Katharine Throssell 
  
In the Mouths of Babes: a Discussion of the Use of Semi-Directive Projective Interviews with Children

Keywords: Socialisation, enfants, nation, éthique, fiabilité, entretiens Socialization, children, nation, ethics, reliability, interviews

Cet article explore l'élaboration d'une approche méthodologique pour interviewer des enfants, constituée d'entretiens semi-directifs et projectifs, utilisée dans la recherche doctorale intitulée Child and Nation (2012). Il évoque certains des obstacles éthique, épistémologique et pratique que l'on rencontre quand on interviewe des enfants d'âge moyen, et il présente les solutions adoptées pour les surmonter.

"Why does national belonging seem so important for so many and yet so difficult to define or to articulate?" This was the driving question behind Michael Billig's 1995 book, Banal Nationalism [START_REF] Billig | Banal Nationalism[END_REF], upon which my PhD thesis 1 was based. Billig's approach sees nationalism as being perpetuated through the unconscious reminders of the self-evidence of nations present in the myriad little things that surround us every day. He particularly focuses on flags, both literal (on everything from umbrellas to underpants) and metaphorical (injunctions to "buy British sausages", or references to "France Culture" radio stations,). For Billig, it is in these everyday reminders of the normalcy and naturalness of the division of the world into nations and national groups that the ideology of nationalism perpetuates itself. This is how nationalism is kept alive once the political existence of the nation is no longer at stake, once it can be taken for granted. The fundamental hypothesis of my own research was that the banality so fundamental to this vision of nationalism is rooted in the forms of self-evidence acquired in childhood. The division of the world into national units, and peoples into national belongings appears natural and necessary to so many because it is learned in the same way as many of the other elements of social reality, through primary socialisation. As such, it shares many of the characteristics of that kind of socialisationimmutability, self-evidence, and intangibility. It is difficult to articulate but unshakable in its apparent reality. Attempting to analyse this kind of socialisation, seen as a key aspect of the social construction of reality, is intrinsically difficult, being somewhat like trying to push a bus in which one is riding (Berger and Luckmann, 1966: 25). So as to at least be able to partially "get out of the bus", I decided to take a comparative approach and thus constructed the study around a comparison of children in France and England2 unfortunately the time-span of a PhD did not enable me to extend the comparison within the UK.

This research ultimately demonstrated that at age eight children already have a welldeveloped understanding of what it means to have a national affiliation, how that affiliation is justified, what it means for their understandings and associations of themselves and others, and that this is linked in different ways to their understandings of political power and legitimacy. It also showed that all of these elements are far from purely cognitive, they also deeply rooted in the affective ties children have to their social worlds and the people around them. In this respect, banal nationalism needs to be considered not just as a process of "flagging", not just as a national "matrix" or "habitus" [START_REF] Edensor | National Identity, Popular Culture and Everyday Life[END_REF], but as a process of reality-building that begins in early childhood. Nationalism, through its everyday and unremarkable perpetuation of the normalcy of nations and national belonging, can thus be seen as the "nursemaid" rather than the "midwife"3 of nations. It is through the specific characteristics of the primary socialisation process, and in particular the sense of "necessity" and "indubitability" that is transmitted by parents to children (Berger and Luckmann, 1966: 155) (confirmed through subsequent or simultaneous secondary socialisation in other areas) that we can understand the key observations of this research: the fact that children are aware of and emotionally attached to the nation at an early age; that they associate this attachment with their sense of self (or their self-origin); that this affective relationship remains both mysterious yet indubitable for many; and that the notion of homeliness and ontological security [START_REF] Skey | Thank God I'm Back! (Re)defining the nation as a homely place in relation to journeys abroad[END_REF] is deeply connected to their associations with national belonging. This goes some way to explaining why this vision of nationalism was so long neglected, why it "slips from theoretical awareness" (Billig, 1995: 44) and thus contributes to the reading that suggests this slippage, this "forgetting", remains an essential tool by which this ideology and the norms it conveys are perpetuated. 4The choice of methodology for such an investigation was therefore both central and extremely complex. It was necessary to develop an approach that was suited to covering abstract notions with quite young participants (8 years old at the time of interviewing, on average). It needed to be fun, flexible and meaningful for childrenand relevant on both sides of the Channel. It had to allow children to express their opinions and enable me to understand them. It needed to be both comparative and complex, allowing for communication through action and conversation, as well as more non-verbal forms of expression (hence the use of drawings in particular). The goal was to consider children in their environments (Barrett, 2007) in order to take into account both the things that made them particular as individuals and the things that situated them in the social space, at school, in peer groups and in families. It had to avoid the construction of artefactual responses and the tricky power imbalances of adult-child interviews. It had to be ethical and responsible. Finally, it had to provide answers, or at least elements of answers, to my questions about what children do with their socialisation to banal nationalism, their socialisation to the normalised nation.

This article sets out to present the issues that were raised in constructing the methodology, and how they were resolved through the protocol that was eventually adopted. This information is presented in much greater detail in the book published from the thesis [START_REF] Throssell | Child and Nation: a study of political socialization and banal nationalism[END_REF], which provides a step-by-step presentation of how the participating schools were contacted, how the observation was conducted, how the interviews were presented to the children and families, as well as full presentation of the interview structure, and a detailed analysis of the projective materials and techniques used. Hopefully this article, although less comprehensive, will be useful for those conducting research with children, or research on the construction of social realities such as banal nationalism.

Valuing children's' voices

This methodology was driven by the idea that social science research has something to gain from asking children directly about their experiences, allowing space for the child's voice, rather than simply observing and interpreting their behaviour. Indeed, much of the literature on political socialisation has emphasised the need to give more space to the child's voice [START_REF] Maurer | Ecole, Famille Et Politique: socialisation politique et apprentissage de la citoyenneté[END_REF][START_REF] Wyness | Childhood and society: An introduction to the sociology of childhood[END_REF]. This marks a break away from more traditional approaches directed at young adults or even parents, using questionnaires or surveys that aimed more for easily codifiable answers than for the expression of children's perspectives [START_REF] Greenstein | A Note on the Ambiguity of 'Political Socialisation': Definitions, Criticisms and Strategies of Inquiry[END_REF][START_REF] Connell | Why the 'Political Socialization' Paradigm Failed and What Should Replace It[END_REF].

