC| HASTALIKLAR ... 131
5.2.1. Saglik ve Hastalik 1
5.2.2. Beden Saghkgens Bozan ve Hastsligs Neden Ofan Etkenler ........... 131

5.2.2.1. Kaktun ile ligili Nodenlor b L] g

§.222 Cevre ile l;l Nedonler 132 5, OC,RENME
8.2.3. Cocuklarda Garilon Bulsgct Hastalilar 133 BIRIMI

§.2.3.1. Diftorl 134

5222 Bogmaca 134

5.2.3.3. Kuzamuk 138

§.2.3.4. Kabshulsk 138

5.2.3.5. Kuizamakgik 136

§.2.3.6. Kzl 138

£.2.3.7. Su Cicogi 137

8.2.3.5. Menonjit 137

5.2.3.9. Cocuk Felci 137

6.2.3.10. Zatiirre 138

5.23.11, Grip 138 e 4

52212 Sanlk (Hepatt) 139

5.2.3.13. Tiberkiloz (Verem) 140

§.2.3.14. Altinct Hastaltk 140

UYGULAMA FAALIYETI 2 141

5.3. 0-72 AY COCUKLARINDA ASILAR ... oo cerererocrenenssossssess 142
5.3.1. Aga like vo Uygulsmalan 142
5.3.2. Bagikiek 144
8.3.3. Cocuklarda Gérien Bulagici ve

Diger Hastakklardan Korunma Yollan 144
5.3.4. Hastalik Durumunda Gocugun Bakim 145
UYGULAMA FAALIYETI 3 148
OLCME VE DEGERLENDIRME 147
CEVAP ANAHTARI 181
MAVMANCA ana
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APPENDIX B

THE LINK FOR THE ANALYSIS OF THE COURSEBOOK

NOUNS:
https://docs.google.com/spreadsheets/d/110fyh7nVQKKIiID2RPiGIpmsMipRDNFS

Wec/edit?usp=drive_link&ouid=110220545228610586935&rtpof=true&sd=true

VERBS:
https://docs.google.com/spreadsheets/d/1-
pnN85ZITS8FiUIsfIfvCkdG7HA 18p7/edit?usp=drive_link&ouid=1102205452286

10586935&rtpof=true&sd=true

ADJECTIVES:

https://docs.google.com/spreadsheets/d/1ZdKIIMR9tqOp2mOCDVZSv4ND2yJacOp

P/edit?usp=drive_link&ouid=110220545228610586935&rtpof=true&sd=true
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APPENDIX C

THE TRANSCRIPTIONS OF THE VIDEO RECORDS OF THE LECTURE

RECORDINGS

Table 3. Extract 1.

viicuda alinmasma beslenme denir.

(The intake of healthy, healthy foods
for human growth and development is
called nutrition.)

No | P Sentences Interaction Cognitive
Discourse
Functions
1 | CT: | Beslenme nedir? Kim sdylemek Initiate via Asking for
istiyor? Beslenme? questions Definition
(What is nutrition? Who wants to say?
Nutrition?)
2 | S1: | Insanin biiyiimesi, gelismesi igin Student’s Define
saglikli, viicuda saglikl yiyeceklerin response
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CT: | Evet, giizel. Viicudumuzun biiyimesi, | Restate the Define
gelismesi, sagliklt olabilmesi i¢in definition
gerekli olan 6geler var. Biitiin
beslenme 6gelerinden dengeli ve
yeterli bir sekilde viicudumuza
aldigimizda da biz buna ne diyoruz
arkadaslar?...
(Yes, it's good. There are elements that
are necessary for our bodies to grow,
develop and be healthy. What do we
call _it_, friends, When_we get all the Asking for the
nutr'ltl'onal elements in a balanced and | | [usive word by
sufficient way?) “We? repeating the
definition
Ss: | Beslenme Students’
response
(Nutrition)
CT: | Yeterli ve dengeli beslenme diyoruz. Restate the
full definition
(We call it adequate and balanced
nutrition.)
CT: | Peki, bebeklik donemini diisiinecek Asking fora | Define
olursak, dogal beslenme diye bir definition
tanimimiz var. Dogal beslenme nedir?
(Well, if we think about infancy, we _
have a definition of natural nutrition. Inclusive
What is natural nutrition?) “We”
Ss: | Anne siitii Students’
answer

