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over a nine-month per1od Forty sessions were recorded from which six
were sSelected for analysis. Analysis- centered on how Storieés were
presented to the child, how he reacted to them, and any changes over

control of the reading situation rested with the mother, she was very
sensitive to the child's need for information., She was willing to
negotlate the choice of book or abandon her agenda.in favor of the

child's. In the first readings, .the mother used the readings as the.

! last means of describing events on a page. The mother frequently used

the text as a basis for interpreting events to her child. Graduaiiy,

she withdrew from this role, and the child began to recognize that

the written speech  had a meaning of its own. €Consequently, the child

progressed from labelling characters and events to speculating on the
causes of these _events and their effects on¥the characters. It is
concluded that development of the child's ability to seek out and

“of the child's increased linguistic competence and gradual matur1ng.
(RW)

.
N

*
*
*
%
*
%
%!
%
* -
%
%
%
%
*
*
*
*
*
*
*
*
*
*
*
*
*
*
*
*
*
*
*
*
*
’*
*
*
*
*
*
o
o
s
*
b
b
*
b
b
b
b
*
*
*
*
*
»

*kk*k

P TT T T
A ions supplied by EDRS are ;hewgegg that can be made

*
* = ﬁéﬁrodﬁcfio plied by x
* from the original document: *
***********************************************************************

*»




in a Bed

s s e

4

9F5: Lﬂ\i

Fuotl

_U.S. DEPARTMENT OF EDUCATIDN _
_ NATIONAL INSTITUTE OF EDUCATION
EDUCATIONAL RESOURCES INFORMATION

.CENTER (ERIC)

Th1 docum;;nl has been v}:nrn(i\ncnd as

sechived from the pér.';ur{ of arganization

oangmnanng 1t
Mmnor changes have Yeen made to improve

< .

® Points of view or opinians stated in this docu

- ment do not necessanty represent othicial NIE
posiion or polcy

Paper presented at
' on Language

ERIC

Aruitoxt provided by Eic:

M

(=N

Read

(g

Situation

Frances Harkness

9 St. Lawrence.ivenue

Kingston, Ontario

"and

Larry Miller

Faculty of Education.

Queen's University

kingéton, 6ntario

ng

‘A Description of the Interaction

Among Mother, Child.and Books

“PERMISSION TO REPRODUCE THIS
MATERIAL HAS BEEN GRANTED BY

Loy Miler _

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC).”

the Seventh Annual Boston Conference

Development,

QOctober 9,

1982.



In his discussion of studies that show a positive correiagioq
between parents' reading to children and the children's later
achievement Teale (i981a) points out that the exact nature of this
relationship Eé@éihé unknown. He suggests that "instead of

gross measures of language deveilopment or reading achievement, ...
we need to examine closely the underlying construction and
underlying organization of story book reading events." The type
6f éxamination he suggests would presumably try to determine
exactly what happens during story reading that might contribute
to literacy. Teale (1981lb) mentions as well a study by Heath (in
press) which shows that various Gommunities have different styleés
of reading to their children. These styles are hypotéesizé& to
play a role in whether the children learn to read easily or not;
thus providing support for the :3ea that there is more to reading
to children than aéféiy doing it ' '

Qur purpose in this study is to investigate the ﬁEééEi6ﬁ of
héw‘étbiy iéadihg time is enacted by a specific mother and child.

By doing this he

pte:écﬁooi iitetaéy achisitibn. Literaéy'is used here not as a
description of a particular skill (reading), but in terms of a
brpad range of attitudés and knbwiéégé éb?dt the ptintéa;wota.
8ne of the most COmpeiiing rationalisations for work such as this
is given by Mason (1981) in her_theoréticai considerations of the

development of literacy in preschoolers:




Since it took Soderbergh's child a full year - given
concentrated parental help - to pass_through the
pre-reading levels and since only half the four year

olds (Mason 1980) tested moved through one level of
prereading in the nine months they were observed, it

seems likely that children who are given next to no help
at home, therefore being unlikely to recognize printed
words and still less letter sounds may: be as many as -
three years behind their more fortunate parent-assisted
-peers when they start school:

READING AS_ COMMUNICATION : ‘ .

Mother-child interactional studies are a widely accepted way
. of documenting language development that have arisen from the
language the child must acquire a complex set of broadly

-

transferable skills - perceptual, motor, conceptual, social and

linguistic." Language is, after all, a way of communicating
between humans that' requires at iégéf-Eﬁé.ﬁéfticipanES. Though
it may_sométiméé seem to occur. for the pleasure of hearing
oneself talk it serves many other functions such as attracting
adttention, signalling needs, and providing information.

It is probable; since parents sSpend most time witﬁ Eﬁé.éﬁila,
that they are the primary language faciiitatoté, offering a
model of language as well as being mediators for the child's

<
.~

attempts at expression. This mediatinggroié 6f'parénts is
noted by Nihid_ana Bruner (1978) who mention that "mothers are

réééy to accept an astonishing variety of responses on the babf's
part as his turn in the conversation and to interpret anything he

does as having a specific intelligible content." in this regard
, >
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they refer to work by Snow (1976) who speculates that no matteér
what the child at¢tually says, the mother interprets it in terms
of what she thinks he is saying: Ninio and Bruner suggest

further that the mother supports the child's conversation within
the framework of her own; providing a model of what is appropriate
in a given situation. As the child's speech develops he

gradually assumes a more and more competent role in this
convét$étion and the ftaméwo;k is 'gradually withdrawn:

Wwells (1980), teporting on his comprehensive research into
mother-child interaction, points out that both parent and child
&ay affect the quality and quantity 6f>eépﬁ other's responses by

. the naturé of their input. A éhiié who jcontributes little
will 1ikeiy receive less in the gay of éiébérétiph or support
than a more active contrjbutor. Similarlg a:parént who is
authoritarian or inseénsitive to the child'; utterances may not
give the child the support or §timulation he needs thus causing
him to contribute l1ess. Various bypes of'situ?tions evoke a
different quaiity SE ;eépodSeS as well. Snow (1977) notes, for
eXaSPié; that iéﬁgaégé is more COmpiex in book réadihé
sicgétiéns.x This may bé bécause the book provides a stable,
stimulating framework of pictures and languagé on which to build

the processes of literacy acquisition and language development.
- \

Reading i5 another form of communication, this time between .

a discussion. This would suggest an interactiogal’effect between

of both in order for it to be enacted successfully. A discussion
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of the differences between oral and wrltten language is given b&(\—/

Schallert, Kteiman & "Rubin;  (1977), but we will concentrate on

one particular issue: meaning éEEdéEdEé.

