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COIMRIÚ
Is mór é agallamh idir páiste agus duine fásta mar modh taighde agus cleachtais sa
síceolaíocht. Tá bunachar suntasach eolais maidir le hagallaimh fóiréinseacha ach tá
níos lú eolais faoi agallaimh i suíomhanna eile. Is é cuspóir an staidéar seo ná
comparáid a dhéanamh ar modhanna agallaimh idir páiste agus duine fásta. I bplean
staidéar modhanna measctha, bhunaigh ceím thaiscéalaíoch comhthéacs cleachtais trí
agallamh cáilíochtúil le cleachtóir. Is iad na mórcheisteanna ná tábhacht na
daimhiúlachta sa chéad cruinniú leis an nduine óg, athruithe iompair maidir le haois
an duine óig, agus an fiúntas ionchasach de modhanna neamhbhriathartha. Scrúdaigh
an príomh-céim an difríocht idir gnáth-agallamh briathartha, agallamh le línochta,
agus agallamh le grianghraf sa réimsí faid, cumarsáid, daimhiúlacht, agus stíl an
agallóra. Déantar céim chomhuaineach i scoileanna agus seirbhísí. I 23 scoileanna bhí
120 rannpháirtí, 56 idir seacht and naoi mbliana d’aois (32 cailíní; meán aois = 8.41, DC
= 0.45) agus 64 idir dhá agus ceithre bhliana déag d’aois (27 cailíní; meán aois = 13.59,
DC = 0.53). Sa chéim seirbhíseach, rinne 31 cleachtóir agallaimh i 20 seirbhísí le 61
rannpháirtí (25 cailíní; meán aois = 11.11, DC = 2.81). Sa chéim scoile, bhí agallaimh le
líníocht agus grianghraf níos faide le na daoine níos óige bainte le stíl níos tacaíochta;
thaispeáin agallaimh briathartha mar constaic do na daoine níos óige. Ní raibh aon
difríocht modha le an daoine níos sine i fad ná i stíl agallóra. Don dhá aoisghrúpa, ba
iad na hagallaimh líníochta a bhí níos táirgiúil maidir leis an méid nua-eolais ginte,
agus bhí agallaimh lena daoine níos óige níos táirgiúil. Thug roinnt bearta
daimhiúlachta torthaí neamhchonclúideach le leibhéil ard i ngach modh agus grúpa
aois. Sa chéim seirbhíseach, bhí patrún na torthaí cosúil leis an gcéim scoile don chuid
is mó. Bhí anailís difríochta aonair idir na cleachtóir indéanta agus thaspeain sí a lán
éagsúlacht maidir le stil agallóra. Plétar impleachtaí don taighde agus don chleachtas le
sainmholtaí maidir le modhanna do dhaoine níos óige agus do oiliúint cleachtóirí.
Bíonn na ceisteanna modheolaíocha, go cinnte an modh sampláil sa chéim
seirbhíseach, ag bun moltaí maidir le clár taighde ar agallamh idir páiste agus duine
fásta.
(359 focal)
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ABSTRACT
Child-adult interviews are a prominent mode of research and practice in
psychology. There is a considerable knowledge-base in forensic interviewing but less is
known about interviews in other settings. The aim of the present study was to compare
child-adult interview methods. In a mixed-methods design, exploratory phases used
qualitative interviews with practitioners to establish the context of practice. The main
issues in the interviews were the importance of rapport-building in the first meeting
with a child, variation in approach depending on the child’s age, and the potential
value of non-verbal methods. The main phase tested differences between standard
verbal interviews, drawing interviews, and photo elicitation interviews in the areas of
duration, communication, rapport, and interviewer style. Parallel data collection
phases were conducted in schools and in applied settings. In 23 schools there were 120
participants, fifty-six 7- to 9-year olds (32 girls; mean age = 8.41 years, SD = 0.45) and
sixty-four 12- to 14-year-olds (27 girls; mean age = 13.58, SD = 0.53). In the applied
setting, 31 practitioners conducted interviews in 20 services with 61 participants (25
girls; mean age = 11.11, SD = 2.81). In the school-based phase, drawing and photo
interviews were longer than verbal interviews for younger children and were
associated with a supportive interview style; verbal interviews appeared to act as a
relative impediment. No condition differences were observed for the older age group
in duration or interviewer style. For both age groups, drawing interviews were also
most productive with respect to the amount of new information generated, and
interviews with older children were more productive than younger. A number of
measures of rapport gave inconclusive results with high levels of rapport in all
conditions for both age groups. In the applied phase, patterns of results were broadly
similar. Analysis of individual differences among practitioners was also possible in the
applied setting and revealed considerable variation in interviewer style. Implications
are considered for research and practice with children, with specific recommendations
on methods for younger children and on interviewer training. The methodological
issues in the study, in particular the sampling in the applied setting, form the basis for
recommendations on a programme of research in child-adult interviews.
(363 words)

xiv

ACKNOWLEDGEMENTS
I first emailed Dr Caroline Heary in 2006 when I arrived in Galway to seek my
fortune as a children’s researcher. She kindly pointed me in the direction of the Child
and Family Research Centre (CFRC), but little did we realise then that we would
complete a PhD together.
The first person I met in the CFRC was Dr John Canavan, who gave me a start. I
was apprenticed to John and Prof Pat Dolan, who offered me a PhD fellowship. It was
a privilege to learn my trade at the CFRC and I thank all of my colleagues there for
their energy, goodwill, and good company. The fellowship was funded by The Atlantic
Philanthropies Ireland and I thank them, as well as Chuck Feeney for his genius, and
millions of Japanese businessmen for buying so much whiskey.
There were two hundred children and more than fifty adults involved in this
project. It would not have been possible without them. There are about 180,000 sevento nine-year-olds and about 180,000 twelve- to fourteen-year-olds in Ireland, and there
would have been no point without them.
Before taking up the PhD fellowship, I left Galway again to live with my
grandmother, Norah Lee. I am so, so sad that she died before I finished but hope she
would have been proud of her first grandchild to complete a PhD. In the course of the
project, my family has also grown, and whenever I read about children’s rights I think
of my three nieces, Sadhbh, Itsaso, and Ainara, and my nephew, Eoin.
I also gained some in-laws, and some of them are now studying psychology too.
The countless conversations about what we were learning and the state of the world
have probably found their way into the thesis. In many ways, Eóin has already overtaken me.
The Mornington Singers have become an enormous part of my life. There are more
PhDs per head than any other group I know and there was always a wise word, a good
example, and some help with proof-reading available. I missed some rehearsals,
missed some concerts, but will be back for good now.
My parents, Brian and Norah, wanted us all to be well-educated. My brothers,
Barry and Graham, and my sister, Kelly, always expected great things from me and
have been a constant source of inspiration. I think this is about as far as I can go, and

xv

Acknowledgements
________________________________________________________________
further than they probably imagined, but those wishes have kept me going through it
all.
Aideen and I fell in love when I was a lowly undergraduate, a long time ago now.
We went to Galway together and my career changed. We moved back to Dublin and
got married and my life changed. I quite like how it is now. Aideen has been at my side
and on my side all that time, and now it is finished. Time to go on holidays.

Dublin, 27th September 2012

P.S. Between defence and revisions, Odharna Merriman was born. This thesis is
dedicated to her.

Dublin, 21st December 2012

xvi

CHAPTER ONE
INTRODUCTION

When he woke in the woods in the dark and the cold of the night he’d
reach out to touch the child sleeping beside him.
The Road
Cormac McCarthy (2006)

1.1 Chapter Aim
This chapter briefly outlines the context of the present study and states the
rationale, aims, and research questions. There is a short outline of the design of the
study and an outline of the thesis.

1.2 Context of the Present Study
The present study reached its final stages just as the Constitutional Referendum on
Children in Ireland was announced. The proposed amendment would provide that:
“in all proceedings [regarding the safety and welfare of any child or
concerning the adoption, guardianship or custody of, or access to, any
child] in respect of any child who is capable of forming his or her own
views, the views of the child shall be ascertained and given due weight
having regard to the age and maturity of the child” (Government of
Ireland, 2012).
For the first time, children’s right to be consulted in matters affecting them, as set out
in Article 12 of the United Nations Convention on the Rights of the Child (UN, 1990),
may be enshrined in Irish law. The Referendum follows decades of reports on failures
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in child welfare and protection which recorded the absence and silence of “voice of the
child” (Gibbons, 2010, p. 69; see also Shannon & Gibbons, 2012). In parallel, the
National Longitudinal Study of Children in Ireland (Williams et al., 2009) began in
2006 and included a qualitative study with the express purpose of obtaining children’s
views and opinions on their lives (Harris, Greene, & Merriman, 2011; McAuley,
McKeown, & Merriman, 2012). In the context of these developments and the
responsibility on adults to ascertain children’s views, advancing our understanding of
how best to consult with and interview children is increasingly urgent.

1.3 Rationale, Aims, and Research Questions
Interviews between children and adults have long been used as a method of
assessment in social services and social science and have a growing prominence in
research (Heary & Hennessy, 2006) and practice (Carr, 2001). At the most basic level,
the purpose of the one-to-one interview is the elicitation of new information (Kvale,
2006); the ways in which the information is conceptualised and used subsequently may
differ (Coates & Coates, 2006; Wesson & Salmon, 2001), but the broad purpose is the
same. There is considerable evidence on interview methods and protocols, mainly from
forensic interviews, which shows trends on what methods and approaches work best
for children (Brown, Pipe, Lewis, Lamb, & Orbach, 2007). For example, variations on
the child-adult interview have been used in forensic psychology research which has
focused on children’s eyewitness testimony. Props, dolls, photographs, and drawing
were introduced to see if the accuracy of children’s recall could be improved and props
showed the greatest advantages, followed by drawing, then photographs, with dolls
and other toys making the least contribution (Salmon, 2001). Forensic interviews of the
form predominant in research on children’s interviews tend to be highly structured
and relatively little is known about how methods including arts-based activities
compare in the less structured settings of social services. Furthermore, in non-forensic
settings there may additional influential factors on interview processes and outcomes,
though the views of practitioners in social services on the issue are under-represented
in the literature. The primary aim of the present study is to compare interviews using
standard verbal techniques, drawing, and photographs with regard to productivity
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and relationships. Before undertaking the comparison it was necessary to understand
more about child-adult interviews in practice.
The research questions which the present study aims to answer are:
 For practitioners in children’s services, what are the characteristics of current
practice in child-adult interviews?
 How do child-adult interviews using standard verbal techniques, drawing, and
photographs compare with regard to productivity and relationships in middle
childhood and early adolescence?

1.4 Research Design
The present study uses an exploratory-sequential mixed-methods design in which
a qualitative phase informs a subsequent quantitative phase (Creswell, Shope, Plano
Clark, & Green, 2006). The qualitative phase has two components which both involve
consultation with practitioners. For Phase One, a range of experts in children’s services
were interviewed to determine the broad issues in current practice and to identify
professions that could be included in the later phases of the study. The aim of Phase
Two is to ascertain practitioners’ perspectives on the characteristics of their interview
practice. It involved more detailed interviews with practitioners from four professions
and addressed specific issues such as rapport-building and methods of interaction. In
combination with the literature review, these consultation phases informed the design
of the quantitative phase of the design. Phase Three is an experimental comparison of
three interview conditions (drawing interviews, photo elicitation interviews, and
standard verbal interviews) and two age groups (7- to 9-year-olds and 12- to 14-yearolds) in two settings (schools and children’s services). Four hypotheses are stated and
tested on productivity of the interviews, as measured by duration and communication,
and relationships in the interviews, rapport and interviewer style.

1.5 Thesis Structure
Chapter Two is a review of literature on child-adult interviews. It is followed by
the consultations with practitioners in Phase One and Phase Two (Chapter Three) in
which the aim is to complement and supplement the literature review. The
consultations prompted a more detailed conceptualisation of child-adult interviews
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and five features of interviews are elaborated in Chapter Four: power, rapport,
interviewer style, productivity, and child development. In combination, the
consultations and literature review influenced the design of Phase Three of the study
and the design and rationale are detailed in Chapter Five. A pilot study was conducted
before undertaking Phase Three which is presented in Chapter Six along with the
method of the main data collection. The results of the hypothesis tests are set out in
Chapter Seven for the productivity hypotheses and Chapter Eight for the relationship
ones. A discussion of the results, methodology, and implications of the present study is
presented in Chapter Nine.

4

CHAPTER TWO
REVIEW OF LITERATURE ON
CHILD-ADULT INTERVIEWS

‘You saw him then.’
‘I know it was him.’
‘Let’s forget what you know. You’re saying you saw him.’
‘Yes, I saw him.’
‘Just as you see me.’
‘Yes.’
‘You saw him with your own eyes.’
‘Yes. I saw him. I saw him.’
Atonement
Ian McEwan (2001)
2.1 Chapter Aim
Child-adult interviews are a prominent method in research and practice. The aim
of this literature review is to identify gaps in our knowledge about interviews with
children. The review begins by defining interviews and listing the broad range of areas
in which interviews with children are used. It goes on to consider the theoretical basis
for interviewing children, which can be seen as a set of evolving constructs. Linked to
the evolution of ideas is an evolution of methods and current practice favours
strengths-based methods, especially in forensic interviewing and qualitative research;
the focus in forensic interviewing is on accuracy while generating narrative is the
priority in qualitative interviews. Based on the accumulated theoretical insights,
research evidence, and practice knowledge, several authors have prepared guidelines
on conducting interviews with children which are also analysed in this chapter.
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Finally, the review sets out the gaps in our knowledge that the present study seeks to
address.

2.2 Definition and Use of Interviews
An interview has been defined as a conversation with a purpose, viz. the
generation of knowledge (Kvale, 2006; O’Reilly, 1994; Sattler, 1998). Interviews
between children and adults are an important element of practice in a range of
professions including clinical psychology (Carr, 2001), educational psychology
(Alexander & Winne, 2006), law (Zajac, Gross, & Hayne, 2003), medicine (Tates,
Meeuwesen, Elbers, & Bensing, 2002c), and social work (Hill, 1997; O’Reilly, 1994). For
clinical psychology, information is gathered on thoughts and feelings as in the
Structured Clinical Interview for DSM-IV-TR (SCID-CV; First, Spitzer, Gibbon &
Williams, 1996), for medicine on symptoms (Tates & Meeuwesen, 2000), and as
eyewitness testimony for criminal investigations (Sternberg, Lamb, Orbach, Esplin, &
Mitchell, 2001). In all cases, the aim is that information obtained through an interview
will allow the interviewer to provide services for the interviewee (Garrett, 1995). Childadult interviews are also common in developmental psychology research where the
information generated concerns attitudes and ideas (Heary & Hennessy, 2006). Because
interviews are so widely used, and in such sensitive areas of practice, it is important to
know more about how and why interviews work.

2.2.1 Interviews compared to other research and practice methods.
Interviews are, of course, just one option available to researchers and practitioners and
it is worth considering how interviews compare to methods. Aside from interviews,
naturalistic observation, survey, and experimental observation are common methods
in research (Shaughnessy, Zechmeister, & Zechmeister, 2009). In both research and
practice, there is growing overlap between the methods used, while practice wisdom
frequently transfers to research methodology. For example, Hill (2006) observes a
convergence of academic and service interview methods such that researchers
increasingly adopt approaches that facilitate children’s agency, as pioneered by
practitioners, while practitioners now use methods which were once the preserve of
researchers. In these circumstances, it is possible to consider research and practice
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interviews together. While an exhaustive treatment of research methods is not the
purpose of this section, it aims to differentiate interviews from other methodological
options and from uses other than the elicitation of new information.
To begin with experimental research, interviews are used as a test in areas such as
perspective-taking (Surtees & Apperly, 2012) and information-seeking (Aguiar, Stoess,
& Taylor, 2012). The work of Piaget (1926, 1959) was based on using interviews to test
what children can and cannot do. Children’s ability was tested through conversation
and their responses were taken as an indicator of their cognitive and moral
development (Flavell, 1963). For example, Piaget’s conservation tasks are essentially
interviews to test children’s ability to compare dimensions of measurement (Smith,
Cowie, & Blades, 2011). The essential difference between interviews which seek to
gather information from children and those which seek to test children’s ability lies in
how constructions of childhood have evolved, an issue which is considered later in this
chapter. An important distinction can be drawn, then, between the interview-as-test,
with which the present study is not directly concerned, and the information-gathering
interview, with which it is.
Information-gathering interviews are also closely related to, yet distinct from,
questionnaires and standardised assessment tools. Unstructured interviews became
formalised into clinical protocols like the SCID (First et al., 1996), for example, which
can be seen as a means of standardising questions and responses. Compared to
questionnaires, information-gathering interviews offer greater opportunity to probe
responses and so can be deeper than written responses. . The distinction between
information-gathering interviews and structured interviews and questionnaires is
emphasised by the use of information-gathering interviews to develop and pre-test
measurement scales (Heary, 2001; Merriman, Guerin, Horgan, & Maguire, 2011;
Morris, Doll, Wainwright, Davies, Theologis, & Fitzpatrick, 2010). It is the standardised
prompt-and-response formats that restrict both the interviewer and the interviewee in
questionnaires and structured interviews, just as the less structured informationgathering interviews give both parties greater freedom.
Both observation and proxy reporting by parents are much further removed from
information-gathering interviews than the other methods considered so far. Both have
been criticised for their inability to answer questions about subjective phenomena
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(Yarrow, 1960) and for objectifying children (Hogan, 2005). The reliance on observation
or parental reports alone has come to be seen as an incomplete picture of children’s
lives because there is no opportunity to determine children’s own perspective on their
experience (Greene, 2006; Tates, Elbers, Meeuwesen, & Bensing, 2002a; Wesson &
Salmon, 2001). While observation and parental report have a role in answering
particular types of questions about children, they cannot contribute to our
understanding of children’s subjective experiences in ways that information-gathering
interviews can.
Information-gathering interviews appear to have practical advantages over other
methods and to be more suitable for particular questions, those concerning the
elicitation of novel information about children’s lives and experiences. The
methodological decisions made by researchers and practitioners reveal assumptions
about children, their capacities, and their place in the world. The constructions of
childhood which underlie choices have been evolving throughout the 20th Century and
the next section attempts to trace some of those changes.

2.3 The Evolution of Theories of Childhood
A review of theoretical perspectives on childhood could begin with Ariès’s (1960,
1996) work on medieval childhoods, with Rousseau’s Émile (1762, 2007), or even with
Plato’s The Laws (Book I, 1, 1871, 1999). For the present study, it is sufficient to take up
the evolutionary tale in the late 20th Century. This was a time when recognition of
children’s rights shifted thinking from a Dominant Framework to a New Sociology of
Childhood (Prout & James, 1997), when the use of interviews moved from
“excavation” to “co-construction” (Hugh-Jones, 2010, p. 82).
One way of approaching research in child development is to determine what
children are not capable of at a given age, until they reach adult levels of achievement.
The emphasis, therefore, is on identifying inabilities, failures, and deficits relative to
older children and adults. This position has been labelled the Dominant Framework
and was the paradigm on which much social research with children was based until
the late 20th Century (James & Prout, 1997). In parallel, the mainstream model of
developmental psychology made similar assumptions about “the child as research
object” (Hogan, 2005, p. 24) and both were grounded in biological and evolutionary
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theories (Smith et al., 2011). Three central assumptions of both mainstream
developmental psychology (Hogan, 2005) and the Dominant Framework in the
sociology of childhood have been identified (James & Prout, 1997) which overlap
sufficiently to be treated together here. Firstly, rationality implies that children are in
the process of learning to think in an adult-like reasoned way and that childhood is
their “period of apprenticeship” (Prout & James, 1997, p. 10). The course of the period
of apprenticeship progresses through the same logical stages for all children, leading to
the assumption that children are predictable, that development is standard and
progressive (Hogan, 2005). The second major assumption is that children’s
development is natural. Naturalness draws on the evolutionary conception of the
unformed, primitive child waiting for development to happen to them (Prout & James,
1997). Children are passive participants in their development and are marginalised
until they gain the capacities to enter the adult social world (Prout & James, 1997). The
consequence of this assumption is that children are considered to be irrelevant,
unformed, passive-dependent, and unreliable (Hogan, 2005). Constructing children as
unreliable means that children’s reports are not valued to the same extent as adults’,
leading research to rely on adult reports and objective measures instead of children’s
own reports (Ireland & Holloway, 1996). Finally, the third major assumption is that the
course of children’s development is universal (Prout & James, 1997) or context-free
(Hogan, 2005), that it is the same for children everywhere, regardless of society and
culture. Universality also applies in the temporal dimension and development under
the Dominant Framework is timeless (Hogan, 2005). In summary, a generally negative
and restrictive view of children’s capacities dominated thought and discourse on
children’s issues.
Looking more closely at how dominant paradigms affected programmes of
research, Hogan (2005) identifies the marriage of developmentalism to positivist
scientific principles which are associated with quantitative methods of data collection
and analysis. The thrust of much psychology research in the 20th century, especially
research with children, was towards measurement and standardisation (Hogan, 2005;
Woodhead, 1999). Standardised measurement of intelligence, for example, was
consistent with the assumptions of rationality and universality in that it described a
smooth gradient of normal development on which all children could be judged (Binet
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& Simon, 1916). In one-to-one interviews there was a focus on what can be “got” from
the child which led to the pursuit of “the right question” (Westcott & Littleton, 2005, p.
143); this is also called the “excavation” approach to interviewing (Hugh-Jones, 2010, p.
82). In this context, information-gathering interviews and the kinds of research
questions they can answer were not necessary.
Overall, the Dominant Framework provided a rigorous approach to research
which answered important questions about children’s development relative to their
peers. However, the experimental and observational methods used were insufficient to
answer emerging questions about children’s lived experience. These new questions
arose in the context of broader social movements and required a different approach to
research and practice, one which built on children’s strengths, interests, and capacities.
The second half of the twentieth century saw a number of movements for
individual and civil rights, including ethnic minority rights, feminism, and children’s
rights (Lee, 2001). With regard to the role and status of children, there was a new
respect for their value as persons and for their rights (Greene & Hill, 2005). The
pinnacle of the children’s rights movement is the United Nations Convention on the
Rights of the Child (UNCRC; 1990). One of the most far-reaching statements in the
Convention is Article 12 on the right of children to express their views:
State Parties shall assure to the child who is capable of forming his or her
own views the right to express those views in all matters affecting the
child, the views of the child being given due weight in accordance with
the age and maturity of the child.
The right of children to freely express their views demands action on two fronts by
adults: Firstly, there is a responsibility to listen to children that requires a change from
the assumption that children are passive and predictable to a recognition of children’s
agency and autonomy. Secondly, there is a responsibility to facilitate children in
expressing their views that requires methods of interaction based on children’s
strengths, capacities, and interests. The shift in thinking demanded by the UNCRC
influenced the emergence of the New Sociology of Childhood (Prout & James, 1997).
A central tenet of the New Sociology of Childhood is that children have a privileged
perspective on their own experience which they actively construct (Greene, 2006; Prout
& James, 1997). The main epistemological change is that children are increasingly seen
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as credible informants with the capacity to be full participants in the research process
(Greene, 2006). The emphasis on engagement and experience is related to the shift from
research and practice on children to with children (Greene, 2006); Greene and Hill
(2005) similarly wrote of the distinction between studying children and child variables.
Encouraging children’s participation in research implies a view of their ability to
understand themselves and their experiences that was not previously part of the
discourse of child psychology (Greene, 2006). For child psychology, this new position
had children at the centre of all its concerns.
Child-centredness in psychology builds on the children’s rights movement, as is
clear in how it has been conceptualised by developmental psychologists:
Being child-centred involves placing the child at the centre of our
inquiries. It implies the need to respect each individual child and his-her
[sic] capabilities or abilities. The onus is on the researcher to facilitate each
child in conveying their views and experiences and to communicate with
children in a manner appropriate to their needs. However, childcentredness is not an all-or-nothing phenomenon. It is preferable to view
child-centredness along a continuum (Guerin & Heary, 2006, p. 6).
This definition emphasises the place of children in research and practice – central
rather than peripheral – and indicates where the responsibility for securing that
position lies – with adults. Child-centredness has evolved through methods of research
and practice with children. Accessing children’s unique experiences and unique
perspectives on their own lives is the focus of these methods.
Researchers and practitioners are influenced by changes in thinking within their
profession as well as by wider social and political movements, and the history of
developmental psychology is one of evolution. What this means for the study of and
use of interviews with children is that current practice is informed by child-centred
and strengths-based perspectives on childhood. The next section describes current
literature on child-adult interviews with an emphasis on the growth of creative
methods.