Although there has been some wonderfully rich work done studying children's culture through participant and ethnographic observationsuch as that done by William [START_REF] Corsaro | We're Friends, Right? Inside Kids' Cultures[END_REF], and others such as Maroussia [START_REF] Raveaud | De l'enfant au citoyen[END_REF], Julie [START_REF] Delalande | La cour de récréation[END_REF], or Wilfried [START_REF] Lignier | La barrière de l'age: conditions de l'observation participante avec les enfants[END_REF] there are nevertheless questions that are potentially near-impossible to study through observing on their occurrences in "natural" conversationthe truly banal is not always frequently articulated. It was also important to me to consider children as actors of their social reality, rather than just as potential or future actors, and therefore to give children room "to give voice to their own interpretations and thoughts, rather than rely solely on our adult interpretations of their lives" (Eder and Fingerson, 2003: 39).

In the end, the methodology did in fact involve prolonged periods of participant observation, which enabled me to make contact with the participants and become familiar with their world, but the main analytic material was drawn from the interviews I subsequently conducted with them. Choosing to rely primarily on interviews raised a certain number of epistemological issues and meant creating an innovative interview protocol that was able respond to the specific needs of this study and its participants.

After some exploratory interviews using more non-directive techniques, I decided to take a semi-structured approach. It was clear that the interviews needed to be structured, but not directive, and to remain flexible enough to benefit from the specificity of children's sometimes surprising perspectives and reactions. Flexibility meant being able to follow respondents where their reasoning ledeven if sometimes that meant taking long meandering journeys through seemingly unrelated ideas only to find that they were in fact simply following a different logic. Following the children in this way also helped put them at ease with the interview situation, rather than giving them the impression that they simply had to answer a barrage of questions. Flexibility in interview structure means being able to respond to the offers made by the child, which is an essential part of a reciprocal interview relationship.

Yet it also seemed likely that given the key themes here are highly abstract, and we are not used to thinking about themmuch less speaking about themand that they are to some degree subject to social taboo, more structured interviews would help to access them. However, more structured doesn't necessarily mean more directive. Others have argued that often these themes are best approached through indirect questions that might raise related issues, rather than head on, in a way that might risk denying respondents the chance to provide their own interpretations and reactions [START_REF] Danic | Enquêtes auprès d'enfants et de jeunes[END_REF]. The use of mixed methods, and particularly projective materialsbooks, games, drawings, and activities -aimed to both maintain the children's attention and make the interviews fun, but also to allow for non-verbal forms of expression.

Concretely this meant that the interview protocol was established as a set of themes to be discussed, rather than as a list of questions, and each theme was associated with one or more activities, prompts or projective tasks. These themes could be presented in different orders depending on the flow of the interview and the responses of the children. Some children asked me questions, and thus their interviews included discussions that were specific to that context. From a qualitative perspective the goal was not to produce perfectly comparable data but to attempt to gain an understanding into how each child thought about these themes, what they had learnt, and the things they considered to be self-evident or problematic.

The decision to primarily rely on interviewseven unconventional onesdid have an impact on the age group of the children that could be included in the study. The few studies that have specifically focused on the acquisition of understandings of and attitudes towards the nation have all suggested the importance and precocity of this socialisation. Hess and Torney argued that it is the earliest and most basic form of political learningthe foundation upon which subsequent political socialisation is built [START_REF] Hess | The Development of Political Attitudes in Children[END_REF]. Annick Percheron's "fond de carte" also involved her demonstration of the very early attachment to the nation [START_REF] Percheron | L'univers politique des enfants[END_REF]. However, after initial exploratory interviews, it was felt that the methodological requirements for working with very young primary school or preschool children were too great for this project and would have required a much more ethnological approach.

Middle childhood was therefore thought to be a good period to focus on, as children are still consolidating their understanding of their social worlds, but do already have an idea of these worlds and how they operate. It was also felt that many children at this age still have the freshness and originality of responses seen with younger children [START_REF] Hengst | Negotiating 'Us' and 'Them': Children's Constructions of Collective Identity[END_REF][START_REF] Connell | Why the 'Political Socialization' Paradigm Failed and What Should Replace It[END_REF], and that in their unexpected spontaneous answers we may well find valuable clues about things that as adults we take for granted and that children do not (yet). The way children at this age negotiate their own vision of the world, with an increasing awareness of how others see it (and even an awareness of how it "should" be seen in normative terms) may provide valuable insights into the social norms we live by and how they are integrated [START_REF] Sapiro | Not Your Parent's Political Socialization: Introduction for a New Generation[END_REF].

The age range was also established in order to facilitate comparison between the two countries. The year level chosen was CE2 in France and Class 4 in England, in which a child progressing normally should turn 8 in the year. At the time of interviewing, this class was the beginning of a new curriculum cycle within the school system in both France and England and was seen by many of the teachers interviewed as a transformative year.

Finally, I felt that in the interests of allowing space for the child's voice, it was important to allow them to express themselves more than once. It was therefore decided that the interview structure would incorporate two interviews covering similar themes, but using different materials and prompts. This enabled me to factor in things like individual motivation or mood on a particular day. However, more importantly, it allowed both the interviewee and myself time to think about the things that had been discussed in the first interview, and to return to them, sometimes with new questions or perspectives in a second interview. It was often valuable for me to be able to return to the children with questions based on their previous responses, or things I had not understood, and to have the opportunity to explore certain points further. The two interviews were conducted a week apart on average.

