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Title: Meaning-making in an intergenerational project: a dialogic narrative analysis of young children’s interactions with older adults. 

Abstract 
This paper reports on findings from a case study of an intergenerational project between a nursery school and a residential care home for people with dementia in the South-East of England. It examines how multi-modalities support meaning-making between 3-year-old children and older adults. The study is qualitative, interpretative, and explorative. Data was collected using naturalistic observations of children and older adults during intergenerational sessions at the care home and qualitative interviews with nursery school practitioners. The analysis draws on a dialogic narrative approach informed by the work of Mikhal Bakhtin.  Our research demonstrates how multi-modalities support young children’s engagement and meaning-making with older adults.   The findings explore how the context of the intergenerational sessions was influential in shaping the interactions between the children and older adults.   The study contributes to existing research as well as offering new understandings about the interactions between children and older adults within a co-located intergenerational project.  Our research would suggest a benefit in the re-establishment of intergenerational practice in a post pandemic context when such encounters pose less physical health risks.  

Introduction 
Intergenerational practice [IG practice] aims to create positive relationships between different generations by bringing together children and older adults to participate in shared experiences (Drury et al. 2017). In recent years IG practice has received more attention in the UK, due to a decrease in the amount of time children spend with older family members (Burke 2020); the rising number of older people experiencing loneliness and social isolation (Age UK 2018); and an increase in negative attitudes towards older people (Centre for Aging Better 2020).  Research studies have found positive benefits for both older adults and children who have engaged with IG practice, such as, a reduction in negative attitudes towards aging and an increased awareness of age-related conditions such as dementia; the creation of friendships and enjoyment; an increased ability to reflect on experiences; enhanced communication and social skills; and increased self-esteem (Springate et al. 2008; Cortellesi and Kernan 2016; Di Bona et al. 2017; Caspar et al. 2019; Fermia et al. 2008; Drury et al. 2017; and Fair and Delaplane 2015). However, little research has focused on the interactions between pre-school children and older adults in co-located IG programmes.   This paper contributes to new knowledge about how multi-modalities support children’s interactions with older adults within the context of an IG programme. Findings from a small-scale qualitative explorative case study about an IG project between a nursery school and residential care home are discussed. A narrative dialogic approach is used to investigate the meaning-making that occurred between the children and older adults with dementia who took part in the project. 

Literature Review
Multi-modal literacy
Within this study multi-modal literacy is understood as ‘the study of language that combines two or more modes of meaning’ (Mills and Unsworth 2017, 3). The concept is derived from social semiotics, an approach which seeks to understand how people communicate in different social contexts (Halliday 1978; Hodge and Kress 1988). From this perspective modes are understood as ‘the socially and culturally shaped resources or semiotic structure for making meaning’ (Mills and Unsworth 2017, 5). Modes include speech, gestures, movement, images, written language, mark making, objects and singing.  ‘Sign’ is the term Bezemer and Kress (2008, 170) gives to ‘a combination of meaning and form’, for example, a child’s idea of a ‘house’ and pencil marks on a page together create a representation of a house. Modes have ‘different affordances – potentials and constraints for making meaning’ (Bezemer and Kress 2008, 171). Therefore, the meaning maker (or sign maker), can draw on the modes which best suit their own interests, what needs to be communicated and the type of audience. Central to Halliday’s (1978) concept of multimodal literacy is how the meaning of modes are shaped by the social and cultural context. Recognising the social and cultural context of children’s modes enables their diverse experiences to be considered and creates a more holistic view of the child (Yelland et al. 2008).

The importance of multi-modal literacy, and its potential for making meaning, is particularly relevant to children’s development in early childhood (Mills and Unsworth 2017). Worthington and van Oers (2017, 6) state that children’s language making as ‘essentially a multimodal process’. Young children in the early years use a variety of modes for communication, for example, talking, mark making, gestures, facial expressions (Yelland et al. 2008). Findings from research projects which have employed a multi-modal approach with children in their early years have found positive effects in terms of creating an effective learning environment and supporting children’s literacy and language learning (Yelland et al. 2008; Khanum and Theodotou 2019). 