(Breast milk)
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8 | CT: | Harikasiniz. Tamamen anne siitiiyle Asking the Restating the
beslenme durumuna biz ne diyoruz? word for definition
given
(You're wonderful. What do we call definition
only breastfeeding?)
9 |Ss: | Dogal beslenme. Students’
answer
(Natural feeding.)
Table 4. Extract 2
No | P | Sentences Interaction Cognitive Discourse
Functions
1 | CT | Harikasiiz. Peki, bir de Inclusive “We” | Asking for definition
yapay beslenmemiz var.
Yapay beslenme ne olabilir?
(That is great. Well, we also | Initiate via
have unnatural nutrition. questions
What could unnatural
nutrition be?)
2 | S2 | Anne siitiiniin yetersiz kaldig1 | Student’s Explain
durumlarda kullanilabilir. answer

(Can it be used in cases
where breast milk is
insufficient...)
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CT | Evet, bunlar ne olabilir? ... Asking for Describe
Anne siitiine yakin siitler description
olabilir.
(Yes, what could these be? ... o
It could be milk close to Giving prompt
breast milk.)
S3 | Suyla karistilir. Student’s Describe
answer
(It is mixed with water.)
CT | Baska neler olabilir? ... Asking for Asking for
Bagka? more examples
Exemplification
(What else could it be? ...
What else?)
Ss | Mamalar Students’ Giving example
example
(Formula)
CT | mamalar olabilir, bagka? Asking for Asking for
more details
(it could be a formula, what Exemplification
else?)
S1 | meyve piiresi Student’s Giving examples
answer

(fruit puree)
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CT

Ama daha bebek ya ... ne
yapabiliriz? Iste, siitler dedik,
mamalar degil mi arkadaslar?
Bu ikisi. Eger, bazi
durumlarda anne siitii
verilememesi durumunda, ne
zaman olur bu? ...

(But he is just a baby ... what
can we do? We said milk and
formula, right friends? These
two. If, in some cases, breast
milk cannot be given, when
does this happen? ...)

Anne siitii gelmeyebilir, siitl
olmayabilir, bebek hastanede
yatiyor olabilir, yogun bakim
stireci olabilir degil mi? Bu
donemlerde eger bebek anne
siitlinli alam1yorsa biz o
zaman ne yapacagiz? ...
bebegi mutlaka ve mutlaka
beslememiz gerekiyor degil
mi? ...

(Breast milk may not come,
there may be no milk, the
baby may be hospitalized,
there may be an intensive
care period, right? In these
periods, if the baby cannot
receive breast milk, then
what do we do? ... we need to
feed the baby, right?)o

Siitler1 I’e 1 yada2’ye 1, 3’e
1 oraninda bebegin durumuna
gore ne yapacagiz? ...
sulandiracagiz. Yani inek
stitlinii hemen oldugu gibi
bebege vermiyoruz. Tamam
mu arkadaslar?

(What do we do with the
milk inaratioof 1to 1 or 2
to 1, 3 to 1 according to the
condition of the baby? ... we
dilute it. So we do not give

Inclusive “We”

Asking for
explanation

Giving
explanation

Inclusive “We”

Making the
students think
via questions

Inclusive “We”

Comprehension
Check

Explaining
Description of
the process

Explain

(Causes)

Describe

Description of

the process and
Explanation of
how to do
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the cow's milk to the baby
immediately. Okay, friends?)

Nasil yapiyoruz o zaman?
Diyelim ki bebek 1. ayinda
anne siitiinii ald1 ya da hig
alamadi o zaman 3te 1
arkadaslar. 3 su vereceksek 1

stit katiyoruz. Anladik m1? ...

(How do we do it then? Let's
say the baby received breast
milk in the 1st month or not
at all, then 1 in 3, friends. If
we give 3 water, we add 1
milk. Do we understand? ...)

Ya da 2. aya geldik. 2. ayda
yar1 yariya st ve su
dengesini koruyacagiz.

(Or we have come to the 2nd
month. In the 2nd month, we
will keep the balance of milk
and water half and half.)

3.aydan sonra arkadaslar ne
yapabilirsiniz? 3’te 2 siit
koyabilirsiniz, 3°te 1 su
koyabilirsiniz ama yine
sulandiracagiz, dikkat
ediyoruz, tamam mi?

(After the 2nd month,
friends, what can you do?
You can put 2 out of 3 milk,
you can put 1 out of 3 water,
but we will dilute it again.
We pay attention okay?)

Inclusive “We”

Second Person
Plural

Inclusive “We”

Explain &
Describe

Explain /
Exemplification
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10

CT

Cok da tavsiye etmiyoruz isin
acig1 neden? ...

(We do not recommend it
very much, why?)

Bir kere, alerjen olma
ihtimali ¢ok yiiksek.
Bebeklerin de alerji
gelistirebilmesi ¢ok
yiiksektir. O yiizden devam
stitleriyle devam etmek ¢ok
daha makbul aslinda.

(First of all, the possibility of
allergens is very high. It is
also very likely that babies
can develop allergies. So it is
actually much more
preferable to continue with
follow-on milks.)