Children in their environment(s)

The ultimate object of this research protocol the child in his or her environment, inspired by the work of Martyn Barrett (2007). Gaining an understanding of the child in a range of aspects of their social world implies also seeking to see them both as a childwhich means being familiar children's culturesbut also to consider them as a personwith particular interests and concerns, likes and dislikes, evolving in particular family and school contexts, and so forth. Consequently, this methodology sought to incorporate as many aspects of the child's world as possible. It therefore includes observation of the child both at school (in the classroom and the playground) and at the home (where the interviews took place). The families were also asked to fill out an informative questionnaire regarding their educational, professional, cultural, religious and political activities, and the children were also asked about their hobbies and activities in the interviews. Once again however, this information about the "child's environment" was gathered fundamentally to help understand the child and situate their perspective in a social context. The fundamental focus of this methodology was the children and their perspectives, however, and this constituted the bulk of the material analysed. As a result, the projective and expressive activities are likewise analysed for what they contribute to the understanding of the children and cannot be analysed independently.

An important aspect of the children's environment is of course the school. The schools were both a way for me to access potential participants, and to gain a more rounded perspective on the children. I decided to undertake a period of participant observation in all the schools I worked with (depending on the schools these periods were more or less long, and more or less participatory) and conduct an interview with each teacher. In England I was present in four different schools in four neighbourhoods, and in France three schools from different neighbourhoods in and around the towns where the research was conducted. These neighbourhoods were selected with a view to ensuring socio-economic and ethnic diversity.

This period of participant observation enabled me to take extensive notes on the classroom environment and organisation, interaction between the teacher and the students, as well as instructions, punishments, responsibilities and rewards. I was also able to take playtime with the children and watch them in their games, their use of the playground, peergroup dynamics, conflict resolution and so forth. In addition to allowing me to become familiar with the children's environment and their language, this period of observation also gave me a perspective on the personalities of the children I would later interview (or occasionally had already interviewed), to get to know them and gain their trust. Seeing the different ways a child behaves in different contextswith peers or in the classroom, with siblings or parentsis important in trying to having a complex vision of them as a person. Seeing children in these different settings also sometimes provided additional insight into their attitudes towards the interview and why they were interested in participating for example.

The other important element of the child's environment that was incorporated into the study was the family. I decided to conduct the interviews in the home largely to help the children feel comfortable in the interview and avoid some of the problems associated with school-based research [START_REF] David | Children and School-based Research: "informed consent" or "educated consent[END_REF]. This also allowed me to have a glimpse of their world and their family culture. Interviews were generally either conducted in an out-of-the-way communal space such as the lounge room or dining room, or when this space was the centre of activity (with parents and siblings who would be distracting) in the child's room, a play room or another room that wasn't being used at the time. Occasionally I was given a tour of the house as well.

For reasons of privacy and to respect the child's space, interviews were only ever conducted in their room at the suggestion of the parent and with the agreement of the child. Generally, however, they were happy to be able to share this space with me and eager to show me their things, to tell me about their favourite games, books and posters and so on. Finally, an interview was also conducted with the parents, focusing on the parents' view of parenting, the values they sought to transmit, the connections they saw between their parenting and their own parents' approach. It talked about family beliefs, visions of the child at home and at school, parents' views of their country and of Europe and what the parent thought these things might mean for the child.

Once again, this material is used to provide context for the individual interviews with the children and is not analysed independently. It is through this interview and questionnaire that we can gain a glimpse of parenting practices, attitudes, and objectives, as well as exposure to media and influences outside the family (friends or other relatives). It is important to specify that interviews with children were not conducted in the immediate presence of a parent (although they were generally within earshot), as early interviews showed that this had a clear impact on the child's responses. In these tests, the parents who were present would intervene, correct children, rephrase answers or questions, and even take over the interview and ask their own questions. Even when they were more discrete, children would often turn to them for advice or authority ("is that right Mummy?") which tended to pull the interview towards a "right-answer" dynamic.

The focus of this research is therefore clearly on childhood for its own sake, rather than on what children can teach us about adulthood [START_REF] Sirota | Eléments pour une sociologie de l'enfance[END_REF][START_REF] Prout | The Future of Childhood[END_REF]. It seeks to understand the child and the way he or she engages with and uses these themes, how they build meaning from the wide range of sources of information and inspiration at their disposal. This methodology is therefore designed to enable us to perceive social processes from the perspective of the individual.

Getting out of the busthe importance of comparison

In researching aspects of social reality that are by definition taken for granted, we encounter both the problem that our interviewees are immersed in this reality, but also that as researchers we are too. This can be an important hurdle to effective analysis (Bourdieu, Chamboredon and Passeron, 1968, 17), the issue being how to achieve the distance and reflexivity required to analyse what is deeply embedded in oneself. One of the possible answers to this problem is comparisonin this instance international comparison because it is the level of national culture that we are most concerned with observing. Of course, it is also possible to compare within a single country, between children and their parents (generational), between children of different social, economic and cultural backgrounds, and between children at different ages (longitudinal). To a certain extent some of these comparisons between respondents (particularly in terms of social experience) are built into the analysisconstant comparison being a key element of grounded theory and some would even say necessary for the very act of thinking itself, even more so for scientific thinking and research [START_REF] Ragin | The Distinctiveness of Comparative Social Science[END_REF]. Conducting international comparative work with qualitative methods is extremely taxing, both logistically and theoretically (Kohn, 1996, 46). However, although it raises many problems and is relatively costly, is has the potential to reveal aspects of social reality that may go unnoticed in a single nation studyparticularly when it comes to the study of the taken-for-grantedness of that nation itself.

In this case I also felt that comparison would necessarily be an implicit aspect of the research, given that I was not studying my 'own' national context and culture (I was born and grew up in Australia). Even if I had limited myself to the French case, I would have necessarily been implicitly comparing it to my own experiences. Rather than simply formalising this implicit comparison by introducing fieldwork in Australiaan option that would have been potentially rich, but logistically and financially complicated -I decided to mobilise a comparison that is extremely well documented in the literature on nations and nationalism, between an Anglo-Saxon environment similar to the one I grew up in, and the French environment that had by then been my home for eight years.