2.4 Approaches to Interviews with Children
Based on an awareness of children’s strengths at a conceptual level, Hill (1997,
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2006) and Punch (2002) consider the best way to involve children in research,
beginning with the design of research and research methods. To facilitate participation,
Punch (2002) proposed to treat children entirely differently from adults and to work
with their competencies. This insight on using children’s skills and interests has led to
a “plethora of innovative or adapted techniques being developed” (Punch, p. 322).
Among these were the draw-and-write technique (Backett-Milburn & McKie, 1999),
photography (Darbyshire, MacDougall, & Schiller, 2005), and role play (Hill, 1997).
Continuing in a strengths-based direction, Greene and Hill (2005) proposed the use of
material props and visual prompts. From social work practice, Thomas and O’Kane
(1998) used life time lines and story-books. These methods all essentially aim to
facilitate children’s participation in research and to elicit children’s narratives about
their own lives and qualitative methods of analysis are commonly used to explore
meaning in children’s narratives (Greene & Hill, 2005; Westcott & Littleton, 2005).
Strengths-based approaches, such as the drawings and photographs used in interview
research, have practical advantages but also represent a distinctive stance on children’s
place in the world and their role in interpreting their own experience.
There is a general recognition that children’s responses in interviews are
influenced by the extent to which the method supports their strengths and
compensates for their limitations (Brown, Salmon, Pipe, Rutter, Craw, & Taylor, 1999;
Salmon, Pipe, Malloy, & Mackay, 2012). The advantages of using strengths-based
methods which have been identified by researchers are that they better engage
children, they better represent children’s experience, and they empower children
(Greene, 2006; Greene & Hill, 2005; Merriman & Guerin, 2006; Punch, 2002). Specific
advantages include: the popularity of the activities among children (Thomas & Jolley,
1998); their typical perception as fun and non-threatening, unlike most testing
situations (Rubin, 2005); and the fact that they do not always require literacy and
verbal skills (DiCarlo, Gibbons, Kaminsky, Wright & Stiles, 2000). Punch (2002) also
suggests that using methods which are more sensitive to children’s particular
competencies or interests can enable children to feel more at ease with an adult
researcher. In a similar vein, Hill (1997) observes that painting and drawing can be
useful in establishing rapport.
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Drawing is the method which has perhaps gained most attention among
practitioners (see Bekhit, Thomas, & Jolley, 2005). Photographs have been used in
similar ways to drawing, both as creative tasks (Thomson & Hall, 2008) and as visual
stimuli for discussion (Epstein, Stevens, McKeever, & Baruchel, 2006; Hudson &
Fivush, 1991; Nic Gabhainn & Sixsmith, 2005). Thomson (2008) and Thomson and Hall
(2008) use photographs and drawings to explore children’s identities. Like drawings,
photographs have been used as prompts to elicit children’s narratives (Burke, 2008;
Harper, 2002) though it is a less well developed methodology. Some methods have
been shown to affect the course of an interview. For example, arts-based methods can
allow children more time to think and, according to some researchers, this makes for
more accurate reports (Salmon, 2001; Young & Barrett, 2001). These diverse studies
represent a strong trend in methodology towards the use of creative methods.
A number of distinct interview methods which can generate narrative by aiding
recall have been developed, particularly in the field of eyewitness testimony, like the
Cognitive Interview (Geiselman et al., 1984) and the Narrative Elaboration Technique
(Saywitz & Snyder, 1996). These methods use guided memory searches which ask
children to imagine the target event and describe it repeatedly in difference sequences
from a variety of points of view. A range of interview activities are used to elicit
information, including anatomically-detailed dolls (Salmon, 2001), drawing (Brown et
al., 2007; Butler, Gross, & Hayne, 1995; Gross & Hayne, 1998, 1999; Gross, Hayne, &
Drury, 2009), re-enactment (Salmon, Roncolato, & Gleitzman, 2003), props (Edwards &
Forman, 1989; Lindberg, Chapman, Samsock, Thomas, & Lindberg, 2003; Salmon &
Pipe, 2000), and photographs (Hudson & Fivush, 1991). While they do not feature in
the literature on forensic interviewing, vignettes are common in consultation research
for broaching potentially sensitive subjects with children and young people (Barter &
Renold, 2000). Vignettes are fictional stories written to elicit responses on behaviour,
people, and situations, used either by discussion or by questions on whether the
participant agrees or disagrees with the behaviour described (Barter & Renold, 2000).
For each of the specific techniques and interview strategies, the goal is to enhance
children’s narratives and the productivity of the interview, that is, how many details
children recall. For example, Gross and Hayne (1998) in a study of recall that compared
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drawing and verbal interviews found that children in the Draw condition reported
twice as much information as those in the Tell condition.
It can be convenient to label all of the arts-based and creative methods together
and to distinguish them from standard verbal interviews. Indeed, they do have much
in common in how they are used (see Driessnack & Furukawa, 2012; Salmon, 2001).
However, the effects of each on children’s behaviour in interviews may be quite
different. Props from past events, such as a stethoscope (Brown et al., 1999), and
drawing have different cognitive effects and different impacts on recall (Salmon &
Pipe, 2000). Even visual methods like drawing and photographs differ on the basis that
imagination can play more of a role in a drawing interview (Strange, Garry, &
Sutherland, 2003). Reflecting on the differences between visual and verbal methods,
Harper (2002) suggests that they demand distinct forms of mental representation. It
cannot be assumed that all strengths-based methods are the same. As a further
example, children’s drawings had clinical and projective applications throughout the
20th century including the House-Tree-Person test (Buck, 1948), Goodenough-Harris
Draw-A-Person test (Harris, 1963), and Favourite Kind of Day drawing (Manning,
1987). These methods use a standardised assessment framework to infer
developmental delay or psychological problems and children’s drawings have also
been used as IQ tests (Koppitz, 1968). Research on the validity and reliability of the
clinical and projective uses of drawings undermined their use (Catte & Cox, 1999; Cox
& Catte, 2000) and the over-interpretation of drawing by adults were also cited as
major problems in the use of standardised measures of drawing (Thomas & Jolley,
1998). The most interesting innovation was the addition of written comments on
children’s drawings allowing them to explain their intention and avoiding the problem
of over-interpretation and misinterpretation, as in the draw-and-write technique
(Backett-Milburn & McKie, 1999). If the same method can be used in decidedly
different ways at different times, and if similarities between methods cannot be taken
for granted, what is important is the basis on which the method is used.
The strengths-based methods described here appear to have convincing
advantages for research and practice with children. It has been argued that they can
engage, enable, and empower children by using popular activities which can help
children remember and talk about events. However, the research projects described
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here differ widely in their aims so it is important to consider a more general way to
assess any improvement attributable to the use of strengths-based methods.

2.5 Interview Quality
The general aim of interviews is the elicitation of information. There are broadly
two ways of further interpreting the information elicited: the quantity of information
or the accuracy of that information. Each is important relative to the more specific aim
of the interview, as considered below.
Kvale and Brinkmann (2009) offer six criteria on which to judge the quality of an
interview and two of these are of particular relevance to the present study: the extent
of spontaneous, rich, specific, and relevant answers from the interviewee; and the
extent of short interviewer questions and longer interviewee answers. The first
criterion is an elaboration of the purpose of interviews, adding that the information
elicited should be spontaneous, rich, specific, and relevant (see also Hill, 2006). The
second criterion is also worth keeping in mind: that there should be short questions
and long answers. The others of Kvale and Brinkmann’s (2009) have more to do with
the quality of the interview technique (Liber et al., 2010; Orbach, Hershkowitz, Lamb,
Sternberg, Esplin, & Horowitz, 2000; Sternberg et al., 2001). Interviews, then, depend
on eliciting narrative accounts (Costantino & Greene, 2003) where narrative is a process
which allows people to make connections between events and to give a coherent and
meaningful report (Willig, 2008). In summary, the quality of an interview can be
judged by the quality of the narrative it elicits.
The question arises as to how to assess the quality of a narrative. There is
consistent interest in the total amount of information provided by children in
interviews and the type of information (Cain, Eaton, Baker-Ward, & Yen, 2005; Coates
& Coates, 2006; Gross & Hayne, 1998, 1999; Tates, Meeuwesen, Bensing, & Elbers,
2002b; Wesson & Salmon, 2001). In research on recall and eyewitness testimony, both
quantity of information and accuracy are important (Gross & Hayne, 1998, 1999). Other
studies have analysed the emotional content of narratives, which has implications for
the practice of clinical psychology where such information can be important (Wesson &
Salmon, 2001). There is some variation in the specific type of information sought in
children’s narratives, but the consensus is that a good narrative is a detailed one.
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Moving beyond the quantity of information reported, an important consideration
in the method of interviewing is accuracy, especially in forensic interviewing where
children’s reports are used as evidence in legal cases (Edwards & Forman, 1989;
Larsson & Lamb, 2009). For this reason, considerable attention has also been paid to
things that might negatively affect the accuracy of children’s reports. Based on the
observation that repeated questioning is a feature of the forensic, research has
investigated the effect both of repetition within an interview (Krähenbühl & Blades,
2006) and of misleading questions (Zajac & Hayne, 2006). There is also evidence that
the form of questioning can affect productivity and accuracy and directed questions
can decrease accuracy of recall (Gee & Pipe, 1995; Memon, Holley, Wark, Bull, &
Köhnken, 1996; Waterman, Blades, & Spencer, 2004). While accuracy may not be as
important in other interview settings, these studies reveal the extent of the influence
the interviewer can have over children’s responses in interviews.
It is clear that a number of factors can influence the quality of an interview. Those
that have been identified in this review so far include the interview method and the
interviewers’ assumptions about children, though others like the child-adult
relationship and the interviewer’s questions are also worthy of consideration. The next
section reviews some of the advice available for practitioners on how to conduct high
quality interviews.

2.6 Practice Guidelines on Child-Adult Interviews
Accumulating the lessons about child-adult interviews, a number of authors have
presented guidelines that can be applied or adapted to interviews in all professions
that work with children. Again, there is enough consistency across approaches to
consider the common features together. From the highly structured interview protocol
with step-by-step instructions for each stage of the interview, such as that developed
by Sternberg et al. (2001), to the more general good-practice guidelines (Parkinson,
2001, for example), the consensus is that trust and rapport-building are the foundation
of a good child-adult interview. Some protocols include a designated rapport-building
phase (Orbach et al., 2000). Establishment of ground rules comes next, sometimes along
with some questions for modelling responses or for priming, especially in forensic
interviews (Orbach et al., 2000). The initial phase of the interview itself is usually a free
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narrative account with follow-up questions facilitated by neutral prompts (Powell &
Lancaster, 2003; Warren, Woodall, Thomas, Nunno, Keeney, Larson, & Stadfeld, 1999;
Wilson & Powell, 2001). One of Sternberg et al.’s studies (2001) showed that the
structured protocol improved the consistency of the pre-substantive phase of the
interview, that is, before the free narrative phase, and altered the behaviour of the
interviewer who asked more open questions. Some protocols indicate which kinds of
questions to use and to avoid, broadly classified as open or closed (Brown et al., 2007;
Wilson & Powell, 2001). Children should be active participants in constructing the
narrative rather than just responding to questions, even to the point of using activities
to engage them (Parkinson, 2001). There are also guidelines on how to conclude
interviews (Orbach et al., 2000). It is difficult to determine the extent to which these
guidelines are actually used to inform day-to-day practice but there existence at least
implies a demand for information on the part of practitioners.
Two of the points from these wide-ranging guidelines are of particular relevance
to the present study: the principle of establishing trust and rapport in advance of the
interview, and the insight that active methods of engagement are preferable. These are
good examples of Hill’s (2006) observation of the convergence of practice wisdom and
research-generated knowledge. However, there are still practical innovations and
practice experience that has yet to be thoroughly researched and a number of gaps in
our empirical knowledge can be identified.

2.7 Limitations of Existing Interview Research
So far, this chapter has described the wealth of theoretical and practical knowledge
available about interviews with children. There is a sound theoretical basis both for
valuing children’s perspectives on their own lives and for comparative research to
establish the relative merits of different methods. Empirical work has shown
interesting trends in how strengths-based methods can be used with children, but a
number of unanswered questions remain and are considered in this section.
As noted previously, interviews are used in a wide range of practice areas, but
most of the research literature is focused on forensic interviews (Larsson & Lamb, 2009;
Sternberg et al., 1997) and medical consultations (Tates et al., 2002a, 2002b, 2002c).
Little is known about the detailed operation of interviews in clinical psychology,
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educational psychology, and social work. Based on the evidence presented here, it
would be naïve to expect that the context of an interview has no effect and the context
of psychology and social work interviews may differ in important ways from forensic
interviewing. For example, engagement with the interviewer may be valued more by a
social worker than the accuracy of a report. While much can be gained by focusing on
the similarities across the spectrum of uses of interviews, the lack of service-based
research represents a gap in our knowledge.
Some of the advances in our understanding of child-adult interviews have
originated in practice before being further explored through research (Carr, 1994, 2006;
Yarrow, 1960). For example, Yarrow (1960), a child and family services practitioner,
was writing about the value of eliciting children’s attitudes through interviews, of the
importance of building rapport in the face of the power imbalance between children
and adults, and the influence of the interviewer’s style of questioning long before such
practices were the subject of a paradigm shift in the New Sociology of Childhood.
Practitioners, then, may be more likely to initiate the use of strengths-based methods
because it is in their interest to facilitate children, while research has been more
concerned with the limits of children’s abilities. However, there are no studies to date
on research questions concerning practitioners’ points of view on interviews. To
understand why this may be the case, it is worth considering the role of the
interviewer. Forensic interviewing is dominated by highly structured protocols which
rely on uniformity of implementation by practitioners. For this reason, practitioners are
not often consulted on their experience of interviews because that experience is
subordinate to the protocol. On the other hand, practitioners in other professions have
greater flexibility in how they approach child-adult interviews and innovations in
practice may not as yet have reached the published literature so consultation with
practitioners may yield additional insights.
The use of creative methods with children is in a state of evolution. The main
difference in the use of drawing between, for example, Gross and Hayne (1998) and
Backett-Milburn and McKie (1999) is the degree of structure in the interview protocol
and the analysis, which can broadly be categorised as quantitative and qualitative
respectively. There are many examples of comparisons of quantitative approaches, but
the assumptions about qualitative methodology mean that such comparison is rare. At
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the same time, there is value in comparing qualitative methods to determine the
differences between approaches. Rather than assuming that a method works well in
certain contexts, it is possible to test that assumption and build evidence for the value
of that method. There are particular challenges in how to quantify the quality of the
interview and it was also necessary to develop a conceptualisation of the child-adult
interview as a research and practice method for the present study. In this, an important
factor was the perspective of practitioners, who were consulted to an extent that was
sufficient to answer the research questions in the present study, but was not an
exhaustive treatment of every possible factor in interviews. A model of child-adult
interviews that are based on one-to-one interactions where the aim is the elicitation of
information was adopted for the present study.
A number of gaps in knowledge and outstanding questions in the field of childadult interviews can be identified. Firstly, there is a need to broaden the research base
beyond forensic interviewing and to include the perspectives of practitioners.
Specifically, it is important to know which interview methods are used in practice and
on what basis is the quality of an interview assessed by practitioners. Secondly, little is
known about how activities such as the strengths-based methods discussed here
operate in semi-structured interviews, rather than in the structured interviews of
forensic and clinical research. The example of comparative experimental designs,
which have been the basis for considerable advances in our understanding of childadult interviews, can be applied to any methods so that we can better understand their
relative merits and the differences between them in terms of interview quality.

2.8 Conclusion
The purpose of the literature review was to identify outstanding questions about
child-adult interviews. In order to do so, it provided a working definition of an
interview and demonstrated the prominent place of child-adult interviews in research
and practice. The chapter also considered the conceptual basis for research with
children, describing the on-going evolution of ideas. Strengths-based methods appear
to be valuable for work with children, but questions remain as to the mechanisms of
any effect and as to how the quality of interviews can be determined.
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In order to address these issues, exploratory interviews with practitioners were
conducted to determine the major influences on their interview practice and these are
presented in the next chapter as the qualitative exploratory phase of the sequential
design. The quantitative phase of the present study also required variables on which
interviews could be prepared so practitioners’ perspectives on the important features
of interviews was also sought. Finally, the consultation interviews considered
influences on the approach practitioners take to their work, such as professional
training and experience.
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CHAPTER THREE
PHASES ONE AND TWO:
CONSULTATIONS WITH PRACTITIONERS ON
ISSUES IN CHILD-ADULT INTERVIEWS

‘Professor Finniston, could I have a word?’ said Babbacombe. ‘I’d like to
ask your advice, as a friend.’
‘Of course, young man. Move those cup-cakes off the chair and sit
yourself down,’ said Professor Finniston, taking off his spectacles. ‘And
how may I be of help?’
Cuts
Malcolm Bradbury (1987)
3.1 Chapter Aim
The main aim of the exploratory consultation phases was to add practitioners’
perspectives on the characteristics of child-adult interviews and issues in current
practice to complement and supplement the literature review, and to inform the design
of the main data collection in Phase Three. A secondary aim was to identify areas of
practice and settings in which Phase Three could be conducted. There were two phases
in the consultation process. Phase One involved interviews with experts in a wide
range of practice areas on general issues in child-adult interviews and Phase Two
involved more detailed interviews with practitioners on the purpose of their interviews
with children, techniques used, and the value of rapport-building. Each phase is
reported in turn in this chapter. These phases were also intended to inform the
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researcher about the context of practitioners’ work before embarking on Phase Three.
This had two effects, both to improve the design of the study and to improve the
researcher’s ability to conduct interviews as realistically as possible.

3.2 Phase One
A number of issues in child-adult interviews were identified in the literature
review and a model of interviews on which to base the present study was specified.
The literature review also identified a lack of practitioner research which might lead to
important information on how interviews operate in practice being overlooked. Before
beginning work to compare interview methods, it was necessary to understand more
about practitioners’ perspectives on the important issues and on ways of assessing
child-adult interviews. The first step, however, was to determine which professions
best fitted the model specified and would best illustrate the issues.
There were two questions for Phase One of the study: what are the characteristics
of child-adult interviews which should be considered in the present study; and
whether each of a list of professions working with children is suitable for inclusion in
the rest of the study based on the conceptualisation of interviews used. The
consultation also provided the researcher with contextual information on the practices
of different professionals with a view to better understanding the initial interactions
between professionals and children. A definition of child-adult interviews was
developed to which each practice area was compared. For the present study, the
defining criterion of an interview was a one-to-one interview between a child and an
adult with the purpose of eliciting information on the child’s life; age limits and other
practical considerations were also considered. Results are presented here on whether
each profession met the criteria, and on issues which arose in the course of the
interviews and informed later phases in the study.

