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Abstract

The research aims to evaluate the characteristics of reading texts in a 4th-grade Turkish
textbook in terms of students with specific learning disabilities. In line with this general
purpose, answers to the following questions will be sought: 1. What is the text type
distribution by themes? 2. What are the readability values, average sentence length, word
length, and text length of the texts? 3. Is the main idea/ ideas included in the texts? 4. Are the
texts adequately organized? 5. Are the pictures of the texts compatible with the texts? 6. What
is the compatibility of the titles with the texts? 7. What are the cognitive strategies used in the
processing of texts? 8. What are the types and distribution of end-of-text questions? As a result
of research, the book's text genres are equally distributed. It was seen that most of the texts
were far above the 4th-grade level. In some of the texts, it was determined that the pictures and
titles were partially appropriate or not for the texts. In some of the texts, it was determined that
the images and titles needed to be more appropriate or ideal for the reader. The end-of-text
questions in most of the texts consisted of literal questions that did not require evaluation and
inference skills.
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1. Introduction

The schooling rate of students with special needs is relatively high in Turkey. Looking at
the Ministry of National Education (MEB) statistics for the academic year 2021-2022, the
number of students attending primary school and receiving education within the scope of
integration/inclusion is 129,637. According to the Special Education Services Regulation,
integration/inclusion means that students with special needs study full-time in general
education classes or part-time in special education classes in general education schools with
their peers provided that they also receive support education services. In integrative education,
students follow the education program of the general education school. In addition, an
Individualized Education Program is prepared according to the needs of the students, based on
the program they follow, and support education is provided by making appropriate
environmental arrangements. Although adaptations are made for students with special needs in
the integration environment, they are responsible for the general education program (MEB,
2018). According to the Regulation on Textbooks and Educational Tools of the Ministry of
National Education (2015), textbooks are created according to this program. The primary
teaching material that students with special needs in an integrating environment will use, like
their peers in their classrooms, are textbooks. It is stated that the most frequently and primarily
used teaching material by teachers is textbooks (Ozbay, 2003). For this reason, it is significant
for all students, especially for students with special needs in an integration environment, that
textbooks are prepared in a way that facilitates students' learning and motivates them to learn.
Turkish textbooks, which aim to gain the skills to understand and use Turkish, which form the
basis of success in all courses, are essential in this respect.

Students with specific learning difficulties (SLD) focused on in this study are expressed as
one of the most common disability groups in the integration environment (EARGED, 2010).
Considering the problems of students with SLD in understanding and using spoken and
written language, it is necessary to create Turkish books, especially considering their learning
characteristics and difficulties. The National Center for Learning Disabilities has also stated
that the most common learning difficulties are in reading (NCLD, 2014). Studies in the
literature indicate that many factors are at the root of the reading problems of students with
SLD. These reading problems are in word decoding (Baydik, 2002), reading fluency (Baydik
et al., 2012; Ceylan & Baydik, 2018; Gokge-Saripinar & Erden, 2010; Ergiil, 2012; Yilmaz, &
Baydik, 2017) and reading comprehension (Baydik & Segkin, 2012; Baydik et al., 2014;
Dermitzaki et al., 2008). It was determined that students with SLD have more difficulty
answering interpretive questions than literal ones (Baydik & Secgkin, 2012). Finding the text's
main idea is one of the problems experienced by students with learning difficulties in
understanding what they read (Baydik & Seckin, 2012). Students with SLD show insufficient
metacognitive skills such as planning for reading (Dermitzaki et al., 2008), monitoring
comprehension (Cain & Oakhill, 2006; Dermitzaki et al., 2008), and evaluating their
performance (Dermitzaki et al., 2008). This is another feature that distinguishes them from
successful readers.