A cross-country comparison in which the researcher maintains the status of an (informed) "foreigner" in both cases has both advantages and disadvantages, as we will see below, but it was thus felt that given that the key hypothesis here is that we are socialised not to notice the effects of the nation, the advantages of studying "other" countries far outweighed the disadvantages.

The ethics of interviewing children

Research involving children can be quite delicate in ethical terms. In this context, there is an unavoidable and non-negligible power gap between the participants and the researcher that is on a par with that resulting from ethnicity, social class or gender. Although ethical considerations are essential for any research in human and social sciences, such concerns are even more important when subjects are considered "vulnerable" 5 . Children are vulnerable to the extent that they are in a socially dominated position, and may feel obliged to participate (particularly when research is conducted in schools, where they are obliged to be). However, considering that they are vulnerable in terms of a potential imbalance of power does not suppose considering them necessarily vulnerable in terms of agency.

Indeed, one of the key objectives of this research was to recognise children's agency, the fact that they are active rather than passive in their socialisation, and their ability to provide reasoned and informed perspectives on their environment. Given this, it would have been paradoxical to consider these children unable to express their consent, or lack of consent, for participation. As a result, every effort was made to ensure that children could make the initial informed decision as to whether they would like to be involved, before consent was ultimately obtained from parents.

Informed consent and voluntary participation

The issues of informed consent and voluntary participation were fundamental to this research on many levels. Voluntary participation supposes that participants have had the opportunity to refuse their consent and are able to potentially withdraw from the project at any stage if they wish. Informed consent means ensuring that participants are aware of the true nature of the study and providing them with as much information about the study as possible so that they can make an informed decision as to their participation. Given the fact that the respondents are children it was felt that it was more appropriate to present the research to them orally to give them the opportunity to ask questions, rather than giving them a written document as is normally the case.

Moreover, many researchers have argued that recruiting children for research through schools curtails their ability to refuse consent [START_REF] David | Children and School-based Research: "informed consent" or "educated consent[END_REF]. Although the children here were contacted via schools, this was done in such a way as to inspire a curiosity for the project and a desire to participate rather than a feeling of obligation. The fact that the research was to take place in the home, which would mean the children would have to discuss their participation with the other people in their family, meant that they were less subject to the feeling of being obliged to participate than if the research had been conducted during school time. I distributed more detailed presentations of the research for them to discuss with their parents if they were interested.

However, this emphasis on voluntary participation and informed consent meant that children were not equally likely to want to, or be able to participate. This naturally meant there was a potential bias in the group of children I was interviewing. Some of this bias was overcome by the fact that children have myriad reasons for wanting to participate (most having nothing to do with the subject matter, but rather an affinity with the researcher, questions of status among their peers, and so forth), just as their parents did for agreeing to this participation. However, in this case it did raise one major problem which I was unable to resolve. Although I tried to make sure that the children participating came from a range of different socio-economic, ethnic and religious backgrounds (facilitated by electing to work with schools in very different neighbourhoods), I was unable to obtain interviews with any Muslim families in any of my schools. Although there were children from Muslim families who were interested in participating, I was not able to obtain agreement from their parents. Many other religions and beliefs are represented in the group of children however (Catholic, Anglican, Jehovah's Witness, Hindu, Quaker, Jewish, atheist) and possibly increasing the number of schools in each country, working more closely with the community, or conducting interviews outside the home environment, may have helped to address this. Unfortunately, these options were not available to me with the limited resources of this PhD research and I felt that a more aggressive pursuit of the families who had refused would be problematic. I therefore had little choice but to take this bias into account in interpreting the results and observations, but this was a difficult decision to make.

It being largely pointless (not to mention ethically problematic) to attempt an interview with a child who is not interested or does not want to participate, the goodwill and enthusiasm of the children was essential for the success of these interviews and every effort was made to make the protocol and activities appealing to the participants. At the end of the first interview the child was asked how they had found the interview, and whether they would agree to do a second interview on another day. Although some of the children were more enthusiastic than others about how much they had enjoyed the interview experience, they all agreed to do a second one.

Power Imbalances

One of the major ethical problems in interviewing children, aside from the issue of consent, is the power imbalance between interviewer and interviewee, which could have serious implications if left unaddressed. If children are used to associating adults with authority, listening to and obeying them, they may have trouble responding to a situation in which they (the children) are being listened to. They may simply try and guess the right answer or may even find the reversal of roles in the interview situation confronting. If the researcher is not sensitive to these problems, he or she may risk alienating the respondent, imposing the problem question in such a way as they feel disconnected, bored, not listened to or perhaps just generally uncomfortable with the interview. Alternative techniques have been developed to respond to the issue of the power imbalanceusing group interviews (Elder and Fingerson, 2003), child interviewers (Hecht, 1998;[START_REF] Adler | Peer Power: Preadolescent Culture and Identity[END_REF], or studying one's own children.6 However, although interesting, these techniques arguably merely change the power dynamic and raise as many ethical and epistemological questions as they resolve.

