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This study examined adult-child interaction during
story readings, specifically the complexity and richness of
extra-script dialogue as a function of how familiar the child and
adul:t reader have beccme with a particular story through repeated
readings. Subjects were approximately 50 children, ages 3 to 6 years.
Two-minute segments were se2lected from each of a series of
tape-recorded sessions in which the child®s preschool teacher or
mother read him/her a story. Segments were transcribed and analyzed
clinically and linguistically. Results indicated that: (1) there is a
wide range of variation between readers and children while stories
are being read; (2) children say more when they are familiar with the
story, frequently reciting passages they have memorized and/or
eritting more statements or questions; (3) readers emit about the
same number of statements and questions whecher the story is familiar
or unfamiliar; and (4) as stories are repeated there is continuous
growth in child-reader interactiomn, occurring in both concept
indentificaticn and language skill. This study supports the
speculations cf other research regarding the importa~ce of repetition
-in the language learning process. {SB)
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Story Repetition and Early Language
_ ]
Devetopment
Paul D. Ackerman s

Wichita State University

The best starting point in explaining the research reported in Jhiis
document is to state the background of iutellectual curiosity that has moti-
vated it over the past several years. Jeginning with personal experiences
in reading to children and later stimulated by some intriguing support in
the child development literature (Durkin, 1966: !rwin, 1960; Fodor, 1967),
this author became convinced that réuding a story.to_a young child and re-
peating it several times to the point of fumi%iarity produces a stimulus
setting qupport;vc of qualitatively and quantitatively more complex adult-
child interaction. The possible significance of such a phcnomenon can be
scen in the light of research (Bernstein, 1961; Hess & Shipman, 1967;
Milner, 1951) which points to the conclusion that one of the major factors
in early intellectual development is the qﬁniity of the specific patterns
of verbal exchange which occur between children and the significant others
around them.

There is good suggestive support in the literature vegarding the poss-—
ible advantages of repeated presentation of children's stories. Irwin

(1960), for cxample, found that the systematic reading of stories led to an

Thie roscarch v cnpported by o grant from the Uo 5.0 Pepartment of
Health, Education an  weltare, Office of Child Developrent (Grant No.
OCh-Ch-420) .
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Inerease in the rate ol phoneme production in two-year-old Inlants,  Proce-
durally, Ivwin provided mothers with "two or three” approprinte stordes, at
least one of which was to be read dally over a two-month perioed. At the end

of each tyo-month period, the children were tested for phoneme production,

after which two or three new stories were provided. Although the variable

of story famlliarity was not studicd by Yrwin, his procedure wbuld seem to
have insurcd that the experimental chlldren received a good deal of Ccxpo-—-
sure to a small number of stories. In a similar study, Fodor (1960} found
that three months cf daily reading to two-ycar-old,low-income children led
to an increasc in vocabulary growth, In Ehe published report of his re-
search, Fodor does not provide enough detaill about his procedures tc tell
how'often a given story was repeated. In his dissertation (Fodor, 1966),
however, this detail is provided.

"An effort was made to usc all books within a given vate=
gory with equal troquency and to avoid reading the same book
to the same child for more than two or three days in success-
ion. (The experimenter would however, return to cach book
several days later." The number of books recad during each
session ranged from three to five. Considerable repetition of
the same book took place. Typically, a total of 16 bookc was
covered in the course of the three month experimental period.
This was not regarded as a methodological limitation. Exten-
sive familiarity with a given book scemed to be required before
it appeared to have any discernible influence on a child's ac-
quisition of lanpuage skills Children also scemed to enjoy a
book more thorounhly as_a conscqucnco of increascd repetition.
For ox xample, many children were repeatedly observed to grin in
anticipation of a favorite picture about to appear on the next
page of a familiar book--a picture about which they would then
verbalize or to which they would then point with visible satis-
faction, if not glee (p.60)".  (italics added)

Finally, a recent book by Durkin (1966) reports on two longitudinal research

studics aimed at assessing, the level of achievement and adjustment of child-

ren who learn to-read before-rntering 4. public -schools. One of-the aims

of the research was to identify tle carly experiences associated with early

4
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acquisition of reading shitis,
Durkin 1eports:

“A ehitd's quest fons of ‘what does that word . o2" scem to have
been stimulared In a vavicty of wavs. One frequent source of
fnterest fn whole words was the experience of belng read to by

a parent or an older sibling. Stories which were read and xc—
read were ponct rally Lho ones that led to such qnusLlon, as Twhere
does Lt say that?" or "ohat's that word?'" (p.137). (italicys added)

A preliminavy series of investigations conducted by this author and his

.n$sociq;es.(Aqurmnn,>BurQn, Diqkur, Uurpcr, Ratnj & Richmond, 1972) clearly

bore out the suspected relationship between verbal interaction and story
familiarity. In a variety of conditions a clear result emerged with-a
greater quantity of verbal intcraction occuring in story sessions where the
book was highly familiar to the children. The rescarch reported in the
present document represents a continuation of the earlier studies with a
focus on (1) maximizing the naturalness of the data collection settings, (2)
improving the complexity and detail of the information gained with respect
to the verbal interaction occuring in the story ses;ions, and (3) exploring
the familiar-story variable under a wider range of independent variable con-

ditions.

METHOD

Data Pool

The data base for the present investigation consisted of hundreds of
tape-recorded story sessions involving approximately 50 children bet&een
the ages of threc and six. A two-minute segment was sclected from cach of
these taped ;LSHIOHG and transcribed to provide a written record éf the
interaction. These transclipts could then be examined "clinically" as well
4s numerically malyzed into various linguistic and syntax categories (for =

example, child or reader questions versus gtatements; single word, phrasce

5
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or complete sentences echo of concthine Che reader had just sald; ant icipa-
ting a word, phrase oy sentunee of story weript betore the reader snid it
and so forth). The sample children were dvawn from varions available
sources.  Sceventeen were chilbdren inoa Tocal presc. ol center, and they
were read to by thetly teachers. Twenty-vight chilar nwere read to by
Lheir own mothers with sixteen of these alse being 1 ead to by another mother.

The total data pool cannot be organizud inte a neat dusigﬁ, and neither
can a uecatly organized subsct of data be pulled out which would allow cxam-—
ination of all the relevant questions. ... course taken is to usc the en-
tire data pool attempting to pull out for cach question the best comparison
data available. For purposcs of this investigation a familiar story 1s de-
fined as one which a reader-child pair has read at least two times previously.

Reading sessions were tayre recorded by the recader with no experimenter
present. Sixteen of the mothers hrought their children to the laboratory
for reading while another 12 read to their children in their own homes. All
nothers werce provided withebooks and reading schedules which, with minor
variations, they fo'lowed. Table 1 provides a list of the books read.

Preschool teachers were more variable in their recading schedules, se-
lection of books and number of readings. Problems were encountered as some
teachers neglected to tape rocord some sessions. This resulted in a smaller
preschool. sample than originally hoped. Only thosc story rcading scries in
which the investigator could be recasonably confident that the initial read-

ing, sessions were taped were included in the present data pool.

~lasert Table 1 about here
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As Lapes were completaod by the readers they were verurned to the Iaves-
Lipator for transcriptlon and analysis, Rellabltity tor the transcrlipts as
well as the caded catepories was determined by having a muber of sesslons
independeutly coded a second iju_and then examining the correlations be-

. tween the two records. Most of the cateporics showaed Pearson r correlations
in the hiph elpghties and alnetics. Corrclations below (70 were judged as
wacceptable and these variables were reworked from Lhu orinihnl trnnscript;.
In the case of one variable, it was necessary to go back to the original
tape recordings.  HNo varinble was used in the analysis until adequate assur-

ances of its relilability were established,

RESULTS AND DISCUSSION

Similar to the earlier reported findings (Ackerman, et al., 1972) it
was found that where the child and reader were familiar with a given story
because of repeated readings, there tended to be a greater amodunt of extra-
script dialogue. This was truc for mothers reading to their children as
well as preschool teachers reading to their pupils. The . a1t tended to
hold up for narrative story books as well as simpler counting books. When
the total dialoguc was divided according to reader-versus-ckild verbali-
sations it was found that the overall differences were due to the quantity
of cﬁild rather than reader verbalizations. For four conditions of mothers
reading a narrative or counting book and preschool teachers reading a narr-
ative or counting book only onc showed a significantly greater amount of
reader-verbalization in the familiar-story condit10q. (Teacher-Narrative
¢ = A.1l, 5 df, p¢.05). The amount of child-verbalization in ;he'famlliar
story condition, on the 6thcr hahq, was consistcntly'greatcr across the