Dialogism and meaning-making. 
Bakhtin’s (1984) concept of dialogism is particularly relevant to understanding how meaning-making occurs. In line with a multi-modal approach, Bakhtin’s (1984) understanding of dialogism is broad and complex, including not just the spoken word, but any form of sense making interaction or communication with self or others. Three elements are essential to the dialogic process: ‘a speaker; a listener/respondent; and a connection between the two’ (Cohen 2009, 332). The space between the speaker and the listener is where meaning-making is happens (Rosen 2015). Within this process the listener is an active participant, they take the words of the speaker and in the process of interpreting these, merge them with their own words and understanding of the world (Cohen 2009). Volsoninov (1986, 103) describes this interaction as ‘an electric spark that occurs when two different terminals are hooked together’. Therefore, signs only gain meaning when there is an ‘interaction between a speaker, a listener/respondent, and a relation between the two’ (Cohen 2009, 333). Attention to context is essential when making sense of the interactions between the speaker and the respondent and includes: the setting; identities of the speakers; and shared understandings between the speaker and listener (Kurban and Tobin 2009; Riessman 2008). Within the context of intergenerational practice, the space where the project occurs, the choice of modes, and the identities of those involved, all contribute to how meaning-making is constructed between younger children and older adults. 

Bakhtin’s (1981, 60) concept of heteroglossia, the ‘multiple voices of a given culture, people and epoch’, demonstrates how children and older adults speak in many ways and that their interactions with others are open to multiple interpretations.  In contrast, a monoglossic understanding is the idea that there is only one way to speak and understand interactions. Cohen (2009, 336) explains how a monoglossic understanding creates authoritative discourses, the dominant ideas which are accepted within society without question, which attempt to subsume multiple ways of understanding. Conversely, heteroglossia seeks to destabilise authoritative discourses by bringing new and multiple interpretations (Rosen  2015). Reflecting on Bakhtin’s (1984) understanding of ‘truth’, Shirkhani et al. (2015, 512) states that ‘truth cannot be limited to a single consciousness’, the truth can only be heard when different voices are listened to simultaneously (together with the listener’s voice). Applying a heteroglossic understanding of meaning-making between young children and older adults, challenges monoglossic understandings, such as negative stereotypes associated with old age, and creates the possibility for new and more positive understandings. 

Multi-modal literacies and intergenerational practice
Few researchers have addressed how meaning-making occurs between young children and older adults within IG practice. Consequently, the voices of children and older adults are often unheard and/or ignored (Shirkhani et al. 2015). Within the small body of research which has focused on the interactions between young children and older adults, the works of Heydon (et al. 2018; 2007) and Boivin (2021) are of relevance. They both investigate how IG practice in co-located settings (the residential care home of the older adults or ECEC setting of the children) supports young children’s multi-modal literacy learning opportunities. Heydon’s (et al. 2018; 2007) research focuses on an intergenerational art-making project and Boivin’s (2021) research focuses on intergenerational story telling.  Their findings about the affordances of storytelling and singing are discussed in more detail below. 

Stories of the past are important for passing on cultural values, knowledge and practices to younger generations which might otherwise be lost (Boivin 2021). Both Heydon (2007) and Boivin (2021) found that storytelling within IG programmes is an effective way to enhance language and literacy practices for young children, for example, questions designed to prompt storytelling and the use of picture books afforded rich opportunities to learn about how life was lived in the past as well as building connections between the different age groups.  The children were most engaged when storytelling was multi-modal, such as, having opportunities to dress up, handle objects, play games and make things (Boivin 2021, 21). Such practice enabled the children to not merely learn about the differences between the past and present but be co-participants becoming ‘part of the story’ which in turn supported the creation of ‘emotional connections, community identity and community memories’ with the older adults (Boivin 2021, 21). 

Heydon et al.’s study (2018) explored how singing facilitates meaning-making and relationship building for young children and older adults within an intergenerational project. They found that singing brought together the different generations, enabling younger children and older adults to share and gain new knowledge and practices, make emotional connections, and provide continuity between the past, present, and future. Thus, singing within an IG project created a wide range of affordances for children in terms of their emotional and semiotic development.  

Although the research studies of Boivin (2021) and Heydon (et al. 2018; 2007) were explorative and small scale, they demonstrate the affordances of multi-modal literacies for young children within an IG context. Modes, such as singing and storytelling, were an effective way to support children’s meaning-making and relationship building with older adults. These studies suggest that IG practice has the potential to create a high-quality dynamic learning environment providing young children with multi-modal literacy opportunities and a context in which to create meaningful relationships with older people in the local community. 