3.2.1 Method

Participants. A list of professions that work with children was generated with a
focus on therapeutic and support interventions. Expert informants from each
profession were recruited through appropriate university departments, representative
bodies, private practices, and state agencies. Academics were selected on the basis of
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their broad knowledge of an area, including practice and training, as well as the
possibility of interest in research in general. When public or private practices were
contacted, the approach was addressed to directors and managers on the basis of their
knowledge of service policy and practice, and their capacity to give consent for
research to be conducted in their service. The invitation to participate is in Appendix A
(p. 219). In total, 14 professionals were contacted of whom 10 took part, a rate of
71.43%. The expert informants were academics in five cases and practitioners in five,
and two professions were represented by one interviewee: early child care and play
therapy (Table 3.1). It must be noted here that interviewees were not taken to represent
their profession, but were taking part based on their own professional experience.

Interview procedure. A semi-structured interview schedule was developed
(Appendix B, p. 221). Semi-structured interviews allow some flexibility in the questions
and allow the opportunity for follow-up questions and for clarification (Grbich, 1999;
Shaughnessy et al., 2009). The introduction gave some background to the study and
described the purpose of the interview, followed by questions on the general goals and
approaches of the profession, before turning to details of interviews between a child
and a practitioner. The final questions were geared towards later phases of the present
study and dealt with practical issues such as the recruitment of practitioners and
services for Phase Three.

Table 3.1
Professions and Positions of Expert Informants
Profession
Clinical psychology
Early child care1
Educational psychology
Education and welfare
Family support
Home school community liaison
Play therapy1
Public health nursing
Social work
Speech and language therapy
1 Same interviewee

Position
Practitioner
Academic
Academic
Practitioner
Practitioner
Academic
Practitioner
Practitioner
Academic
Academic
Academic
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Once identified, participants were approached by email. All of those contacted
gave preliminary consent to participate and interviews were scheduled. Four of the
interviews were conducted in person and six by telephone. All interviews were
recorded either digitally or by contemporaneous notes. Interviews varied in length
between 6 and 65 minutes. Participants signed a form (Appendix C, p. 222) giving their
consent to participate in the study based on assurances that their responses would be
treated confidentially and reported anonymously.

Analysis procedure. Interviews which had been digitally recorded were
transcribed using NVivo 8 (QSR International, 2008). The two questions (the important
features of child-adult interviews and compatibility with the specified model of
interviews) were considered separately. Analysis for the second question was a matter
of comparing the description given by the interviewee to the criteria for inclusion in
the present study: the age range of the children with whom they work and the nature
of the one-to-one interview between the child and practitioner. There was no
ambiguity in any case.
For the first question on the important features of child-adult interviews, content
analysis was used whereby categories of responses were defined before coding
interview responses into those categories and counting frequencies (Grbich, 1999;
Mayring, 2004). More specifically, the process used here can be identified as Directed
Content Analysis (Hsieh & Shannon, 2007), a variation on conventional content
analysis in which an a priori coding frame is used, though the analysis remains open to
new categories emerging. For example, coding was conducted for information on the
purpose of interviews, referral processes, and activities in interviews based on the
interview schedule. Issues around practitioner training had not been anticipated so
represent an emerging category, as detailed below. The coding process involved a
series of stages, similar to those outlined by Hsieh and Shannon (2007), Schmidt (2004),
and Spencer, Ritchie, and O’Connor (2003).
The first step in the analysis was to read all interview transcripts and to note
where similar responses occurred; 16 codes were identified in this way (Appendix D, p.
223). The next step was to specify higher order categories so as to devise a coding
frame for the dataset. The 16 codes were merged into mutually exclusive categories.
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For example, the initial review of the transcripts included codes such as Assessment,
Engagement, Introduction of practitioner and service, and Ice-breakers. Upon
reflection, Ice-breakers could be considered one form of Engagement but was judged
important enough to warrant separate analysis. On the other hand, Introduction of
practitioner and service was described by the respondents in terms that fitted with
Engagement so the two were merged. In the final version of the coding frame, the
corresponding categories were Ice-breaker activities and Purpose of interview, with
two sub-categories of Assessment and Engagement. The full list of final categories
was: Purpose of interview with two sub-categories (Assessment and Engagement);
Information from the referral process; Ice-breaker activities; and Practitioner
training, with the sub-categories Lack of formal training in rapport and Training as
apprenticeship (see Table 3.2 for working definitions). The final stage in the analysis
was to code all of the interviews according to the final coding frame and the results are
reported below in the same categories. Results presented below are based on the
responses of all interviewees, who are identified by profession, for example CP is the
Clinical Psychologist.

3.2.2 Results. The assessment of each profession’s suitability for inclusion in the
present study is presented first, followed by four other relevant categories which
emerged in the analysis. Among the 11 professions, 4 were deemed suitable for

Table 3.2
Working Definitions of Phase One Coding Frame
Category
Purpose of interaction
Assessment
Engagement
Information from referral process
Ice-breaker activities
Practitioner training
Lack of formal practitioner
training in rapport
Training as apprenticeship

Definition
The main thing which the practitioner was trying to
achieve in the interview
Either an informal or formal assessment of the child
Building a relationship with the child in the first meeting
on which to build subsequently
The details available to the practitioner in advance of the
first meeting, either from referral form or from
consultation with parents in advance
Usually creative methods of interaction with indirect or no
reference to the reason for the interview
The means by which practitioners learn and develop their
skills in relation to child-adult interviews
Practitioners’ experience of training in relation to childadult interviews
A system whereby trainees learn by working with more
experienced practitioners
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inclusion in the later phases of the study: clinical psychology, educational psychology,
family support, and social work. Table 3.3 lists the other practice areas and states the
reason for their exclusion based on the respondents’ descriptions of the purpose and
practices of the profession.

Purpose of interview. The purpose of the interview was the same for each of the
four professions designated suitable for Phase Two, that is, some kind of formal or
informal assessment of the child. For the clinical psychologist, the initial phase of the
work is usually for assessment based on the referral and is aimed at collecting enough
information to allow the team to reach a formulation of the child’s difficulties. For all of
the practitioners consulted, the purpose of the initial interview is “to engage the child,
put them at ease, make sure they feel relaxed and comfortable, and understand why they are
there” (CP). According to the same interviewee, some time is spent explaining the
intervention process, the nature of the service, and confidentiality and its limits. For the
family support worker, two to three sessions can be devoted to engagement and
relationship-building to begin to establish a therapeutic relationship with the child,
often using a family story-book or some arts-based activities. The length of this period
is determined primarily by the child and their response, according to the family
support worker. In the experience of the interviewees, the initial interview is generally
non-structured, that is “not question-answer, question-answer” (FS). An exception to this
is a child protection assessment, which has a more legal focus and associated
requirements, according to the social worker who specialises in child protection. The

Table 3.3
Professions Excluded Following Phase One
Profession
Early child care
Education and welfare
Home school community liaison
Play therapy
Public health nursing
Speech and language therapy

Reason for exclusion
Deals with the period of development from birth to six
years, outside the age range for the present study
Limited opportunities for direct work with children
No direct work with children
Deals primarily with early childhood; the non-directive
principles of practice preclude structured interviews which
are required in the present study
Focuses on health screening, health promotion, and
immunisation and little interaction with older children and
adolescents
Intervention on receptive and productive language rather
than narrative skills
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social worker also explained that, depending on the case load and the nature of each
case, there is an emphasis on befriending for children in longer-term cases.

Information from referral process. In most professions, practitioners have
some information on the child in advance of the first meeting based on the referral
process. For the clinical psychologist, for example, information available in advance
comes from a standard referral form which includes personal and family history and a
social work report. Referrals to the educational psychologists come primarily from
schools because of learning or behavioural problems, but sometimes from parents, so
the initial consultation is with parents or with a teacher, who provide information
before the practitioner meets the child. The main areas of work described by the social
worker are child protection and child welfare. In these areas, referrals can come from
schools, general practitioners, public health nurses, family, and other sources and
initial referrals are made to the duty team. In advance of a meeting, the social worker
said they might have information on personal history, interests, school, and the source
of the referral which can be used to prompt questions in the first meeting. In general,
then, the practitioner begins the first meeting with a child having already gained some
information about their circumstances and issues.

Ice-breaker activities. There was also some general consistency in the activities
mentioned by practitioners. Much of the interaction in the initial meetings takes place
based on instructions from the manuals of standardised assessment tools, which
function like a script and allow little scope for less structured conversation.
Practitioners make an effort to connect the assessment with things in the child’s world
through general discussion of topics like school and hobbies: “Every child has some kind
of an interest. You learn a lot by exploring hobbies... Is it a team hobby; is it a solitary hobby?
It’s very revealing actually” (EP2), suggested one interviewee. For all professions, it is
important that ice-breaker activities are developmentally appropriate and of interest to
the young person. For pre-school children, play can be suitable, according to one
interviewee. The activities used include life story-books, button maps, which are like
family trees, and drawing. Another interviewee suggested that drawing is “nonthreatening” and that “virtually anyone can draw” (PT). For adolescents, a “more grown-up
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approach” (CP) is needed and games like pool were mentioned by some interviewees as
well as sport and music.

Practitioner training. The issue of training in rapport-building with children
also arose frequently and some respondents reported that there is no training in
rapport-building per se. According to the clinical psychologist, students can benefit
from information on rapport-building that is passed on informally through
supervision. For example, a psychometrics module might begin with discussion of the
layout of the room and advice to use drawings, but there is “no class on engagement”
(CP). Supervision during practice placements and observation of a supervisor can also
provide training in engagement, according to one of the educational psychologists.
There is variation among educational psychology practitioners, with some spending
little time on rapport-building according to the academic interviewee:
You hear horror stories of a child whisked out of a classroom, sent up to a
room to meet this strange individual and an assessment begins within five
minutes. Some people will go and meet the child first and not start the
assessment on that day (EP2).
One of the educational psychologists attributed good practice to training and
apprenticeship which can be successful “if you were apprenticed to a good person” (EP2).
The family support worker said that initial training provides the tools, approaches, and
resources to engage in the relationship-building process as part of assessment and
programme-planning. This can be supplemented by professional development
workshops on new approaches or techniques.
3.2.3 Conclusion – Phase One. Based on the interviews reported here, four
professions emerged as suitable for inclusion in the next phase of in-depth interviews:
clinical psychology, educational psychology, family support, and social work. These
professions share several important elements with the rationale of the present study
which make them suitable for inclusion in the next phase: the age range of the children
with whom they work, the nature of the one-to-one interview between the child and
practitioner, and the acknowledgement that there is a place for rapport-building in
their interviews. In the course of Phase One, a number of other issues emerged which

28

Chapter Three – Phases One and Two: Consultations with Practitioners
________________________________________________________________
had a bearing on the overall study and these were addressed during Phase Two, in the
literature review in Chapter Four, and in the design of Phase Three. The main issues
were that:


There is a dual purpose to these service interviews: both the elicitation of
information and the establishment of a positive relationship between the child
and the adult;



Practitioners usually have a good deal of information from the referral process.
This has implications for the power relationship between the child and the
adult and can have an influence on the first meeting;



The activities practitioners use vary across profession but also by their
judgement of the child’s interests and abilities; and



Standardisation of interview practice, based on knowledge of good practice, is
not guaranteed under current training systems in some professions.

3.3 Phase Two
Building on Phase One, Phase Two sought to provide an answer to the first
research question of the present study as stated in Chapter One:
 For practitioners in children’s services, what are the characteristics of current
practice in child-adult interviews?
The four professions identified in Phase One provided the participants for this phase
and the interviews concerned the factors affecting their practice, and the activities,
methods, and techniques they use. Drawing on Phase One, the interview schedule
included questions on the purpose of child-adult interviews, rapport-building, and
children’s responses in interviews. Results are presented here on issues that arose in
the interviews and on the details of particular methods used by practitioners.

3.3.1 Method

Participants. Recruitment of participants was through university departments,
county child care managers, children’s hospitals, and family support services. Some
participants were recommended by those interviewed for Phase One and others were
contacted separately (Appendix E, p. 224). There was no overlap in participation
between Phase One and Phase Two. The inclusion criteria for services in the present
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study were that one-to-one interviews with children were used and that the age range
of the client was between 4 and 18 years. In total, 46 professionals were contacted of
whom 17 took part, a rate of 36.95%. The interviewees were: four clinical psychologists,
two educational psychologists, five family support workers, and six social workers.
Three were male, one each of the clinical psychologists, educational psychologists, and
social workers, and the other 14 were female. All worked directly with children and
adolescents regularly and conducted one-to-one interviews with children as part of
their work. Following the provision of information on the study and preliminary
consent to participate, interviews were scheduled. Participants signed consent forms
(Appendix C, p. 222) at the time of the interview. No ethical issues were identified
additional to those of consent and confidentiality already discussed. As in Phase One,
participants were not assumed to represent their profession and were interviewed
based on their professional experience.

Interview procedure. A semi-structured interview schedule (Appendix F, p.
226) was developed and included questions on engagement in the first meeting,
approaches to rapport-building, factors affecting children’s and adolescents’ responses
in interviews, and the practitioner’s evaluation of the quality of the interview. The final
section of the schedule focused on the protocol and analysis proposed for Phase Three,
with an outline of the protocol and analysis presented for review. The interview
schedule was used to guide interviews but participants were allowed considerable
freedom in their input with direct questions kept to a minimum. Six of the interviews
were conducted in person and 11 by telephone. All interviews were digitally recorded
and they varied in length between 18 and 75 minutes.

Analysis procedure. Interviews were transcribed and coded using NVivo 8 (QSR
International, 2008) as in Phase One. The Phase Two interviews were longer and more
wide-ranging than Phase One so a different approach to analysis was needed which
could answer the research question while revealing other important issues. A version
of thematic analysis was used based on the work of Braun and Clarke (2006), Esterberg
(2002), and Spencer et al. (2003). Thematic analysis is a method for identifying patterns,
called ‘themes’, in a dataset usually consisting of verbal interviews (Braun & Clarke,

30

Chapter Three – Phases One and Two: Consultations with Practitioners
________________________________________________________________
2006). The analysis process is iterative and involves working through the data
repeatedly to first identify potential themes and then search the data thoroughly for
occurrences of those themes (Grbich, 1999). This kind of analysis is common in
evaluation research where specific questions need to be answered (Spencer et al., 2003).
For responses on methods and activities, content analysis was used to indicate how
many practitioners used each method (Grbich, 1999).
The first phase of the analysis for Phase Two was again familiarisation with the
data by reading and re-reading all of the transcripts. A combination of inductive and
deductive coding was used for the second phase of analysis so the initial list of codes
included some determined by the interview schedule and others which emerged from
the discussions; overall, 12 categories were generated (Appendix G, p. 229). The next
step was to search for themes within and across categories. Themes were specified and
each was reviewed and refined to give the best possible representation of the views put
forward by respondents. For example, Facilitators and Challenges, that is, things
which can make the interview process easier or more difficult, were identified and both
categories included the child’s age as an important factor. There were other references
to age in discussions around the suitability of specific methods so it was decided to
report all of the ideas related to the theme of Age together. The final set of 9 categories
and 43 sub-categories is in Appendix G (p. 229) and a coded transcript extract is in
Appendix H (p. 231). The final phase of the analysis involved coding all of the
interviews once more according to the final coding frame. The 9 categories presented
below are: 1) Before the first session; 2) Purpose of the first session; 3) Facilitators; 4)
Challenges; 5) Age; 6) Interviewer style; 7) Methods and activities; 8) Process,
outcome, and quality indicators; and 9) Provisional Phase Three protocol.
In the presentation of results, interviewees are identified by profession and by
number, for example, the educational psychologists are EP1 and EP2. For methods and
activities, percentages of the total number of interviews which were coded in a
category are reported.

3.3.2 Results. The main aim of this phase of the study was to gain practitioners’
perspectives on important issues in child-adult interviews so the results presented here
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are structured by the research question and interview schedule as well as by new
issues that emerged.

Before the first session. For all of the practitioners except the educational
psychologists, who work through schools, meeting the parents before they meet the
child is a normal procedure. This allows them to advise parents on what to tell their
children before coming to meet the practitioner, and to obtain consent to meet their
children, though in this way parents and practitioners could be seen as exerting their
power over the child. A meeting with parents can be followed by, or sometimes
coincides with, a brief meeting with the child. The process of meeting parents, meeting
children and parents together, and then meeting children one-to-one is important for
all practitioners in ensuring that children have “permission” to speak to them, “because if
the child thinks that it's not allowed talk about stuff that's happened at home then they
obviously don't feel comfortable talking to me” (FS2). According to one family support
worker:
It's really good to get the Mum with the child in my company to talk to
their child and say ‘Listen, Son, it's okay. You can talk to [name of
practitioner],’ like giving their permission, you know, that, ‘I've spoken to
[name] about this. It's okay. You can talk about this; it's really good to talk
about this,’ so I would work in partnership with the parent in cases like
that (FS5).
An initial meeting with parents also offers an opportunity for practitioners to find out
more about them:
About interests that the children have, play, what things they like to do,
just to have an idea of where they are at. I mean, I would ask a few
questions about, you know, free time, how they spend free time, what do
they like to do (FS3).
I would never go in completely cold, not have a clue about, you know,
this child, what they like to do, what their background is, just having
some sort of sense, you know, their interests, what they're good at (CP3).
This information on children’s interests gives practitioners some initial questions to put
to children during their first meeting.
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For educational psychologists, it was suggested that referrals give information on
behaviour and academic achievement as well as any problems that might be relevant
to the assessment. For the child protection social worker, referrals include information
on the nature of allegations. As mentioned elsewhere, the allegations can help guide
the interview so that the “credibility of what the child is saying” can be determined. More
generally, information about the relationships in families and about the children
themselves can be useful to practitioners.

Purpose of the first session. The focus of the first meeting can be on putting
the child at ease, providing them with information on the practitioner and their role,
modelling interview-appropriate behaviour, and making an agreement on the goals of
the intervention. Practitioners use information on the child’s background and interests
as topics for discussion in the initial phase of the interview (CP2). During the first
session, practitioners have to balance the relationship-building purpose with the need
for information on which to base the assessment and intervention.
Another initial task for all practitioners is to explain a number of things to the
child: who the practitioner is, what their job is, and why they are meeting the child.
Several interviewees mentioned using child-friendly language for this introduction and
one gave the following example:
My job is to help kids your age and a bit older and a bit younger who
have problems at home or who are having problems or are worried about
something like that and it's my job to try and help you manage that
problem (CP3).
There are also “ground rules”, listed by one of the social workers as things like taking
breaks, saying they don’t know, reassuring the child that they can leave if they wish,
and reassuring them that the practitioner will find an answer to any question they
cannot immediately address. There were also examples of practitioners trying to see
things from the point of view of the child and to consider their feelings in what was an
unusual situation for them:
The first thing I like to do is kind of make a little agreement with the child
because children need that little bit of security and they need a little bit of
structure so we try and establish […], first of all the reason why I’m there.
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I also find out what the children’s understanding is of me being present in
their house (FS1).
A distinction can be drawn between the purposes of assessment work, which has a
shorter timeframe, and therapeutic work, where the practitioner and child have more
time to build a working relationship. Where the focus is primarily on assessment, as in
educational psychology, duty social work, and some clinical psychology cases, the
purpose of the interview is to complete an assessment. For therapeutic services like
family support, social work casework, and other clinical psychology cases, a number of
sessions will be planned so some time can be devoted in the first to “put[ting] the child
at ease”, as expressed by three interviewees. Elaborations on putting the child at ease
include helping them to “feel comfortable”, “managing the child’s anxiety”, and
“reassur[ing] the child”. When an assessment is the priority, the scope for rapportbuilding is limited by time pressure (SW3). In professions such as social work, the
shape of the first session depends on the reason for the referral. For example, if there is
an investigation of an allegation, the purpose of the interview is to elicit information
and to get a clear account of the child’s experience of an event (SW3). This can be
achieved using open-ended questions, feedback to the child, and clarification, while
seeking to preserve the credibility of the child. One of the social workers is involved in
a joint Garda Síochána-HSE training programme for Specialist Child Interviewers
which builds on research on forensic interviews with children.
Another aspect of the assessment-oriented practices is modelling the response
format that practitioners expect from the child. For example, in investigations of abuse
where the purpose is to have the child describe details of times, places, and actions,
this type of response can be practiced with a description of the child’s daily routine:
“’Tell me what you do when you get up in the morning and tell me everything and don't leave
anything out from the time you wake up’” (SW3). Two other practitioners (EP1 and FS1)
gave an alternative suggestion for modelling responses. They talk about their own lives
and experiences to encourage the children to do the same:
You want to get to know the child so you might tell them to [. . .] draw a
picture of their family and that you're going to maybe draw a picture of
yours so you're going to introduce yourself to them and they're going to
introduce themselves to you as well (FS1).
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For the professionals interviewed here, there was some consistency in their
approach to the first meeting, regardless of differences in the specific purposes of each
area of practice. A high priority was putting the child at ease and making them feel
comfortable. Likewise, taking the opportunity to provide information about the
purpose of the interview and modelling the interview methods. Overall, practitioners
have to balance the dual purposes of building the relationship with giving and eliciting
information during the interview.