In order to hold the attention 6f,ﬁ%é reader the author must
build on or establish meaning structures which are either common
to the reader or can be understood by him when explained. These

‘“%eéﬁiﬁé'éiidétdtes are conventions regarding language, éituatidn,

character; tIme and location which have been established by the
literate society he is writing for. Omission of detail could be
'thoughtréf as an example of one of these conventions. : No'euthor;
for examp1é;'aésafi5ég evérything that is aceafriag in a sLory}

miseing information. The reader must thus be able to draw from a
range of experience and knowiedge of these structures and enter
actively into the author's hypothetical situation as he
constructs his own interpretations of the intended meaning.
Rommetveit '(1978) describes communication in the following terms:
A distinctive featurée of an act of communication is its
inbuilt complementarlty. we speak on the premises of

the listener and listen on the premises of the speaker

and the resultant state of intersubjectivity represents

a transcendance of the private.worlds of the two e
participants engaged in the act. :

This is as true between author-reader as it is between speaker-

listener. &_
It follows there is information a child must

acqiire in order to look at books and under3tand stories: Work

completed in this area has included an analysis of the difference

nces between print and converéétion'(SChaliert, Kleiman &

e




Rubin, (1978); an outline of the knowledge of language and print
a child needs before he can start to decode (Schickedanz, 1978;
Mason; i98i; among others); speculation on the type of
metacognitive knowledge a chiid must have to be ableé to
be an active participant in tﬁe reading event (Downing,.1979).
These studies ddal; however, with the child vis-a-=vis print. The
qUeSEidﬁs of pre-print knowledge, of books; story iiqggaﬁarénéss
and meaning structures have been less. adequately dealt with.
Before being able to interpret pictures or understand stories

-

representation and meaning as they may be used by authors or
artists. As a beginnihg step in this, for example, he must
realize that pictures 55 well as words are symbols that reprasent
the real world of objects. This information, like so much other
information given to the child in the preschool years is most
likely passed on incidentally from parent to child = in this case
in the book reading situation:- Thus one can hypothesize a
facilitating role for the parent (the literacy holder) for the

child (thé iitecacy acquiret);

ROLES IN THE INTERACTION

Now that we have suggested the role of mother as facilitator
in a child's acquisition of literacy and have hinted at somé of

the preprint knowledge the child must acquire, we must attampt to

characterize the interaction.

<




Story reading is a situation that is quite differéent from
ordinary mother-child dialogue for which modéel$ have béén derived
by teseatrchers 'such as Sinclair a?ﬁ Coulthard (1975), Wells
(1981), etc. 1In fact, it is hardly a dialogue since we must take
into account the very intrusive presence of the book which
defines the beginning and end of the event as well as supplies a
§cheduie of activitieés. Both the physical presence of the book
and the author as partlclpant add yet another element to the

tnteractlpn: The book is thus not'a pa§31vé pétt1¢1pént but

chiid: It provides a focus as well as cues for further1ng the
dlalogue and hastening it towards its end (Eurn the page,
pleasel!l); it provides a stimulus for conversation in both
pictures and text; 1t provides a beginning and end Eo'the
intéraction so that each participant at any given time knows
approximately what the status of the interaction iéf it provides
a whole range of meanings - those intended by the author and
those interpreted by the participants. It also; and perhaps most
i@portaﬁtiy; provides a purposSe for the interaction.

The relationship is approximately as follows:

MOTHER

Diagram 1



% ‘ |
with equal importance given to each.participant.
Py .

. l. the interactional patterm (who begins .the
conversation, how this is doffe; who ends the
. ¥ s .
7 conversation, how this is done,; etc:)

2. the types of information that are transmitted

3. how this transmission of information takes place.
Diagram (2) depicts a nodel for the characterization of inter=
action on the outside which serveés as support and framework for
the information that iévbeing conveyed on the inside. It both
influences and is influenced by the information. 1In a similar

way the information ths participants want to convey is both

shaped by and shapes the type of interaction:. Both aspects are

important singly and in their relationship to each other.

(Z
INTERACTION
s ol _]
INFORMATION
par i ——
)

biagram 2

T



DATA COLLECTION . 2 P

The data for this study were collected by recording story
reading sessions between a mother and her child, a boy aged three-

years and zero months at the start of the recordings and three

n

years and nine months at the and. The family consisted of the
father, a university professor, mo*her, a former high school
special education teacher and two gigis aged five and se§éh. The
mother was instructed to go about reading to the child as she
normally would; just making suré that théy were near enough ‘to

< the Eéﬁéfféééidef that their voices would record. She made a:

point of éiﬁiéihiﬁg to the child what.the tape recorder was for
and it became his job to turn it on and off. The parent was

asked to make one or two recordings a week although no set number
wés.tequited; We preferred not to create the artificial situétfon

of having to read for tapings; The selection of print material

was left to the parent and child: The mother said later that

few taping seSsions she felt quite comEortable as time went on.
She believed that thé readings were much as they would have been
if it had not been there.

. Books read were taken from thosé in the collection for the
children at home or were obtained from the library. The tapes
were transcribed by a research assistant and réchecked by both
investigators for. iﬁééf@fété&iéﬁ of what the child was saying..
Someé of his speach remained unintelligible even after

consultation with the mother.

—~—




A total of forty sessions were recorded from which we b

séxéetéé six Eapiﬁgs_fof analysis in this paper. 1iIn the
selectfon process we rejeoted any Eapihgs'fhaﬁ were incomplete,
that dealt solely with labelling activities or were readings of
nursery rhymes. or poetrfa It was obvious that différent types of
readl%g activities provoked w1de1y dlfferent responses in the
mother and chrid ‘Our 1nrerest centred on how stories were
presented to the child, how he reacted to them and how, if at
all, this changed with time. Thus we chose the tapings of Fred

‘and Ted*, Meg_and Mog, and Meg_-at_Sea which were all taped twice

over the course of the year. They are all quite similar in style
H . .
and content; (i.e:; é'éiﬁ@ie text of éﬁﬁféiiﬁéééi? twenty-five

pégéé, two or three main characters and v1v1d illustrations.) The

dates of the readings are as follows:

*Fred and Ted (F&T 1) : Sebtember

Meg and Mog (M&M 1) : October

Fred and Ted (F&T 2) : November
Meg at Sea (MS 1) : February
Meg at Sea .(MS 2) : May
Meg and Mog (M&M 2) : May

Hereafter the books will be referred to by the initials and

numbér as in the brackets.

g

*The actual name of Fred and Ted is Big Dog, Little Dogwr.a
Bedtime Stogz, but it became easier to refer to it by Fred

and Ted.