Apart from the student characteristics, the success of reading comprehension also affects the
text characteristics, such as the text's readability, structure, and organization. Sentence and
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word lengths, syntactic structure, number of unknown words, etc., determine the readability of
the texts. The text should be readable for the level of the student. Clearly, writing the text in a
way that does not require too much inference also reduces the need for prior information,
making it easier to understand. In particular, including connectors such as prepositions and
conjunctions makes the text more understandable. Thus, students with SLD with insufficient
prior knowledge have less difficulty making inferences (Bursuck & Damer, 2007). The text
type is another variable that has an effect on the student's comprehension. It has been observed
that the reading comprehension difficulties of students with SLD are higher in informative
texts than in narrative texts (Baydik & Segkin, 2012; Saenz & Fuchs, 2002). The third text
feature that affects the success of reading comprehension is organization. Giving side thoughts
and details around one or two main ideas makes the text easier to understand (Bursuck &
Damer, 2007). Students with SLD have problems organizing information (Kudret Bahap &
Baydik, 2016), finding the main idea (Baydik & Segkin, 2012), and determining the main idea
in written expression (Kudret Bahap & Baydik, 2016). Therefore, the texts in the books must
be appropriate in these respects.

Considering the effects of text features on learning, as well as the learning characteristics of
students with SLD, Turkish textbooks should be prepared to facilitate understanding both in
terms of the texts they contain and other comprehension and learning activities. However,
when we look at the findings of the studies in which Turkish textbooks are examined, it is seen
that there are features in the books that make it difficult for students with SLD to understand
what they read and gain comprehension skills. For example, Demir and Cegen (2013)
examined the readability levels of Turkish textbooks in 2010-2011. The examined textbooks
are in the 1-5 grades. The study's readability calculations were made according to Atesman's
formula. When the study findings are examined, it is seen that the readability levels and
average sentence lengths of the texts at all grade levels are not homogeneous. For example, the
average word length in grade 1 is higher than in grades 2, 3, or even 5. Okur and Ar (2013)
examined the readability of reading texts in 6th, 7th, and 8th-grade Turkish textbooks
according to Atesman's formula. As a result of the research showed that there was no balance
in the grades according to the difficulty level and that the difficulty levels did not go from the
lower grades to the upper grades by getting harder. Another striking point, which is related to
the variability of the difficulty levels of the texts in the Turkish textbooks, is that most of the
texts are not ideal for the level of the students. In one of the studies showing this situation,
Bozlak (2018) examined the readability levels of the narrative texts in a Turkish textbook in
2016-2017 and the MEB 5th grade Turkish textbook of the 2017-2018 academic year with the
Uzun-Cetinkaya formula. Bozlak (2018) found that only one narrative text in the book of 2016
was at the level of the students. In the book of 2017, he concluded that four texts were at the
independent reading level, and the others were at the educational level. Okur and Ari (2013)
concluded that not all reading texts in the 6th, 7th, and 8th grade Turkish textbooks were
appropriate for the grade level. Another striking finding about the texts in Turkish textbooks is
that informative texts are more difficult to read than narrative texts. Ciftgi et all (2007) stated
that the average sentence length of the informative texts in all three books in the sixth-grade
Turkish textbooks they examined was higher than the narrative texts. In the books examined in
this study, it was observed that there was a clustering towards "difficult” in informative texts
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and "easy" in narrative texts. It is seen that the sentence lengths of the informative texts in the
Turkish textbooks (1-5 grades) examined by Demir and Cegen (2013) are mostly higher than
those of the narrative texts. Another result reached in studies examining Turkish textbooks is
that the distribution of text types in the books is unequal. However, although the distribution
of text types varies according to themes in the Ministry of National Education Turkish
Curriculum (MEB, 2018), it is stated that this distribution should be equal throughout the
book. Aytan and Giines (2017) stated that the 5th-grade Turkish textbook they examined
included mostly narrative texts. Bas (2003) examined two different Turkish textbooks. In one
of the books, 31 of the 36 texts are narrative, and 5 are informative. In another book, 3 of the
35 texts are informative, and 32 are narrative. Baydik and Bayraktar (2013) found that
informative texts were given less space in the third-grade Turkish textbook of the 2012-2013
academic year. In addition to the problems mentioned above, it has been observed that some
narrative texts in Turkish textbooks do not have the main idea in studies (Baydik & Bayraktar,
2013). The types of questions given at the end of the text are also a variable that affects
comprehension and learning. However, in the studies conducted, problems were also
encountered in these questions. Aslan (2006) examined the questions at the beginning and end
of the text in the Turkish textbooks (1-5 grades) published by the MEB (Ministry of National
Education). He found that there are many foreign words in the questions (although they have
Turkish equivalents), and there are also punctuation and spelling mistakes as well as
expression disorders in the questions. Another important feature that needs to be addressed
regarding the texts is their relevance to the children and their expression. Caliskan (2016), in
his study examining the texts in the Primary Education Turkish Curriculum prepared by the
MEB and the 5th-grade textbook published in 2009, concluded that most of the texts were
written in a childlike language, far from the principle of child-appropriateness. It is also
among the results of the same study that words of foreign origin are used in some of the texts,
there are linguistic inconsistencies and incomprehensibility, and there are inconsistencies
between paragraphs and sentences. Based on the findings, the researcher stated that teaching
Turkish with these texts would make creating language sensitivity and reading habits difficult.