Facilitators. Practitioners were also asked about things that can make interviews
easier. These responses include familiarisation with the physical environment and with
the practitioner, and empowerment. The efforts made by practitioners can also
positively affect the interaction, but is an issue which pervades these interviews rather
than a specific action.
Three practitioners talked about the importance of empowering children and this
can be achieved by allowing them some choice or responsibility. There is an implicit
recognition here of the initial power imbalance between the child and the practitioner.
One family support worker suggested a choice of rooms, another proposes a range of
activities to the child and asks them which they might prefer, and one of the
educational psychologists allows children to decide where they and the practitioner are
to sit.
It’s important to give a child choice so the child can be empowered; is it
art, is it drawing, is it, you know, some of the child’s own toys you’re
using, is it workbooks or whatever (FS1).
In these ways, children gain some ownership of the interview and are more likely to
engage with the practitioner. This principle recurs in the section on specific rapportbuilding techniques reported below.
The degree to which the practitioner is prepared for the interview is an important
factor, and the referral process matters here. For example, knowing in advance that one
has to assess “oppositional-defiant-type kids or kids who just have a problem with authority”
allows the practitioner to plan how they will approach the session:
I try to present sort of unthreatening, relaxed, ‘There's no big deal about
this. I don't have any argument with you,’ and that's quite effective
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because I found that you get nowhere with meeting anger with any kind
of aggression or anything like that (EP2).
Returning to the distinction between shorter- and longer-term services, those with
more time can allow the children to visit the centre where the intervention is to take
place in advance of the first meeting. This can eliminate one possible source of anxiety
if the child considers it a safe place to talk. For hospital-based social workers, children
frequently visit, so when they meet them for the first time that possible barrier is
absent.

Challenges. The potential challenges in child-practitioner interviews can be
grouped around issues with the child, co-operation of parents, and services’ limited
resources. In more serious cases, practitioners might have to deal with aggressive
children and find themselves “facing someone down” by remaining relaxed and seated
(EP2). Less seriously, some children may simply not talk and practitioners attribute
this to not being “ready to talk” (SW6). One of the family support workers, in these
circumstances, suggested allowing the child to leave, or at least “make it very clear for
him that he has that freedom” (FS3). The reasons why children may not be in a position to
talk range from fear to an inability to articulate feelings:
Some youngsters are not particularly verbal youngsters or some
youngsters are not particularly, you know, may not have particular
insight into their own difficulties. They might not have the language
around emotions or feelings or behaviour (CP4).
This is especially the case with boys aged 8 to 11 years. For other practitioners,
including two of the family support workers who mentioned it expressly, it is
adolescents who are more difficult to engage. For example:
You could have a lad who's 16, 17 and thinks it's all a pile of rubbish, like,
and doesn't want to be involved at all and that's very difficult and he's not
going to buy into a piece of art work (FS4).
The awareness that the practitioners show of these potential problems equips them to
deal with them.
Related to the earlier point about parents giving permission to their children to
talk, parents’ lack of co-operation can cause problems. This can happen when “there's

36

Chapter Three – Phases One and Two: Consultations with Practitioners
________________________________________________________________
domestic violence, if there's been sexual, emotional abuse, or whatever in the family” (FS1). The
influence of parents on children’s responses can be seen in two ways: when they tell
children “‘They're trying to take you away from us’ or whatever. ‘Don't tell them this, that, or
the other’” (SW1); or when they have been
… very well tutored and trained on how to speak to people like social
workers and Gardaí and they can be either completely blank with you
and just won't respond to you or they will tell you what they think you
want to hear (SW3).
These last points relate to possible prejudices against social work and may not be the
same for other professions.
The third set of issues is related to limitations in the administration of services.
Three practitioners talked about limited space for interviews with children. For
example, sand boxes require large offices or play-rooms. One of the social workers
referred to the pressures of caseloads and time limits on cases which do not allow more
in-depth work. Another social worker in a hospital told of the attitude of a psychiatrist
and the requirement for respect in multi-disciplinary work: “I mean it was a fairly blunt
comment, but it was that she didn't want social workers to be meddling with the mental state of
their patients” (SW4). These points serve to illustrate that there are different priorities at
different levels of services.

Age. Six practitioners talked about a range of considerations which vary based on
the age of the child which is an important factor in determining the approach taken by
practitioners. Children’s capacities and preferences change with age and need to be
attended to in the interview. A distinction was made between ‘children’ up to age 12
and ‘young people’ over 12, which closely parallels the age ranges identified in the
literature as suitable for the present study. Of particular interest to the present study
are: the ages above and below which different approaches are taken; and the areas in
which the distinction is important.
The way in which the role of the practitioner and the purpose of the interview are
explained is one of the things that vary depending on the age of the child. In three
interviews, practitioners described how they use different formulae of words, for
example:
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While there would be no intention to deceive a five- or a six-year-old, I
wouldn't set the thing up as a test. I would say ‘I'm going to be doing
some puzzles and word things. Do you want to come and help me?’ (EP2)
and:
Whereas with an older child, with, and depending on their level of
intelligence I would explain exactly what it is that I was about to do.
‘Look, we're going to be doing two sets of tests. We're going to be doing
one that will have 10 smaller tests in it, or smaller exercises in it, and what
that's going to do is it's going to give us a general idea of how you are in
relation to people your own age’ (EP2).
What is important here is the acknowledgement of children’s capacities varying with
age and the attempt to be sensitive to that.
The other thing that was most often linked to age was arts-based activities. In
general “the older kids prefer to write and the younger kids prefer to draw, but not always.
Some of the older kids like the drawing part of it as well” (FS2). Most of the discussion of
arts-based methods was related to younger children, with some exceptions, as detailed
below. Older children, or young people, “ just like to talk, you know, and [. . .], but
generally young people just like to talk and can talk usually very well about [. . .] things” (FS5).
These points will be considered in more detail later in the section on methods and
activities but, with respect to the distinction between older and younger children, there
is a clear separation of approaches depending on age.
Finally, there was some consideration of engaging children at their own level. One
example, from a social worker, described this most literally:
Trying to engage the child at their own level, like, whether that be sitting,
for example, like, there's a kiddies' table in one of the interview rooms
and whether you sit, I know this might sound stupid, but you sit at that
table on one of the small chairs, you know, or sit on the floor beside the
child so you're engaging them at their own level, obviously depending on
the age of the child. You wouldn't do that with a teenager now, and I
think to start that, to give a child the message that you're at their own
level and you're kind of here to listen (SW6).
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Interviewer style. Any interviewee who mentioned specific formulations of
questions emphasised the importance of open-ended questions. In child protection
social work this is most important and sample appropriate questions such as the
following were recommended by one interviewee:
‘Can you tell me more about that?’ ‘Can you tell me more about how that
made you feel?’ ‘Can you tell me more...?’ So you’re not saying, ‘And
what happened next?’ because then you’re assuming that something has
happened next (SW6).
Similarly, when asking about events, practitioners can ask “’Well, I wasn’t there so I don’t
know what happened so can you tell me everything that happened?’” (SW3). Related to the
technique of open-ended questioning is summarising what the child has said. This
ensures that the practitioner has understood what the child means.
A more detailed approach is based on the idea of Tell, Explain, Describe: “TED,
just keep that in your head all the time, like, and try and keep sticking to that. ‘Tell me all about
that’ or ‘Tell me about that friend’ or ‘Tell me about whatever’” (SW3). This was one of the
methods used on a training course for Specialist Child Interviewers.
One practitioner addresses some elements of the process of using arts-based
methods. There is scope to allow issues to be raised while working on some piece of
art:
I would just wait for, you know, wait for them to bring up an issue. While
we’re doing it maybe for 10 minutes, you know, when they’ve kind of
warmed up or that, I’d say, you know, ‘Your mam was saying that you’re
getting into trouble at school,’ or, you know, ‘What’s that like?’ (FS4).
While doing any kind of art work, the same family support worker observed that
children very often start to talk while they’re involved in it.
The principle of patience is taken to its extreme in the use of silence by some
practitioners. It has the dual effect of allowing the child more time to think and
avoiding directive questions.
Another thing with kids which is very hard to do because of the worker –
and even when you know you should be doing it it’s really hard – is to
actually use silence to give the kid an opportunity to say something. So, if
you count to maybe three or five in your head if the kid is in the middle of
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saying [something] and they stop and you have this impulse to interrupt,
but generally speaking what happens when you do that is you generally
tend to ask directive questions because it’s the first thing that comes into
your head, like (SW3).
In sum, a considered approach to interviewing on the part of the practitioner can make
a difference to how an interview develops. There was some evidence of specific
training on how to approach an interview as well as wide variation in practice.

Methods and activities. A number of techniques which had been identified in
the literature review were proposed to interviewees and their views on the advantages
and disadvantages of each were noted. Other methods mentioned by the interviewees
are also presented here. Those which arose most often and which are therefore dealt
with in most detail are drawing, photographs, worksheets and workbooks, and play.
Others which were mentioned less frequently and were less likely to be considered for
Phase Three are listed together.

Drawing. Eleven interviewees (64.7%) referred to drawing as something children
“like to do” (FS1) or something children are “good at” (FS2); however, for some, this
meant only using drawing “if I knew that a child liked to draw or they were very hyperactive
and they wanted to do something” (EP2). The reported effects of using this structured
approach are that it works both as a supportive distraction and as a relief of anxiety:
You’ve got the table there to distract you, you’ve got the pens there to
distract you, you’ve got a shared activity to help support the talking so
that you’re not just sitting there wondering what to do with your hands,
and kind of getting really self-conscious (CP4).
Only one interviewee mentioned any of the formal assessment methods for drawing, in
this case, the Kinetic Family Drawing (Burns & Kaufman, 1970). However, only the
structure was used and it was not analysed “as a projective drawing” (FS3); the aim
instead was “for the children to be able to speak and say what they thought about their
families”. In general, formal assessment of drawing appears to have fallen out of favour.
There were two examples of more structured approaches to drawing. One clinical
psychologist uses a sheet of paper divided into four “windows” and in each the child is
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asked to draw or to write under the titles ‘I have’, ‘I want’, and ‘I need’ (CP4). In the ‘I
have’ windows, “they’ll talk about that they have a family and they have a dog and, you know,
they a Nintendo DS and they have friends” and, “they might say, ‘Well, I have a really bad
temper, okay?’ Or ‘I, I have a sister who fights with me’”. The ‘I want’ window is to find out
“what motivates them, what, you know, their interest is, what gives them pleasure, what gives
them fun”. Finally, the ‘I need’ window begins the process of goal-setting and changes
to work on in the intervention. As noted earlier, children can either draw or write in
the windows, but some of the effects are the same for both: as a distraction and relief of
anxiety. Another of the clinical psychologists described the Bag of Feelings, a projective
test designed to “help them just name their feelings and say what situations they have
different feelings in” (CP3). The twin purposes of this structured use of drawings –
providing a focus of attention and a catalyst for discussion – are well matched to the
value of drawing recognised by the present study.
One of the social workers gave an example of how drawing can facilitate
communication. There were Garda allegations of domestic violence and the purpose of
the assessment was to determine the impact on the child.
She wouldn’t talk about it at all and then when I was asking her to draw
a, to draw the house she, you know, she knew what I was asking, but
verbally couldn’t engage in that way so she drew a house and drew
people out in the back garden and went through the entire event, saying
‘This is Mammy and Daddy out in the back garden. This is the neighbours
shouting at them,’ but this was all through the picture so it seemed to take
the whole onus of telling me what had happened [off her] (SW1).
Whether children choose not to talk openly about their experiences or do not have the
capacity to express themselves, practitioners appear to value drawing in making the
process of communication easier. However, for children who are not comfortable with
drawing, asking them to draw might be a source of anxiety itself, similar to other
manifestations of performance anxiety, according to one of the clinical psychologists
(CP2). Other interviewees considered drawing only suitable for younger children – “I
don’t get out anything like that for the teenagers” (CP4). So, while a number of advantages
of drawing have been identified, there are some situations in which, or children with
whom, it might not be suitable.
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Drawing was considered a useful method for eliciting children’s feelings and often
provided a means for them to begin talking about difficult subjects. It also acted as a
distraction from some of the social pressure of the interview situation. Consistent with
the findings on age differences, however, it was not considered suitable for older
children and adolescents.

Photographs. Eight interviewees (47.1%) talked about using photographs as a
catalyst for conversation which, given the subjectivity of interpretation and children’s
expertise in describing their own photographs, allows for quite open discussions.
Others gave examples of using cameras and photographs produced by children
themselves in the course of an intervention (FS3, FS4). A distinction could be drawn
between photographs provided by the practitioner and those provided by the child;
those which are more personal are more likely to be useful in an interview (FS2). When
children bring their own photographs, they are usually of their family or of important
occasions, according to one of the clinical psychologists (CP4). They were considered
useful “when you’re trying to really get to know what life’s like from their point of view and it
gives you something to talk about” (CP2). In longer-term work, photographs are used as
part of life story-books.
There was one example of a structured technique using photographs called
Photospeak which is a pack of 72 photographs depicting scenes of daily life including
landscapes, objects, and people. The package can be used as an ice-breaker in group
discussions, for analysis of social issues, and in counselling (Partners in Faith, 2012).
Few details were given and there appears to be no mention of it as a technique in
published literature. Nonetheless, it is a good example of the direction in which artsbased methods can be taken.
Among the disadvantages of using children’s own photographs is one specific to
children from difficult backgrounds: “if a child has relocated or moved or they’ve moved
round a lot they may not have photographs of themselves when they were younger or smaller”
(FS2). A more common practical drawback is that “you’re relying on the child
remembering or the parent remembering to bring in the photos” (CP2).

42

Chapter Three – Phases One and Two: Consultations with Practitioners
________________________________________________________________
Worksheets and workbooks. It was mainly family support workers who talked
about using resources like worksheets and workbooks. Two of them are currently
working in a programme in which a new work model has recently been adopted and
which comes with a number of worksheets. As mentioned earlier, this approach, of
which life story-books are an example, is considered time-consuming and more suited
to children in long-term care. The resources in the new work model include things like
problem-solving exercises, living skills, family trees, colour and emotion associations,
and so on. There are also vignettes to do with social skills. A different set of vignettes,
called Social Stories, was reported to have been used by another family support worker
to good effect. For one of the child protection social workers, resources such as My
Book, My Body and Red Light, Green Light are useful in working with children in abuse
cases to introduce them to ideas of appropriate and inappropriate touch (SW6).
Similarly, one of the family support workers used books about change to deal with
bereavement (FS1).
While different in content, the means of completing standardised assessment tools
is similar to using worksheets and one of the family support workers reported using
items from assessment tools as an exercise to engage children rather than for
assessment per se. For the clinical psychologists, assessment tools were used as part of
the rapport-building process. The emphasis was on talking through the questions
rather than on using the results to compare children’s scores to others’. They were also
considered useful in the course of an intervention to monitor progress.
One of the advantages of using books is that they can be brought home and shared
with the family. This has been found to be useful in a case where the children of the
family have diet-related issues, but the real problem is with the diets of the whole
family.

Play. Play was mentioned in some way or other by 12 of the interviewees (70.6%)
so is worthy of some consideration. A wide range of activities falls into this section, but
can be generally divided into playing board games, including one designed for
interventions with children, and playing with toys, such as building blocks, cars, and
dolls’ houses. In most cases, play was mentioned as an activity to help put the child at
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ease at the beginning of a session and detached from the other purposes of the session;
this was not the case for the invention-focused board game.
In the present study, interviews are understood to be a means of eliciting
information while rapport and engagement are important insofar as they contribute to
that elicitation. The interviewee (SW1) indicated that the purpose of play is to develop
the relationship so it is not suitable for inclusion as an interview condition in Phase
Three. While there seems to be an awareness among practitioners of the advantages of
play, this could be replaced with an equally child-centred activity which also allows
them to gain information about the child.

Other techniques. Several interviewees, including three of the clinical
psychologists, talked about using goal-setting to focus discussion in the first session.
This is important in interventions for emotional and behavioural problems, such as
those dealt with by clinical psychologists, where the elimination of a particular
behaviour is the goal. Again, while this is an interesting point to consider, it is of
limited use in the present study.
Two other arts-based methods can be considered together because they work on
similar principles: puppets and masks. Several practitioners talked about the merits of
puppets in allowing children to talk to or to talk through some third party; the same
was said of masks by the family support worker who uses them. Both of these methods
are about creating characters and:
They mightn’t talk to you but they’ll talk to your hand with a puppet on it
[…] and, you know, then they’ll take a puppet on their hand and then
they’ll, they might tell you things through the puppet that they wouldn’t
say themselves (CP2).
One final art-based method was play-dough. This is used in similar ways to
drawing and has similar advantages in its creativity and flexibility. Also like drawing,
“it’s really empowering for children because you can’t make mistakes with play-dough” (FS1).
Given that it was only mentioned by one interviewee and the practical problems with
its use in the present study, play-dough is not considered any further here.
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Process, outcome, and quality indicators. A number of interviews addressed
the basis on which practitioners judge the success or otherwise of the first session and
the quality of the interview. These points were considered alongside the proposed
variables when finalising the analysis method.
A family support worker suggested that engagement in itself was an indicator of a
successful interaction, but later qualified that to reflect the importance of having some
prior knowledge of the case, that is, “knowing what the child has experienced and witnessed
and then comparing that to what they’re talking about and what they’re willing to share with
me” (FS2). Another family support worker made a similar point about checking things
with parents. Talking about children being selective about what they tell – “maybe
someone set the bedroom on fire during the week but didn’t mention that” – and the
importance of getting information from the mother “so that I have a full picture of what’s
going on”. Several participants acknowledged the importance of communication with
parents throughout the process, following from establishing a good relationship with
them initially.
One clinical psychologist mentioned some aspects of psychodynamics that can
indicate good rapport including “transference, counter-transference, the child being visibly
relaxed, the child, you know, you can see some of the pressure leaving the child” (CP). In
general, however, indicators of a relationship in service-based child-adult interviews
are no different from indicators in other kinds of relationships. A family support
worker listed some as:
Whether they’re relaxed, [. . .] eye contact, [. . .] the way they sit, [. . .] the
fact that they turn up, turn up regularly, turn up more or less on time and
are happy enough to make another appointment with you (FS5).
In general, practitioners relied on several aspects of their training and experience to
determine how well a case was proceeding. There was no mention of formal
assessment of interventions or of service users’ responses. The fact that children and
young people engage with services and keep appointments at all was taken as
evidence of positive relationships.
Just as practitioners tried to take the child’s point of view, there was similar
awareness shown in the behavioural observations that were interpreted either as signs
of success or that the interview was not going well. One family support worker listed
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some autonomic nervous system manifestations of anxiety such as blushing, sweating,
and repetitive behaviours (FS3); another family support worker listed some positive
manifestations: “Whether they’re relaxed, eye contact, the way they sit” (FS5). Likewise, if
children do not answer questions and do not engage in activities, the interview is
judged by practitioners to be unsuccessful and a change of approach is often required.

Provisional Phase Three protocol. A draft protocol for Phase Three was
presented to all participants for their comments. In general, the protocol was deemed
to be quite similar to the way in which practitioners already work. A number of
important issues were raised and these informed the final version of the protocol
which was used in the pilot study. A more detailed analysis of the responses is set out
in Appendix J (p. 234). The main issues were that:


The draft protocol was too scripted;



The need to use age-appropriate language was emphasised;



Participants should be de-briefed at the end of the interview;



Participants should be allowed to take part in the other activities regardless of
the condition to which they were assigned;



The topic of hobbies was widely recommended as a topic for discussion;



In general, the purpose of the interview was too narrowly focused on gaining
information with insufficient attention to rapport-building; and



The emphasis should be on eliciting new information rather than repeating
responses.

3.4 Implications of Consultation Phases for the Literature Review and Phase
Three
Phases One and Two sought to identify the main methods used by practitioners in
child-adult interview and the influences on their decisions. Several practitioners use
drawings and photographs in similar ways to those proposed in the present study, and
talk about hobbies in the first session, also matching what was proposed. The decision
on what method to use is influenced by the purpose of the interview, with a focus on
trying to strike a balance between information-gathering and engagement. Rapport has
greater prominence in these practitioners’ understanding of the purpose of the
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interview than in the literature on child-adult interviews reviewed so far, where
eliciting information was the aim and rapport simply facilitated that purpose. For the
practitioners, rapport is an end in itself and achieving a balance between rapportbuilding and information-gathering is essential. Furthermore, practitioners take into
consideration the child’s age, the role of parents, and a number of other factors. The
age ranges delineated by practitioners – up to 12 and 12 to 15 – distinguish between
middle childhood and early adolescence. The points raised about the ageappropriateness and the formulation of questions were also important in the
development of the Phase Three protocol. Practitioners showed an awareness of the
power imbalance between children and adults, which could be considered a crosscutting theme in the interviews. In the case of parent-child relationships, the power
imbalance was manifest in parents either giving or denying their child permission to
speak freely to the practitioner. In the child-practitioner relationship, there were issues
relating to the way in which tasks were explained and interpreted. In the same way
that practitioners seek to balance rapport-building and information-gathering, they
were conscious of trying to achieve a power balance by allowing children some choice
and responsibility in the interaction. Rather than ignoring the power imbalance or
assuming that it did not exist, these practitioners took steps to minimise the impact of
adult power in the interviews. One of the practical tasks of Phases One and Two was to
find areas of practice that used one-to-one child-adult interviews for assessment and
four disciplines were included in Phase Two and considered for Phase Three.
Based on the consultations in Phase One and Phase Two, five features of childadult interviews repeatedly arose in the interviews reported here and these formed the
basis for the literature review in the next chapter and for the analysis in Chapters
Seven and Eight. The twin purposes of (a) information-gathering and (b) rapportbuilding are important in interviews for these professionals. Practitioners attend to the
(c) age and developmental status of the child and (d) modify their style appropriately,
including the activities they use. Over-arching all of these, (e) the power imbalance
between children and adults, including both parents and practitioners, has a
considerable impact on interviews.
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3.5 Conclusion
The consultation phases of the present study described in this chapter were
designed to identify common features in child-adult interviews, beyond those in the
literature on interviews in Chapter Two. The child-adult interview was conceptualised
as a balance between rapport and engagement on one side and productive
information-gathering on the other. A wealth of practical insights to the operation of
child-adult interviews was gained which informed the literature review on features of
child-adult interviews as well as the conduct of Phase Three. Four areas of practice for
the applied component of Phase Three were also identified, representing a
considerable proportion of all children’s services.
In combination, the literature review in Chapter Two and the consultations in
Chapter Three give as comprehensive a picture as possible of the issues and
approaches in child-adult interviews. The task of the next chapter is to put order on
those issues by describing the features of child-adult interviews that are the focus of
Phase Three, the experimental comparison of interview methods.
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CHAPTER FOUR
FEATURES OF THE CHILD-ADULT INTERVIEW
AS A RESEARCH AND PRACTICE METHOD

‘So here’s a question for you. How old did you say you were?’
Alice made a short calculation, and said, ‘Seven years and six months.’
‘Wrong!’ Humpty Dumpty exclaimed triumphantly. ‘You never said a
word like it!’
‘I though you meant “How old are you?”’ Alice explained.
‘If I’d meant that, I’d have said it,’ said Humpty Dumpty.
Alice didn’t want to begin another argument, so she said nothing.
Through the Looking-Glass
Lewis Carroll (1872)
4.1 Chapter Aim
This chapter returns to the literature on child-adult interviews with a more clearly
defined brief following the consultations with practitioners. Five distinct features of
interviews can be identified and are treated here: power, rapport, interviewer style,
productivity, and child development. A section on each feature defines it with
reference to child-adult interviews, considers its role in interviews, examines how it
can be brought about or changed, and describes how it can be measured. The
conceptualisation of interviews detailed here includes only the features central to this
particular study.