.‘-‘



ANALYSIS

Since little work has been done in this aréa we had ’to devise
a descriptive system that would take into éébount_ali*the factors -
involved in the book reading situatian. When we considered the
role oé the book in the interaction we decided that it determined
to a’large Sxtent Ehe boundaries of the story reading time as
well as selection of Eopiég'fai conversation. The overall
structure of the interactional situation consisted 6f-m6thep and
child deciding to read, choosing a book; reading through it,
‘finishing off and going on to some other activity. We called

\

this a reading event defined as an activity with a recognisable

beginning and énd in which the action centers around ona
particular stimulus, in this case the book. When two OF more.
’ééion, we treated them
I'4

books were read in sequence in the same s
as sebarate events for the purpose of analysis.

Negotiation for a book was quite common as.indicated in the
following example:
(Train book) M: Wﬁiéﬁidﬁé first the airplane book or the train

Sept. 80 book?

’

J: Two.

M: Two books.

J: One, two, |

M: One, two. Which one do yéu want to read firse?

J: This one.
Sometimes the Mother would indicate hér désire to go on to

> N



M: OK Let's read the Meg book now, I'm tired of
this one: OK? -

J:  Why?
M: GLet's Eééaftﬁé Meg book. Because I don't know.
“ OK; let's read the Meg book then I'm not going

to read anymore. 1It's getting a little slow
here.

’ In many of the reading event$ for which we have data and for

(Ti
%
Q1

of the Six under consideration hété, this negotiated opening .
was followed by a long "display" bj the child. In one case
(M&M 1) he turned to the page he liked best and proceeded to give

is version. 1In another (F&T 2), he actually tried to read the

T

story in what appeared to be an imitation of a previous reading.
. o o . ag- B o i '
Note the words "Oh dear" in the following example. This is a = -~

favorite expression used by the mother on several occasions in her

reééings.
F&T 2 J: 1§ hée' going big bed, or is he géing small bed

H\{D\
\Q\w‘
QHT

Oh dear. Well, I can't do anything. Stay ri ﬁ

there and;, and., stuck out. That s ‘your part an
thatrié your part.
M: Shall I read that? '
J: That’ part.

M: ‘6E. shall we start? ,
J: That's my part. 7

M: OK; who is going to read théir part fitst?

. . 5.

J: Mine:

M: OK.

J: By a house:. Oh dear, deart, theyfre running 1n‘

and they're going fast: Your turn.

M: Ted Jumped into the little bed upstairs and

Fred jumped into the 11ttIp hed downsta1rs.

J: Mm;' -
N B : : &
M: Mm. Can We start at the front of the book?

Cah Wo nbkarl wiy ovir to thia Front?
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The negotiation and “aiégééxi~géré followed by a reading of
the text which was usually done pagé by page although some pages
were ignored. Leaving out a page may have been a consScious
decision of the mother that could be attributed to many Eactors
such as .degree of aiffiéﬁity of text; interest level; desire to

finish quickly, disinterest on the part of the child. Usually
the reading followed strictly the order of the text but there

were three exceptlons when the child skipped a page in
‘anticipation of futite events or because his glance settled on

The end of the read1ng event was almost always indicated uy

some verbal signal eithar by the mother or the child. In fouf of
the sessions the mother made pointed use of the word "good-bye"
on the last page of the story to indicate that the read1ng was
over. In both of the other sessions the ch1ld indicated a desire
to conclude the reading: A good example of this is from F&T 1:

M: No; they’ rernot getting mad anymore, are they?
; bid their mad go away?

~

J: Yes.

M: What about mine?

J: That's alll

M: That's all.

J: Yes. ;

This finite nature of the reading event seemed to be fully
understood by both participants as mention was made at the -

beglnnlng of SeVeral of the tap1ngs—we amassed that another

activity would occur after this one was finished: e.g., "After




here you can read for a while while I make dinner." This
Eé%ii§étibh;§}§ not have any effect on thé.ménnér;in which the
reading was carried out that we could detect.

The chiid éﬁﬁ;féﬁt1§ had learned by the time the recordings

were started to devote his full attention to the reading event,

for rarely in all of the data collected and not once in the
stories under consideration here did he ask for or provide

information that was not in some way related to story or picture
at hand. This held true even though the mother was often

On at least one occasion {F&T 2) the }eaaiﬁg event occurred in

the middle of such noise and confusion that the tapings were
extremely difficult to transcrib&é. The length and depth of his

sessions lasted for at least ten minutes and were sometimes as
S ;5 o
long as haif an hour:

Although we have no direct evidence from the mother or the child:
saying that the reading was fun, it is obvious from listening to

-

" the tapes that both were enjoying the sessions. The child. on
many occasions became véry excited about what he was seeing in
the book: The mother interspersed her speech with such comments

as "I love it", "I love you",; "Oh, J, you're So...". Her delight
A .

with his answers or comments was often shown by appreciative
laughter and on several occasions she exprésséd her approval and
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enjoyment to an adult who was also present in the room as in the
‘ ) ~

following example: h ]

F&T 2 M: The green one is Fred and thé red one is (J&M
together)} Ted. Yes, this is green gn your shirt

too. And the carpet is green.
J: Oh dear! What's this?
M: (to Father): I love it.
Father: I love it too, boy.
J: what?
M: wehjUSt love you.

Only a fed éimes in all the data coiiéctéd did she become
impatient. Usually this occurred after a long series of "why"
questions from the child. Note the following:

MS 1 J th oh: Nobody's sailing.

M: No, that boat is tied. Don't worry, that boat
is tied. - .

J: wWhy is that boat tied?

M: Because it's tied.
I+ Mum?
M: I said it was tied.

7 Wiﬁﬁih’tﬁé framework of the reading event were a number of

. \
well defined units which consisted essentially of all the
conversation that took place concerning a given pade. Most of
our analysis centres around what happened during these units,
since each page seemed to provide a new stimulus to each of the
particibantg much like a fbrméi conference égéndé. Though pages
in story books such as these are 1inked thematicaily,i?sﬁally‘

&
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S
each one is a self contained entity in which picture 'and text
combine to describe one tableau in a series:
A unit was started by one of the péfEiéiﬁéﬁEé Reading, Asking
\ ~,

.

a Question or Offering a Comment. We called this the iﬁitiétiéﬁQ

An Initiation called for a Response wﬁiéh was followed by éiEhék)
an Evaluation or a Continuatioh or a Closure:

Some of the terminology here is borrowed from Mehan (1979) -

Thus as each page (stimulus) in a story was encountered
there were a number of options available to the

participants. Both Mother and ¢hiid couié ignore the %Eimuius
Initiate (Option 2) giving the child a variety of Response
options. The child could Initiate (Option 3) giving the mother a
variety of Response optiyné. Each Response option then offered
another. set of possible continuing RespOHééé until the unit was
closed and a new Stimulus was acknowledged: This pféééaﬁfé is

represented in Diagram 3.