Although the studies were carried out with books published in different years and belonging
to different publishers, the evaluations show that the readability of the texts in Turkish
textbooks is not homogeneously distributed at the grade levels. In addition, it has been shown
that text readability does not change systematically according to grade levels, average sentence
lengths are too high in some texts, some texts are too long, and text types are not evenly
distributed in the books. Apart from these features, which are thought to prevent reading
comprehension and learning, it is thought that the absence of the main idea in some texts, the
fact that some texts are not related to the pictures, and the text titles are not related to the
content, which will make the learning of students with learning difficulties even more
difficult. In this context, it was necessary to determine whether similar problems in Turkish
textbooks exist in newly prepared and widely used books. The problem of the research is to
examine the reading texts in Turkish textbooks, the preparatory and end-of-text questions
related to these texts, and other activities related to the texts in terms of language, expression,
and learning-teaching features. In line with this problem, the general purpose of the research is
to evaluate the characteristics of reading texts in a 4th-grade Turkish textbook in terms of
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students with SLD. In line with this general purpose, answers to the following questions were
sought:

1. What is the text type distribution by themes?

2. What are the readability values, average sentence length, word length, and text length
of the texts?

3. Isthe main idea/ ideas included in the texts?

4.  Are the texts adequately organized?
5. Are the pictures of the texts compatible with the texts?
6. What is the compatibility of the titles with the texts?
7. What are the cognitive strategies used in the processing of texts?
8.  What are the types and distribution of end-of-text questions?
2. Method

2.1. Research model

In the study, a qualitative research method was used, and document analysis was carried
out. One of the commonly used methods in qualitative research is document analysis. The
document review method is defined as obtaining, reviewing, questioning, and analyzing
various documents that comprise the research data set. The analytical process in document
review includes finding, selecting, evaluating (making sense of), and synthesizing the data in
the documents (Ozkan, 2019).

2.2. Research material

A total of 31 texts, including stories, informative, and narrative information types in a 4th
grade Turkish textbook published by MEB for the 2018-2019 academic year, was examined in
the study. This book was also used as a textbook in the 2022-2023 academic year. There are
eight themes in this book. Each theme includes four reading texts, one evaluation text, and one
listening/monitoring text. Listening/ monitoring texts and evaluation texts were excluded from
the study. Of the remaining texts, 7 are poetry, 15 are informative, and 10 are narrative texts.
Within the scope of the study, 15 informative and 8 narrative texts were included. One cartoon
and one playbook (Hacivat and Karagoz) were excluded from the study. In the study, besides
the texts, the activities given for processing the texts and the end-of-text questions were also
evaluated.

2.3. Data collection and analysis
The data collection process in the study was carried out through document analysis. The

descriptive analysis method was used to analyze the data. The readability levels of the texts
were calculated using the New Readability Formula (Bezirci & Yilmaz, 2010). This formula is
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implemented with a computer-based program. The program also calculates the number of
sentences, the number of words, and the number of syllables in the texts. In this study, the
number of sentences, words, and syllables in the text was calculated by this program. In order
to calculate the average sentence length of the texts, the total number of words was divided by
the total number of sentences. To calculate the average word length, the total number of
syllables in the text was divided by the total number of words. The program also gives
readability levels according to Atesman's formula. The readability ranges of Atesman are
given as Very Easy (100 -90), Easy (89-70), Moderate (69-50), Difficult (49-30), Very
Difficult (29-1) (Bezirci & Yilmaz, 2010). According to the New Readability Formula,
readability levels are given directly as grade levels.