Anlasildi mi1 burasi1? ...

(Is this clear? ...)

Exclusive
66W677

Comprehension
check

Expert Explanation by
giving reasons

11

Ss

Evet, anlasildi.

(Yes, understood.)
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Table 5. Extract 3

No

Sentences

Interaction

Cognitive
Discourse
Functions

CT

Peki. Bir de tigiincii olarak
beslenme seklimizde karisik
beslenme var ama onun dncesinde
ben, ek gidada biberonla veriyoruz
ya simdi bu ¢ocuk diyelim ki anne
siitiinii alamadi, evet anne siitlini
alamadi biz, peki, anne siitiinii, o
stitleri ya da mamalari ne ile
verecegiz ¢ocuklara?

(Okay. And thirdly, there is mixed
nutrition in our diet, but before
that, | said, we give it with bottles
in supplementary food, now let's
say this child could not get breast
milk, yes, we could not get breast
milk, well, how are we going to
give breast milk, those milks or
formulas to infants?)

Inclusive “We”

Giving a
situation

Asking for a
solution

Explaining how
to feed a baby

S4

Kasikla

(With a spoon)

Student’s
answer

Explain /
Exemplification

S5

Biberonla

(With a baby bottle)

Student’s
answer

Explain /
Exemplification
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CT

Kasikla, biberonla, bagka? ...
(Spoon, baby bottle, what else? ...)

Ben size bir sey soyleyeyim mi?
Enjektorler var ya ... Eger cok
kiiciikse enjektorlerle de
verilebilir.

(Can 1 tell you something? There
are injectors... If it (a newborn) is
very small, it can also be given
with injectors.)

Hani nasil? ... Su igneli kismi1
atiyorsunuz, igneli kismi. Sadece
o kiigiik ince bir yer var ya... Onu
neden yapiyoruz biliyor musunuz?

(You know how? ... You throw
away the part with the needle, the
part with the needle. It is just this
little thin place... You know why
we do that? ...)

Ola ki ilerde ¢ocuk ilerde tekrar
anne slitiinii emmeye baglayabilme
olasilig1 varsa ya da iste bebek
hemen biberona aligmasin diye.
Neden alismasin diyoruz? Bakin
burada biberonun aslinda bir siirii
dezavantaj1 var. Nedir birinci
dezavantaj1?

(In case there is a possibility that
in the future the child may start
breastfeeding again, or so that the
baby does not get used to the
bottle right away. Why do we say
not to get used to it? Look, there
are actually many disadvantages
of the baby bottle. What is the first
disadvantage?)

... Hijyenik degildir. Degil mi?
Biliyorsunuz annenin meme ucu o
kadar hijyenik olmasi zaten

Asking for more
examples

Explanation

Second person
plural

Exclusive “We”

Comprehension
Check

Detailed
Description

Explain

Expert
Explanation

Describe
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beklenemez ¢iinkii biliyorsunuz
plastik bir yapidir en nihayetinde.

(... Itis not hygienic. Right? You
know, you can not expect a baby
bottle to be as hygienic as a
mother's nipple because, you
know, it is a plastic structure after
all.)

Ikincisi; bebegin cene ve dis
yapisinda bozukluk
olabileceginden dolay1 ¢ok dnemli
ilk etapta. Sonrasinda da sdyle bir
durum var; bebek hi¢
zorlanmadan, hi¢ emmeden, hi¢
cekmeden biberondan siit gitmeye
baslayacak. O zaman bebek hig¢
kendini yormayacak. Hatta bu
ileriki siireclerde neye neden
oluyor biliyor musunuz? ... Bakin,
cignenmesi gereken ya da daha
kat1 gidalara gectigi zaman bebek
ne yapacak? ...

(Secondly, it is very important in
the first place because the baby's
jaw and tooth structure may be
disordered. Afterwards, there is a
situation like this; the baby will
start to get milk from the bottle
without any difficulty, without any
sucking, without any pulling.
Then the baby will not tire itself at
all. In fact, do you know what this
causes in the future?... Look, what
will the baby do when it switches
to foods that need to be chewed or
more solid foods?...)

Making the
students think
via questions

Second person
plural
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Table 6. Extract 4

¢linkii cocuk artik yasina ve geligim
diizeyine uygun vitaminleri ya da
mineralleri alamadig1 i¢in ne oluyor
arkadaslar? ...

Vitamin yetersizligine neden oluyor.

(Vitamin deficiency can develop
because the child is no longer getting
the vitamins or minerals appropriate
for their age and developmental
level. It causes vitamin deficiency.)