Research Aim and research questions
The aim of the current research study is to investigate the meaning-making between young children and older adults within a co-located IG project. The associated research questions are as follows: 
· How do multi-modal literacies shape children’s interactions with older adults? 
· How does the context shape meaning-making between children and older adults?

Methodological framework
Bakhtin (1984) argues that dialogism is more than a simple encounter between the speaker and addressee, it must also involve ‘answerability’, the act of listening and responding to the speaker. De Vocht (2015, 317), in her research with children, describes this as ‘listening with all the senses beyond what is spoken’. This approach is particularly appropriate for the current study where careful attention to how multi-modalities are used to support meaning-making between children and older adults is required.   

Context of the study
The intergenerational project involved a nursery school (for children aged 3 to 4 years old) and a nearby residential care home for older adults with dementia and had been established for two years. Each week the same group of 3-year-old children from the nursery school visited the older adults at the care home. The older adults were invited to take part in a 30-minute session supported by the early years practitioners from the nursery school and two activity leaders from the care home. The sessions were led by one of the practitioners from the nursery school and typically included a ‘hello song’ where everyone was welcomed to the session, followed by action songs and nursery rhymes. After the session the children were usually offered a drink and biscuit before returning to the nursery school. 

An ethic of transparency
To ensure that qualitative research is credible and reliable it is recommended that researchers acknowledge how their ‘expectations and assumptions might influence the research process’, (Levitt et al. 2018, 29). To address this, we have made transparent our standpoint and positionality to the research. We (names of authors) are both senior lecturers at the same university teaching on Early Childhood, Social Work and Social Care undergraduate programmes. We both have many years experience working with young children and families. Before becoming a senior lecturer author 1 worked as a qualified primary school teacher and later as an educational psychologist. Prior to her involvement in the project her only experience of older adults living in residential care was her personal experience of visiting a family member with dementia in a care home.  She recalls feeling ‘sad about the lack of engagement that the older adults experienced within the home’. Author 2 is a qualified social worker.  Since working within the Higher Education sector, she has supported and visited students on placements at residential care homes. The varying quality of planned activities for older people within care homes has motivated her to explore how rich experiences, that benefit the wellbeing residents and others can be developed. 

Morrow (2005, 252) suggests that credibility (how we ensure that the research process is rigorous and that this is communicated to others) can be achieved through ‘researcher reflexivity’ and ‘the use of peer researchers’. Throughout the research we attempted to keep an ‘open mind’ to the outcomes of our investigation and were mindful of having expectations based on pre-conceived ideas about the capabilities of older adults and young children. Working co-productively on each stage of the research enabled us to share, reflect on and challenge each other on our different interpretations of the data.  Drawing on the work of Kurban and Tobin (2009) our intention was not to present a ‘correct’ interpretation of the children’s encounters with the older adults but to present interpretations based on our knowledge of the children and the older adults within the context of the project.

Data Collection
Methods included qualitative naturalistic observations of the IG sessions at the care home and semi-structured interviews with the three nursery school practitioners. Observations were completed between November 2019 and February 2020, and the interviews were conducted during April and May 2020.   Eight observations of the intergenerational sessions (one a month) starting in November 2019 were planned. Due to the first COVID-19 lockdown in March 2020, and closing of the care home to visitors, it was only possible to complete four of the observations. Observations were naturalistic, in that they were undertaken during the intergenerational sessions (Mukherji and Albon 2015). We were aware that our presence as researchers may influence the behaviour of our participants during the sessions.  To minimise this, we presented ourselves as ‘observers as participants’, joining in with the intergenerational activities when invited and taking minimal written notes during the sessions (Johnson and Christensen 2012).   Supplementary notes were made after each observed session, which we refer to as observational field notes. After each observation we also met together to discuss our initial thoughts, these are referred to as reflective discussions and were digitally recorded.   The interviews with the three nursery school practitioners were qualitative and semi-structured. Typical of this type of interview, we had a set list of questions with the opportunity to ask further questions as appropriate (Braun and Clarke 2013). The interviews were conducted online and ranged between 34 to 58 minutes. These were digitally recorded.  Further interviews were scheduled with the two care home activity leaders, however due to the challenges faced by care homes during the pandemic it was not possible to complete these. 