The type of the texts in the book, the main idea in the texts, the text organization, the
picture-text compatibility, the title-text compatibility, the types of strategies used in the
processing of the text and the end-of-text questions were analyzed by both the author and an
academician in the field of special education and divided into categories related to the
variables. The categories created by the researchers regarding the variables were combined
and compared. As a result of the comparison, the categories related to the variables were
finalized. In order to ensure the reliability of the research, the inter-coder reliability was
calculated. For this purpose, the last categories of research variables were reanalyzed by an
academician who has experience in qualitative research and is an expert in reading difficulties.
Reliability calculations were performed by comparing the encoders' pairings with each other.
Based on the comparison results, the numbers of consensus and disagreement were
determined. Inter-coder reliability was calculated using the formula of Miles and Huberman
(1994) [Consensus/(consensus + disagreement) * 100]. The inter-coder reliability coefficient
was found to be 93%. In cases where the agreement obtained in this formula is 90% or more, it
is considered that a desired level of reliability is achieved.

3. Results

The order of the research questions gives the research findings. The answers to the first and
second questions of the research are shown in Table 1. Considering Atesman's readability
formula as in Table 1, 7 of the 15 informative texts are easy, 6 are medium difficulty, and 2
are difficult. One of the 8 narrative texts is very easy, 5 are easy, and 2 are medium difficulty.
Average sentence lengths are between 6.30 - 13.16 for informative texts and 4.46 - 11.65 for
narrative texts. The average sentence lengths of the texts vary significantly in both text types.
There is no remarkable finding for average word lengths. While text lengths vary between 79 -
436 words in informative texts, this length varies between 137 - 460 in narrative texts. For
both genres, some texts are long, and some are short.

Looking at the levels obtained with the New Readability Formula, two texts are at the 4th-
5th grade level, two texts are at the 5th-6th grade level, four texts are at the 6th-7th grade
level, one text is at the 7th-8th grade level, two texts are at the 8th -9th grade level, four texts
are at the 9th -10th grade level, one text is at the 10th -11th grade level and one text is at the
13th -14th grade level. (In Table 1, each text is numbered. In other tables, these numbers are
used instead of texts’ name).
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Table 1. Distribution of text types by themes, readability values, average sentence and word
lengths, text length

Theme Text Text Title Text Readability Average Average  Text
No Type Atesman NRE Sentence  Word Length
Length Length
Reading 1 Asim’m Nesli Kitap Informative  73.39 (E) 7.99 8 2.62 232
Culture Dostudur
2 Konusgan Kitap Informative ~ 78.95(E) 5.48 6.30* 2.57 410
3 Sermin 1914 Informative ~ 70.92(E) 8.12 11.43 2.46 263
National 4 Cok Kitap Okurdu  Informative ~ 42.92(D) 13.1  13.16** 3.02 79*
Struggle 8
and 5 Efelerin Efesi, Hey Informative ~ 78.08(E) 6.49 8.10 2.54 300
Atatiirk Gidinin Efesi
6 Vecihi Hiirkus Informative  72.85(E) 6.28 7.22 2.75 383
Moralities 7 Giinesi Bile Tamir  Narrative 70.93(E) 6.88 7.08 2.75 326
Eden Adam
8 Kasagi Narrative 89.03(E) 4.3 4.46* 2.54 438
Science 9 Icat Nasil yapilir?  Informative  75.53(E) 8.08 8.89 2.49 436*
and 10  Robotlarin Efendisi: Informative  59.33(M) 9.97 11.47 2.75 241
Technolog Cezeri
y
Nature 11 Kaybolan Cennet Informative  61.42(M) 9.16 10.14 2.79 345
and the 12 Dagdaki Kaynak Narrative 91.39(VE) 4.34 4.54 2.40 350
Universe 13 Evini Arayan Ardi¢ Informative  74.17(E) 5.97 7.25 2.60 370
Tohumu
National 14 Hep Biiyiik Narrative 67.05(M) 9.92 11.65** 2.53 303
Culture Efsanesi
15 Bir Fincan Kahve  Informative  67.06(M) 9.33 11.88 2.57 309
16 Oguz Kaan Destan1  Narrative 78.25(E) 6.44 8.62 2.48 388
Health and 17 Gizemli Canlilar Informative ~ 48.45(D) 10.4 10.29 3.07 175
Sports 6
18 Ik Giiresgimiz Informative  69.12(M) 8.84 10.26 2.68 154
Koca Yusuf ve
Basarisinin Sirri
19 Sifa Niyetine Narrative 86.7(E) 4.93 5.26 2.54 137*
20 Mezgit Mehmet Narrative 69.13(M) 6.65 7.30 2.81 460*
Art 21 Nedir Bu Sanat? Informative  68.93(M) 8.13 9.55 2.61 325
22 El Sanatlarini Informative  61.53(M) 8.96 10.21 2.76 419
Yasatalim
23 Aras’m Ozdemir Narrative 79.88(E) 5.59 6.75 2.55 304