~ + four conditiocma: (Mother+Narratdve -t » 2 B9,-6 df 5 p<,.01;-Nother—C0unting

7
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Lo 3unl, 2 dr, pe 00 Teacher=Navvative © - A0, boaldf, pe 0l Teachers
Count ing t = 1.67, 5 i, p <« J10).

In order to prosent a moere gencral pictare ol thoso Vindings, 72 in-
stances from the entire data pool In which a story was read tor at least
four repetitions, were selected.  For 35 of these 72 cases (A8Z) the first
reading contained the fewest number of child verbalizations.,  For an addl-
tional 10 cases (227) the sceond reading contained the foewest humbcr of
Chi]d_yﬂ[hul}aﬂgionsf'.Thﬂﬂ.fﬂr 51 Qf“72_cnsvs_(70%) the children cwmitted

their lowest level of verbal output in one of the unfaniliar-story sessions.

These results are presented graphically in Figure 1.

Insert YFigure | about here

Breakdown by Tuteraction Categories

Having established significant overall differences in the amount of

.

verbal interaction for the familiar and non-familiar story scttings, the
next step was to divide the overall interaction into independent inter-
action categories. TFour child categories and four reader categories were
finally settled on. Child verbalizations were categorized into questions;
cchoes of words or phrases a reader had just uttered; anticipations of
seript words or phrases prior to the reader saying them; and a miscella-
neous statement category for all other child verbalizations. The categories
of "echoes" and "anticipations' waore given classification priority over
questions and statements in the sensce that if the child echoed a question.
it was classificd as an echo rather thun o question,

N
Reader verbalizations werce divided into a miscellanecous statement cate-

gory: questions: mild positive veinforcers (i.e., "uli-huh", "geal" and okay"

8

s



cLen) and strea ponitive rednforeers (i.o., "very pood!™, “that's vight ',

cten), Rettability ter all catepories was entablished ag QHLIJnud carlfer
in the proccdore seetion, Baeept where othorwbse notwd anatyvees of data
in thiz sceetion were confived Lo chilhen read to in the preschool ani
elildren reo' to by their mothers in thelr own home,

Two soneehat dilferent quest fonn weve asked with respect to these
interaction coategories,  The tivst was simply which of them shbwcd a signif-
Jcandly divierent froqe T cafe ceoeveenee in the familiar and non-familiar
story settings.  The soecond aucstion wis which one or more of the variables
provided the most consistent basis for digcrimlinating betwoon the Tamiliar
and non-familiar story settings. The first question was approached by sub-
mitting the catepory data to a multiple t-test procedure (r-Test, 1672) and
thc second by submitting them to a Stepwisce Disci iminant Ana}ysis (Stepwise
Disceriminant Analyvsis, 1969).

As to the question of significant differences, one set of scores (ran-

domly sclected where subjects had received more than one story series) from
cach of 19 reader-child pairs was tested (T-Test, 1972). These tests showed
each of the four child categories to cither have a significantly greater fre-
quency in the familiar-story setting or to approach significance in that
dircetion. The child's miscellaneous statément category (t=4.02, 18 df,
l1-tail p< .001) and script anticipation category (t=2.77, 18 df, 1-tail p<.01)
were highly significoat; and the c¢hild question category (¢=1.46, 18 df,
1-tail p< .10) and child cchio catepory (t=1.67, 18 df, 1-tnil p<.10) ap-
proached siynificance in the direction of higher familiar sctting rates.
Only onc of the four reader interaction categorics showed significance. The

~
readers vmitted a sipnificantly preatern number of stroug positive reinforcery
in the familims stocy settings (L:1.62, 18 df, I-tail p<_.05); On;.