/'\‘




PAGE STIMULUS (UNIT)

OPTION 1. °  OPTION 2 _ . __ OPTION 3 _
_ No response Initiation by Mother-read Initiation by Child~read
| comment ' camment
question question
: Response by child Response by Mother B
T T 1 1T 1 T T 1T 1T 1T 1
~ No Read New . Repi- Answer Acknow- Read Agree Acknow No Re- Repet- Ela- -Answe
Response Topic tition ledge ledge—~ sponsé ition borate
- ment !
I S I . o
Continuation by Mother Continuation by Child
etc. . Btc.e
L . {

Diagram 3: 1Initiaticn and Response Options

In méhy of the Units there was what seemed to be a type of
Closure such as "Mm=Hm" or "Yeés" or even a répétition of a
previoas comment. This did not $eem to be meant as a response or
a continuation but rather as cqnvéyidg the message "The unit is
now Einished": | :

Even though we could not see pages being turned, nor in some
cases could we hear it, it was most often guite BByiéﬁé from the
conversation when a new page was being considered. Sometimes the

mother would give a hint: "Are we finished this page?";

L 7
sometimes she would start directly into a new page by reading it;

occasionally the child would comment on something first;
sometimes the clue took the form of a closure as discussed above,

There were,some problems that arose while trying to make the unit
3

18
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divisions, however. When the action described in two pages was
quite similar, and there were long conversations with no text read,

we had to make a judgement based on what seemed to be happening.
On two occasions,; mother or child answered a question during

discussion of one page that had been asked on a previous one. In

topics: A topic was defined as all the conversation about a .

given subject such as some aspect of the picture at hand or some
N /

item of information introduced by mother or child.

In any reading event the choice of initiating options for

page units is probably governed by a number of factors including:

itself (how interesting, how complex, etc.), the child's level of
language development, the number of times the story‘haé'been
tééa, the child's itevel of IiEéE;éy (is he at the labelling
stage? does he understand anything about piéE or character?) and
the purbosé of each participgnt in regard to:the reading session.
Tf, for éxampié, Ehé‘mothér is tired she may be more inclined to
rush through a story. 1If,; on thé other hand;XEhé-chiié does not
feel well it will be harder for the mothér to get his attention.
He may also make Fewer contributions thus giving fgwer clues to
the mother about his knowledge and interests. Similarly, for

o N o ;z;’,,,,,,, Al e
interaction to be.successfjﬁsthe(mother must be aware of the




child's iévei of functioning. If she merely reads through a
story in which the language and story line are too complicated
the child will be-unable to play a role in the story-reading time
and presumably will become impatient or inattentive. Cross
(1978) has shown that a mother adjusts her speech for her child.:
Similat studies have shown that older children and other adults
do this as well. Presumably this will be true in the reading
situation too as the mother gears her treatment of the story to
What she feels the child will understand.  ¢Eié”&i11 of course
also depend on what she sees in the story and is able to draw
out. A more complete discussion of this is continued in a later
section of the paper.

It is probably safe to assume that one of the purposes for
these éEd£§-;éédihé sessions (although there are probably
numerous goals held by each participant) wés to share an

to her child, the mother replied that her mother had read to her;
that it was a nice way of being together and that the child liked
it. To this 1ist of reasons could be added that reading is one
of ‘the few opportunitiss an adult has of having an extended
conversation with a young child. The book presents an agendé
which is not too taxing to follow and when one topic of
conversation is finished a new one is waiting just over the page.

Since -adults tend to be more goal oriented and conscious of time-

constraints it also provides aiway out of conversation and an
opportunity to go on to other activities.

~

2y | ;



‘ _ 19

A successful reading session would thus be one in which both
other "and gave some evidence of pleasure or satisfaction yn doing
it.f ffk" each of the réééing events under consideration here was
successful is evidenced by the fact that each party was in some
' way contributing to the experiénce and these conttibutiong were
received by the other, were usually understood and were
appreciated. Thus the mother must have had somé grasp of what
the child could &anage in terms of the story and was able to
structure her ééﬁ%éféétiédiéb*héip him share in the éxperience.

Consider the following example ﬁﬁicﬁ points out just how the

mother takes into account the knowledge of the child and responds

Cress all changed into mice -and Mog chased them;P

; M: Oh no! They changed. BesSsS, TeSS..:.

J: Why they....?

M: Bess, Tess and Cress ande....

«

J: Why 4id they change into mic§§
M: Yes, they changéé. 'All thoSé witches changed
into mice and Mog chased them.
The mother attempts to read the text but the child already knows
what is happening and his "Why" question is inserted before the
mother has a chance to read very far: The question is falrly
Thus her answer may reflect the fact that she has misunderstood
and is answering what she thinks she has heard or that it is the

1]
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end of a read%ﬁg session, she really 1as understood and prefers
to sidestep the issue. in either case gﬁé'féggiiég that he knows
the page and without bothering to go back to her reading
paraphrases his question a%d’éioSés the pégé;

That the mother enjoyed the contributions of the ch#ld as
much for the fact that tﬁe; were ‘interesting as that they
indicated a need for information or were amusing was often
apparent. The following is a good example of the positive way in *

which she received his hypotheses and encouraged thém:

a2 J: Where's the bird now?

4 | M: The bird's not théré now.

J: Why? ’ )
Y M: EBach of them .... )
J: Why's the bird :..:
M: The bird went to Florida.
J: No! ‘
M: (laughs)
J: Well where is he? 7 : :
M: I don't know. That's a good qgés:ion. I don't
know.

J: Somewhere in the trees.

M: In the tree; yes.
J: He went down; down the hill.

M: That's probably right. Sure, that's where the
birds go. '

J: Mm-hm.




. S
In both of the M&M readings the guestion of the bird's
whereabouts is very much on the éﬁiiai§<%iaa; Notice how

the, mottler goss along with is Efain of ERSAghE even Ehough she
is ready €6 read a new page (underlined). The child's comments,
"Mm-hm" or "oh", occur at the end of most of the units in this
last reading and appear to be an indication to the mother that

she can continue.