Asaf’la Tanigsmasi

NRF: New Readability Formula. Atesman's readability ranges: Very Easy (100 -90), Easy (89-70), Moderate (69-50), Difficult (49-30), Very

Difficult (29-1).

* The shortest, ** The longest

The answers to the research's third, fourth, fifth, and sixth questions are given in Table 2.
According to Table 2, it is seen that there are main idea/ideas except for 3 of the 23 texts
examined. However, it was observed that the main ideas were presented implicitly. When the
texts are examined in terms of expression and organization, it has been determined that 11
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texts are appropriate in expression and organization, 10 are partially appropriate, and 2 are not.
It was observed that the pictures given with the texts were appropriate for 17 texts, partially
appropriate for 5 texts, and not appropriate for 1 text. Text titles are appropriate for 16 texts,
partially appropriate for 5 texts, and not appropriate for 2 texts.

Table 2. Including the main idea in the texts, appropriateness of the title and pictures,
organization of the text

Theme Text No Main Idea Expression and Text Picture Text Title
Organization
Reading 1 + PA A NA
Culture 2 + PA PA NA
3 - NA PA PA
National 4 + A A A
Struggle 5 - NA PA PA
and Atatiirk 6 + A A A
Moralities 7 + PA A A
8 + A A A
Science and 9 + A A A
Technology 10 + A A A
Nature and 11 + PA PA A
the 12 - PA A A
Universe 13 + A PA PA
National 14 + A A A
Culture 15 + PA A A
16 + PA A A
Health and 17 + PA NA PA
Sports 18 + A A A
19 + A A A
20 + PA A A
Art 21 + A A A
22 + PA A PA
23 + A A A

A: Appropriate, PA: Partially Appropriate, NA: Not Apropriate

The data on which cognitive strategies are used in the processing of the texts discussed in the
study are given in Table 3. In Table 3, it is seen that the strategies of activating prior
knowledge (n=18), clarifying (n=18), answering questions (n=18), determining the main idea
(n=16), and determining the subject of the text (n=16) are mostly used by the students.
However, using images (n=7), generating questions (n=4), making comparisons (n=4),
establishing cause-effect relationships (n=4), and making predictions about the subject of the
text using titles and visuals (n=4). 3) suggesting a solution to the problem (n=3), making an
analogy (n=3), exemplifying (n=2), specifying the type of text (n=2), and determining the text
structure (n=2) were used less in the text. There is no strategy use in the book about texts that
are not included in the Table 3. Therefore, there are 18 texts in the table.
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Table 3. Cognitive strategies used in the processing of texts

Text No 1 2 4 5 7 9 10 11 12 13 14 15 17 18 19 21 22 23
(N=18)