Giving prompts
and asking for
the description

No | P | Sentences Interaction Cognitive
Discourse
Functions
1 | CT | Evet, bakin ek gidaya ge¢ baslamanin | Asking for Definition and
birinci ve en dnemli sonuglarindan results Explanation
bir tanesi neydi, arkadaglar? ...
beslenme yetersizligi. ...
Malniitrisyon da diyoruz biz buna.
(Yes, look, what was one of the first )
and most important consequences of Exclgswe
the late introduction of We
supplementary food, friends? . ..
m::zﬂg:::gg) We also call it Expert
' Explanation
2 | CT | Vitamin yetersizligi gelisebiliyor

Describe and

Explain
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Table 7. Extract 5

No

Sentences

Interaction

Cognitive
Discourse
Functions

CT

Evet, bir sonraki konumuz ek
gidaya nasil baglamaliy1z ve
baslarken nelere dikkat
etmeliyiz, Student 10, sdyle
bakalim.

(Yes, our next topic is how we
should start supplementary food
and what we should pay
attention to when we start,
Student 10, tell us.)

Prompts for
explanation

Explain

S10

Ek gidalar ilk 6nce deneme
olarak verilmeli.

(Supplementary foods should be
given on a trial basis at first.)

Student’s
explanation

Incomplete
answer

CT

Cok giizel. Bakin miktar1 6nce
az tutuyoruz sonra gittikge,
yedikce, bebek onun tadina
vardikga, bebek sevdikg¢e ne
yapiyoruz? ...

(Itis very good. Look, we keep
the amount small at first, and
then as it goes, as it eats, as the
baby tastes it, as the baby likes
it, what do we do?...)

Reformulation
of the answer

2

Inclusive “we’

Explain
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Hem miktar1 artirtyoruz hem de
cesitlendiriyoruz. Nasil
cesitlendiriyoruz?

(We are both increasing the
amount and diversifying it. How
do we diversify?)

Diyelim ki yogurt. Yogurt
vermeye basladik. Once 1
kasikla sonra 2 kasikla sonra
miktart artirdik. Sonra biz o
yogurdun i¢ine ne koyabiliriz?

(Let's say yogurt. We started
giving yogurt, first with 1 spoon,
then with 2 spoons, then we
increased the amount. Then what
can we put in that yogurt?)

Meyvelerle meyveli yogurt
yapabiliriz, degil mi? Bakin hem
ne yaptik, miktar artirdik hem
¢esidi farklilastirdik,
cesitlendirmis olduk.

(We can make fruit yogurt with
fruits, right? Look what we have
done, we have increased the
amount and diversified the
variety.)

Providing
trigger for an
explanation

Asking for more
details

Inclusive “we”

Describe /
Exemplification

Explain
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Table 8. Extract 6

No

Sentences

Interaction

Cognitive
Discourse
Functions

CT

5 aylik bir bebegimiz var artik ek
gidaya basliyoruz tamam mi? ilk
olarak hangi gidalarla
baslayacagimizdan bahsetmistik.
Yogurt, sebze piireleri, meyve
piireleri, degil mi arkadaglar?

(We have a 5-month-old baby
and now we are starting
supplementary food, okay? We
talked about which foods we will
start with first. Yogurt, vegetable
purees, fruit purees, right
friends?)

Neydi ilk etapta baglayacagimiz
ek gidalar? Ik etapta piire haline
getirilmis ¢ocugun yerken,
biliyorsunuz daha disler yok, bu
yiizden ¢ignemesi, yutmasi kolay
bir sekilde kivamini
ayarlayacagiz. Anlasildi m1?

(What are the supplementary
foods we start with in the first
place? In the first place, you
know, they do not have teeth yet,
so we will adjust the thickness so
that it is easy to chew and
swallow. Is that clear?

Inclusive “we”

Revision

Second Person
Plural

Giving prompts
to describe the
process

Comprehension
Check

Describe

Exemplification

Describe

Ss

Evet

(Yes)

Students’ answer
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CT | 6. Aya kadar neydi? Asking for
description of the
(What was it until the 6th given period
month?)
Ss | Anne siitii Students’ answer | Describe
(Breastmilk)
CT | Sadece anne siitii. (Breast milk Reformulation of
only.) the students’ _
description Describe
6 ve 7. aylarda artik biz neye
geciyoruz?
(In the 6th and 7th months, what | Asking for
are we moving to?) description of the
given period
Inclusive “we”
Ss | Ek gida Students’ answer | Describe

(Supplementary food)
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Table 9. Extract 7

yumurta saris1 ki baslangicta 8’de
1’i. Bakin yumurtay diistiniin
arkadaslar, hayal edin. Once
yumurtanin saristyla basliyoruz
ve sarisinin da 8’de 1’ini sadece
verebiliyoruz. Bunu higbir zaman
unutmayin.