Participants
Six children from the nursery school, eight older adults from the residential home, three nursery school practitioners and two care home activity leaders took part in the research. All identified as White British. The children were aged 3-years-old, three were female and three were male. All attended the nursery school for at least 30 hours a week. The older adults were aged between 65 and 95+ years and had been living at the care home between one month and two years. Four were female and four were male. All the nursery school practitioners and care home activity leaders had been working at their respective settings between 2 years and 17 years. Four held a relevant level 3 qualification, and one held a level 7 qualification. 

The research study was initiated by the Nursery School who were interested in evaluating the IG project. Permission was given by the managers of the nursery school and the care home prior to the research taking place. Written consent was gained from all participants. Written consent for the children was given by the parents and verbal consent was given by the children. Consideration was also given to children’s assent during the observations. Written consent for the older adults was either given by the participant themselves, or by a person with power of attorney. We were mindful of ethical considerations related to conducting research with vulnerable groups, such as young children and older adults with dementia. As recommended by BERA (2018) we had meetings with the managers of both settings, before and during the data collection, to discuss possible risks to participants and how to minimise these. Ethical approval for the project was gained from the ethics committee at the participating university before the research started.  To protect the identities of those who took part, pseudonyms have been used and the names of the settings have been anonymised. 


Analysis
The analytical process applied the principles of a narrative dialogic analysis, an approach which focuses on how the interactions of participants are produced and performed (Riessman 2008). Each interview was fully transcribed and observation notes, observational field notes and reflective discussions were written up in full.  In the initial analysis we independently read each piece of data several times, noting where interactive engagements between participants occurred, and the parts which intrigued or surprised us. In the next stage of the analysis, we met together several times to work co-productively on how data was dialogically produced and performed. Applying Bakhtin’s (1981) concept of dialogism and drawing on a multi-modal literacy approach we investigated how meaning-making was created between the children and older adults.    

Findings
Our findings demonstrate how multi-modalities and the context shaped the meaning-making between the children and older adults during the IG sessions.  The first section investigates how different modes including images, objects, singing and signing created shared understandings.  The second section explores how the physical space and the structure of the sessions constrained or enhanced meaning-making. The analysis draws on the interviews with Judy, Penny and Natalie (nursery school practitioners), observations of the children and older adults, our observational field notes, and reflective discussions. 

Multi-modalities and meaning-making
Images
Images helped the children connect with the past lives of the older adults. During our first observation each older adult wore a name badge with a picture which was symbolic of their role or profession in their past lives, for example, fire fighter, farmer, navy officer, tractor [land girl] and cabin crew. On one level the badges supported the recall of names for children and older adults at the beginning of the session. At a deeper level the badges provided the children with opportunities to connect with the older adults through the sharing of identities and knowledge about their past and present lives. During our interview with Natalie (nursery school practitioner) she commented on the engagement the children demonstrated when the older adults talked about their badges: 
Then they started telling us what they were you know.. Diana used to work on the farm em  was a land girl.. […] I think just the way the children responded to that was absolutely lovely they had so much respect and just listened […] they really were quite fascinated I think.
Later in her interview Natalie recounts how the children were particularly interested in Peter’s badge. Peter wore a badge with a picture of ship, representing the time he had spent in the Navy. She comments: 
One of the children said, ‘On your boat did you see sharks?’ Because obviously they were really interested in sharks and he said, ‘Yes, we saw lots’ and then we said, ‘Oh we could all sing baby shark’ […]
We all started singing baby shark and they all got up and joined in .. it was amazing. 
 ‘Baby shark’ had topped Youtube’s most played chart in November 2020 (Savage 2020). Although a contemporary song, it was known to both the children and older adults, enabling the generations to connect and share in one of the most popular songs at that time. 

Objects
Personal objects were also important in creating mean-making between the children and the older adults. During our first observation we noticed that Edie, one of the children, was holding a little toy dog which she used to take part in the ‘hello song’ at the beginning of the session. [Author 1] recalls in her observational field notes: 
Natalie commented afterwards to me that even though Edie didn’t say her name in the hello song she waved the paw of her puppy – she said this was significant as it was the first time that Edie had done that. 
 [Author 2] recalls in her observational field notes how the dog appears to provide comfort for Edie during the session: 
Edie is sat with Judy (nursery school practitioner) looking a bit tentative [and] hugging her dog. 
We reflected on how the dog appears to act as a transitional object for Edie, something which comforts a child in a new or unfamiliar circumstance (Winnicott 1953). Thus providing a way for Edie, who is not yet feeling confident enough to speak during the IG sessions, to connect and interact with others. 