4.2 Power
There is a power imbalance between children and adults which has deep socio-
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historical roots and which persists despite considerable advances in children’s rights
(Lee, 2001; Woodhead, 2003). The broad implication of that power imbalance is that
adults are in charge and that children must do what they are told, but the imbalance
serves neither children, who are marginalised as a result, nor adults, who would
benefit from knowing about children’s perspectives on their own lives. For the present
study, social power is defined as an action by one person which has the potential to
change the attitudes, beliefs, or behaviours of another person (Raven, 2008). Elements
of two models of power, those of Brinkmann and Kvale (2005) and Raven (1992), are
used to describe the operation of power relations in child-adult interviews.
An interview has already been defined as a conversation with a purpose (Kvale,
2006). Kvale (1996) writes of conversations as the main mode of knowledge production
in society and proposes the Socratic dialogue as the model for interviews. Commenting
on Kvale’s work, Czarniawska (2004) describes the interview as “two persons seeking
knowledge and understanding in a common conversational endeavour” (p. 47).
However, children’s relative inarticulateness and deference to adults puts them on the
disempowered side of the interaction (Ireland & Holloway, 1996). By contrast, adults
possess expert power which refers to a position of power supported by one’s superior
knowledge (Raven, 1992). Most often, expert power is held by authority figures like
medical practitioners and legal practitioners, but also by researchers (Christensen,
2004). To some extent, adult authority is legitimate and understandable, but the way in
which adults exercise control has implications for their interaction with children.
Interviews with children, then, are not mutual exchanges of views, in the mode of
dialectical philosophy; rather, they can become inquisitions and interrogations for the
purpose of collecting facts, attitudes, and opinions (Kvale, 1996). Adult authority
enables them to control the interview and to pursue their agenda (Bugental, Lyon, Lin,
McGrath, & Bimbela, 1999).
Brinkmann and Kvale (2005) list six degrees of power imbalance with potentially
manipulative dialogue as the most imbalanced, whereby the interviewer keeps their real
purpose hidden from the interviewee. It should be noted that the agenda of the
practitioner is most often a positive one and practitioners often go to great lengths to
facilitate children’s input, as illustrated in Phases One and Two of the present study.
The central point is that the interviewer has the power to control an interaction,
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regardless of how they choose to exercise that power (Cordón, Saetermore, &
Goodman, 2005). For example, defence and prosecutions counsellors have been shown
to use distinctly different approaches to cross-examining children: defence lawyers are
more likely to question children’s credibility, to ask leading questions, and to use
grammatically-confusing and complex questions (Zajac et al., 2003). A majority of
children were found to have changed their testimony under questioning, and among
these 95% of changes were in response to leading or credibility-challenging questions
(Zajac et al., 2003). In the case of defence lawyers, the motivation to mislead the child is
not as important as the revelation that power and control could be so strongly
exercised through questioning. For practitioners whose motivation is to elicit accurate
information from children, closer analysis of both the sources and the operation of
power in child-adult interviews is necessary to understand how to avoid such
contamination of an interview.
Even if not deliberately manipulative, the adult interviewer is in a position to
control the interview based on referent power (Raven, 1992). Referent power operates by
looking to another person for an example, as in the construction of children as
apprentices who have to learn social conventions (Lamb & Brown, 2006; James, Jenks,
& Prout, 1998). The interviewer also possesses informational power (Raven, 1992). In
practice, the information gained by the interviewer through the referral processes is an
example of this kind of power, for example, where interviewers are aware of
allegations of abuse before interviewing a child (Sternberg et al., 2001). The adult’s
social role of authority over children means that an imbalance exists in advance of the
beginning of the interview, which Brinkmann and Kvale (2005) call asymmetrical power.
The power imbalance can be magnified by the institutional authority of the adult
practitioner. Interviews form the basis of assessment and interventions in services such
as educational psychology, clinical psychology, social work, and family support, and
are used in the criminal justice system. The settings in which interviews take place are
institutions that carry the authority of the State including schools, health and social
service facilities, police stations, court rooms, and research laboratories. The setting
tells us about both the adult and the child in the interaction. For example, an interview
in a hospital implies that the adult is a healthcare practitioner and the child has an
illness; an interview in a counselling centre suggests that the child might have a mental
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health problem. While there may be exceptions, there is a connection between the
setting in which an interview takes place and what can be assumed about the
participants based on referent power or asymmetrical power. In child-adult interviews,
then, the setting usually adds to the power imbalance. Even for researchers and
practitioners in psychology, these sources of power are inextricably linked to their
social role (Christensen, 2004).
During the interview itself, it is the adult who usually controls the conversation.
Two of Brinkmann and Kvale’s (2005) degrees of power are instrumental dialogue and
means to an end both of which have to do with the purpose and agenda of the interview,
which in turn is usually set by the adult. According to the practitioners interviewed for
Phase Two, and in clinical settings especially, interviews are conducted with a definite
purpose which is usually screening, diagnosis, or assessment. Standardised assessment
tools are essentially a one-way dialogue (Brinkmann & Kvale, 2005) whereby the flow of
information is all in one direction, from the child to the adult. Clinical psychology is
the original source for standardised assessments of behaviour, cognition, and
intelligence, for example, which all developed from structured interviews (Sattler,
1998). While there is usually some variation in the degree of structure in an interview,
the structure is determined by the adult and reflects the authority and power of the
interviewer (O’Brien & Tabaczynski, 2007). Similarly, the interviewer’s monopoly of
interpretation further serves to marginalise children (Brinkmann & Kvale, 2005). Even
when adults profess to be acting in children’s best interests, they sometimes disregard
the points of view and expressed wishes of children (Hill, Laybourn, & Borland, 1996;
Wyness, 2006). During an interview, then, the child is faced with the authoritative role
of the adult interviewer who controls the agenda, structure, and interpretation of the
interview.
In investigating medical consultations involving children, Tates and Meeuwesen
(2000) use Linell and Luckmann’s (1991) four categories of control in their analysis of
the operation of power. Firstly, quantitative control, which refers to the amount of time
for which one of the parties has the floor, is shared between the parent and the doctor,
though there is a trend towards increased participation by children as they get older.
Turn-taking control is shared likewise between parents and doctors. Semantic control
belongs to the doctor with their informational power, just as in Raven’s (1992) model.
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Finally, parents seem to have strategic control, which has to do with the goals of the
interaction (Shirk & Karver, 2003). There is an impression of collusion in control of the
interview between the adults while children are told to “Let Mum have her say” (Tates
& Meeuwesen, 2000, p. 151). An explicit focus on control of interactions is unusual in
research on children’s services. Building on the novel work of Tates and Meeuwesen
(2000), turn-taking and the relative proportions of the discourse occupied by each party
in an interview are dependent variables in the present study.
In an effort to understand the power imbalance between children as participants
and adults as researchers, Hill (1998) suggests that the imbalance arises in research
with children because they usually “have expectations of obedience towards adults
and see them as having expert knowledge, which means they are inclined to say what
they think adults wish to hear” (p. 11). Children’s expectations of research processes
and of researchers, however, may be more amenable to change than in the other
institutional examples (Christensen, 2004). The implication, which Christensen
explores in her research, is that placing children in the role of the researcher and herself
in the role of the participant answering questions can change the power relationship.
By reversing the roles, the asymmetry favoured the child who asked the questions and
interpreted the answers according to their own interests (Christensen, 2004). The
fluidity of power roles in research, and potentially in practice, shows that there is more
complexity in the relationships between children and adults in research interviews
than in some other kinds of interactions. Christensen suggests that power resides in the
process rather than in people or social positions, a conclusion which alters all of
Brinkmann and Kvale’s (2005) characteristics of the power imbalance. A similar change
in social roles and power relationships brought about by more child-centred methods
has occasionally been recorded as an incidental result. For example, it is interesting to
note how Wesson and Salmon (2001) interpret the results of their comparison of verbal
interviews, drawing, and re-enactment:
Drawing and re-enactment may have altered the influence of the implicit
conventions of conversation by enabling the child to control the pace of the
interview, to have as much time as necessary to provide a response and to
have a focus other than the interviewer, with the ultimate result that
additional elaborative information was reported (p. 312, italics added).
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The main issue identified by Tates and Meeuwesen (2000, 2001) is control of the
interaction, which was usually held by the adults, and drawing and re-enactment offer
children themselves the opportunity to control the course of the conversation. An
advantage of child-centred methods, then, may be in enabling the child to focus less on
the interviewer and to a greater extent on the task of remembering and reporting
events (Wesson & Salmon, 2001). Drawings are child-centred when children are
construed as experts in their own world and the interpretation of and elaboration on
the drawing are done by children themselves; Leitch (2008) calls it “their own
meaning-making” (p. 51). In this way, control of interpretation, one of the
manifestations of power in interactions defined by Brinkmann and Kvale (2005), is
assumed to move to the child. However, this is little empirical evidence to support that
assumption.
There is an alternative, more systematic way of constructing researcher-participant
power which alters the operation of power and moves toward child-centredness.
Recalling that Raven (1992) distinguished eleven sources of social power, expert power
referred to a position of power supported one’s superior knowledge. Most often, expert
power is held by authority figures like medical practitioners and legal practitioners,
but also by researchers. If, however, children are cast in the role of experts in their own
lives and experiences then power relationships might be more balanced. There are
parallels here with the concept of voice, which has recently been applied to studies of
children and childhood (Thomson, 2008). As with the new sociology of childhood,
voice arose in response to dominant discourses in academia and policy and seeks to
include previously unacknowledged groups in “scholarly and associated
conversations” (Thomson, p. 3). Thomson’s (2008) work is with groups such as school
children and uses their “subjugated knowledge” to explore their experiences and
identity. There is a shift in the role of the interviewer here from the plunderer of
information to facilitator of discussion (John, 2003), involved in a joint process of
meaning-making (Westcott & Littleton, 2005). Somewhat ironically, methodologies
considered more suitable to voice-based research are generally visual: Thomson (2008)
and Thomson and Hall (2008) use photographs and drawings to explore children’s
identities. It can be understood as part of the trend towards child-centred research and
practice identified in developmental psychology and the sociology of childhood.
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Notwithstanding the detailed and sophisticated analysis of the operations of
power in social situations which has been the topic of this section so far, there is very
little empirical work that explicitly addresses the power imbalance between children
and adults. A power imbalance has been inferred from paradigms of research, as in the
Dominant Framework, and has been assumed to be due to the methods of interaction
used (Punch, 2002), but further investigation of these issues is warranted. The models
of power discussed here, and the possibilities identified for redressing the power
imbalance, give some clues as to how power in child-adult interviews might be
measured. Qualitative analysis, such as thematic analysis and discourse analysis for
example, can be used to determine the extent to which children’s ‘voices’ are expressed
in interviews (Abbeduto, Weissman, & Short-Meyerson, 1999; Potter, 2003). However,
this is to ignore the role of the adult and the joint meaning-making that defines the
quality of an interview (Kvale & Brinkmann, 2009). Instead, some of the concepts used
by Tates and Meeuwesen (2000) in measuring control might be useful. Turn-taking can
assess the relative contributions to the conversation made by each participant. Tates et
al. (2002b) go further in their analysis of conversations and quantify the percentage of
time during the interview occupied by children, adults, and medical practitioners
respectively. Perhaps unsurprisingly, the average GP’s contribution was 52%, parent’s
38.4%, and child’s 9.6%. There is much to be gained by applying this model of analysis
to research in children’s services beyond GP visits.
The power imbalance between children and adults is real. Awareness of the
imbalance and efforts to use strengths-based methods can reduce that imbalance and
allow children a greater influence over controlling the pace and direction of the
interaction. This re-balancing could be achieved to some extent by re-casting children
as experts in their own lives so they would come to exercise expert power and
informational power, which, as noted earlier, some child-centred methods have been
achieving. Child-centred methods have the potential to move further from the formerly
dominant framework and to empower children (John, 2003). The consequences of the
shift in social roles for rapport in interviews is considered next.
This thesis assumes that there is a power imbalance between children and adults
and that the settings in which child-adult interviews take place may have an effect.
Child-centred methods are assumed to alter the power imbalance between children
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and adults, but there is little systematic research on the mechanism of change. In the
present study, interviews in two distinct settings are investigated, viz. schools and
children’s social services. The relative power of children and adults is a dependent
variable in the main study. Any measure that serves to redress the power imbalance in
favour of children is a taken as a positive thing.

4.3 Rapport
The practitioners consulted in Chapter Three and researchers of child-adult
interviews consistently recognise the importance of building rapport to address the
power imbalance in interviews (Irwin & Johnson, 2005; Roberts, Lamb, & Sternberg,
2004; Rotenberg, Eisenberg, Cumming, Smith, Singh, & Terlicher, 2003). Rapport is
defined as “children’s characterization of their interactions with adults as welcome,
affiliative, safe, and co-operative” (Gurland & Grolnick, 2008, p. 227); affiliative implies
some kind of connection between the parties. Tickle-Degnen and Rosenthal’s (1990)
definition of rapport has three mainly behavioural elements: mutual attentiveness,
positivity, and co-ordination where positivity was a feeling of “mutual friendliness” and
caring, and co-ordination involved “balance” and “harmony” in the interaction (p.
286). The concept of rapport is related to attachment theory (Rotenberg et al., 2003),
therapeutic alliance (Kazdin, Whitley, & Marciano, 2006), and attunement (McCluskey,
Roger, & Nash, 1997). The roots of rapport can also be traced to dominant frameworks
in psychoanalysis (Dwyer, 1937) and behaviourism (Feldman & Sullivan, 1971) where
the emphasis is on “gaining rapport” (Murray, 1965, p. 525), or “securing rapport”
(Symmes, 1933, p. 181), though these approaches have more recently been criticised as
“faked friendship” (Duncombe & Jessop, 2002). At a basic level, rapport has been used
to counter-act the possible negative effect of anxiety on interview performance
(Almerigogna, Ost, Akehurst, & Fluck, 2008; Roberts et al., 2004). For Westcott and
Littleton (2005), rapport is a means of empowering children so they are not just
subjected to a list of commands or instructions. Understanding of rapport has now
moved towards a more child-centred position, especially in Gurland and Grolnick’s
work (2003, 2008).
The conceptualisation of rapport assumes that it has some positive effect on childadult interactions and several writers note an expected pay-off from the investment in
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rapport, making the connection between the child’s comfort and the amount of
information they provide (Aldridge & Wood, 1998; Wilson & Powell, 2001); a similar
assumption was articulated in the consultation with practitioners. The basis for this
claim is unclear and, while the empirical research specifically on rapport is sparse,
there are positive indications that rapport-building strategies improve the “richness” of
child-practitioner interviews in terms of the number and accuracy of reported details of
a target event (Roberts et al., 2004, p. 192). A number of studies in the related areas of
alliance and attunement have examined evidence for such an effect, as detailed in this
review. Assessment of the existence of a therapeutic alliance is based on appropriate
initial interactions involving trust and respect and on the identification of intervention
goals (Diamond, Liddle, Hogue, & Dakof, 1999). While rapport literature does not
often refer to goal-setting per se, negotiation of goals depends on the interpersonal
communication of the parties; similarly, liking, trust, respect, and a personal bond are
implicit in establishing rapport (Diamond et al., 1999). Rapport, then, seems to be a
necessary precursor to alliance so it is not unreasonable to examine the role of alliance
in therapy in an effort to clarify the potential effect of rapport-building.
Most of the research on alliance has been in one-to-one psychotherapy, though
there has been relatively little involving adolescents (Shirk & Karver, 2003). What has
been done in this area, suggests that a therapeutic alliance can lead to better outcomes,
higher retention and completion rates, and higher levels of client satisfaction in
interventions (Diamond et al., 1999; Shelef, Diamond, Diamond, & Liddle, 2005) as well
as symptom reduction in behavioural intervention (Liber et al., 2010). In work on
alliance with adults, a modest relationship has been found between therapeutic alliance
and outcome across a range of types of treatment and a range of developmental levels
(Shirk & Karver, 2003). An indication of the possible mechanism of any effect comes
from a long-running study of psychotherapy. Strupp (1993) reports on the main
findings on the Vanderbilt Psychotherapy Studies, a series of investigations of the
psychotherapeutic process with adults undertaken by the author beginning in the early
1950s. The studies distinguish between factors that are, on the one hand, specific to a
psychotherapeutic technique and, on the other hand, non-specific or interpersonal
factors. The early studies in the series were focused on these two dimensions –
technique and interpersonal – and found no significant effects of technique but
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significant differences on the interpersonal dimension. A control group of nontherapeutic tutoring relationships between students and professors were assessed and
those professors judged to be warm and empathetic by their students formed better
working alliances than those trained clinicians who were rated less positively did with
their clients. While later studies elaborated on differences in technique, the result that
interpersonal factors could have such importance was an influential and persistent one
(Chiu, McLeod, Har, & Wood, 2009; Liber et al., 2010; Naidu & Behari, 2010). It appears
that a positive interpersonal relationship is an important factor in interventions.
Alliance and attunement are important factors in psychotherapy insofar as a good
initial relationship is a precursor to working together and achieving outcomes.
The next question that has been considered in the literature is how to create
rapport. In research on attunement, alliance, and rapport, a number of factors have
been consistently identified that can facilitate rapport while others have been
dismissed as having a negative effect or none at all. McCluskey et al.’s (1997) work
distinguishes between characteristics of ‘good’ and ‘poor’ attunement. The list was
based on practitioners’ interactions with clients, which were video-recorded and rated
by a panel of experts. Those judged to be attuned “convey development and progress,
a regard for the importance of what the patient [sic] is saying and a willingness to
interact and respond to it” (p. 1270); non-attunement “suggests a lack of rhythmical
interaction, boredom with what is being spoken about and a lack of synchrony
between therapist and patient” (p. 1270). Similarly, Gurland and Grolnick (2003)
contrast two approaches that have different effects on the development of rapport:
control and autonomy support (Gurland & Grolnick, 2003). Control involves pressing
children to follow the adult’s agenda, directing their attention, and re-directing their
initiations; autonomy support, on the other hand, encourages the child’s initiative and
decision-making (Gurland & Grolnick, 2003). Just as a therapeutic alliance can lead to
better outcomes, there is evidence that a supporting interviewer style leads to more
accurate reports from children (Almerigogna et al., 2008).
Aside from adult behaviour in general, certain specific interview methods have
been identified as potentially valuable in generating rapport, particularly drawing.
Parkinson (2001) proposes drawing as a valuable interview method for interacting with
children:
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They continued to colour and draw throughout this conversation, rarely
looking up or making eye contact. The art activity created a boundary so
they did not feel too emotionally ‘exposed’ (p. 151).
Malchiodi (1998) prefaces her seminal work on understanding children’s drawings
with the observation of practitioners who work with children that “drawing is a childappropriate form of communication, that it allows a level of comfort and a sense of
safety sometimes not found through talk therapy alone” (p. xiii). Cox (1992) describes
how children draw spontaneously and without inhibition and how this dis-inhibition
can be beneficial for building rapport in practice settings. Drawing is active and
engaging when compared to dialogue; it can be fun and in this way can make
children’s experience of practice settings easier (Thomas & Jolley, 1998). The consensus
here is that drawing can help children feel at ease with a practitioner or adult
researcher and that drawing is preferable to talking alone, implying that talking does
not allow sufficient levels of comfort and safety, which are defining characteristics of
rapport. The reduction in eye contact noted by Parkinson (2001) may or may not be the
exact mechanism, but the conclusion is valuable: that having children engaged in
drawing while they carried on a casual conversation with the researcher “kept the
interview dialogue flowing in a safe, non-threatening format” and “the researcher was
able to obtain a wealth of authentic information from the children” (p. 153). The
research literature gives reason to think that drawing may have positive effects on
rapport, but this has yet to be investigated empirically.
Although rapport has been reasonably well defined and conceptualised, the
practice of rapport-building is far from consistent. Some structured interview protocols
include a ‘rapport-building’ phase and interviewers are routinely encouraged to
establish rapport with children (Lamb & Brown, 2006). However, such rapportbuilding often amounts to almost tokenistic small-talk – “He introduced himself and
established rapport with the child by asking questions about school and hobbies”
(Elischberger & Roebers, 2001, p. 162). The term ‘rapport-building’ has been misapplied to a general introduction or to a training phase with no apparent attempt to
consider whether the child felt that any rapport had been established. According to
Saywitz and Lyon (2002) “interviewers are often cautioned that too little or too much
rapport development is deleterious, but some illusive, poorly defined level of rapport
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is optimal” (p. 102). There is a sense that rapport has been taken for granted and
interviewers have not always focused on the child’s feelings of trust and safety, nor has
the presence of rapport always been properly assessed.
The assessment of rapport has been attempted by behavioural inference (Sternberg
et al., 2001, for example). Tickle-Degnen and Rosenthal (1990) have a mainly
behavioural conceptualisation of rapport, with eye contact, smiling, head nodding,
mutual gaze, and postural mirroring seen as the behavioural manifestations of rapport.
However, it is not an empirical model and Tickle-Degnen and Rosenthal (1990) were
unclear about how to quantify rapport. Further, their own work cites Scherer and
Ekman (1982) that “no particular class of behavioural events, such a smiling, is
associated with an invariant social meaning” (Tickle-Degnen & Rosenthal, p. 287). In
the same vein, Rotenberg et al. (2003) consider the measurement of gaze from which to
infer rapport, but exclude it on the basis of possible ambiguity. They note further
uncertainty in the interpretation of smiling, which was positively correlated with both
nervous and calm behaviours (Rotenberg et al., 2003).
Assessment of rapport by standardised questionnaire appears to be a better
option. Gurland and Grolnick’s (2003) definition of rapport emphasised the importance
of children’s ratings of interactions so they developed the Child-Adult Rapport
Measure (CHARM-C), a 20-item measure of a child’s response to an interaction rated
on a four-point scale from Very true to Not true at all. Items were mainly on emotional
responses and included “She gave me a relaxed feeling” and “She made me feel like I have
good ideas”, for example. In two studies (Gurland & Grolnick, 2003, 2008), the CHARMC has shown reliability, measured by Cronbach’s α, of 0.94 for children aged 9 to 13
years. An adult version (CHARM-A) also exists but was not significantly related to the
CHARM-C (S. Gurland, personal communication, 25th March, 2008). While the
discrepancy may be due to differences between the child’s point of view and the
adult’s understanding, there was still a significant correlation between the CHARM-C
and measure of global rapport appended to the CHARM-A. It is not a perfect solution
to the issue of assessment of rapport, but the CHARM is the best available option at
present, as well as an important step in increasing our understanding of rapport.
To re-state, rapport, along with the related concepts of alliance and attunement,
refers to a positive relationship between parties in an interview. Evidence suggests that
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rapport can be generated by the interviewer’s warm, positive manner and by using
child-centred methods. Good rapport can lead to improved intervention outcomes by
reducing the power imbalance between parties. However, rapport is a still a somewhat
elusive construct which has been unreliably inferred or assumed in some studies and
which, like the impact of child-centred methods on the power imbalance, is presumed
in practice. There are also issues in the assessment of rapport. There has as yet been no
direct comparison of interview methods with respect to their impact on rapport and
this is explored in the main phase of the present study.