(Yoqurt, freshly squeezed fruit
juices, vegetable juices, grape
molasses, egg yolks, initially 1 in
8. Look, think about the egg,
friends, imagine it. We start with
the yolk and we can only give 1
in 8 of the yolk. Never forget
this.)

Daha sonralari, bunu artirarak
devam ettirebiliyoruz. 8 ile 11 ay
arasinda artik piitiirlii kivam...
artik yavag yavas boyle hafif hafif
pttirli gidalara gegebiliriz.
Piitiirlii ne demek? Onu bir
aciklayalim once. ... Artik piire
kivaminda degil de hafif
¢ignemesi icin olanak saglayacagi
besinler veriyoruz.

(Later on, we can continue to
increase this. Between 8 and 11
months, we can gradually move
on to a slightly lumpy food... a

Describing the
first feeding
process of
infants

Detailed
description

No | P | Sentences Interaction Cognitive
Discourse
Functions
1 | CT | Siv1 besinlere, yumusak, ezilmis | Inclusive “we” Describe
kivamdaki besinlere artik
geciyoruz. Bu neydi? ...
(We're moving to liquid foods,
soft, mashed foods. What was
that? ...)
Yogurt, taze sikilmis meyve
sulari, sebze sulari, pekmez, .
B 20 5 S 4 Describe /

Exemplification

Describe

Define

Explicit
Explanation
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lumpy food with a slightly lumpy
structure. What does grainy
mean? Let's explain that first. ...
We no longer give puree but
foods that will allow them to
chew slightly.)

Asking for
explicit
definition of a
terminology

S1 | Rende Student’s answer | Exemplification
(Grated)
CT | Rendelenmis mesela. Bagka? Reformulation of | Describe
the student’s
(grated, for example. What else?) | answer
S5 | Ezilmis Student’s answer | Describe/
Exemplification
(Mashed)
CT | Ezilmis, onu hafif ezilmis yani Reformulation of
ptire haline getirmiyoruz artik. the student’s _
Ciinkii artik biz biliyoruz ki 8 ile | answer Explain
11. aylar arasinda cocugun neyi
var artik? ...
(It is mashed, we do not puree it | Explaining the
anymore. Because now we know | reasons
that between the 8th and 11th
month, what does the child have?
) Prompts
Ss | Disleri Student’s answer | Explain
(Teeth)
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7 | CT | Disleri var artik ¢ignemesi igin Reformulation of | Explain
olanak sagliyoruz. the student’s
answer
(Now that he has teeth, we give
him the opportunity to chew.)
8 | S8 | 9-11 aylar arasinda ¢orbaya Inclusive “we” Describe
ekmek batirip vermemiz olur mu?
(Is it okay to dip bread in soup
and give it between 9-11 Student’s
months?) description
9 | CT | Olur, hafif piitiirlii oluyor iste o Confirmation Describe
ekmekler. Ekmek i¢ini and
verebiliyorsun. Olur, tamam m1? | reformulation of
the student’s
answer
(Yes, that bread is slightly lumpy.
You can give the inside of the
bread. Okay, okay? ...)
10 | S8 | Tamam hocam. Student’s answer

(Yes, teacher.)
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Table 10. Extract 8

No

Sentences

Interaction

Cognitive
Discourse
Functions

CT

Evet, 12+ bu ne demek? ... Artik
1 yasina geldi demek bebegimiz. 1
yasindan sonra da biz artik
bebegimize ne verebiliyoruz? ...
Kolay ¢ignenebilen yiyecekler. Bu
ne demek? ...

(Yes, 12+, what does that mean?...
It means that our baby is 1 year
old now. What can we give to our
baby after 1 year? . .. Easy chewy
foods. What does that mean?...)

Iste kiymali sebze yemekleri,
icinde yine piitiirlii hani bulgur,
bugday tarzi olabilecek
corbalardan, tarhana ¢orbalarindan
vs verilebiliyor. Peynir, cok
pismis tavuk eti, yine ayn1 sekilde
kirmizi etlerden de, balik etinden
de artik ne yapabiliyoruz, artik
yavasg yavas alistirmaya
bashyoruz. .... evet, ek gidaya
baslarken, en dnce baslayacagimiz
gida neydi?

(We can give vegetable dishes
with minced meat, soups that may
contain bulgur or wheat, tarhana
soups, etc. Cheese, well-cooked
chicken meat, likewise red meats,
fish meat, whatever we can do
now, we start to introduce it
gradually. .... yes, when we started
supplementary food, what was the
food we started with first?)