The older adults also used personal objects for meaning-making. At the beginning of our fourth observation Rose, one of the older adults, unexpectantly introduces a knitting bag and starts to tell the children about her knitting.  At one point Natalie (nursery school practitioner) notices that Rose has something knitted around her neck: 
Rose:  I knitted it – it has my mobile phone. Sometimes I forget where I put things […] my daughter is called the same as our Queen 
 
Child 1: Are you the mum?  
 
Rose:  Who is the Queen? …Is she called Queen Mary?  Is she called Queen Elizabeth? Yes ….My daughter is the same as the Queen .. I can ring her on my phone […] 
[Rose mimes talking on the phone]  
 
Rose: I say, ‘Hello Liza, how are you?’ and she says, ‘It’s snowing’, and I say ‘It’s sunny here’…and that’s just the way God made the big world  
 
[Rose makes a sweeping circular movement with her hands to indicate the world].  
Rose: Now you don’t get much snow… 
 
Child 3: I get lots of them  
 
Child 1:  From the sky 
 
Child 3:  Father Christmas 
 
Child 2:  I do [raising her hand] .. I do at my house outside 
  
[Observation 4].  

In our reflective discussion we noted how Rose’s knitting bag helps to create a positive connection with the children. During this time the children are engaged, responsive and curious.  The knitting bag provides an opportunity for Rose to engage in dramatic story-telling (using gestures and signs) about her daughter’s life in Canada. In a similar way to the badges, the knitting bag affords an opportunity for the children to learn about Rose’s past life, the cultural practice of knitting, as well as extending their knowledge of lives in other parts of the world. 

Singing
Singing was the main activity undertaken during the IG sessions and served as a multi-modal literacy practice.  A picture board with picture cards were used to help the children and the older adults choose the songs. Each picture represented a well-known nursery rhyme or action song. Makaton, a language programme using signs with speech, was used to support the children and adults with learning the words of the songs (The Makaton Charity 2021).  In our reflective discussion we noted how singing was a time when both the older adults and the children were more engaged: 
[Author 2]: I thought even with people who were perhaps em were more impacted by dementia there was still the engagement with the actual singing was still there […] I really noticed the eye contact when the singing was happening. 
The singing activity was accessible for everyone and was an engaging activity for both older adults and children. The choosing of the songs was a time when the children were able to interact directly with the older adults. In the following observation, Simon, one of the children, approaches Charlie, an older adult, to help him choose a song from the picture board:  
	Simon immediately goes over to Charlie. 
	Simon: I want you to choose that one [pointing at the clock]
	Charlie: [pointing to a different card] There’s a spider on that one. 
	Simon: ‘That one’ [pointing again at the clock]
	Charlie: That’s a grandfather clock
The pictures support Simon and Charlie with choosing the next song as well as providing an opportunity for Charlie to scaffold the interaction for Simon by naming the pictures. 

Equal to the affordances that the singing activities provided for meaning-making and engagement, were the opportunities that the singing provided for the children to demonstrate their capabilities. During our first observation, Natalie, who was leading the session, unexpectantly had to leave the room to answer a phone call. Judy, a nursery school practitioner, took over leading the session and suggested that the children recite Choppity Chop, a rhyme they had been learning at nursery school. Part way through the song Judy forgets the words:  
	When Judy forgets the words, Simon (child) helps her with the words. 
Judy helps Peter (older adult) by supporting him hand over hand with the chopping action
	Alfie (child) supports Charlie (male resident) in the same way 
(Observation 1)
Judy’s ‘forgetting of the words’ provides an opportunity for the children to demonstrate their capabilities.  Simon takes the lead by supporting the adults with the words of the song, whilst Alfie mirrors Judy’s actions and supports one of the older adults with the actions of the rhyme. 

Physical space and structure 
Different rooms
Different rooms were used for the IG sessions which included: a small activity room; a large communal atrium; and an open lounge area. We observed how the physical space contributed to the observed enjoyment, levels of interaction, and physical movement of the children and older adults. The first session we observed took place in the activity room. The older adults were sat in a circle whilst the children sat on the laps of the nursery practitioners as there were not enough chairs available. In her reflective notes, the second author describes the room as ‘small, hot and enclosed’.  In her interview Natalie (nursery school practitioner) recalls: 
That room was a negative I felt ..it didn’t lend itself to ..just what we were trying to achieve it just felt a bit kind of claustrophobic didn’t it?  
After the session we reflected on how the limited size of the room and number of people made it difficult for the children and older adults to move around the room. As a result the activities were more static, structured and adult led, with few opportunities for spontaneous moments of meaning-making between the children and the older adults.