However, if the approach is respectful and conscious of this power difference, an adult-child interview need be neither unfeasible nor unethical. According to some, interviews remain one of the strongest ways of exploring children's own interpretations of their lives [START_REF] Eder | Interviewing Children and Adolescents[END_REF], given that they have the relative advantage over participant observation (the other most popular method for studying children's social worlds) of giving pride of place to the voice of the child. Gary Alan Fine notes that interviewers may take on one of four roles, that of the "leader", "supervisor", "observer" or "friend" [START_REF] Fine | Knowing Children: Participant Observation with Minors[END_REF]. Of these different roles, it is the latter that he advocates, given that it is in this role that communication, trust and reciprocity are the most facilitated, with the researcher refraining from passing value judgements, using his/her authority or generally behaving like an adult. However, Danic et al. are critical of the idea of being "friends" with participants, and warn that such a relationship should not be misleading. They argue that the objective of the researcher is not to make friends but to collect data, and that pretending otherwise would be deceptive (Danic, Delalande and Rayou, 2006, p.107). Yet other research has demonstrated that it is indeed possible to establish a relationship of friendship with participants, particularly during long-term fieldwork, when the researcher is able to develop closer ties with interviewees than would be possible in the context of a single interview. The work of William Corsaro is an excellent example of this. A lot of Corsaro's work is ethnographic, based on extensive observation and interviews with children in their worlds, and particularly in the playground. In this fieldwork, he was able (over long periods of time) to overcome even the most obvious signs of distinction, such as physical size (by attempting wherever possible to be at their level), to the point where the children came to trust and accept him as someone who was not quite like other adults, sort of an "incompetent" adult, a "big kid", some even nicknamed him "Big Bill" [START_REF] Corsaro | We're Friends, Right? Inside Kids' Cultures[END_REF]. This allowed him to observe things "ordinary" adults would not have had access to. A similar approach was adopted by Wilfried Lignier in his ethnographic research with older children (2008), voluntarily accepting the more "participative" aspects of participant observation, refusing the traditional authority of adult status (encouraging a vision of himself as "less than an adult" (Lignier, 2008: 23). For Lignier, this nevertheless raised a range of potentially significant problems due to the fact that the novelty and vagueness of his status led to the children provoking him in different ways (in physical exchanges, invitations to challenge or controvert authority, or as the object of sentiment or even sexual curiosity) to see on which side of the adult/child divide he really stood. For both Corsaro and Lignier, being able to set oneself apart from ordinary adults and achieve a kind of alternative status was key in legitimising their interest in the children's world as a research object.

The idea of the researcher as an uncommon adult was essential to my research too, both in its ethnographic and interview phases. My status as an "uncommon" adult was perhaps above all clearly marked by my foreignness. I came from outside (outside the school but also outside the country) and I was there to learn from them, inversing the traditional adult-child relationship by virtue of the fact that I was clearly not an expert in this environment. The fact that I was quite literally a foreigner meant that, like a child myself, I might make mistakes, or ask silly questions, or generally demonstrate my ignorance about things they were competent in (to do with the rules and rituals of school or play, but also later in the interviews). This in itself made me an unusual adult, one who inspired sympathy (or perhaps even pity) at times. My foreignness leant legitimacy to my request for the children's help, and helped them take on the role of expert and feel comfortable sharing their opinions with me. It also helped address the risk of the children looking for the "right-answer" because I was clearly not in a position to evaluate their perspectives.

In order to adopt this role as the unusual adult, it was necessary to demonstrate my interest in the children themselves (rather than the school, the class or the teacher, which set me apart from the trainee teachers for example), which was partly consolidated by the diversification of field sites, which demonstrated that I was interested in getting to know them in their different environments, observing their language, their friendship groups and their rulesand of course allowing them to get to know me. This kind of observation is considered important for preparing research with children even when interviewing will make up the bulk of the empirical material [START_REF] Eder | Interviewing Children and Adolescents[END_REF]. Through this the researcher may gain an appreciation of the "natural context" of the children participating and thus make sure the interviews are as close as possible to their world, both in terms of their structure (incorporating activities that children naturally engage in, such as "let's pretend" and "telling stories") and language (drawing children's speech and vocabulary).

This period of observation helped to establish the relationship of trust and reciprocity between myself and the interviewees that is necessary to address the power imbalance. Moreover, the familiarity with the children and their environment (and their language, see below) informed the structure of the interviews, which were designed to be as informal, entertaining and engaging as possible for the participants. It was important to me that they do not find the interviews boring or tiresome, which is part of the reason I incorporated so many non-verbal activities (books, games, drawings) and made sure that the interviews kept pace with their attention span. These projective materials were also included to facilitate nonverbal expression, and to incorporate some non-directive elements into the sessions. The child's interest and implication in the interview was a such a high priority for me because it seemed logical that if children were genuinely enjoying the interview, and if they understood why I was asking for their opinions, and were happy to "help", many of the ethical problems related to power imbalances might be avoided.

Language and communication

Another way in which the power imbalance was addressed was through an attention to language and communication. Language is one of the key ways in which we show our social dominance over others, but it can also be a powerful tool for breaking down that dominance. Some sociologists who work with children have suggested that the power imbalance can be broken down by adopting their language [START_REF] Eder | Interviewing Children and Adolescents[END_REF]. I this research I therefore tried to adopt the vocabulary, cadence and references of the interviewees (the observation period was essential for this) in order to reduce the distance between my language and theirs as much as possible. This was never perfect however, but both my attempt and my shortcomings contributed to shifting the power balance towards the interviewee.

Although an adult is socially dominant over a child when all other factors (class, gender, ethnicity etc) are the same, this may be destabilised when they are not. Being a foreigner in both interview contexts allowed me to play on the verbal signals of otherness (accent, minor language errors and so forth) in order to legitimise my position of ignorance. Although drawing attention to this "foreignness" may have helped to frame the interview in national terms, and render these issues salient, I did not consider this problematic to the extent that these themes were explicit from the outset as part of the informed consent procedure. Moreover, my focus was not so much on questions of "natural salience" as on the children's reactions and responses to these themes when prompted. In any event, my foreignness was unavoidably obvious in my accent; as I could not conceal it, I chose to choose to use it to my advantage. My relative foreignness therefore allowed me to justify and legitimise my interest in their opinions, in their knowledge and experience. In the context of the French interviews my accent and occasional grammar mistakes gave the children an opportunity to correct me, or even to laugh at me (this was also true in the English case where my Australian accent sometimes led to confusion and laughter), which helped equalise the exchange by encouraging them to adopt the position of the expert and to correct me where necessary. Being able to thus signal my status as an outsideras a kind of slightly incompetent adult [START_REF] Corsaro | We're Friends, Right? Inside Kids' Cultures[END_REF][START_REF] Lignier | La barrière de l'age: conditions de l'observation participante avec les enfants[END_REF] was precious in legitimising my requests for information; I could therefore defend the idea that I was asking them because, as an outsider, I really didn't know. This again helped to address the power imbalance and ensure that the interviews were conducted upon the basis of trust and reciprocity. It is also important to note that the French interviews were transcribed by a native speaker in order to make sure that any possible points of misinterpretation were avoided.