Inclusive “we”

Asking for a
definition
explicitly

Asking for
definition

Question-
answer

Description of
the food

Asking for
explanation
Prompting

Explicit
Explanation

Define

Describe /
Exemplification

Describe
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Ss

Yogurt

(Yogurt)

Students’
answer

CT

Yogurt, biliyorsunuz anne
siitlinden de yapilabilir. Ama
tercihimiz neydi?

(Yogurt, as you know, can also be
made from breast milk. But what

was our preference?)

Reformulation
of the students’
answer

Exclusive “we”

Expert
Explanation

S3

Inek siitii

(Cow milk)

Students’
answer

Exemplification
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CT

O anlamda sdylemiyorum ama ev
yogurdu tercihimiz. Tamam mi1?
... Hazir, marketlerdeki kutular
icinde satilan yogurtlari tercih
etmiyoruz. Yogurt miktarini yavas
yavas artirtyoruz ve yogurdu ara
0giin olarak veriyoruz. Ya sabah
kahvaltidan sonra, ya 6gle
yemeginden sonra vermeyi tercih
ediyoruz, arkadaglar.

(I do not mean that, but we prefer
homemade yogurt. Okay? ... We
do not prefer the ready-made
yogurt that is sold in boxes in the
markets. We gradually increase
the amount of yogurt and give
yogurt as a snack. We prefer to
give it either in the morning after
breakfast or after lunch, friends.)

Sebze piirelerine bakiyoruz.
Alerjen orani en diisiik
oldugundan dolay1 verirken bir tik
daha i¢imiz rahat bir sekilde
verebiliriz. Bunlar ne olabilir?
Sebze piirelerinden ilk olarak
verdigimiz? ... Patates degil mi?
[k akliniza gelen patates olmuyor
mu?

(We are looking at vegetable
purees. Since they have the lowest
allergen content, we can give
them with peace of mind. What
would these be? The first thing we
give from vegetable purees? . ..
Potatoes, right? Is not potato the
first thing that comes to your
mind?)

Reformulating
the question

Exclusive “we”

Detailed
Explanation

Inclusive “we”

Asking for
examples

Prompting

Expert
Explanation /
Description of
the food

Explain
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6 |[Ss | Evet Students’
answer
(Yes)
Table 11. Extract 9
No | P Sentences Interaction Cognitive
Discourse
Functions
1 | CT | Baska? ... Ezilebilen bdyle ne Prompting Describe
olabilir? ...
(What else? ... What could be so
crushable? ...)
2 | S10 | Havug Students’
answer
(Carrot)
3 | CT | Havug, olur, ¢ok da giizel olur. Confirming Describe /
the students’ | Exemplification
(Carrots, yes, that is good.) answer
Ben mesela kizimda ilk seyle
baslamistim, kabak hem
biliyorsunuz sindirime de ¢ok
yardimci. Patates ve havugla
baslamistim.
(For example, for my daughter’s Pronoun 1st
supplementary food period, | person Examples from
started with zucchini, and you singular real life
know it is very helpful for
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digestion. I also started with
potatoes and carrots.)

Sharing
experiences

CT | Muhallebi olabilir arkadaslar, Asking for Define
mubhallebi neydi? ... definition
explicitly
(It could be custard, guys, what
was custard? ...)
Kullandigimiz siitiin igine nisasta
koyarak yapilabilir. Ama seker
yerine arkadaglar mutlaka ne
kullanalim? ... o
Describing
(It can be made by putting starch | the cooking
in the milk we use. But what Process
should we use instead of sugar,
friends? ...)
Tabi seker kullanmayacagiz ama Rescribe
yapay tatlandiricilar da :
kullanmayacagiz degil mi? ... Ne ‘I‘nCIHSIVe
koyacagiz? ... Boyle dogal we
tatlandiricilar olsun ama. ...
(Of course we are not going to use
sugar, but we are not going to use
artificial sweeteners either, right? .
.. What are we going to put? ...
Let's have natural sweeteners like
this. ...) Describe
Prompting
Ss | Bal Students’
answer
(Honey)
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CT

bal, ama iste 1 yasindan 6nce bali
Oonermiyoruz, neden? ... Alerjen
bir iirin oldugu i¢in. ... Pekmez
olabilir bagka? ...

(Honey, but we do not recommend
honey before the age of 1 year,
why?... Because it is an allergenic
product. ... Maybe molasses? ...)

Mubhallebiye bazi meyveleri de
ekleyerek veremez miyiz? Bu
meyve sekerleriyle de
tatlandirabiliriz.

(Can not we add some fruit to the
custard? We can sweeten it with
fructose.)