4.4 Interviewer Style
Interviewer style has to do with the approach the interviewer takes to the
interview, usually manifest in the forms of the questions asked. Examples have already
been given of the potentially manipulative approach taken in some circumstances
(Zajac et al., 2003; see also Cordón et al., 2005) and, at the other extreme, of attempts to
acknowledge children’s expertise in their own lives (Punch, 2002). In general,
interviewer style and the question forms used can affect both rapport and the power
balance in an interaction. Having established that variation in adult behaviour in
building rapport or a therapeutic alliance has been associated with differences in
intervention outcomes, the next task is to specify distinct interview styles and question
forms from the available literature. With reference to question forms, there is on-going
debate about the respective merits of particular question forms, and outstanding
questions concerning whether particular types of questions have different effects. In
general, two distinct interview styles have been identified: control and support.
The over-arching influence on the kind of questions in interviews asked is the kind
of information being sought, which has to do with the specific purpose of the
interview. Professionals with different interview goals seek different kinds of
information: doctors might favour direct, closed questions to get specific information
on symptoms: “How long does such an attack last?” (Tates et al., 2002a); while
investigators need narratives that are as free as possible from outside influence: “Tell
me everything that happened from the beginning to the end as best you can
remember” (Orbach et al., 2000). Each of these general forms of information request
places different demands on children. Discrete, direct questions require children to

61

Chapter Four – Features of Child-Adult Interviews
________________________________________________________________
understand the question and to give an appropriate answer, much like the kinds of
interaction children are used to in school (Lamb & Brown, 2006). By contrast, free
narrative demands complex cognitive and linguistic processes, which develop through
childhood (Salmon, 2001). What is clear from this consideration of question forms is
that the way in which a question is phrased has implications for the kind of
information it can elicit.
The most basic distinction of question forms is between open-ended and closed
questions (Powell & Snow, 2007). For analytical purposes, further distinctions can be
drawn and several classifications of question forms are used. One such example places
question forms on a four-point spectrum from open-ended, to focused, to closed, and
finally to leading questions (Orbach et al., 2000). There is an explicit hierarchy here
with open-ended questions identified as the preference (Poole & Lamb, 1998). In a
programme of work by a group led by Lamb at the National Institute for Clinical
Health and Development, interviews based on a rapport-based protocol they
developed included more open questions than non-protocol interviews (Orbach et al.,
2000). There are conflicting views, however, on whether open-ended questions lead to
longer or shorter responses. Elischberger and Roebers (2001) considered open
questions a problem because children usually give brief responses. On the other hand,
open-ended questions are described as a way to encourage free narrative (Wilson &
Powell, 2001) and to build rapport (Powell & Lancaster, 2003), and others suggest that
open-ended questions make for answers that are longer and more detailed (Sternberg
et al., 1997). To some extent, open-ended questions have the effect of acknowledging
children’s expertise in their own lives, and this may also have a role in eliciting longer,
more complex responses (Roberts et al., 2004). The decision to use open or closed
questions has implications for the power balance in the interview. Open-ended
questions depend more on children’s input and are more likely to be based on what
children have already said, which may redress the balance of the power relationship.
Closed questions have the effect of reinforcing adult authority by limiting the focus of
the interview and have been described as “coercive” (Rogers, 1961, p. 11). Powell,
Fisher, and Wright (2005) present a review of interview methods in several professions
and several countries which showed that “interviews containing predominantly shortanswer questions with few pauses and an excessive number of closed and leading
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questions is the norm” (p. 57). There have been mixed results from interviewer training
programmes, largely due to intransigent biases on the part of the interviewer (Powell
et al., 2005). In principle, then, open questions have been widely accepted as the
preferred mode, but practice has not changed at all levels of children’s services.
Assessment of question forms at the broadest level is usually based on
categorisation as open or closed, though other more elaborate frameworks are also
available (Orbach et al., 2000, for example). Interviewer style is determined in advance
in some studies with a controlling or supporting style scripted into an interaction
(Gurland & Grolnick, 2003, 2008). Post-hoc measurement of interviewer style is a less
straight-forward matter, though it can be inferred from the question forms used. The
degree to which a simple categorisation reflects the interaction in an entire interview is
questionable, but a ratio of control to support may go some way towards a more
complete understanding of interview processes.
Apart from the questions an interviewer asks, there are several other types of
utterances they can use when interacting with children which reflect interviewer style.
Facilitators (Orbach et al., 2000) or echoes (Aldridge & Wood, 1998) have the effect of
encouraging the child to continue their account by saying ‘Yes’, ‘Um-hm’, ‘Okay’, or
repeating what the child has just said. Open questions and facilitators were elements of
a style of interviewing that is called supporting (Tates et al., 2002b), autonomy support
(Gurland & Grolnick, 2003), or friendly (Baxter, Jackson, & Bain, 2003) which is
contrasted in the literature with control (Gurland & Grolnick, 2003), non-supporting
(Almerigogna et al., 2008), accusatory (Vrij, Mann, & Fisher, 2006), or abrupt (Baxter et
al., 2003) styles, which rely on closed questions. Other than question forms, there are
aspects of interviewer behaviour that can be considered either controlling or
supporting. In a psychological assessment setting, autonomy support includes
allowing children to make choices about where to sit or which assessments to complete
first, and following up on discussion topics that they have initiated (Gurland &
Grolnick, 2008). Control involves making children feel that they have no right to
choose and that they are guided or compelled by the adult. In the same setting, control
might include channelling the interaction according to the adult’s agenda and focusing
on what the child must do to comply (Gurland & Grolnick, 2008). Interviewer style,
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then, is a broader construct than question forms and shows more clearly the motivation
of the interviewer.
As with the issue of power, there is relatively little systematic investigation of the
effects of different interview styles. The approaches that interviewers take to the asking
of questions reflect the general style of the interviewer, which is attributable both to
professional training and to individual preferences, as observed in Phase Two. It is also
consistently understood that, if the goal of the interview is to elicit information, then a
style and question forms that encourage narrative responses are better, but again the
evidence for such a connection is not well-developed. While there is a general
acknowledgement that open questions and a supporting style are preferable, evidence
suggests a trend in the practice of interviews towards closed questions and controlling
styles (Powell et al., 2005).
In the present study, the interviewer styles associated with different methods are
examined, that is whether a more controlling or supporting style is used. The effect of
interviewer style on other variables in the interviews is also explored. For the purposes
of the analysis in the present study and based on the literature reviewed here, control is
associated with closed questions and suggestive utterances while support is measured
by open questions and facilitators that invite free narrative. As with the other variables
considered in this review, there is little empirical evidence of differences in interviewer
style associated with different age groups or interview methods.

4.5 Productivity
The degree to which the child is empowered, the level of rapport, and the
interviewer style can all influence the productivity of the interview, which itself can be
measured by the amount of new information generated. As defined above, the purpose
of an interview, and the means of achieving an outcome from the interview, is the
elicitation of new information from the child. This is the case regardless of the more
specific outcome goals of the interview, which vary according to context and alongside
the relationship-building purpose which was emphasised by practitioners in the
consultation phases.
Free narrative is recognised as the best way to elicit information from children in
their own words (Powell & Snow, 2007). Narrative is a form of communication that
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makes connections between events in the form of a story (Benson, 2001). Narrative is
slightly different from description because it implies a beginning, middle, and end
rather than a list of unconnected details. Capacity for narrative develops in childhood
from infants’ non-verbal narratives to external monologue to internal monologue
(Bruner, 1990). Piaget was interested in children’s narratives and his work included the
study of verbal exchanges between children and adults (1926, 1959). The purpose of his
analysis was to establish the level of ego-centric language used by children and he
describes both the social nature of language and communication and the power
dynamics inherent in child-adult interview, conceding that “the child’s speech will be
more or less influenced according to the amount of freedom to speak” (p. 239).
Costantino and Greene (2003) write about both the social and the personal relevance of
stories: social relevance has to do with the shared experience held in stories that are
“communal property” (Costantino & Greene, 2003, p. 43) and work by Linesch (2002)
shows that children share the experiences of their society, in this case the attacks on the
New York in 2001. The personal relevance of narrative has to do with memory and
with the narrative self, such that stories that are told with the intention of revealing, or
concealing, the self (Benson, 2001). However, the ‘good narrative’ has different
meanings in different settings (Powell & Snow, 2007). For linguistics and language
development, a good narrative has appropriate elements of grammar and conveys
information; for eyewitness testimony, accuracy is the most important thing; and
forensic interviews require both linguistically coherent and accurate narratives (Powell
& Snow, 2007).
Reflecting the importance of free narrative, a distinction has been drawn between
free recall and directed recall in research on interviews and on children’s memory
processes, (Butler et al., 1995; Gross & Hayne, 1999, 2000; Salmon 2000; Salmon & Pipe,
2001). Free recall implies that a child recounts their experience with minimal
interviewer input. Directed recall is the name given to the phase of the interview when
children respond to direct questions. In free recall phases of interviews, children’s
reports are not biased by the questions, so are more acceptable as legal evidence, while
at the same time children’s reports provide interviewers with information on which to
base questions of clarification or for further probing in the directed recall phase
(Agnew & Powell, 2004).
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If the goal of an interview is to elicit information, it is worth exploring methods
which might be more efficient in allowing children to express themselves. There is
consistent evidence that children usually report less than is in their memory (Salmon,
2001). Several research teams have used a similar study design to compare the effects
of memory cues intended to generate narrative. The studies explore children’s recall
with a view to understanding more about how eyewitness reports work, but they are
not strictly forensic. Instead, the study designs use a staged event, such as a visit to the
doctor (Salmon & Pipe, 2000) or a chocolate factory (Gross & Hayne, 1999) or a novel
lesson (Waterman et al., 2004; Patel, Blades, & Andrade, 2002), to test the productivity
of different methods of recall. Salmon (2001) reviews work in the 1980s and 1990s on a
range of interview methods including props, toys, drawings, photographs, and reenactment. Based on that review, it is possible to construct a hierarchy of memory aids.
Props from the actual event, such as a tongue depressor or other medical instrument,
were most useful in re-enacting and recalling the event. Drawing comes next and
shows consistent results in terms of the amount of information remembered and the
accuracy of that information. Drawing is better than toys, such as dolls and models
(Salmon, 2001). Photographs are not compared to other methods in any of the studies
reviewed but also show potential as memory aids in their own right. All of the
methods used were better than verbal interviews that used no activities (Salmon, 2001).
Since Salmon’s review, a number of other studies have elaborated on the pattern of
results. A distinction has been drawn between interviews that use structured verbal
protocols and unstructured verbal interviews (Elischberger & Roebers, 2001);
structured interviews result in more complete reports than unstructured ones (Brown
& Pipe, 2003). A number of studies have replicated the result that drawing is more
productive than other methods (Salmon et al., 2003; Strange et al., 2003), but Strange et
al. caution that children are just as likely to report that what they are drawing had
happened to them regardless of whether it has or not. Concerns have also been raised
about the inference of real-world experience from play with toys and dolls (Brown et
al., 2007).
Conceptual concerns notwithstanding, drawing appears to have considerable
practical advantages over other visual recall methods. Firstly, the increased fluency
could be attributed to children being more comfortable during the drawing than the
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verbal interviews or, more specifically, that drawing interviews reduce the social
demands on children (Gross & Hayne, 1998). Looking to memory processing as a
source of explanation, there are several ways in which the picture drawn can help
children to remember things. Drawings provide additional retrieval cues, some of
which may refer to more routine aspects of the experience that might be dismissed as
irrelevant in the absence of the drawing. For example:
In response to the question “How did you get there?” children in the tell
group typically replied, “By bus.” Children in the draw group, on the
other hand, tended to draw the bus and provide elaborate details of how
it was big, green, and how it was like a school bus, how he or she sat in
the back, who sat next to them, and how the driver had draped his jacket
over the back of the seat (Butler et al., 1995, p. 606).
The drawing process may help children to organise their narrative because, with a
drawing to refer to, children do not need to hold the entire story in their working
memory at one time and can refer back to the picture to provide further details later in
the same conversation (Gross & Hayne, 1999); arguably, the same principle could be
applied to other visual methods such as photographs to which children can repeatedly
refer (Cappello, 2005). Finally, drawing interviews tend to be longer, and length is
positively correlated with the quantity of information (Butler et al.).
Photographs have also been used as memory cues to elicit narrative (Kaplan,
2008). Hudson and Fivush (1991) compared the long-term effects of verbal prompts
and photographs on memory. At a six-week interval, verbal prompts were better,
eliciting 61% of expected details compared to 39% from photographs. At one year,
however, and even at six years, verbal prompts elicited just 5% of details and
photographs elicited 27% and 37% respectively. From a methodological point of view,
at least, the results show that photographs have considerable potential for the
elicitation of narrative. Forgetting, Hudson and Fivush argue, involves three separate
processes: decreases in amount recalled, changes in accessibility (that is, greater
reliance on cues), and changes in memory content (following repetition). By focusing
on accessibility, recall in interviews could be improved. Salmon (2001) concludes from
her review that the “small body of research suggests that photographs both with and
without specific questions may facilitate children’s accounts” (p. 292).
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The final point to consider from studies of recall is how the measurement of
productivity reflects the purpose of the interview. When the interview takes place in
the context of eyewitness testimony, considerable value is placed on accuracy
(Krähenbühl & Blades, 2006; Sternberg et al., 1997). In a therapeutic setting, there is less
focus on the details of the interview and more room for imagination and open
discussion, in which case accuracy is less important than the amount of interaction and
the amount of information communicated in general (Coates & Coates, 2006). A more
general information-gathering goal reflects differences in the purpose of narrative as
mentioned above, and is important for the present study which uses a more general
conception of child-adult interview than the literature on forensic interviewing. For the
present study, then, a broad understanding of the purpose of narrative is taken, that is,
that any information elicited from the child about their experiences is valuable.
A range of forms of analysis of children’s narrative reports have been employed,
the most common of which is content analysis of narrative (Brown & Pipe, 2003; Butler
et al., 1995; Gee & Pipe, 1995; Gross & Hayne, 1998, 1999; Losh, Wilke, & Pop, 2008).
The units of analysis are either propositions (Hudson & Fivush, 1991; Shapiro & Purdy,
2005) or subject-verb-object constructions (Roberts et al., 2004), which are similar kinds
of meaning units. “We dug in the sandbox” is given by Hudson and Fivush as an
example of a proposition. Propositions can be further coded into categories such
person, place, object, event, action, description, or affect (Saywitz, Geiselman, &
Bornstein, 1992; Wesson & Salmon, 2001). Next, the propositions are assessed for
frequency of each category in an interview and for accuracy (Gross & Hayne, 1998,
1999). Accuracy is determined in one of two ways. In some studies, a staged event
methodology was used whereby a trip to a fire station (Butler et al., 1995) or some
other unusual target event was the subject of the interview and accuracy was measured
by comparison to observations by the research team. In other studies, third party
verification of accuracy, usually by parents, was used for events outside the research
project (Salmon et al., 2003). Most of these studies used a priori coding frames but a
small number used open-ended inductive thematic analysis to identify themes of
interest such as elements of the school curriculum (Coates & Coates, 2006) or health
awareness (Backett-Milburn & McKie, 1999). Finally, the duration of the interview was
a common metric of its productivity (Butler et al., 1995, for example).
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The trend in child development is for researchers and practitioners to respect
children’s capacities and to facilitate them in conveying their views. While a focus on
productivity may appear to be other than child-centred, it still aims to address the best
interests of the child. Children can only be helped if adults know what they think and
feel. Child-centredness demands a better understanding of children’s capacities and of
their preferences in communication. Research based on cognitive psychology has
helped to identify memory cues that could reduce the load on children’s working
memory and aid them in recalling events. As noted above, the most effective cues are
visual, including props, photographs, and drawings. Visual media provide a
framework for children’s narratives and make for richer recollections. At the same
time, objects and images provide a shared focus of attention for the interviewer and the
interviewee, making their interactions more like conversations and less like
interrogations. Taking a broader conception of interview quality, the work on
productivity described here can inform research that looks at other aspects of
children’s interview experience. For the present study, the information-gathering goal
of the interview is to listen to the child and ensure that their perspective on their
experience is valued and respected, while acknowledging that this is just one aspect of
child-adult interactions.