INTERACTION

The role of the book in shapin§ the experience is an
'y
impgrtant one since it seems to have a significant effect on the

type of mother-child responses. As @éhﬁiéﬁé& earlier, the book
is really an agenda for the mother and child. As each page
appeafs it is a stimulus provoking Some soit of reaction from the
oéherisa{sicipants. Who chooses to comment first and how'is thus
important. The enti-e data collected contained many examples of
books othér than storybooks. It was noted that poetry reading
eélicited a sort of Read-Complete-Evaluate exchange. Picture
vocapulary books were treated as labelling sessions in which the
talk was extended to actions and characters. Picture story books
were difficult to give an immediate charaétérization.

ool _ I L [ . o . _ 4 _ _ .
are all very simple stories. The Meg and Mog books are treated

[

in a similar wdy and they differ in many respects to Fred and

Ted. Fred and Ted is a less fully developed story. Ten pages are

devoted to illustrations of the 'oppoSiteneSS' of the two

y

rd

ar

o 2
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charactg@rs while the r&st of the book provides an example of what
sort of mix4up this ioppogiténéssi can iéaé to. The text becomes
page can contain as much as three or four complete senteénces in
succession: Dialogue is also contained in the text.
Illustrations are simple; realistically coloured Carioon
drawings:: The Meg and Mog books on the other hand are
illustrated in bold colours with more abstract drawings. There
are captlonS/;n each page which represent what is said by the

characters  r-thé sound something ﬁakéé; The story line starts
bage with less time being given to character

L

on the first

de 'crlptlon. Each page contains only one or part of a simple

cé, a fact which caused difficdlty in numbetihg pages for _

1]

ent

0]

analysis. We decided that pages which contained only . one
sentence between them would be tréétéq as one.

The mother chose not to read pégéé in oniy the Fred and Ted
Each page of both Meg and Mog books is necessary for an
uhde;SEahaiﬁg of the story: Each page is also very colorful,
interesting and has very simple text. The first page left
out of Fred and Ted, on the other hand, (and it occurs in

b

both taplngs of the story) is one which ‘s not ?ecessary for an
understandlnq of the story. 1t is merely angthgr illustration of
the differences between the two characters *and ébnéaihé a concept
that may be difficuit for the child (Fred was always broke) .

Thus, the mother may not have felt it worth while to explain it.
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As well, it suffers in terms of interest ip comparison with the
page next to it which is more colorful and represents action
which is probably more inﬁéréstihg for th% chiid.‘ The péges
teft out near the’ end of both Fred and Ted tapings are guite
complicated in text content. Two or more simpié;Séntéﬁcéé
which may ‘be quite difficult to expiaid to a youndg child. Thus
near the end of the Fred and Ted books the mother chooses only
the ‘highlights of the action and omits certain pages altogethers:
As can be seen in Table 1, the mother tends to initiate most
of the units. Child initiations, which occurred mainly in the
four éariier tapings, were all comménts about some aspect of the

P H

picture. Résponses to thése by the mother were eithet
repetitions or evaluations after which she quickly reigitiated
and ted by questioning or comment back to the text. Thus the
child initiations are only slight variations of the more usual
N . . \\7
mother inftlatioms. : —
frequently, increasing from 32 per cent in F&TLl to 87 per ceat in
M&M 2. During the last two sessions the mother also tended to
group pages together more sften for reading. To start off MaM 2,
for example, she read the first five pages without a break or
further comment. It was apparent From listening to the tapes
ﬁHéE even though the child tried to interrupt her, the tone and
fiow of her voice indicated that his turd Wwould come when she was

finished. This tendancy was noticed as early as F&T 2 from which .
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the .following is taken: (text is underlined)

N i: Now they're going for a walk. They go uphill;

_ they go downhill and they made tall talk and ' 7§
' : they made small talk.

N , -
—X J: Mom.. /

M: Did you get any sleep last night Ted? No, not
a wink, Fred.

J: Mom... .
, M: My bed is too little. My bed is too big. What
- were you going to say, J? ——_.
—— : ¥ . g g - ¥y /\\

J: Nothing..::..::They're sitting down.
- Presumably the ability to know when to take one‘'s tursa is an

i?portant part in learning how to act in a story-reading

| sftuation. The example above and the figures in Table 1 indicate
] / » .
that early on the child is being taught to distinguish that print

is different from speech;, that the mother reads it and that print
is presente@iég'units which should not be interrupted.

Responses by the child to in{tiationé-by the mother undergo a
similat change; It is these responses of the child that will

give the mother clues about his understanding of the text and
what she has said. Thus, if he simply repeats what she' has said
—_—— — i'

she will know that he has at least heard. If he gives some#sort

o]
[V

of appropriate response to the initiation such as 'an answer t
question, a comment indicating he agrees with what has been said
or a guestion based directly on the initiation bath in form and
content (i.e., he refers to the initiation rather than to the
picture) he is indicating that he has heard, that he has
understood and that he wants more information. If he chooses to
initiate a new topic himself he has eitheilﬁéi—heard what was
read, has not understood or has done both, is comfortable with

4




the text and is secure enough to risk bbtaihing.new information.
In F&T 1 eight out of sixteen (50 pér cént) of the child's
responses were appropriate answers to thé mother's questions. If
we count in Eﬁé variations which occurred when the child
iditiated as descrxbed above we havevthirtEén out of twéntylyha
(62 per cent of total chiid responses) being appropriate answers
to guéstions. The other 38 per cent were either introduction of
a new topic after mother initiation by iéé&iﬁé(Bi no response*,
On the othér hand, most of thé initiations in M&M 2 were by
the mother reading. Thus, only 9 per cent of the child's
responses were appropriate answers to initiation by éuestioﬁiﬁé
whereas 83 per cent were new toﬁic-réSPOnSeé to initiation by

ceading. This is illustrated in diagram 5 and a full breakdown

of Initiations and Responses from F&T 1, M&M .1 and M&M 2 is given
k.

in Table 3,

-

* No gggponse may be somewhat amblguous since 1t usually refers
to pages read in a block by the mother to which only the last

was responded

L



SEPT F&T1

INITIATION - Reading (8)

BY MOTHER Question(5)
ReadtngrﬁrQuest(l)
Comment (2)

RESPONSE - ﬁéquiréé or Appro-

BY CHILD prlate Response(/)

No Response (4)

l

GONTINUATION - Repetition(6)

BY MOTHER Evaluation(4)

26
JUNE M&M2
INITIATION ~ Reading(18)
BY MOTHER Reading & Comment(l)
Reading & Question(l)
Comment (2)
RESPONSE - New Topic(10)
BY CHINLD + No Response(8)
Read(2) .
Required or Appropr1ate
Answer (2)

N L

CONTINUATION - Explanation(7)
BY MOTHER Repetition(3)
Acknowledgement(Z)

biagram 5

One can see that certain types of initiations evoke certain

types of responses.