Exclusive

[13 29

w¢E

Giving
examples

Prompting

Expert
Explanation /
Exemplification
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APPENDIX D

QUOTES IN ORIGINAL LANGUAGE

Extract 1. “Ogrencilerin konu ile ilgili 6n bilgilerini 6lgmek icin derse sorular sorarak
basliyorum. Boylece konumuz ile ilgili terimlerin farkina variyorlar.”

Extract 2: “Milli egitimin gonderdigi kitaplarin yani sira, konu ile ilgili makaleleri
cocuklarin diizeyine indirgeyerek derse dahil ediyorum. EBA’da yer alan sunum ve
gorsel materyallerden de yararlantyorum.”

Extract 3: “Konu ile ilgili terimlerin tanimlarini agik¢a verip, detayli 6rneklerle
acikliyorum. Gergek hayattan ornekler vererek konuyu daha 1yi anlamalarini
saglamaya ¢alisiyorum.”

Extract 4: “Cocuklar beslenme konusuna ilk basladigimizda konuyu bildiklerini
zannediyorlar ancak konuyu isledikge, ilerledik¢e goriiyorlar ki eksik biliyorlar ya da
yanlis bilgilerini diizeltiyorlar. ilk bastaki dgrencilerin én yargilarini kirmak, “biz
biliyoruz zaten” gibi diislincelerinin 6niine gegmek biraz zor oluyor baslarda ama
konuda ilerledikge zaten kendileri goriiyor gergegi.”

Extract 5: Group 3: “Sinava ¢alisirken anlamadigimiz bir konuyu arkadaglarimizla
birbirimize anlatiyoruz.”

Extract 6: "Hangi yiyeceklerin bebekler i¢in alerjik olabilecegini bilmiyordum ama
artik biliyorum.”

Extract 7: “Anne siitiiniin ne oldugunu biliyordum ama dogal beslenme olarak da
adlandirildigini bilmiyordum."

Extract 8: “Beslenme konusu ile ilgili daha ¢ok sey 6grendim. Alerjen etkisi olan
yiyecekleri 6grendim. Konu ile ilgili terimleri 6grendim. Yapay beslenme, dogal

beslenme gibi.”

125



Extract 9: “Ek gidaya ne zaman ve nasil hangi gidalarla baglanmasi gerektigini
ogrendik.”

Extract 10: “Kiiciik kardesimin ek gidaya gecis siirecinde derste 6grendigim bilgiler
cok isime yaradi. Ayrica ilerde bir kreste calisirken 6grencilerin velileri ile paylasip
onlar1 bilgilendirebilirim.”

Extract 11: “Anne oldugumuzda ve ¢ocuk gelisimi boliimiinde yapacagimiz

kariyerimizde de bu bilgileri kullanacagiz.”
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APPENDIX E

INTERVIEW QUESTIONS

Ogretmen Goriisme Sorular

1. Anne Cocuk Saglig1 dersinizde Bebek ve Cocuk Beslenmesi iinitesini
islerken konuya 6zgii okuryazarligi kolaylastirmak i¢in hangi 6gretim materyallerini
veya kaynaklarini kullantyorsunuz?

2. Konuya 6zgii okuryazarlik hedefleri i¢in faydali olan 6gretim materyallerini
nasil segiyor veya tasarliyorsunuz?

3. Ogrencilerin beslenme baglaminda 6grenmelerini gelistirmek icin ne tiir
etkinlikler veya 6devler dahil ediyorsunuz?

4. Beslenme icerigindeki terminolojileri 68rencilerinize nasil
TANIMLIYORSUNUZ / ACIKLIYORSUNUZ?

S. Sinifinizda konuya 6zgii okuryazarlig1 desteklemede teknoloji nasil bir rol
oynuyor? Kullandiginiz belirli dijital araclar veya kaynaklar var m1?

6. Bir beslenme dersinde konuya 6zgii okuryazarlig1 6gretirken ne gibi zorluklarla

karsilagtyorsunuz ve bunlarin iistesinden nasil geliyorsunuz?

Ogrenci Gorligme Sorulari

1. Anne ve Cocuk Sagligi dersinizde Bebek ve Cocuk Beslenmesi iinitesindeki
icerigi anlamak i¢in en ¢ok ne tiir materyal veya kaynaklar1 yararli
buluyorsunuz?

2. Smif disinda bu materyalleri ne siklikla okuyorsunuz? Liitfen agiklaymiz.
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. Derste kullanilan konuya 6zgii kelimeleri (beslenme veya diger konularla
ilgili terminoloji) anlamakta karsilagtiginiz zorluklar1 anlatabilir misiniz? Bu
zorluklarin iistesinden nasil geldiniz?

. Anne ve Cocuk Saglig1 dersinde Beslenme iinitesini islerken konuyu anlama
konusunda ek destege veya rehberlige ihtiyag duydunuz mu?