In contrast, the sessions which took place in larger more open spaces provided opportunities for increased interaction. On our third visit the IG session was held in a large communal atrium. In her observational field notes [Author 1] comments on how this space facilitated meaning-making opportunities for the children and older adults: 
….. the new room again alters the interactions and dynamics of the session – this time allowing more movement and more joining in for the older adults.  
During the session Natalie introduces a large piece of fabric.  All the children, nursery school practitioners, and one of the older adults join Natalie to form a circle, holding onto the edges of the cloth.  Natalie facilitates a game where some of the children and older adults are chosen to go underneath the fabric whilst those in the circle wave it up and down. The following extract from our observations illustrates how the game supported the interactions between the children and the older adults: 
Natalie:  ‘When I say your name you can go under the cloth…..Alfie and Rose’ 
Alfie and Rose go under the cloth 
Rose is smiling and appears to be enjoying this part of the activity.  
Natalie: ‘Who is next?.....Lesley and Simon?
Simon goes under. Lesley is in a wheelchair and is pushed in and under the cloth by Judy.  
Everyone cheers them and Lesley laughs.  
Although the activity is adult directed, the larger space affords an opportunity for the children, older adults, nursery practitioners and activity leaders to participate in the game together. During her interview Penny, a nursery school practitioner, reflects: 
Then we were doing it up so they could go underneath and obviously we normally do that with the children over.. under that kind of language to build those skills and I do remember it was lovely because the old folk […] she was in a wheel chair and I think we lifted it up and she went under […] with a child and they were holding hands and I just thought, for me, that was a really lovely moment
On one level the activity provided opportunities to support the children’s learning of positional language [under and over], but perhaps of more significance was the enjoyment and connections experienced by the older adults, children, and practitioners. 
 
‘In the moment’
‘In the moment’ was a phrase used by all the nursery school practitioners during their interviews to describe the temporal nature of the connections made between the children and the older adults. Moments of meaning-making often occurred when staff stepped back from the sessions and did not mediate the interaction between the children and the older adults, as reflected by Natalie in her interview: 
Those moments are when the children relax and then those conversations happen.

‘Peripheral moments’ 
In the larger more open spaces we increasingly observed ‘peripheral moments’, so called as these were interactions between the children and older adults which occurred outside of the structured activities and only partially under the gaze of the practitioners. Alfie, one of the children, had built up a good relationship with Charlie, an older adult. Alfie increasingly sort out Charlie during the sessions. Over the course of our observations a ‘High 5’ game (where they slapped each other’s palms) emerged between them. This served as a way for Alfie to connect and reconnect with Charlie during the IG sessions. Both Charlie and Alfie enjoyed this activity (accompanied by smiling and laughter), however, there were also times when enjoyment shifted to frustration for Alfie. 
Charlie says to Alfie ‘What’s your name?’ 
Alfie says in a weary voice ‘You know my name’ 
Charlie says ‘Come on what’s your name?’ 
Alfie says ‘Alfie’ [elongating the ‘Alf’] 
They high five again and this time Alfie hits Charlie’s hand quite hard. 
Natalie says ‘Do it nice and gently’
Alfie high fives Charlie again but this time more gently (Observation 3). 
In this observation, the possible impact of Charlie’s dementia on the interaction is evident as the game progresses, and the ‘in the moment’ enjoyment is suspended for Charlie and Alfie. 
 
‘Spontaneous moments’, where interactions increased and connections between the children and older adults occurred, were observed more frequently in the open spaces outside of adult direction. We reflected on how the open access of the large atrium afforded a spontaneous opportunity for Rose, one of the older adults, to interact with the children: 
Rose suddenly interrupts the proceeding by walking into the circle of children and older adults with her arms open saying [in a loud dramatic voice] ‘Hello! Auntie Rose is here!’ She approaches Simon and Alfie and gives them a high five [which they reciprocate] (Observation 3). 
The interaction initiated by Rose at the beginning of the session is reciprocated by the children later in the session when they are asked to partner an older adult to sing ‘Row your boat’.  Usually Alfie and Simon chose Charlie, an older adult, but on this occasion, they seek out Rose: 
Simon chooses Rose. Alfie joins Simon and Rose and the three of them hold hands and sing row row your boat.  Rose is very animated joining in enthusiastically and making good eye contact with the boys – all three screaming loudly when they get to the part of the song ‘And don’t forget to scream!’ (Observation 3). 
We reflected afterwards on how all three enjoyed the shared and emotional connection afforded by the action song and larger space. 