Questioning

invariably brings an appropriate

answer response from thé child which is then evaluated by mother.

Reading, on the“other hand, can evoke the following responses:

reading compietion; repetition; no response or a new topic. By

7

thé last Eépéa session the interaction had become guite \

Initiation by Questioning - Response by Answer ~ Continuation

by Evaluation to:

) Initiation by Reading - Response by New Topic - Continuation

S
by Explanation.

A breakdown of M&M 2 is given in Table 4.

A

«

that at this point the mother's role has become that of-préSénter
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{

of text and source of information rather than that of
interpreter.. The child has now assumed- control of what
information he wants to receive and this may or may not be

related to the text.

PAGE (S) READ RESPONSE CONTINUATION END
By Mother By Child _ By Mother By €hild
1,2,3,4,5 Questlon - New topic Explanation "Right"
6,7 . " Tom " "oh,"
é 777!l" ) " 7u n ¢
9 Child complétés by Reading Repitition
10 Question - New topic Explanation AR
1 1 1 2 " n L1} " n Mm ”
131 No response : - L
14 Question - New toplc L "Mm"
15 guestion Explanation o
(16 Child initiates with Quest1on) . "Mm"
17 C0mp1et1on by Reading Evaluation ,
18,19 Question -~ New Topic Yes response "oh"
~ to Question
(20 Child reads) - Bvaluation
21 New TOPIC Yes response to Comment
22 Question ’ Explanation
23 Question - New Topic o
24 (Question) Response -Evaluation
Table 4

The fact that the child in his response turns comes to
initiate new topics and that the mother responds to these rather
than pursues her own topics is interesting in the light of
research doné by Levinson (1980) who reports.similar Findings in
her investigation of mother-child dialogue: Thus in the reading
situation, as the child becomes more competent linguistically and \

in understanding the story, the mother is gradually allowing the

e

child to assume control over his own learning. He is able to

choose. bydguest1oning what interests Eiﬁ in the text or picture
for cons1derat10n and comment. Certalnly in M&M 2 she has

re11nquished much of the control of information.
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Evén when, as in the following example from M&M2 she has an
agenda, she postpones it in favour of his questions and returns to
it only when his signal is given. Interestingly enough she is

- - - - ] o o o
Presenting a new kind of inférmation in this sequence that may
s

of the three early tapings.
M: Up in thé sky shé met her friends going to the
party, Jess, Bess, Tess and Cress. Is there
~aJ foxr J ?

3

3: Mum, why.., : .
‘M: Because that's how the cat rides, piggyback on
the broom.
J: Because he can't Ely.
M: Eﬁéﬁ'é right, so he needs the broom to help ‘
im. . \

J: Mm.

M: Where's the J for J ? 1Is there a J for =~
J___-? On this page somehwere? !
The mother is ablé to build knowledge when Ehe opporEtanity

arises by tuning in to the child's ihtérééps. Often there“are

what may be considered teaching sequences in which she
éiééﬁaé.éﬁ his knowledge by explaining or referring to a real

QOEia event familiar to a child. Consider the following example.

MS 1 J: Mog and Owl went fishing: and caught.a fish.
It's a whopper. [

J: Why's it a big fish?

!

J: Yes.
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5
— ~ M: and did youLSég John cooking a big fish? o
‘ 3t Big fistiike vhis?
M: Maybe not quite so big. .
Ji Like a smail. a *
M: Yes, smaller than that. But not yellow, brown
fish. More this colour. , :
J: Not iike that. Why's it not like that colour?
! M: Not. (Interrupﬁs§§ 7 .
J: (Garbled) ) . ' “i ‘h///zf"
M: Because it's a different kind of fish, you see.
J: ﬁhy's that? {
M: That is a fat fish, and John did a thin fish.
J: Why's this fish not that colour?
M: I don't know. You shouié ask 5bhn'why.
Here the mother tlets the child guide the conversation by
referring back to the familiar event as a touchstone.
This type of intecraction is in direct contrast to the
teaching situation described by Mehan (1979) in which the teacher
initjates a topic, the student is expected to give, an appropriate
'réépongé on this topic and the teacher evziuates. iIn the
mother=-child dialogues in .the last two tapings it,is most often
the child who initiates a topic and then evaluaEeé the mother's’
tesponse. |
PRESENTATION OF TEXT
An examination of how the mother was presenting text to the .
- ~ . . - .

child reveals differences between the EifSt and last readings
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that are quite noticeable: Text was most often used to initiate
R

raad by the mbthet without attempt at leading the conversation

further. In F& % 1 on the other hand only eight of twenty-one

pages were read by the mother to initiate a unit and of these.
only 4 were merely read without commént or quéet;on.' In other
cases; text Qee embedded in the conversation and was read after

some dxéédésxon or comment about the plcture. The following is

an example of this type of lecu551on contained in a un1t. 3

F&T 1 J: Fred and Ted
M: Yes. Which oqs s getting wet, J? .
J: This_ one.

Why?

This one has an umbrellai

2L X

Yes»

J: This one has no umbrélla. This one has no
umbrella. This one has {unintelligible) umbrella.

M: Yes: So when they walked in the rain, Fred got

wet;fggtwméarstqyed dry.

In this case the child initiated a page, but the mother then

-

assumed control of the conversation by questioning him about the

picture. This is similar in form to the following example in
which the mother initiates and leads the child to the text:

F&T 1 M: What are they doing ovet here?
J: Having supper.
s
M:  Yeés. Fred ate eglnach and Ted ate beets.
What's this in here?

J: Wine

-
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A variation of this occurs when the mother carries the whole
conversation about a page by herself as she initiates and .

N 1

responds and reads:

F&T 1 M: Oh, Now they're playing some music, right?

: They both liked music. Fred played the flute
and Ted played the tuba. Look at that big
tuba. .

The mothsr in all of these examples taken from the first
tapings appears to be providing a framework Eor thé text in which
she tries to ensure that the child knows what is happening in the

 story. It is quikte different from the pattern described above
/Ebt M&M 2 in which text stands on its own. : i

Another indication of the child's imncreasing ability to

understand a story is Eﬁé amount of text read in two versions of

the same story occurring two months apart.

F&T 1 ] F&T 2
) &
J: They're sitting down. M: I know what to do, said the bird.
They're no rolling.
M: No roiiing; eh? J: Their eyes are open.
. - - S ) , , S
J: No, they're sitting down. M: Yes, what are they looking at?
M: . Are they sitting down? J: The bird.
J: VYes. M: Yes, and the bird says, "Switch
- : rooms. ¢
M: Yes.