Strategies Total

ActivatingPrior + + + + + + + + + + + + + + + + + + 18
Knowledge

Clarifying + + 4+ 4+ 4+ 4+ 4+ 4+ + + 4+ + + + 4+ + + + 18
Answering + + + + + + + + + 4+ + + + 4+ + + + 4+ 18
Questions

Generating T e |
Questions

Specifying The s
Type Of Text

Determining The + - - - - - - - - 4+ - - - - - - - - 2
Text Structure

DeterminingThe - + + + + + + + + - + + + + + + + + 16
Main idea

DeterminingThe - + + + + + + + + - + + + + + + + + 16
Subject Of The

Text

Finding A New e T
Title For Text

Using images S T S ¢
Making e e e L
Comparisons

Narrating e |
The Text

Drawing - - - - - - 4+ + - - 4+ + - 4+ - - - - b

Attention To
Important Places

Doing Research - - - - - - + - - 4+ - - - 4+ - - - - 3
On The Subject

Predictions - - - - - - - 4+ - + - - - 4+ - - - - 3
Predict TheRest - - - - - - - - - - 4+ - - - - - - - 1
Of The Text

Establishing B T T S |

Cause-Effect
Relationships

Suggesting - - - - - - -+ - -+ - - - 4+ - - - 3
Solutions To The

Problem

Exemplifying T .
Underlining T
Important Points

In The Text

Analogy T e T

The number of questions at the end of the informative texts varies between 3-7. The number
of literal questions changed between 3-5, and the number of inferential questions was between
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1-5 for the informative texts. Ten of the 14 informative texts do not include inferential
questions. The number of questions at the end of narrative texts varies between 3-4. There is
no activity in the book that uses comprehension questions about texts that are not included in
the Table 4. Therefore, there are 18 texts in the table.

Table 4 shows the features related to the comprehension questions at the end of the texts
examined in the study. When the findings were examined, it was determined that no inferential
questions were included in ten texts. The number of inferential questions were between 1-3,
and the number of literal questions were between 2-5. On the other hand, the evaluative
questions took place only twice in one text. Creative comprehension questions were not used
in any text.

Table 4. Types and distribution of end-of-text questions

Text Question Type Total
No Literal Inferential Evaluative Creative
(N=18)
1 2 3 2 - 7
2 2 1 - - 3
4 3 1 - - 4
5 3 1 - - 4
7 2 2 - - 4
9 3 - - - 3
10 4 - - - 4
11 3 1 - - 4
12 3 - - - 3
13 4 - - - 4
14 5 - - - 5
15 2 2 - - 4
17 5 - - - 5
18 4 - - - 4
19 4 - - - 4
21 3 1 - - 4
22 4 - - - 4
23 4 - - - 4
4. Discussion

The findings from this research show some of the features of a 4th-grade Turkish textbook
recommended to be used as a course book by the MEB. The primary aim of this research is to
discuss the textbook's features and the book’s texts for students with SLD. Of the 23 texts in
the book examined in the study, 15 are informative, and 8 are narrative. Considering the
difficulties of both students with SLD (Baydik & Seckin, 2012) and students without learning
disabilities (Baydik & Seckin, 2012; McNamara et al., 2004; Temizyiirek, 2008) in
understanding informative texts, focusing on these types of texts is vital for students. It is
thought that it will help them learn text structures and understand these texts. However, it has
been determined that the failure of students with SLD to determine the text structure
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negatively affects their reading comprehension success (Cain & Oakhill, 2006). Comparing
them with different structures is very important for them to learn them.

Findings regarding the readability levels of the texts differed according to Atesman's
formula and the New Readability Formula. Most of the texts are easy when Atesman's formula
is used. All values obtained with the New Readability Formula are well above the grade level.
As Ozbek and Ergiil (2018) stated, it is considered appropriate to use very different formulas
and to take into account different variables (unknown word number, different word count, etc.)
in readability calculations. Readability is essential for reading success. Durukan (2014), in his
study using the texts in the 7th-grade Turkish textbook, found that the readability levels of the
texts affect reading speed and reading comprehension success. For this reason, it is thought
that it would be appropriate to use formulas that handle different variables, such as unknown
words (for example, Sonmez's formula (2003)). Although a clear interpretation of readability
could not be made in the study, it was observed that the text lengths differed significantly for
both text types. For both genres, some texts are long, and some are short. In addition, it was
determined that the average sentence lengths for both text types were very long (e.g., 13.6). It
is challenging to remember and understand long sentences and long texts, especially for those
with memory problems, such as students with SLD. Giines (2000) stated that sentences longer
than eight words for the primary school level are difficult to understand, and short and simple
sentences will be more understandable.