Discussion
A wide range of modalities were used by the children and older adults during the IG sessions.  As Khanum and Theodotou (2019) suggest, these were important in supporting communication and connection. Name badges and objects provided a way for older adults to share their former lives and identities, tell stories, share cultural practices, and extend children’s knowledge of other places. Personal objects, such as Edie’s dog, were a way for children to engage in IG sessions and communicate in ways which best suited them. In line with the findings of Heydon et al. (2018), songs were a way of bringing together the generations (e.g. singing ‘baby shark’) as well as engaging both children and older friends with the IG sessions. Overall, the different modalities supported a heteroglossic understanding of children’s voice and recognition of the different ways that children may speak (Bakhtin 1981).  

Cognisant of Halliday’s (1978) concept of multi-modal literacy was how the meanings of modes were shaped by the context. Integral to positive dialogic encounters is both the physical context and the identity of the speakers and their shared understandings and experiences (Kurban and Tobin 2009). The analysis revealed how the physical space, involvement of the practitioners and structure of the session shaped the use of modes and opportunities for meaning-making between the children and the older adults. Larger spaces with sufficient space for children and adults to move around, together with less structured and practitioner led activities afforded more opportunity for dynamic and interactive dialogic encounters between the children and older adults. These encounters, which we refer to as ‘moments’, are cognisant of Volsoninov’s (1986, 103) ‘electric spark’ that ignites between the speaker and respondent when meaning-making occurs. These moments were typically: peripheral, outside of organised activities and the overt gaze of the practitioners;  spontaneous, initiated by the children and/or older adults; and unexpected, disrupting the usual routine of the sessions. Within these spaces the children (and the older adults) demonstrated positive dispositions and capabilities.

Our findings contribute to existing research and offer new understandings about the affordances of IG practice for young children. Firstly, in line with the findings of Heydon (et al. 2018; 2007) and Boivin (2021) our research demonstrates how a multi-modal approach supports children’s engagement and  mean-making with older adults within a co-located intergenerational context. Secondly, new understandings about the importance of context, such as, the physical space, the role of the practitioners and the content of the IG sessions, and how this might either constrain or create opportunities for meaning-making are highlighted. Thirdly, our findings help to challenge a monoglossic understanding about the capabilities of older adults, such as, negative stereotypes about aging (Centre for Aging Better 2020). In contrast to a negative discourse, we found that older adults with dementia were able to engage in positive meaning-making with young children. Lastly, drawing on a dialogic and multi-modal approach enabled us to really ‘listen’ to the children’s and older adults’ different ways of speaking suggesting that this is an appropriate methodology for research in this area. 

We acknowledge the limitations of our study. The research was small scale, time limited and the data collection was constrained by the impact of the COVID-19 pandemic. Therefore,  caution should be taken when generalising the findings more widely. However, as Worthington and van Oers (2015) point out, a case study using a naturalistic and qualitative interpretative approach is an authentic way of providing a ‘glimpse’ into children’s practices and can ‘speak directly’ to theory and practice. In light of our findings we recommend that training and development of IG practice should recognise the positive capabilities of children and older adults and the importance of the ‘physical context’ and how this might constrain or facilitate meaning-making opportunities. 

Conclusion
Perhaps the greatest challenge for IG practice is the impact created by the Covid-19 pandemic. Part way through our research the care home was closed to visitors and the IG project was suspended during the first national UK lock down in March 2020. During this time only 7% of children in the UK were able to attend ECEC settings as most of these were closed and many parents reported a negative impact on children’s emotional development and well-being (Pascal et al. 2020).  To re-establish IG practice, new ways to safely bring children and older adults together is needed. The introduction of digital modes, such as online video platforms and the utilisation  of co-located outdoor spaces, such as,  intergenerational gardens could provide safe ways for young children and older adults to meet as well as providing a way to future proof against further segregation between the young and old in the UK.  
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