9
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(nterest fny L HErerenee between pot el pae ool teachers fu that tea=
chiors gave wany more verbal reintorcers, oo e ivoonr cample cmftted an
average ol about one e inrorcer crery haltoaiate, Wit ea the mothers emlt-
ted an averape of about ope Te Intorver cvery three minares, This result Is
based on flpures from the total data poolt.

With respecet to the quest fon of most conslstent dieer fninator variables
the Stepwise Discr mte Analysis (Stepelse Diseriminmt Anul&nin, 14069)
showed one varijabte to atand out nipnificantly, and that was child's seript-
antlcipations. (v = 10.69, 1 & 24 df, p .0l for narrat ive storles nd
F = 4.42, 1 & 26 df, pea .05 for counting stories.) This is not unexpected
gince lopically a non-1 cading child cannot reclte seript passages of unfam=-
iliar books. This activity varices considerably with some children doing
almost none of it, cven when the story is quite familiar to him, to cases
where entire books are memorizcd and recited. 7The author suspects that this
activity more than any other in the story=time getting is related to the
child's carly aud successful learning to read. What is reassuring in terus
of the present data is that script-anticipation does not occur in the fam-
iliar-story setting at the expense of other categories of child interaction.
In fact all -xawined categories of child interactlon secem to be facilitated,

or at lecast not hinderecd, by increased familiarity with a story's content.

Initiation of Tnteraction

Another important question deai< with fow verbal departure trom story
script occurs. TIs there any differen.e i initiation patterns in familiar
and nonfanilinr-story cettings? Does the relative contribution of rcader
and child initintiens chpe as the story becomes familiar?  To examine this
variabte easch breakoff point hetween script and verbal interaction was tab-

ulared in terms of Tour mutually oxclusive cuteporics. Two reader initiation

10
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cabeyun e v EEY vorbal guent fog tatement, el and () oo catepory

vhiich the anihor catie the Mot THITEHEI

The " epaant panae’ Bian
Interact ional Inftbateen which vernes when o reader baoreading tron seript
put sued bonty etops reading Iy mid phrase.s the dtonping polnt b punctu=
ated by noupliie i intomation which calls for the itd Lo complete the
reript o planae. hee chitd dndtiation cateporics were (1) non-seript state-
mentea, quest fonn, cte, and ) bl echoen amd ant feipattons ol sevipt
phiases not prececded by peader Mpregnant panse’.

The rame twasstep procedure of analysis as was fol lowed for the Inter-
actlon catporics was nned for the Inftiation categor fea.  As to a peneral
compar faon of fuitlations in the familiar and nonfamilbiar-stovy settings
the readers' "prepnant pause’ (L 2,45, 18 di, 1-tall p«.05) and the chil-
dren's Meceho and ncripl~dnticlpmlinn” (¢t = 1,84, 18 df, l1-taii po 05) cat-
eporles were found to he more frequent in the familiar-story sct. . ap. The
category of pereral chitd Initiation approached significance in the dirce-
tion of the famillar-story setting (¢t = 1.46, 18 dfr, l-tail pe .10).

With repard to best discriminator varicbles, Lthe results corrc.pond to
what would be cxpoctu& from the earlier Interaction category results.  The
one sipnificant Stepwirce Discriminator was the child scrint-cche and @ i-
paLioﬁ catepory (F = 5.70, 1 & 24 df, p< .05 for Narrative Stories and
F = 3.00, 1 & 26 df, p-~.10 for Counting Stories).