. Bu dersi almaya basladigiizdan beri konuya 6zgii okuryazarlik
becerilerinizde herhangi bir gelisme fark ettiniz mi? Eger dyleyse, bu
gelismeleri agiklayabilir misiniz?

. Bu derste edindiginiz bilgi ve becerilerin gelecekteki kariyerinizde veya
egitiminizde ne sekilde faydali olabilecegini diisliniiyorsunuz?
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APPENDIX F

COGNITIVE DISCOURSE FUNCTIONS

Table 1. Cognitive Discourse Function Constructs (CDF)

motives of X

Underlying basic CDF TYPE | Performative verbs

communicative intention

| tell you how we can cut up CLASSIFY | classify, compare, contrast,

the world according to certain match, structure, categorize,

ideas subsume

| tell you about the extension DEFINE define, identify, characterize

of this object of specialist

knowledge

| tell you details of what | can | DESCRIBE | describe, label, identify, name,

see (also metaphorically) specify

| tell you what my positionis | EVALUATE | evaluate, judge, argue, justify,

vis a vis X take a stance, critique, comment,
reflect

| tell you about the causes or EXPLAIN explain, reason, express

cause/effect, draw conclusions,

deduce
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| tell you something that is EXPLORE | explore, hypothesize, speculate,

potential (i.e. non-factual) predict, guess, estimate, simulate
| tell you something external to | REPORT report, inform, recount, narrate ,
our immediate context on present, summarize, relate

which | have a legitimate

knowledge claim

Note. From “Cognitive discourse functions in Austrian CLIL lessons: towards an
empirical validation of the CDF Construct.” by Dalton-Puffer, C., et al., (2018).
European Journal of Applied Linguistics, 6(1), 5-29. (https://doi.org/10.1515/eujal-
2017-0028).
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APPENDIX G

TURKISH LANGUAGE PROPERTIES

Table 2. The Categorization of Turkish Language Properties

Epistemic

Modal Suffixes

Epistemic modal suffixes -(y)Abil+Ir “PSB-AOR” -(A/Dr “AOR”
-DIr “COP” (in nominal predicate) -(y)AcAK+DIr “FUT-COP” -

mls+DIr “PRF-COP” -mls ol+mAII+DIr “PF AUX-OBLG-COP”
-(Dyor ol+mAI+DIr “IMPF AUX-OBLG-COP” -AcAk

ol+mAIlI+DIr “FUT AUX-OBLG-COP”

Modal suffixes
indicating

certainity

-(A/Dr “AOR” -D1r “COP” (in nominal predicate) -(y)AcCAK+DIr
“FUT-COP

-mls+DIr “PRF-COP” -mAktA+DIr “IMPF+COP”

Deontic modal

suffixes

-mAIl “OBLG” -mAll+dIr “OBLG+AOR”

Passive form

—(Dn/1 (e.g. gozlenmektedir “It is observed™)

Self-mention

First person singular pronoun Ben “I”, first person singular
suffixes —(1)m, first person singular possessive pronoun benim
“my”, first person singular possessive pronoun with the particle
ki(n) benimki “mine, first person singular possessive suffix —(I)m,
first person singular object pronouns beni/bana “me”, first person

singular reflexive pronoun kendim “myself”, first person singular
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reflexive possessive pronoun with the particle ki(n) kendiminki

“that which is mine”

Inclusive “We”

first person plural pronouns biz “we”, first person plural suffixes —
(Dz, -(Dk, first person plural possessive pronoun bizim “our”, first
person plural possessive pronoun with the particle ki(n) bizimki
“ours”, first person plural possessive suffix —(I)mlz, first person
plural object pronouns bizi/bize “us”, first person plural reflexive
pronoun kendimiz “ourselves”, first person plural reflexive
possessive pronoun with the particle ki(n) kendimizinki “that

which is ours”, first person plural birbirimiz “each other”, “one

another”

Exclusive

‘CWe)’

first person plural pronouns biz “we”, first person plural suffixes —
(Dz, -(Dk, first person plural possessive pronoun bizim “our”, first
person plural possessive pronoun with the particle ki(n) bizimki
“ours”, first person plural possessive suffix —(I)mlz, first person
plural object pronouns bizi/bize “us”, first person plural reflexive
pronoun kendimiz “ourselves”, first person plural reflexive

possessive pronoun with the particle ki(n) kendimizinki “that
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5% ¢

which is ours”, first person plural birbirimiz “each other”, “one

another”

Note. From “A Diachronic and Gender-Based Analysis of Turkish MA Theses: The
Use of Metadiscourse Markers.” by Giiglii, R., (2022)., Ph.D. Dissertation, Ankara,
2022.
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