It is undeniably more difficult to conduct and analyse interviews in a second language. However, misunderstanding may arise in any interview (even in one's native tongue) that is conducted in an unfamiliar social environment, and a lack of sufficient familiarity with the specific (home/local/class) culture of one's respondents may make elements of the analysis difficult even when the same mother tongue is shared. Inversely, any researcher working in a second language will necessarily have a heightened awareness of these possible dangers which will most likely make them particularly attentive and cautious in their interpretation.

Artefact and its implications

In addition to raising ethical problems, the imbalance in power between an adult interviewer and a child interviewee also has a serious impact on the issue of artefact. If we understand the latter as being a kind of distortion by which the interview situation itself has such an impact on the material collect as to render it entirely artificial, we may see this as being a direct result of a power imbalance. It might simply be produced by the basic power imbalance of the social relationship of the interview (where the interviewer asks questions and the respondent answers them), accentuated in this instance by the contextual social status of adult and child, but it might also be accentuated by a researcher who does not pay attention to its implications. If we acknowledge that interview situations are necessarily artificial we must interrogate the impact that this situation might have on the results, and how we can take this into account. As Bourdieu writes, "the difference is not between the science that operates a construction and that which does not, but between that which does so without knowing and that which, aware of this, attempts to know and master as much as possible the inevitable acts of construction and the just as inevitable effects that they produce." 7It is interesting that if we look at Bourdieu's suggestions as to how to address the issue of artefact, many of them overlap with the guidelines and principles for ethical interviewing with children that we have discussed above. All of these issues, to do with power dynamics, reciprocity, familiarity, language and mutual respect, were at the heart of the development of this methodology, both in order to reduce the production and impact of artefact and to conduct ethically sound interviews. This is undoubtedly because conducting an ethical interview necessarily means reflexively interrogating the nature of the relationship between interviewer and interviewee and the effects of this relationship. It is also because artefact is a product of the power imbalance that an ethically constructed child-focused methodology necessarily seeks to avoid it.

The risk of artefact was also reduced by the decision to multiply the interview situations. If artefact is the product of the impact of the interview itself on its content, resulting from the specific conjuncture of the interview, and liable to "only capture attitudes that are not valid beyond the limits of this situation" 8 , conducting two interviews in different circumstances provided the opportunity to gauge the impact of this situation. It therefore meant that the effects of the interview context were thrown into a comparative lightallowing us to see the interaction dynamics in terms of the child's mood, energy levels and other contextual factors.

Although in some studies the presence of artefact renders all information gathered quite irrelevant or invalid, artefact is not entirely uninteresting for our purposes. As long as they are recognised as such artefactual responses can provide insight into the sites of social tensions and the "ready-to-think" responses provided to negotiate them, particularly by exploring how they occur in the interviews, and what form they take. A child's use of expressions or phrases she/he has heard elsewhere may, for example, be considered artefactual by some. However, in the context of this study of the way national narratives, myths and referents are taken on and used by children in informing their identity, seeing how they use these "found" expressions is highly relevant. For example, at one point, one respondent described the Queen as being "the heart of our community" and although he couldn't remember where he had heard this expression or really explain what it meant, he held onto it and even used it again in the second interview. This provides an insight into the kind of culture this child had been exposed to; not necessarily an overly royalist one, but one in which this message of the centrality of the monarchy has resonated with him in a rudimentary form. He will possibly invest this "found" phrase with his own meaning in the future, but in the meantime, it seemed to function as a referent for him and allowed him to associate certain ideas together, however abstract they may be; ideas about the Queen being a positive figure, being natural, being central, being connected to something positive, something homey and even familial, something that also involves "us".

This kind of instance, where we can see points of tension or instances of appropriated discourse that might be brushed aside in other studies as being artefactual (and therefore invalid) are of interest here because they reflect the interface between the "profane meaning" that comes from the interviewee and the "ready to think" discourses that co-exist with this meaning, harmoniously or not. In fact, from an analytic perspective these points of tension are particularly useful in accessing points of "deep meaning" for the individual [START_REF] Donegani | Sur l'interprétation des entretiens de recherche[END_REF]. The two-fold interview structure was useful here, particularly given that one of our basic hypotheses was that children are less able to conceal these points of tension, or the contradictions between their different readings of reality, than adults are (who are perhaps more used to glossing over these tensions, or sweeping them under the carpet). The identification of artefact in these interviews, and the way it is used, was therefore useful for us in our exploration of the way the children negotiate the social reality they are exposed to.

Projective interviews and analysis

8 "Ne saisir que des attitudes qui ne valent pas au-delà des limites de cette situation" (Bourdieu, Chamboderon and Passeron, 1968: 64).

The length of these interviews and their dual structure would make it impossible to present the whole interview protocol in the context of an article such as this9 . However, given that the methodology was created specifically to address some of the issues mentioned abovehow to make sure children are comfortable in the interview context, how to maintain their attention and interest, how to avoid imposing overly abstract research themes on thema rapid presentation of some of the more original aspects may be useful by way of conclusion.

As has already been mentioned, the interviews were structured around a set of themes relating more or less directly to the idea of nations and national belonging. It was important both to be able to adapt the questions to the child and the particular context and maintain a structure that guided the interview and made certain key themes were covered. As a result, the interviews were designed to function as much as possible as a conversation, covering a certain number of key areas and activities. We talked about the children's immediate environments, their family, school, and neighbourhood, their favourite activities; we talked about countries and ideas of belonging to countries; we talked about different rules and responsibilities that might apply in different countries and authority figures in different contexts (queens and presidents in particular), and from this we discussed the idea of leaders and legitimacy. Associated with the idea of belonging was that of not belonging, of being other, an outsider; we talked about attachment, and likes and dislikes associated with different elements of the child's environment. In the second interview we covered these themes again, in addition to introducing themes around Europe, war and peace, symbols associated with the nation (most particularly flags and flag burning).