J: They're having a rest.
M: Are they having a- rest?

J: They're having a rest.
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M: YeS, yes. And the bird. Ted should sieep upstairs and
. says that Ted_should sleep Fred should sleep downstairs.
upstairs and Fred should And Fred said, Of course and
sleep downstailrs. Ted said, The bird's got the
- L , , word. Back to bed, yelled Ted.
J: Oh. And no more get mad. - Back to bed yelled Fred. 1It's
B o downstalrs for me, yelled Fred.
M: No get mad now, no. So - It's upstairs for me.

where are they going?
Ji Go home:
M: Yes. Try the beds out, J: He's going, he's going to big

right? Yes? There they go. bed.

bed upstairs and, Fred jump- M: That's right and the little
ed into the big bed down-= " one's going in the

stairs. ” : o S

- J: Little bed.

One can see that in the second version there is considerably less
talk about what is happening in thexpicture and more text read
without comment. 1In the sSecond version as well, the child is
able to provide detail about what the text would say without
prompting (He's going Eo Big bed.)

This example is interesting in other ways. Note how
skilled the mother is at supporting the child's speech and -
leading him into thé story: She manages to direct every comment
made by the child toward what‘is,héppéhing; The first version in
particular takes the form of a conversation in whiéﬁ reading the
text iélé part of the dialogue that does not intrude on ‘the
conversational tone. Note the changes in text the mother )

EY

makes: past becomes present and dialogue become embedded. Text
in version two, on the other hand, is starting to become separate

Erom convezsation, an entity which stands by itself.
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Each comment that the child makes is supported by the mother

usually by repetition and often by a "Yes" evailuation: In Fact

gave a negative evaluation were when he "read" the text
incorrectly or interpreted a'éicturé incorrectly (e.g., snow rnot
paint). Any hypothesis he made about the characters or events
was accepted and encouraged. , p
‘Another illustration of this is an example taken from two
‘versions of Meg and Mog which occur eight months apart.
MeM 1 MeM 2

M: She's making breakfast: = M: She took out of her cupboard
3 eggs, bread, cocoa, milk, a -

J: Bread. kipper _and Jam.
M: Where's the bread? Wwhat J: And a fish: .

are these?

=1l

o M: Yes, a fis
J: Eggs.

M: Aaa,whaé's this?

Je Milk.

M: - Right. IS this cocoa?

J: Mm-hm.——

M: A kipper and jam. She - She put it all in her cauldron

puts them all in a and stirred it up.
. cauldron and stirs it up. ] o - - FY
Bubble, bubble. And the J: Why, why, why a fire?
owl goes Mmmmm and Meg e S
goes Yum, Yum and Mog M: I don't know. That's how she
goes Purr. They're all cooks, in a big pot over a
eating their breakfast. fire: Mmm, yum yum. Oh,; the
- cat's feeling better: The cat

says Purr. There whs plenty of ..
breakfast for everyone. . L

- _ _ - o - oL _ R <
Here we see that the author assumes that the reader knows

breakfast is being made. He therefore does not mention this

-
(LY
J1




- o E ] -
detail and talks instead about what is going into .the pot. He

assumes as well that it is not necessary to mention that everyone
was eating if he says simply "There was plenty of breakfast for
everyone."” The mother does not take this knowledge for granted,

]

pictures fébiéééﬁE; i:e:, making breakfast and é%Eiﬁé.iE; In the
version that occurs seven months ¥ater she ééﬁééf§\§§ assume that
child now has this basic information and by hearing égf; the

text will be able to infer the rest. By the last version of M&M
2 there is a tendancy for the text to -become separate From
conversation and stand by itself, usually as the initiation of a
unit. It requires little supporting descriptionifroh the mother

or direct response from the child.

THE CHILD'S INFORMATION

objects but also information about size; colouf; number and
descriptors such as wet, dry, tited. He was also able to name
actions describéd by the picturés (driving, sleeping, painting)
and how these were performed (far, fast, well). Thus he had
passed the stage described by Ninio and-Bruner (1978) at which he
realized that pictures are "two dimensional representations of
three dimensional objects." ’

It is interesting to note that he was still not very

skillfull at interpreting artistic conventions. He mistook paint

34



for snow and the moon for the sun in F&T 2. In both of these .
é

cases he was unable to deduce the correct information from that
given in the rest of the picture. His guess "moon" resulted from
looking at a picture bﬁére’the two main charéctétg were sleeping.
The sky outside the room was blue, howevér, and he missed an

important aspect of the story because of this incorret deduction,

i.e., that the characters were so tired from the poor sleep the
night before they needad to sleep in the daytime: The mother
corrected him and éubpi&éé the miSSing information:

M: Yes, it's not ‘even dark out and they're

the interaction and the shift of control from mother to child.
This is important in terms of the information the chiid is .
seeking. 1In Fred and Ted 1 & 2 information supplied by the child
consisted mostly of "What's this" or "What's happéning here" ¢
types of comments: As his repertoire of questions grew, however,
he required more information and this of a more complex nature,
Thus he no longer commented on what Ehe picture was but tended 'to
ask why it was. He was able to interpret a picture andask the
r\éaséns' for the state or action represented: ;

Although the child récognized 'a picture and could name the
objects and actions in it he was unable at times to understand
why the representation left out details. Aan example of this

occurred in MS 1 where the owl, usually shown in flight, was

37 ~



pictured sitting on a tree:
. ' ] .
J: Hey hey! Where's the bird's wings?

M3 nght there.. See, when a bIrd fiies; the wings

go out iike your arms go out, but when the bird

doesn't fly they get tucked ins

Similarly he dcesn't understand why only a iittle bit of the cat

is shown in MS 1.
J: Where's the cat?

M: You look for hlw on thlS page and sgee if you\iJ
can seée a littla bit of the cat.. '

J: Why a little bit of the cat?

M: Because the cat is Qﬁtting into the helicopter.
We don't see it on the page but we know that's
it going into the he11copter.

-~
[y

J: Yeah

M: Because we know where the ladder is.

On many occasicens he noted the absence from the picture of

(adl
QI

éoMethlng he con51dered 1mportant; Apparentiy he was .unable

M

identify what information was necessary for an understanding o
the text. In the following example he knows that cars are part
of the story but doésn't realize that they -are not impoiﬁant at
this particular point. The mother accepts his questions, though
irrelevant tc the text, with interest and expands on them.
F&T 1 J: There's no. cars. '

M: No cars? Where are the cars?

3: 1In the garage: o

M: 1In the garage, eh? Maybe they'd get paint on

their cars - They had to put the cars away,
right? Yes.