Again the findings correspond to what commron sense would supgest. It
{s the story content itself which becomes richer in its potential to stimu-
late interaction.  Tiaet the two categories of initiation most closely tied
te the story script ave ch ones which vield sipnificant differences.  Now-

- eoer, this gain 2n one cpr;ulu.nupac* o7 dnitiation does not occur at the

cxpense of the other cateporien which are more wmodal fn the nonfamiliar-

Q aLory ol binge., 1 1
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Clindoal Ohveervat fone ! Cone L bone,

The procedoye of e rting o atory aad revead o Ttoat chcecennlve dtory
Clmes untll o chi bl In theg oneliby o il bar wizh ot han wreat potent fal In
two areas:

1, Rea np vend fues, An o ehihd becomes tamd 1iar with a boole he
bey lng to poemor e varlous seript paraiapo. A cepuitive and parient adult
reader can provide ever caponding opportuntt fes tor the ohithd ‘t'o fdent ity
and learn Lo recopnlze words. A tew of the ehlldren in ow sample who neve &
exhibited any veading kit with nonfamiliar dorices learned to read atong
with tholr reader or even by themscelven after a fow readings.  This factor
{s, ol course, clouely tied Lo the reader's willinpness to provide response
opportunitics for the child during the story. (There i o vast range of
differences in our saaple of vreaders with repard to acceptance and encour=
agement of child responses during story timé). This finding gives direct
evidence and support for the speculations of Durkir (1966). She notes in
her hook, 9&ihh?ﬂ\jﬂHLJEEELliﬂifﬂ rhat carly interest in words by preschool
children is stimulated by listening to stories and particularly stories which
arc read and.rcrcnd (pape 137).

Our data snggest that vepeated reading might even be beneficial to read-
ing readiness where minimal encouragement and yesponse opportunity is proyidcd
by the reader. In many ¢ases our sample children have been heard mimbling
along quietly with familinr stories as the reader rcads, even though no morec
open response opportunity is provided. We have also obscrved some of this
wind of activity with chitdren vicwlng Scsame Street which containrs a good
deal of repetition ~oupled also wi th an absence of respoase opportunitics.

“~
To pive an indication ol the cxtent of this .«:(-.ript-x'm'il‘:nthm verbal

activity on the port ol chiildren a matched-set of two-minute, familiar

12
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(session six) and nonfnmiliar (svssion one) Ltory sensions Cross cutting our
data sample were selccted. Fifty-three percent of the familiar—-story seg-
ments contajued mémorized script verbalizations as compared to only 12 per-
cent of the unfamiliar-story sessions.

2. Decvelopment of interaction and linguistic skills. The present

findings suggest that in addition to reading readiness, the repeated story

procedure can be very useful in helping a child acquire linguistic and cog-

-nitive skills. Its usefulness stems from two characteristics. First it is

a powerf{ul stimulus setting‘for generating dialogue. 1t gives the roeader
and child a common foundation of shared information and perspective upon
which communication can develop. The readgr and child who may come from
vastly different worlds begin to find themselves yitﬁ a shared experience
with controllable content and complexity. Secondly, the repeated story
provides stability and continuity over time so that the dialogue that is
generated can grow and branch out as repeated readings occur. If a reader
asks a child a question one day, and he doesn't answer correctly, then the
reader can correct him and remember to ask the question again the next day.
1f the child answers correctly on the other hand, the reader can expand the
Question a little the next day thereby pushing the child's understanding to
a new level. Similarly the child can return‘again and again to something
he is curious about until he is finally satisfied.

Our data show numerous examples of this kind of thing. For example in
one case a mother is reading a lonyg (1000 words) narrative story to her five-
year-old boy. On the sixth readigg of that story the child interrupts to ask
about a picture:

. “~ .
‘Cchild: "What's that?'"

e b — v [ . ———— - e eer -

Mother: '"Those are c¢louds."

PR - o S
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In session cight at the same point in the story the child returns to
the matiter by asking:

Child: "Ar these clouds?”
Mother: "Yes, those are clouds."

As a second cxample, a wore detailed exchange between this mother znd
child also begins in session six. The child interrupts the mqthcr who is
reading script:

Child: "What are them?"
Mother: ‘''Those arc trees."
Child: (echoing) 'Trces."
Mother: (resumes reading)

Then in session eight the child returns to the matter again interrupting

mothef as she reads:

Child: "What are them?"
Mother: 'Those are trees, those are deéd trees."
Child: (echoing® ''Dead trees." |

Finally on session nine the child once mofe interrupts:
Child: '"What are them?" |
Mother: "Those arc trees."
Child: "Dead?”"
Mother: 'Yes, that's a dead tree."
Child: "Who killed em?"
Mother: ''Well, they just died. They got old and died."