Several of these themes were explored using projective tools and activities, which enabled the children to grasp onto something concrete in what are otherwise often very abstract topics. For example, two picture books were used during the interviews, the first to discuss othering, prejudice, belonging, and difference, and the second to discuss war, peace, and the legitimacy of international conquest. In both instances, I first read the book to the child and then we discussed it and the questions that it raised for them, before using it as a springboard for a discussion of these topics.

Drawings were used in a similar way. In the second interview, the children were asked to draw a picture of their country, items associated with it, other countries (nearby or not), and eventually symbols such as flags. These drawings raised many interesting ideas, including the importance of the local (and particularly home) environment in associations with the nation, and provided the basis for a discussion of Europe, the European Union and its purpose and membership rules, national symbols and their sanctity (or not), and the importance of public and political figures in association with the nation.

In understanding responses to the nation, I was particularly interested in the idea of affect, and the kind of emotional attachment that children of 8 might have to a country. This kind of affective reaction has been explored in other aspects of political socialisation, notably through the use of statements of "likes" and "dislikes"by Annick [START_REF] Percheron | L'univers politique des enfants[END_REF][START_REF] Percheron | L'univers politique des enfants[END_REF] for exampleyet such statements are often extremely difficult to interpret. Children may give the benefit of the doubt to figures they don't have any particular reason to dislike, without having any actual reason to like them either. Incorporating a more complex activity, designed to draw on affective responses, and also to provide a point of comparison, to enable expressions of relative affect, in the interviews thus seemed important. This activity, referred to as the "Symbol card task" involved placing a selection of 35 symbol cards (which included national symbols, landscapes, food, buildings, but also elements of pop culture, sport, history, and politics) according to what the child liked and disliked. This task was also developed to provide an opportunity for non-verbal expression, allowing for the articulation of preferences, attachment and allegiances through spatial organisation and symbolic hierarchy rather than description. Of course, children were also encouraged to comment on their placements to enable an understanding of their system of symbolic organisation and the reasons behind it.

The children were asked to place their own picture in the centre of a large piece of paper and then organise the other cards (spread out in front of him/her), by putting those that they "really, really, really, liked" very close to their picture, and those that they "really, really, really, didn't like" very far away on the edge of the paper, and everything else that was in the middle in between, with the idea that the more they liked it the closer it was to the picture in the centre. Anything the child didn't recognise, or didn't want to place was removed. Some children elected to create extra cards for things that were particularly important (a best friend, or a favourite animal for example).

This task is ultimately an exercise in comparative rather than absolute affectthe children compare and rank the symbols. This activity, because of its comparative nature and its use of the idea of proximity to the self, was an efficient tool for eliciting affective reactions on issues that might not otherwise have been forthcoming. Many children became very excited by this activity, and enthusiastic in their comments. Their comments, although sometimes extreme, are still insightful -several children said they disliked "Sarkozy" so much he couldn't even be on the piece of paper, others wanted to stick the flag picture on top of the picture of themselves because of the strength of their attachment to it. Some of these symbol cards were also used to construct "Power hierarchies" in which the children were asked to rank public figures (political, historical and pop culture) from "most powerful" to "least powerful". Again, this was an activity that allowed children the opportunity to express themselves both verbally and non-verbally and to have fun with the activity. In terms of the research objectives, these activities provided a wealth of information on how the children understood notions like power, authority, and legitimacy. These led to discussions about the nature of power, different kinds of power, monarchies and republics, how elections work, and so forth, all in a way that allowed them to visually represent their interpretation and then tell me about it.

It is important to understand that these materials can only be interpreted within the context of the interviews and can by no means stand alone. The analysis of such material must be comprehensive and grounded in an understanding of the child, their environment, and their other reactions throughout the two interviews, as well as information gleaned from parents and at school. The goal of the analysis was to maintain a holistic vision of each child, who remained connected in the analysis to the other aspects of their perspective and environment (rather than disintegrating into a list of citations). But it also aimed to obtain a global view of how the children related to each other in their comments and perspectives, and to see what the impact of sociological factors such as gender or social background might be. Finally, I also sought to compare the two groups of children and to see which issues or themes were more or less important in the two countriesor as it happened, to observe how similar the two groups of children were in their perspectives. These analyses, produced by a constant comparison both at the individual and group level, in light of the literature on political socialisation, banal nationalism and the social construction of reality, provided the material for the final discussion that is written up in the body of the book [START_REF] Throssell | Child and Nation: a study of political socialization and banal nationalism[END_REF].

Post-face

Hindsight is a wonderful thing, and the view of one's finished PhD, with all the trials and tribulations of its completion safely out of view, is deeply satisfying. However, I believe that there is something to be said for sharing some of these tribulations. As a doctoral student I remember being moved by reading other peoples' descriptions of failed interviews, research relationships that went belly-up, or unfortunate field sites. So, in the interests of intellectual honesty and in the hope that it may be useful to others, I would like to conclude this discussion of the methodology of my thesis with some of the difficulties I encountered.

The first and most overwhelming of these was the inexorable vastness of the two key subject areas in this researchnationalism and primary socialisationas well as the two case studies -France and Englandwith their long, complex, and often-compared national histories. This meant that this research mobilised literature from a whole range of disciplines (sociology, political science, political theory, philosophy, history, education sciences and psychology). Although a wonderful opportunity in itself, the feeling of not being to read everything that might be relevant, or to take into account all the parameters that might be involved, was mildly terrifying. I could quite easily have spent the five years of my PhD reading and still not have exhausted the literature potentially pertinent to the questions. It was thus essential for me to accept that I could not be exhaustive in my approach to the literature, particularly if I also wanted to be able to spend time analysing the material I collected.