Except for 3 of the 23 texts examined, it was observed that there were main idea/ideas.
However, semantic integrity and organization problems in abbreviated texts will make finding
the main idea/ideas difficult. However, one of the biggest problems experienced by students
with SLD in reading comprehension is finding the main idea/ideas (Baydik & Segkin, 2012;
Pesa & Somers, 2007). Finding main ideas is one of the high-level comprehension skills
(Rubin, 2000), and primary school students are expected to acquire this skill primarily
(Boulware-Gooden et al., 2007).

When the texts are examined in terms of expression and organization, it has been
determined that 11 texts are appropriate in expression and order, 10 are partially appropriate,
and 2 are not. Expression and organization problems were mostly observed in abbreviated
texts. This situation will make it very difficult for students with SLD who have problems
organizing information.

It was observed that the pictures given with the texts were appropriate for 17 texts, partially
appropriate for 5 texts, and not appropriate for 1 text. Visuals increase the reader's interaction
with the text and provide an entertaining context (Sever, 2012). In addition, making
predictions about the text by looking at images or pictures is a cognitive strategy used by
students and facilitates understanding (Baydik, 2011). For this reason, it is expected that the
images or pictures provided with the texts are related to the content.

Text titles are appropriate for 16 texts, partially appropriate for 5 texts, and not appropriate
for 2 texts. It is stated that guessing about the text by looking at the title is a cognitive strategy
students use (Baydik, 2011). In the analyzed Turkish textbook, activities were given for
students to use this strategy. However, to use this strategy, the title must be compatible with
the content of the text.
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In the processing of the texts discussed in the study, it is seen that the students mostly use
the strategies of activating prior knowledge, clarifying, answering questions, determining the
main idea, and determining the subject of the text. On the other hand, the strategies of using
images, generating questions, making comparisons, establishing cause-effect relationships,
making predictions about the subject of the text using titles and images, suggesting a solution
to the problem, making analogies, exemplifying, determining the type of text and determining
the text structure are included in less text. Considering the problems of students with SLD in
using the mentioned cognitive strategies (Baydik, 2011), it would be appropriate for activities
related to texts to include the use of these strategies.

Considering the types of comprehension questions at the end of the texts examined in the
study, it was determined that most of the texts did not include evaluative questions, and in
some texts, the number of literal questions was higher. Aslan and Polat (2008) stated that the
primary purpose of the Turkish teaching course is to provide training in thinking, asking
questions, questioning, and criticizing while improving reading comprehension and oral
expression skills. The researchers stated that the texts, activities, and questions about the text
in Turkish textbooks have an essential place in the development of critical thinking skills in
students. In addition, it has been determined that students with SLD have more difficulty
answering questions requiring interpretation than simple literal questions (Baydik & Segkin,
2012). For these reasons, it is thought that it would be appropriate to distribute the question
types equally and to include questions that require interpretation and evaluation as well as
literal questions.

5. Conclusions

In conclusion, the book's text genres are equally distributed. It was seen that most of the
texts were far above the 4th-grade level. In some of the texts, it was determined that the
pictures and titles were partially appropriate or not appropriate for the text. In some of the
texts, it was determined that the images and titles were partially appropriate or not ideal for the
reader. As a result of the study, it was seen that the end-of-text questions in most of the texts
consisted of literal questions that did not require evaluation and inference skills. Moreover, the
texts are challenging for all students. Due to the lack of inferential questions, students with
SLD can have few opportunities to meet these questions. Some of the pictures and titles are
partially appropriate or not appropriate. This situation makes it difficult for students with SLD
to understand and think about the text.
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