- Ghixd: "Oh."

A similar phenomenon at a less complex level was discovered in some
“~

ecarlier data from a proup of young mentally retarded children who were read

to by one of my staflf members. (Baron and Ackerman, in press). In ten

. 14
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two-minute story ungménts for cach of six children (i.c. 69 story segments),
we found a total ol 56 instances in which a word was used "imitatively"
by a child in one session and "volitionally" (i.e. without the reader saying
it first as an "imitation") in a later session. Fuithermore, in 17 of thesec
56 instaﬁccs the children were Jater observed to combine the tarpet word in
a volitional phrasc or sentence. Thus the children were going through apparent
learning scquences in which words were first imifated, then us;d spontancously
without prompring and-f l..idy .0 7 s.with other known words to make a mean-
ingful phrase. By comparison, a matched set of unfamiliar-story sessions with
these same children revealed only five similar sequences, none of which ex-
tended to the phrase level.

These findings lend support to those of earlier writers. For example,
Lillywhite and Bradley (1969), writing about the communication disorders of
the retarded, noted the plienomenon of "... the retarded.child who learns and
repeats long TV commercials...”" (p. 164). They suggest, "The repeated view-

ing of short segments of linguistic interchange of a meaningful nature, fol-

lowed by opportunitics to use such language appropriately would be an efficient

means of developing language concepts.”" (p. 165 - Italics added). Also, as
reported carlier, Trwin (1960) found that repeated reading of stories led to
increasaes in phoneme production, and “odor (1966, 1967) found thaf similar

daily reading resulted in increased vocabulary growth.

5.

ERIC . | e

Aruitoxt provided by Eic:



14

SUMMARY

The purposc of this resesirch was to examine the adult-child interaction
processes occurring during the time that an adult recader presents a story to a
preschool-age child. The central focus was to examine the richness and com-—
plexity of dialogue as a function of how familier the child and reader had be-
come with a particular story through repeated reading. The findings may be
summarized as follows:

1. There 1s a wide range of variation in the dialogue between readers
and children while stories are being read. One mother or teacher is very
different from another. Any conclusion or recommendations regarding story
+ime must talke this into account.

2. Children say more when thes are familiar with the story than when it

is new to them.

a. they frequently memorize and rec.t> 2cript passages
of famililar stories.

b. They emit more statements when the story is familiar
and ask at least as many questions.

3. Readeré emit about the same number of statements and questions with
familiar aﬁd unfamiliar stories.

4. There is day-to-day continuity and "growth'" in the child-reader inter-
action as stories are repeated. This "growth" occurs in terms of both concept
jdentification and language skill. " This finding provides documentation and
support for the speculations of opher resecarchers in the field regarding the

importance of repetition in the language learning process.

.t e - e
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Table 1

List of Story Books®

Title

Count the Puppics

A Day in tho

The Hiding Place

Juggle with me

Lazy Fox and Red Hen
Manuel's Cat

My Big Golden Counting RBook

—_—

Iife of a Clown

The Poky Lirtle Puppy

Scuffy the Tugboat

A Tale of Tails

~ Ten Little Animals

Ihg_pbnderful School

Author
Carelyn Dec
William Archibald
Pauline Meek
Ilée—Margret Vogel
Jane Dwyer
Dorothy Fein
Lilian Moore
Janette S. Lowrey
Gertrude Crampton
Elizabeth H. MacPherson

Carl Memling

May Justus

‘CGolden

16

Publisher
Rand McMNally
Stein and Day
Western

Golden Press

Western

wesgern

Press
Golden Press
Golden Press
Golden Press
Golden Press

Golden Press

Type
Counting
Narrative
Narra:tive
Counting
Narrative
Narrative
Counting
Narrative
Narrative
Narrative
Counting .

Narrative

%A few books were selected from the preschool collection and are not listed

here

since author and publisher are not known.
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