4.6 Child Development
Through the evolution of developmental psychology, there is consistent evidence
that children of different ages interact differently with adults in interviews. Age group
comparison is common in this field of research (Coates & Coates, 2006), in particular
with children under 10 years of age (Powell & Snow, 2007). There is considerably less
work available on older children and adolescents so less is known about the impact of
children’s later development on participation in child-adult interviews. Three aspects
of child development may have an effect on these interactions: socio-emotional
development; language and communication development; and memory and cognitive
development. Understanding the potential impact of each on children’s performance
can aid children in interactions with adults, as can using methods that facilitate recall,
asking questions in child-friendly language, and creating an atmosphere that is relaxed
rather than anxious.
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Socio-emotional development refers to children’s behaviour, attitudes, and
emotions towards other people and how they change with age, as well as how children
learn the rules and conventions of the society in which they live (Schaffer, 1996).
Looking at social interaction in particular, Lamb and Brown (2006) are interested in the
lessons learned by children about how to use language and about the rules of empathy,
reciprocity, and emotional exchange. Most of children’s learning opportunities occur in
interactions with parents and children can be seen as dependent on adults “both for an
understanding of the task [of conversation] and for retrieving and reporting detailed
information about their experiences”, making them “conversational apprentices”
(Lamb & Brown, 2006, p. 215-6). All conversations are governed by implicit rules and
adults’ greater knowledge and experience of conversations put them in the position of
power from which to teach children the rules (Lamb & Brown). The power imbalance
is reinforced because children assume a positive valence to all questions asked by
adults (Parkinson, 2001). Clark (1999) suggests that the question-and-answer format of
the verbal interview is normal in school in the context of a teacher looking for a correct
answer rather than a practitioner looking for the child’s views. Lamb and Brown hold
that after the communicative process begins, children depend on prompts from adults
to guide the conversation. As discussed earlier, some child-centred methods alter the
conventional structure of conversations and so can redress the power imbalance and
give children more control. The gradient of social development should also be noted:
younger children are influenced by adults to a greater extent than older children and
adolescents, for whom peer relationships and wider social influences are more
important (Irwin & Simons, 1994; Papalia, Olds, & Feldman, 2001). Socio-emotional
development, then, involves children learning the patterns of communication and
interaction in the society around them.
Research on language development and communication focuses on early
childhood even though children’s language skills continue to develop throughout
childhood and early adolescence (Irwin & Simons, 1994). The seminal work on
children’s language development (Brown, 1973) presents a staged model which
parallels children’s cognitive, moral, and social and emotional development. By the
fifth stage, at about age five or six, children are capable of using all of the
morphological structures used by adults. Estimates of children’s vocabulary at that age
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varies between about 2,500 and 5,000 words, growing at a rate of about 3,000 words per
year (Beck & McKeown, 1991) though receptive vocabulary is considerably higher
(Papalia et al., 2001). Understanding of syntax becomes more sophisticated in middle
childhood (Papalia et al., 2001). Young children, then, are quick to develop the
language skills they require for narrative reports, though a more sophisticated
understanding of how to use narrative in social interactions comes later.
Free narrative is considered the most reliable interview process (Powell & Snow,
2007), but interviews have also been conceptualised as a memory task in which the
interviewee is required to recall and to describe past events (Butler et al., 1995). Each
question in the interview requires processing in working memory, retrieval from longterm memory, mental representation, and communication (Eysenck & Keane, 1995).
The use of any kind of memory cue implies a particular understanding of cognitive
processing by children: specificity of encoding and retrieval (Salmon, 2001). Encoding
specificity is the principle that memories are connected to the contexts in which they
were experienced (Tulving & Thomson, 1973). Bjorklund (1987) suggests that children
are more likely to encode perceptual than semantic information so perceptual retrieval
cues might work best. Furthermore, cues decrease the cognitive demands of the
memory task by remaining present while the child completes the task and thereby
reducing the load on working memory (Salmon, 2001). For children under the age of
twelve, capacities for abstract thought are limited so anything that can make more
immediate the subject that the child was trying to think about appears to offer an
advantage. Notably, external cues do not lead to increases in errors or confabulations
so do not appear to confuse children’s distinction between experience and imagination
(Saywitz et al., 1992). Gee and Pipe (1995), Wesson and Salmon (2001) and
Aschermann, Dannenberg and Schulz (1998) use props, re-enactment, and
photographs of props respectively to attempt to re-instate the context of the original
experience when testing retrieval. In general, using memory cues in these ways leads
to more detailed and more accurate reports from children. As noted already, drawing
also makes for significantly longer interviews with more details mentioned (Wesson &
Salmon, 2001). Studies of children’s memory and of memory cues show consistent
evidence that younger children (aged between four and six years) provide less
information in verbal interviews than older children (aged between 9 and 12 years)
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both in studies of child witnesses (Sternberg et al., 2001) and in experimental studies
(Saywitz et al., 1992).
Negative emotions have been found to impact on the functioning of memory, and
may be a mechanism underlying the observation that anxiety impairs performance in
interviews (Almerigogna et al., 2008). Emotion and cognition are usually considered
separate but interacting (Gray, Braver, & Raichle, 2002) and Gray (2001) proposes that
the demands of emotion on cognitive resources are non-selective and necessarily
reduce the spare capacity of working memory in adults; similar work with children has
not yet been conducted. Gray’s (2001) research implies that any emotion experienced in
a novel situation is likely to impair cognitive performance. Empirical evidence for
some of these points comes from research on performance anxiety where there is a
hypothesised anxiety-to-performance trade-off such that the “intrusive thoughts and
worry characteristic of high anxiety” competed with “the on-going cognitive task for
the limited processing resources of working memory” (Ashcraft & Kirk, 2002, p. 225).
The result of such competition was either a slowing of performance or a decline in
accuracy (Ashcraft & Kirk, 2002). A series of experiments in which groups were
distinguished on the basis of maths anxiety as a trait and were compared on word and
digit span tests found a significant inverse relationship between anxiety and memory
span (Ashcraft & Kirk, 2002; Beilock & Carr, 2005). There is some evidence that
drawing in interviews might allay some of the interfering potential of anxiety. For all
children, drawing allows them to express things they cannot easily talk about
(Malchiodi, 1998; Rubin, 2005), particularly emotions (McGuire, 2007). McGuire used
drawing and other arts-based methods to help the children name and describe their
emotions because “for most of the children there simply were not adequate words to
express the source of their emotional impulses” (p.137). For Leitch (2008), the value of
drawing is in making emotional experience and difficult issues less threatening. While
the development of attention and the impact of anxiety are less well understood in
children, anxiety is a possible mechanism to explain variation in children’s recall.
There are three possible responses to the impact of anxiety on performance in
children. The first is to try to help them feel more relaxed, as in rapport-building. The
second is to specify the source of the anxiety and to eliminate or reduce it. For example,
if the source of anxiety is the subject under discussion, such as allegations of abuse as
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in the forensic interviews, then the solution may be to discuss anything but those
allegations. Thirdly, if the source of the anxiety has to do with social demands of the
interaction, for example, eye contact with the interviewer, there are strategies to reduce
this potential source of anxiety that involve providing a separate focus of attention. The
benefit of having a shifting attention away from the one-to-one interaction is consistent
with the research on interviews which shows that objects such as drawing and
photographs can aid recall.
Children’s socio-emotional development, language development, and cognitive
development can all have an impact on their interactions with adults. The most
important aspects of development are understanding of the social conventions of
conversation and the cognitive capacity to construct narrative. As indicated in the
consultation phases, practitioners modify their behaviour depending on the age of the
child with whom they are working. This tendency is likely to result from training in
child development and an awareness of children’s socio-emotional, linguistic, and
cognitive stati. Notably, the age ranges distinguished by practitioners are also
commonly used in the literature. Most of the studies considered in this review
compared groups of children in early and middle childhood (Butler et al., 1995; Coates
& Coates, 2006; Powell & Snow, 2007) and patterns of differences are consistent so do
not need to be further replicated. As well as building on previous work, the present
study seeks to extend this kind of research to include early adolescence. This thesis
assumes that children of different ages interact differently with adults and, to test this
assumption, age comparisons are used.

4.7 Issues in Comparing Child-Adult Interviews
Before setting out the design of the present study, it was necessary to consider
some of the challenges in comparing child-adult interviews. A number of issues were
highlighted throughout this review to do with the measurement of interview variables,
the effect of age, and the interview conditions proposed. This section presents the
attempts made in the present study to resolve these issues.
In the consultation in Phases One and Two, the dual purposes of productivity and
rapport were given equal weight. The literature review placed more of an emphasis on
productivity but acknowledged that rapport was valuable as a means to that end. Both
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are important in the design of Phase Three of the present study. Establishing rapport in
these interactions can make children happier, more relaxed, and calmer (Gurland &
Grolnick, 2003) and can lead to more productive interviews (Roberts et al., 2004). There
is evidence from the related areas of alliance, attachment, and attunement that positive
interactions have a range of positive outcomes. The measurement of rapport is not
easy, however, and both self-report and observational inference have shown mixed
results in the research so far.
Power in interviews, which is also related to interviewer style, determines the
relative social roles of the child and adult. The conventional social roles are that adults
draw power from their greater expertise and knowledge, and children are relatively
dis-empowered (Brinkmann & Kvale, 1992). The interviews in the present study
concern the children’s interests and cast them as experts in their own experience.
Furthermore, there is evidence that child-centred methods can also redress the power
imbalance by changing the conversational conventions (Lamb & Brown, 2006). Finally,
control of the purpose of the interview is another area where adult power may have an
effect. In the present study, the purpose of the interview is controlled in the
methodology whereby the goal is consistently articulated across all conditions and
settings. One manifestation of power is the setting of an interview, typically an
institution like a school or a courtroom. It was impossible to remove the study entirely
from settings that may affect power relations but the parallel Phase Three in school and
applied settings was also an attempt to take account of the possible influence of those
contexts.
The next element of the present study to consider was comparison by age group.
Visual methods have been most often used with children under ten years of age,
though there is no consistent rationale for this age limit. It may be that visual methods
were assumed to be better suited for younger children. Early adolescence, however, is
a relatively neglected period of development in research on interviews and one
identified in the consultations with practitioners at which young people are more
difficult to engage. The present study seeks to understand more about this assumption
and to test for differences between children in middle childhood and early adolescence.
The possibility of including gender as an additional independent variable was
considered, but there was little in the literature to support the assumption that boys
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and girls interact differently with interviewers because few gender differences were
found (Butler et al., 1995; Brown & Pipe, 2003; Brown et al, 2007). Furthermore, the
studies by Gross and Hayne (1998), on which much of the methodology of the present
study is based, conducted preliminary analyses to test for gender differences and
consistently found none.
Other variables have been identified that could impact on children’s behaviour in
child-adult interactions, not least their level of cognitive development (Salmon, 2001)
and there is an argument for screening participants based on any of a number of
variables. Such assessment and screening necessarily involve some element of childadult interaction (Alexander & Winne, 2006; Carr, 2001; First et al., 1996; O’Reilly,
1994). It has been argued here that the development of rapport between children and
adults begins from their first meeting so any assessment could interfere with that
process. Indeed, informal assessment of children’s capacities is one role of the rapportbuilding phase of an interview (Lamb & Brown, 2006). Notwithstanding information
provided in advance by parents, the most cautious assumption is that there is that the
interviewer has no prior knowledge about the child.
Drawing is a commonly used method among practitioners, which also supports its
inclusion in the design. Bekhit et al. (2005) show that more than 80% of child
psychologists use drawing in some way other than using a formal assessment
framework. The informal use of drawings has been the subject of relatively little
systematic research to date and there is little clear understanding of the mechanisms by
which it might work, or of its effect on interactions. Drawings are child-centred in that
children draw spontaneously and without inhibition (Cox, 1992), drawing can be
language-free (DiCarlo, Gibbons, Kaminsky, Wright, & Stiles, 2000) so addresses the
linguistic power imbalance of child-adult interactions, and drawing can allow children
to express things they cannot easily talk about (Rubin, 2005). As a clinical activity,
drawing is active and engaging when compared to dialogue and is not confrontational
in a way that standard clinical interviews might be (Thomas & Jolley, 1998). There is
growing interest in what children say while they are drawing, the suggestion being
that children may talk more while drawing (Butler et al., 1995; Coates & Coates, 2006;
Gross & Hayne, 1998, 1999). Results of studies on recall show that children offer more
information if they are asked to draw while talking about their experiences with no
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loss of accuracy (Butler et al., 1995; Gross & Hayne, 1998; 1999). In these studies,
drawing offers children additional retrieval cues, facilitates description of routine
aspects of events, and makes for longer interviews (Butler et al., 1995). These processes
can be just as usefully applied to practice settings where a goal is to elicit information
from children. However, drawing also has a motor element which could equally have
an effect on the child’s response to the interaction.
In order to distinguish the visual from the motor element, a photograph condition,
which is visual only, was included in the design. Photographs can have the same
intentional origin and narrative function as drawings, and the same potential effect on
altering the power balance in interviews and generating rapport (Aschermann et al.,
1998; Epstein et al., 2006). They are tangible and visual just as drawings are, but do not
have the motor activity element of drawing. The combination of verbal explanations
with the visual images resulted in much richer data set then could have been obtained
from pictures or discussion alone (Burke, 2008; Young & Barrett, 2001). Photographs
and drawings have the same advantages of being accessible and language-free
(Kaplan, 2008). Both require some kind of mediation (Burke, 2008). The interpretation
of photographs, we can assume, is not subject to a universal course of development; at
least, none has been proposed. Photography may not be subject to the same
deterioration of performance as drawing in adolescence. Regardless of technical ability,
capacity to discuss photographs is only likely to increase with cognitive development.
Salmon (2001) concludes a review of literature using various memory aids with
children by offering some possibilities for future research. Possibilities include
expanding the age range of these studies to older children, looking at ways to enhance
accuracy, trying to better understand the underlying mechanisms of recall, and using a
broader theoretical perspective.
The verbal interview is the standard method used by practitioners in a range of
children’s services. It is included in the design of several of the studies reviewed here
as one of a number of experimental conditions; the pattern of results in these studies is
that verbal-only interviews are shorter and less productive than activity-based
interviews (Cain et al., 2005; Gross & Hayne, 1998; Salmon, 2001; Salmon et al., 2003;
Strange et al., 2003). Visual image elicitation and drawing seem to offer similar
potential as a recollection aids. Similar mechanisms of enhancing communication, by

76

Chapter Four – Features of Child-Adult Interviews
________________________________________________________________
providing memory cues and by extending the interview, may also operate in both. The
literature on recall experiments with younger children provided a model for several
elements of the design of the present study, particularly the work of Gross and Hayne
(1998, 1999; Butler et al., 1995). The data collection and analysis procedures developed
by Gross et al. (1998, 1999) have not been explored with older children, nor has direct
comparison between these two activities – drawing and photo elicitation – and
conventional verbal interviews yet been conducted. Creative methods such as drawing
and photographs seem to change the nature of the interaction between children and
adults. The present study uses drawing interviews, based on consistent research
evidence showing advantages over conventional verbal interviews, and photo
elicitation interviews, which also have advantages over verbal methods and which can
distinguish between visual prompts and creative methods.

4.8 Conclusion
The purpose of this chapter was to set out the model of child-adult interview
employed in the present study. Five interconnected dimensions of interviews were
identified and their impact on the course of the interview considered. It should be
noted that these five features are not the only ways to conceptualise child-adult
interviews: depending on their research questions, other researchers have been
primarily concerned with accuracy of recall (Brown et al., 2007) or with children’s
experiences (Westcott & Littleton, 2005), for example. The setting in which an interview
takes place can add institutional authority to adult authority, with the potential for a
greater imbalance of power in favour of the interviewer. Possible negative
consequences of this imbalance were identified, as well as ways in which the
interviewer can attempt to redress the balance. A common strategy to address power
issues is rapport-building. Rapport refers to a positive, trusting relationship between
parties and is associated with better intervention outcomes and more productive
interviews. Good rapport is also linked to the manner and approach of the adult, that
is, their interviewer style. Two broad categories of interviewer style are frequently
distinguished: control, characterised by short, closed questions, and support, with
open questions, invitations, and facilitators. Supporting interview styles have been
shown to make for more productive interviews. Productivity is an essential dimension
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since the purpose of interviews is the generation of information. Child development
can itself determine productivity, particularly the developing level of children’s
narrative skills, which rely on memory and other cognitive processes, as well as on
their understanding of the social demands of interaction.
Child-centred methods seek to actively engage children, often using creative tasks.
This review notes that such activities can alter the power imbalance in interviews by
shifting the focus of the conversation and altering the conversational conventions.
Activities also acted as memory cues, making for more productive interviews.
Parkinson (2001) recommends keeping children actively engaged during an interview
to keep them “busy thinking” (p. 150). The literature on child-adult interviews has
mainly addressed the productivity of interviews, with their focus being on recall and
the effect of certain methods on memory. Of necessity, though not always explicitly,
these studies have addressed the issues of interviewer style, rapport, and power and
have varied in their settings, age groups, and other assumptions.
Of the methods reviewed here, drawing has shown the greatest and most
consistent advantage over other methods. Drawing interviews were longer, more
detailed, and more accurate than verbal interviews or those using other activity-based
methods. The precise mechanism of the difference is as yet unclear, but memory and
attention processes are central and drawing may reduce the cognitive demands of the
interview. There are close similarities between drawing and photo elicitation, at least in
the dimensions of memory and attention, with the primary difference being the motor
element of drawing. Further comparison of drawing and photograph conditions might
more precisely identify the mechanisms at work. There is also a well-established
experimental design across several of these studies, with age group comparisons,
condition comparisons, and the distinction between free and directed recall.
Methodological elements from a number of studies are combined in the mixedmethods design of the present study.
The research reviewed here is diverse, covering the sociology of power to forensic
interviews to the cognitive processing of memory. Every issue raised is important for
the present study and the next task is to devise a research design that can compare
interview methods while accommodating this wide range of points of interest.
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CHAPTER FIVE
PHASE THREE:
DESIGN AND RATIONALE

… the armour of others is too wide, or too strait for us; it falls off us, or it
weighs us down.
The Prince
Niccolò Machiavelli (1532)
5.1 Chapter Aim
The aim of this chapter is to outline the rationale for Phase Three, building on the
literature review and consultations, and to describe the design of the Phase. It begins
with a brief re-statement of the argument of the thesis to this point before setting out
the rationale for each element of the design, and detailing each independent and
dependent variable in the design. The final section states the hypotheses that are tested
in Phase Three.

5.2 Rationale
The one-to-one interview with a child is a central component of practice in social,
health, and education services. The consultations with practitioners and literature
review highlighted a number of issues that needed to be addressed in Phase Three.
Both the literature review and the consultations identified information-gathering as the
purpose of the interview, but for practitioners their relationship with the child was
equally important. The extent to which different interview methods can help to elicit
information and build rapport is not clearly understood because the methods tend to
be studied either with a narrow interview purpose, focusing on the accuracy of the
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information reported (Brown et al., 2007; Salmon, 2001), for example, or in isolation
from each other (Backett-Milburn & McKie, 1999; Darbyshire et al., 2005). Other aspects
of interview quality and of interviewer style that may also have a bearing on the course
and outcome of an interview, including power relationships and rapport, also need to
be considered in testing the relative value of different interview methods. As for
designing research that can test the relative merits of interview methods, the literature
presented in the review points to experimental comparison as the best option, with
some valuable precedents (Butler et al., 1995; Coates & Coates, 2006; Powell & Snow,
2007). In an experiment, strengths-based methods that are assumed to enable, engage,
and empower children (Hill, 2006; Punch, 2002) can be systematically investigated to
determine their impact on the interview. Four specific features of child-adult
interviews were detailed in the literature review and form the basis for the rest of the
present study. Firstly, given the vulnerability and relative powerlessness of children
interviewed by professionals, any method that can redress the power imbalance is of
value, and drawing and photographs have the potential to do so (Merriman & Guerin,
2007; Thomson & Hall, 2008). Secondly, a challenge faced by practitioners is how to
engage with children in an appropriate way, and therefore they try to establish rapport
with the child. Different methods of interaction have been shown to generate different
levels of rapport (Chiu et al., 2009; Liber et al., 2010). Thirdly, the interview needs to be
productive such that the practitioner can elicit information for assessment or for a
therapeutic intervention, and some methods are more productive than others, with
drawing having particular advantages (Salmon, 2001). Fourthly, there is evidence that
the interviewer can adapt their style in order to influence the power balance, rapport,
and productivity of the interview; different interview styles are associated with
particular methods (Gurland & Grolnick, 2003, 2008). The aim of Phase Three is to
compare three interview methods and to determine how they differ in terms of power,
rapport, interviewer style, and productivity for young people in middle childhood and
adolescence.

5.3 Design
The study has an exploratory-sequential design. Phases One and Two involved
interviews with health and social service practitioners to establish the characteristics of
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current practice. Phase Three is a quasi-experimental study in two parallel settings.
Participants in the School setting were in two age groups: 7 to 9 years and 12 to 14
years. There are three experimental conditions to which participants are randomly
assigned: verbal interview, drawing interview, photo elicitation interview, and the
topic of the interview in all conditions is hobbies. Conditions are compared on
duration, the information provided by the child, the interviewer style, and rapport.
Several elements of the design are borrowed from Gross and Hayne (1998, 1999)
and similar studies, but the comparative designs used have not previously been
applied to older children in late childhood and early adolescence, nor to direct
comparison between verbal interviews, drawing interviews, and photo elicitation
interviews. The present study also includes power and rapport as dependent variables,
which were not part of the studies of recall (Gross & Hayne, 1998, 1999).
It is worth noting that the possibility of using qualitative methods to evaluate
interview conditions was considered based on Cordón et al. (2005). In one possible
design, each participant could be interviewed under at least two of the conditions in
order to make a fair comparison between them. This has practical disadvantages in the
number of interviews required, given the necessity to control for order effects, and
raises the possibility of participant fatigue. Furthermore, a follow-up interview would
be required to ask the participant about their experience of the target interviews. After
three interviews, it would be difficult to disentangle the effects of a particular method
from the other steps in the research process. The second possibility was to consult
children who had been interviewed by social workers or educational psychologists
about those experiences. There were a number of ethical issues here and it was decided
that such consultation would involve only vulnerable children and it would be unfair
to ask them to evaluate the work of, and their relationship with, someone who had an
important role in their life. The final design of the present study involves single
interviews and random allocation to interview conditions, while allowing participants
to experience the other activities once the target interview is complete.
The trend in psychology has been for basic research to be conducted, reported, and
refined before applied research is undertaken to investigate whether any observed
effects persist outside the laboratory (Shaughnessy et al., 2009). However, applied
research does not always follow basic research immediately and there can be issues for
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practitioners in trying to translate research findings into changes in their practice. In
the present study, basic and applied phases are conducted in parallel. Using this
design it is expected that practitioners will be able to relate more immediately to the
results of the research than if only the school-based, researcher-conducted interviews
were reported. Given that the practitioners in the Applied setting are more experienced
than the researcher, the parallel Applied phase also provides a check on any possible
experimenter effects in the School setting.
There is evidence to suggest that methods of interview also operate differently
depending on their setting. Some of the research reviewed in Chapter Four was
conducted in educational institutions, some within the criminal justice system, and
some in psychology laboratories. In the present study, parallel school-based and
practice-based phases explore the effect of setting. There are other advantages to the
parallel design: it balances greater control on extraneous variation in the school-based
phase with immediate applicability of the practice-based phase in children’s services
without the usual follow-up study of practical application.
There are three ways of dealing with features of interviews as possible sources of
variation in results. The first is to assume an effect and consider them independent
variables. The second is to measure an effect as a dependent variable. The third is to
control the effect, either in the design or in the statistical analysis. The following
sections identify the dependent and independent variables used in the present study,
including the experimental conditions of the Draw, Photo, and Verb interviews.