J: They're forgot.
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M: They forgot: OK:
This type”of interaction occurs frequsntly throughout the
tapings. |
He 15 also unable to infer From information o two successive
| | Ppages the action that occurs between them but is not represented -
in pictures or text. Consider the following example in which the
first picture shows the witch walking dewnstairs where the cat is

sleeping and the second shows a picture of the cat in great pain.

The text reads, "She trod on Mog's tail:® |
M&M 1 M: . She stepped on Mog's tail:

J: Why?

M: Why? She didn't see it. See, she's walking
down the stairs and there's the tail on the

)/ floor.
e J: There's the tail. She didn't step on it.
/;”t“}.\

M: Yes, not there, but here she steps on it. And
the cat .is... |

. J: sShe's going to step on it.
M: Yes, she is, she's not iooking where she's
going, is she?

Thus the mother helps the child supply missing information
necessary for a complete understanding of the text. Because she

has done this; however, is no guarantee that the child will
remember or pass it by without guestion. Note the 8ame page read
six months later: '

M: She trod on Mog's tail.

J: 1Is someon%?step,on his tail?

Whether it is because she has used the word 'trod' which may be




unfamiliar to him or because he still doesn't understand
compiétéiy or because he is réaééuring himself that he'really
text again.

The mother not only supplies information such as this about
the text but also indicates how one should feel about the story
and how the characters themselves are feeling. This is done"
quite incidentally and occurs as she describes her reactions.

Fred and Ted 1 & 2 are interspersed with comments such

as "Oh dear," "What's happening"; or "Poor old Fred." Although
there is no attempt on her part to draw the child's attention to
it he nevertheless learns from what she says. In his version of
F&T 2 quoted earlier in the paper he reproduces these comments as
part of it. 1In a similar way shé teaches him how the characters

in the story are feeling with questions such as "Does she look

-

.~%lear as well that the mother used the text to "teach" a world

view to the child. She was very conscious of the characters'

treatment of ‘each other and what their reactions might be. She

was also very careful to indicate that "she" was driving the

he11copter in MS 1 & 2 or, in the case of some of the other tapes
that women are quite able to drive tractors, build houses, etc.
The book is uséd as a springboard to discuss numérous topics
generalisable to the child's experience. Again there is an
interactional effect in which the child's experience serves to

clarify the book and the book clarifies the\chiié!s éxpériéncé.

1
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SUMMARY OF FINDINGS

The analysis of the data raised a number of interesting
questions. In the first place, the interactional pattern which
appeared to be dévéioéing was quite different From that describgd
by Ninjo and Bruner in their study of a younger chiid and Heath
(in press) fn her studies of older -childrbn. Although the ultimate
control of the situation rested with the mother (she was able to
read the text) 'she was very sensitive to the chiid‘s needs for
information. She.was willing to negotiate the choice of book

or abandon her agenda in favour of the child's:

In the first of the faped sessions she noted the information she

felt to be important by commenting on A asking questions, but
shé gradually relinquished her role as er' as time

orogressed allowing the child to select what he wanted to know

(o]
i

and responding to it. )Whether this occutred because she tired
)

that the child was becoming more competent or because they were
developing a style of interaction that best suited them cannot be
said with certainty. It is-also not known if this kind of
interaction at this particular age is typical although work done
by Wells (1980) would tend to suggest that at ileast among certain
groups of people it is. Certainly the child is providing a great
deal of input to the conversation and this input is highly valued

by the mother. ‘It would be interesting to study a nursery school
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must be noted in tﬂis’situatibn that the child as well as being
able to control much of his own learning was able to EBUCH the-
book; and point to exactly what he wanted and turn the pages
himself. k

The changing role of parent and child was paralleléd by a
change in the role of the text in the interaction. 1In the first

réad1ngs 1t apoeared to be used as ghe last means of descr1b1ng

¢

the mother as-she led the chxld gradually towards #t. Thus it

was supported by thé mother and did not stand by itseif: More
téxt came to bé read in chunks,. and used as the initiation of

a unit, it wag\accbmpanied by little, if any comment: As such
it developed -an identlty as text which was quite different
from speech and which prompted no direct response from

the child: It may be through the gradual withdrawal of the
mother's accompanying comment that the child began to réCog@izé
written speech éﬁ& started to hear it as something meaningful on
its own. Th1s appears to be the same kind of scaffolding of
information dealt with in regard to labelling by Ninio and@ Bruner

(1979) .

The growing competence of the chiid in regard to text as

séen in the type of interaction was also parallelled in the types

of information h~ was acquiring. He progressed from labelling of
: 1 : : - : - - o
chardcters and events in the first stories to being able to
speculate on tne causes for these actions and the effects they
: ;

were having on the characters. The information required or given
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_ by the mother in the first stories was requested by the child in
the last ones as he added to his depth of understanding. One can
hypothesize that through many readings Qf a story Eh%{cbiouring

'

in of an outline sketch is accomplished. Each reading provides

::::)ore detail until a reasonably complete and well drawn picture is
formeé.

Development of the chiid's ability to seek out and understand
more complex information is undoubtedly the result in part of the
child's increased linguistic competence and his gradual maturing.
As questions become more a part of his speech he is able to
assert himself, more particularly when he is able to use Why
questions to their fullest eéééct. Orie can speculaté on an
interactional process here between acquisition of literacy and
linguistic competence - familiarity with the books allows the
child to build on his existing knowledge encouraging him to take

risks in asking questions: His increasing linguistic competence

facilitates the question asking so that he can build his

knowledge. This kind of interactional effect is also §a§§§§5éa'
by Snow (1981).

One can hypothesize on the basis of the sbservations in this
study about the types of pre-print knowiéégé;é child acquires
about .a picture story as he ledrns to understand it. He becomes
able to label the objgcté.ahé évents in a picture and to
Eééééﬁiié/éﬁét they are-symboig of reality. He'bécmeS familiar
with the conventions used by the artist and the author in order

to make the proper iﬁEé;éieEéEidhé. He becomes able to make a




large number of inféréncés about what may be happening betwsen
one ;ééé and the next and he starts to realize that the
characters have personalities and become invoi&éd in fictional
events. From ' this speculation arise questians'éuch as: do all
children whether#they have been. read to or not possess these
skills and this knowledge? can compiete understanding of a story
occur if one is deficient ‘in these areas? are these things

learned only by being read to? do they occur in some seguential

‘order? are-these stages inléhe child's understanding of stories

through which he must pass on the way EbﬂééEBEiﬁé literate?
i\TheSéfqueSEions certainly provide fertiié ground for Ffurthef

study. -
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