Indeed, the analysis itself presented another major difficulty, along with the sheer quantity of the material produced by the interviews. Trying to interpret children's responses, to objectify what I heard and observed in the interviews was somewhat like trying to capture a spider's webit dissolved in my hands, yet its residue was very tangibly sticky. In an attempt to get a hold of this evanescent material, I began by coding the interviews in order to conduct multiple correspondence analysis, but after some time I became frustrated with this approach, feeling that it was too superficial, that the coding was not helping me to record the deeper meanings, or access what was implicit in the children's comments. After much soul-searching and nail-biting, I therefore decided to take a more artisanal approach and analyse the perspective of each child as a whole. Keeping the metaphor of the web, I created what I called 'spider diagrams' for each child, which enabled me to record the social context of the child, their parent's attitudes, information from school, and all of the ideas that came out of the interviews into a single image. This let me have a wholistic perspective of the child, and also meant I could compare the children and group similar perspectives together. The decision to not use traditional analytic methods was again quite a difficult one, but I do believe that the analytic method must suit both the researcher and the material [START_REF] Donegani | Sur l'interprétation des entretiens de recherche[END_REF]; and eventually it did.

The evolution of this research was thus marked by periods of intense doubt, in which I was deeply unsure of the relevance of my question, the nature of my material, the quality of my analysis and of what contribution I could possibly make. This was exacerbated by the nature of my subjectstudying banal nationalism, which is by definition unremarkable, even invisible, and something as all-encompassing as socialisation. In this I was lucky to have a very patient (but long-suffering) partner, who listened to my anxious ramblings (but who was so burned out by the subject he still has not read the final book!), and a wonderfully supportive supervisor who was always able to make me see things more rationally, pull me out of quagmires and help me resolve problems that had only minutes before seemed insurmountable. Clearly, without them this research would not have been finished.

For me, finishing also meant accepting that I could not cover all the subjects I had initially planned to. Of the subjects that were thus laid by the wayside, the first was my original desire to study the processes of socialisation to the nation. I quickly realised that, short of actually being the child, or at the very least following him or her everywhere they went, and for several years, this was not possibleor if possible, was not feasible in the context of doctoral research. I therefore shifted towards studying the results of this process; the "what" rather than the "how" of primary socialisation to the nation. The other key thing I had to abandon was my initial intention to provide detailed analyses of the different national narratives at work in the French and English contexts, and then to link these to the narratives and readings of the nation that I observed in the children. Once embarked upon this, I believe I could have continued for several years without exhausting the material, which unfortunately in the context of a PhD thesis would not have been possible, much to my regret.

In addition to the limits set by my supervisor, my funding, and my doctoral school I also had a biological imperative in the form of the birth of my first child, four and a half years into my thesis. Although I could have chosen to take a break from research and come back to it after my maternity leave, I instead saw this as a natural end and accepted the sacrifices that it entailed. Given that sacrifices must be made in the completion of any PhD with a five-year time limit to it, this imperative made an inevitable decision much easier. I defended the thesis when my son was five months old, I drank a glass of champagne after the defence (for the first time in a year), and I dedicated my thesis to him, my binational baby, growing up in a world of nations.

However, it is possible that had I given birth four years earlier, or conducted this research when I was already a mother, I may have done things differently. There are researchers who study their own children, and although I find this ethically questionable, there are undeniable advantages. As a parent one sees things that would be otherwise impossible to observe, even though we still only have access to one aspect of our children's lives. We answer anecdotal questions ('What is a passport for Mummy?', 'why is there a flag on the school?'), we unconsciously correct inaccuracies ('No, darling, Rome is in a different country', 'No, Paris is not a country'), we observe the pieces of the world map puzzle falling into place. We are given drawings with inexplicable blue white and red stripes, stars and boats and submarines with 'flags'and if we ask why there are these stripes, the answer is already obvious for a five-year-old: "Because they are French boats, Mummy." Of course they are.

The fact that our household is binational has undoubtedly made these factors more salient for us, although I admit that, thoroughly saturated by the question in the wake of my research, I made a conscious effort to avoid the subject for a long time; the books I so carefully chose for my research spent five years in a box before I read them to my children. However, physically going to other countries brings an unshakable awareness of borders, peoples and national differences, passports and states, and receiving postcards from friends around the world does make this tangible to childreneven those who are not themselves binational. 10Clearly the process of socialisation to the nation begins much earlier than I observed it here, at least for some children. However, an attempt to study it earlier would require rethinking the methodology entirely and probably taking a quite different approachsomething I will not be doing anytime soon. But if perhaps someone else does, I hope that my research and the methodology presented here will help them in their endeavours.

The thesis was defended at the Institute of Political Science in Paris in

2012, and later published as a book[START_REF] Throssell | Child and Nation: a study of political socialization and banal nationalism[END_REF].

Due to the limited scope of this article I am not able to explore the epistemological and theoretical implications of this comparison here, but a detailed discussion can be found in the book[START_REF] Throssell | Child and Nation: a study of political socialization and banal nationalism[END_REF].

The midwife metaphor was frequently used in the traditional approach to nationalism that debated the relations of nations and nationalism to modernity, whether nationalism brings forth nations or vice versa see the debate betweenErnest Gellner and Anthony Smith (1996).

This forgetting is arguably still a feature of the literature on nationalism, even the branches that specifically deal with banal nationalism. See(Duchesne, forthcoming).

Notably the "PAR -Parents as researchers" model developed byAdler and Adler, Peer Power. An overview of some of these different techniques, their advantages and limitations are presented in(2005).

"La différence n'est pas entre la science qui opère une construction et celle qui ne le fait pas, mais entre celle qui le fait sans le savoir, et celle qui le sachant, s'efforce de connaître et de maîtriser aussi complètement que possible ses actes, inévitable, de construction et les effets qu'ils produisent tout aussi inévitablement."(Bourdieu, 1993 : 905).

There is an extensive methodology section in the appendix of the book, which includes all the details on the materials used, the procedures followed, and a step-by-step account of the interview structure and analysis. See[START_REF] Throssell | Child and Nation: a study of political socialization and banal nationalism[END_REF].

This was something I clearly observed in my researchamong children of all social backgrounds it was very rare that participants had no contact with anyone living in another country.