5.4 Independent Variables
The first independent variable was interview condition, with three levels: drawing
elicitation (Draw), photograph elicitation (Photo), and verbal (Verb). In order to make
accurate comparisons between the experimental conditions, they have to be identical,
or as near as possible, in all aspects other than those related directly to the condition.
For example, the topic of the interviews is the same in all cases, as are the questions
indicating the beginning of the free and directed recall phases. On this basis, the
cognitive demands placed on the child should be as similar as possible in each
condition; specifically, the first question should address the same kind of information
in each condition. The nature of the photograph condition is that it draws on episodic
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memory, given that the photograph is of a particular place at a particular time.
Similarly, the drawing condition illustrates a particular discrete scene, even if it more
closely resembles a collection of episodes. For the verbal condition, then, it was
necessary to pose a question that demanded recall of episodic memory and
participants were asked to tell about the last time they engaged in the activity.
The other independent variable in present study is age. Age differences are a
consistent result in the research discussed in the literature review. However, the
studies cited have most often included only children under 10 years of age. The present
study seeks to extend the research programme using activity-based interview methods
to early adolescence and to compare that age group to the more frequently researched
middle childhood by testing for differences between groups of children aged 7 to 9
years, representing middle childhood, and 12- to 14-year-olds in early adolescence.
One other conceptual distinction is made in the present study: between free recall
and directed recall, as used by Gross and Hayne (1998, 1999) and others. In the present
study, the free recall phase contains the variation in the interview condition, that is,
drawing, verbal, or photo elicitation. Participants are asked to talk about a drawing, a
photograph, or the last time they engaged in their pastime and the free recall phase
allows them the opportunity to provide a narrative account of that event. The directed
recall phase involves direct questions about the topic, and is intended to maintain the
discussion of the event in order to compare differences in the interaction attributable to
the method in the free recall phase. The duration of the interview is included in the
design as a dependent variable.
The sample size for Phase Three is based on analysis of the power of the tests used
by Gross and colleagues (Butler et al., 1995; Gross & Hayne, 1998, 1999) on the amount
of information provided and the duration of interviews, and on the effect sizes
observed in those studies. Effect sizes were generally large (d > 1). The estimates
employed here are conservative and represent the minimum sample sizes for which
the present study aims. Using G*Power software (Faul, 1997) based on an effect size of
f = 0.4 (a large effect) and error probability α = 0.05 for six groups, a minimum sample
size of 100 was calculated.
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5.5 Dependent Variables
Experimental designs call for quantitative measures. Individual characteristics
such as intelligence, drawing ability, and socio-economic status are controlled by the
random selection of participants and random assignment to conditions. The two
independent variables are age and experimental condition, as detailed above. Setting is
not strictly an independent variable since the school-based and service-based groups
are not compared directly, but it is accounted for in the study design. The dependent
variables correspond to the four other dimensions of interviews set out in this Chapter
Four: power, rapport, productivity, and interviewer style.
Power is inferred from the relative contributions of the child and the adult to the
interview. If the ratio favours the child, then the interview is taken to be more childcentred.
Rapport is measured using the Child-Adult Rapport Measure (CHARM; Gurland
& Grolnick, 2003). Assessment of rapport raises important methodological questions.
Interviews are an illogical approach to assessment as they involve either the
interviewer asking questions about rapport in the interview, which is subject to serious
experiment effects, or another interviewer interviewing the child about the first
interview, which is another relationship in need of rapport-building. The alternative is
a questionnaire which assumes a minimum level of literacy. The CHARM is a
relatively recent development but is the most appropriate measure of rapport per se
rather than alliance or another related construct.
Productivity is measured by duration and by a number of variables related to
communication. Duration is important because longer interviews have been shown to
be more productive. The first aspect of communication measured is the number of
propositions offered by the participant. A proposition is a meaningful unit of verbal
production in a subject-verb form (Shapiro & Purdy, 2005). Propositions were further
analysed for content using existing coding frames. Salmon et al.’s (2003) categorisation
of People, Places, Actions, Objects, Descriptions, and Affect in interviews with children
is the most thorough. For rapport, Positivity (Tickle-Degnen & Rosenthal, 1990) and, by
logical extension, Negativity are important. Positivity and Negativity are considered
here with reference to the interaction rather than emotional responses to any other
event; they are distinct from the category of Affect which refers to details of what the
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child says. It is possible to code for sub-categories, such as Family and Friends in the
category of People, but this level of information would show more about the hobbyspecific content than anything related to the interview condition so is not considered
necessary. Thematic analysis of participants’ hobbies and activities was not undertaken
because the focus of the research questions was on productivity in general rather than
on the topic of the interview. In this way, the results can be generalised more easily to
other interactions and topics of discussion.
Interviewer style uses the broad distinction between Control and Support and
each is associated with particular question forms. Orbach et al. (2000) list 10 categories
of interviewer utterances. Operational definitions are given by Orbach et al. and
adapted for the coding frame in the present study as detailed in Chapter Six. For the
present study, Control is measured by Directive, Option-posing, and Suggestive
questions. Support is measured by Invitations, Cued invitations, and Facilitators.
Taking all these things into account, the present study uses an experimental design
in two parallel settings to test for age group differences and interview condition
differences between verbal, drawing, and photograph elicitation interviews on
variables related to productivity, rapport, power, and interviewer style. It aims to
increase our understanding of the relative merits of different interview methods as
well as the influence of the approach taken by the interviewer. In these ways, the study
can have a direct impact on the experience of children who are interviewed by adults.

5.6 Hypotheses
The research question which Phase Three seeks to answer is:
 How do child-adult interviews using standard verbal techniques, drawing, and
photographs compare with regard to productivity and relationships in middle
childhood and early adolescence?
Based on the literature review and preliminary phases, four hypotheses were
generated to be tested on the interviews described here. The hypotheses are stated
below along with the variables on which they will be tested. Each hypothesis is tested
for interactions between the independent variables of interview condition and age
group as well, but the hypotheses are stated by dependent variable only for brevity.

85

Chapter Five – Phase Three: Design and Rationale
________________________________________________________________
Hypothesis 1 – Duration
That there is a difference in duration among the interview conditions for each age group
such that older children have longer interviews than younger, and that drawing interviews are
longer than photograph interviews and both longer than verbal interviews.
The total Duration of the interview is calculated, as well as the Duration of the Free
and Directed recall phases. Unless otherwise stated, all other variables are tested
separately for the Total interview, Free recall phase, and Directed recall phase. The
Duration variables are:


Total Duration;



Free recall Duration; and



Directed recall Duration.

Hypothesis 2 – Communication
That there is a difference in the quantity of the child’s contribution among the interview
conditions for each age group such that older children have more productive interviews than
younger, and that drawing interviews are more productive than photograph interviews and
both more productive than verbal interviews.
The quantity of the child’s contribution is measured by the number of Propositions
they offer, and further analysed by Content categories. Communication is also
measured by the number of Turns taken and the child’s Proportion of discourse. The
communication variables are:


Number of Propositions;



Number of Turns taken;



Proportion of discourse; and



Action, Affect, Description, People, and Places, both Unique and Total (Total
interview only).

Hypothesis 3 – Rapport
That there is a difference in rapport among the interview conditions for each age group
such that rapport is rated higher by younger children than older, and that rapport is rated
higher following drawing interviews than photograph interviews and both higher than verbal
interviews.
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Two variables are measured to assess rapport between the child and the adult. The
measures are both versions of the Child-Adult Rapport Measure – Child report
(CHARM-C; Gurland & Grolnick, 2003) and Adult report (CHARM-A; Gurland and
Grolnick, 2003), and global ratings of rapport given by both the child and the adult.
The rapport variables are:


CHARM-C and CHARM-A;



Global ratings of rapport.

Hypothesis 4 – Interviewer style
That there is a difference in interviewer style among the interview conditions for each age
group such that a more supporting style is used with older children and a more controlling style
with younger, and that a more supporting style is used during drawing and photograph
interviews and a more controlling style in verbal interviews.
There are two interview style variables which overlap with rapport; the ControlSupport distinction is based on Gurland and Grolnick’s (2003, 2008) work. The
interviewer style variables are:


Control;



Support.

5.7 Conclusion
The research question in the present study which is addressed by Phase Three
concerns a comparison of child-adult interviews using standard verbal techniques,
drawing, and photographs, with regard to productivity and relationships in middle
childhood and early adolescence. An experimental design was considered the best way
to answer the question and this chapter outlines how certain features of interviews can
be quantified and used in an experimental research design. This allows for the
statement of four hypotheses which can be tested in Phase Three.
By describing the differences between the methods in question, future research
which seeks to use such methods will be better informed as to the effects of the method
chosen. Practice with children can also be enhanced by using methods that are more
comfortable for children and more productive for practitioners. The original
contribution of this thesis to knowledge in the area of developmental psychology is,
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firstly, investigating the differences between three interview methods and, secondly,
testing a methodology for the systematic analysis of interviews.
Before beginning Phase Three, the protocol and analysis were piloted to test each
element of the recruitment, data collection, and analysis processes in an effort to
improve them and to resolve any problems. The next chapter presents the pilot study
and the method used in Phase Three.
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CHAPTER SIX
PHASE THREE:
PILOT STUDY AND METHOD

It is one of those exercises where imagination can be set free through the
assistance of a computer as a faithful and willing slave to perform the many
tedious calculations.
Gaia
James Lovelock (1979)
6.1 Chapter Aim
The preparatory work for Phase Three is set out in this chapter. It aims to describe
the pilot study which was used to test each element of the recruitment, data collection,
and analysis processes in an effort to improve them and to resolve any problems.
Based on the results of the pilot, the chapter goes on to detail the method used for
Phase Three, including descriptions of the analysis processes and inter-coder
reliability.

6.2 Aim of the Pilot Study
The main data collection phase was extensive, so it was necessary to prepare
carefully before beginning that phase. A pilot study could test each of the procedures
planned in order to improve them and to resolve any problems before they were
magnified by the main phase. A range of processes from recruitment to data analysis
were considered, including the responses of participants and of the researcher to the
experience. Three dependent variables were selected to determine the efficiency and
the efficacy of the data coding and analysis procedures proposed for the main study.
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The purpose of this is to determine whether it is possible in practice to transform the
qualitative data for quantitative analysis.

6.3 Method of the Pilot Study
6.3.1 Participants. One school for each of the two age groups was recruited for
the pilot. In the younger age group there were 12 participants, of whom 10 were boys,
with an average age of 7.42 years (SD = 0.52). In the older group there were 9
participants (7 boys), with an average age of 13.67 (SD = 0.5). Participants were
randomly assigned (using random.org software; Haahr, 2009) to one of three
conditions as depicted in Table 6.1.

6.3.2 Materials. The Child-Adult Rapport Measure – Child report (CHARM-C;
Gurland & Grolnick, 2003; Appendix K, p. 236) was completed by participants. The
CHARM-C is a 20-item child-rated measure of rapport with an adult. Items are third
person statements and require an assessment of the adult by the child, for example
“They would try to make me feel better if I made a mistake”. Responses on a four-point
scale range from Very true through Sort of true and Only a little to Not true at all. The
range for total scores is 20 to 80 where 20 is the most positive response and 80 the most
negative. Internal reliability for the CHARM-C as a single factor scale is reported by
the authors as α = 0.94 for children aged 9 to 13 years (Gurland & Grolnick, 2003, 2008).
While the CHARM-C is not especially well-established, it was chosen over other
measures because it explicitly relates to rapport rather than alliance, attunement, or
engagement.
In the drawing condition, participants were provided with one sheet of white A4
paper, a drawing pencil, and 24 coloured crayons. For the photograph condition,
participants provided their own photograph.

Table 6.1
Participants in Pilot Study by Age Group and Condition (N = 21)
Verb
Photo
Draw
Total
7-9-year-olds
4
4
4
12
12-14-year-olds
4
21
3
9
1 One participant did not provide a photograph so was included in the Verbal condition.
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6.3.3 Apparatus. A Panasonic SDR-SW20 digital video camera was used to
record interviews. Video recording offered advantages over audio recording in the
range of observed variables that could be coded. In the event, the coding of non-verbal
behaviour proved unreliable and no such variables were included in the analysis.

6.3.4 Procedure. Letters of invitation (Appendix L, p. 237) were written to
schools randomly selected (using random.org software; Haahr, 2009) from Department
of Education lists (Department of Education and Science, 2008). In total, 60 schools
were invited to participate and the first primary and secondary schools to confirm
participation were included in the pilot study. Principals were asked to provide
information and consent forms to parents (Appendices M, N, and O, pp. 239, 241, 243).
The information form asked all children to bring a photograph. They were randomly
assigned to the interview conditions, as detailed below, and children who were not
assigned to the Photo condition were given an opportunity to talk about their
photograph after completion of the target interview. After one week, consenting
participants returned signed consent forms to the school and data collection was
arranged.
Data collection took place in rooms designated for career guidance, learning
support, and other individual or small group work. These rooms were equipped with
tables and chairs and had windows to corridors. Interviews were conducted during
normal school hours, and breaks and class periods were respected.
Child Protection protocols required at least three persons to be present during the
interview so children participated in pairs. One child was interviewed while the other
was asked to listen to music on headphones in the same room but out of the
interviewee’s line of sight. After the first interview was complete, they swapped places.
There was minimal direct interference from having another person present, as when,
for example, the music player stopped and had to be restarted by the interviewer.
These interruptions were excluded from further analysis. The interviews followed the
protocol in Appendix P (p. 244). At the end of the interview, each participant was
asked to complete the CHARM-C (Gurland & Grolnick, 2003). When data collection
was finished and time permitted, there was an opportunity for informal feedback on
the interview.
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6.3.5 Data management and analysis. Data were saved on memory cards and
copied to a password-protected computer for transcription and analysis. Original
recordings were archived on DVD to be retained for five years following completion of
the study. This data management procedure follows the requirements of the NUI,
Galway Research Ethics Committee.
Interviews were transcribed using Transana 2 (WCER, 2006) and NVivo 8 (QSR
International, 2009). Coding was completed in NVivo for Propositions and Prompts in
the Free and Directed recall phases of the interview. Statistical analysis was carried out
using SPSS 19 (IBM, 2010), including reliability of CHARM-C. Owing to the small
sample, there was limited scope for inferential analysis.

6.4 Results of Analysis
Overall, the evaluation of the interview protocol suggested that it could generate
data sufficient to test the hypotheses. Likewise, the proposed analysis framework was
tested in the pilot based on selected dependent variables and proved adequate. This
section presents analysis of four dependent variables: rapport, duration, child
propositions, and adult prompts.

6.4.1 CHARM-C (Gurland & Grolnick, 2003). Exploratory reliability analysis
of the CHARM-C yielded a Cronbach’s α of 0.818 (n = 15). Even for a small sample, this
is an acceptable level of reliability and is consistent with Gurland and Grolnick’s own
results. The mean score was 33.82 (SD = 8.47), the median was 30.5, and the mode was
37. The range of scores was 24 to 52 and the maximum was considerably lower than the
scale maximum of 80. The mean score is close to the minimum score and the
distribution of scores was skewed to the right. This may indicate social desirability
effects. If anything, the narrow distribution of scores at one end of the range suggested
that differences among the conditions were less likely.

6.4.2 Duration. The beginning of the recall phase is designated by the request
“Tell me all about [stated hobby]”, or the variations, which introduces the topic of
conversation and the condition. It ends when the participant has no more to add after
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the question “What else can you tell me about it?”. The duration of this phase was
measured in seconds and the results for each group are presented in Table 6.2.
The mean score for the Free recall Duration was 146.62 seconds, the median was
107, and the smallest modal value was 67. The length of the interviews in the drawing
condition is note-worthy. As anticipated, the drawing condition made for longer
interviews but this may have been due to the effect of periods of silent drawing. This
issue raised the question of whether the focus of analysis was on verbal production, in
which case it was necessary to control for silent drawing in some way.
For the Directed recall phase, the mean was 201.52 and the median 117; once again,
there were multiple modes and lowest was 40. The presence of outliers affected the
distribution of scores so it was not possible to determine whether parametric analysis
would be possible in the main study.

6.4.3 Propositions. As a measure of meaningful verbal production (see Butler et
al., 1995), Propositions of the forms subject-verb-object, subject-verb, and subjectimplied verb were coded in NVivo (QSR, 2009). The means and standard deviations for
each condition and age group and for the Free and Directed recall phases are presented
in Table 6.3. For the Free recall phase, the mean score was 17.81 (SD = 11.44), the
median was 17, and the smallest mode 10. For the Directed recall phase, the mean was
30.67 (SD = 28.42), the median was 21, and the smallest mode was 7.

6.4.4 Prompts. Prompts were coded as inputs from the interviewer which were
followed by propositions from the participant. They took the form of direct questions
and facilitating utterances such as ‘Okay’ and ‘Go on’. Where a prompt did not elicit a
response and was followed by another, these were coded as one instance. As with
other variables, data are presented in Table 6.4 by Phase, Age group, and Condition. In
the Free recall phase, the mean was 6.14 (SD = 3.29), the median was 4, and the mode
was 4. For prompts in the Directed recall phase, the mean was 10.38 (SD = 4.89), the
median was 10, and the mode was 8.
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Table 6.2
Means (and Standard Deviations) for Duration in Seconds of the Free and Directed Recall Phases for Each Condition and Age Group in the Pilot Study
Duration
Free
Directed

All
(N = 21)
145.62
(128.53)
201.52
(277.11)

All ages
Draw
Photo
(n = 7)
(n = 6)
228.14
111.33
(194.7)
(48.24)
109.43
413
(65.34)
(468.75)

Verb
(n = 8)
99.13
(52.49)
123.5
(70.8)

All
(n = 12)
182.17
(153.03)
270.75
(354.44)

7-9-year-olds
Draw
Photo
(n = 4)
(n = 4)
322.25
133.5
(207.15)
(43.75)
135.25
554.25
(76.19)
(535.14)

Verb
(n = 4)
90.75
(24.03)
122.75
(354.44)

All
(n = 9)
96.89
(66.51)
109.22
(49.55)

12-14-year-olds
Draw
Photo
(n = 3)
(n = 2)
102.67
67
(89.63)
(0)
75
130.5
(31.43)
(10.61)

Verb
(n = 4)
107.5
(75.25)
124.25
(63.86)
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Duration
Free
Directed

All
(N = 21)
17.81
(11.44)
30.67
(28.42)

All ages
Draw
Photo
(n = 7)
(n = 6)
13.29
21
(10.24)
(4.52)
20
49.5
(17.17)
(40.2)

Verb
(n = 8)
19.38
(15.42)
25.88
(21.38)

All
(n = 12)
18.17
(17.33)
37
(34.01)

7-9-year-olds
Draw
Photo
(n = 4)
(n = 4)
18
22.25
(11.75)
(2.75)
25.5
61.5
(20.47)
(45.98)

Verb
(n = 4)
14.25
(6.45)
24
(23)

All
(n = 9)
17.33
(15.52)
22.22
(16.75

12-14-year-olds
Draw
Photo
(n = 3)
(n = 2)
7
18.5
(2)
(7.78)
12.67
25.5
(10.69)
(3.54)

Verb
(n = 4)
24.5
(21.05)
27.75
(22.98)

Table 6.4
Means (and Standard Deviations) for Prompts in the Free and Directed Recall Phases for Each Condition and Age Group in the Pilot Study
Duration
Free
Directed

All
(N = 21)
5.14
(3.29)
10.38
(4.39)

All ages
Draw
Photo
(n = 7)
(n = 6)
5.14
4.5
(1.68)
(3.02)
10.29
11.83
(5.19)
(5.91)

Verb
(n = 8)
5.63
(4.63)
9.38
(2)

All
(n = 12)
4.83
(3.04)
11.08
(5.32)

7-9-year-olds
Draw
Photo
(n = 4)
(n = 4)
5.5
5.25
(1.91)
(3.2)
10.75
13.5
(6.6)
(6.56)

Verb
(n = 4)
3.75
(4.19)
9
(1.83)

All
(n = 9)
5.56
(3.75)
9.44
(2.74)

12-14-year-olds
Draw
Photo
(n = 3)
(n = 2)
4.67
3
(1.53)
(2.82)
9.67
8.5
(3.79)
(3.54)

Verb
(n = 4)
7.5
(4.8)
9.75
(2.63)
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6.5 Implications for Analysis in Phase Three
Data transformation was possible in these interviews by the quantification of
interview data in transcription and coding. There were insufficient data in this pilot to
allow any valid statistical analysis and it was impossible to test any stated hypotheses,
but the wide variation of results and the variation between Age groups and Conditions
suggested that either parametric or non-parametric group comparison would be
possible. The Prompts variable was shown not to be useful because it was not different
from the number of turns taken by the child and the adult; that is, there were few adult
turns that were not coded as Prompts. Instead, the conceptual distinction between
prompts that were controlling and supporting was used for the main study. Finally,
the CHARM-C (Gurland & Grolnick, 2003) appears to be reliable for these age groups.
One issue of analysis which was resolved in the pilot was that, for comparisons
among the conditions, only verbal data can be considered. The use of children’s
drawings as data had been considered and has real potential for research and practice.
The focus of the present study, however, is on drawings as a facilitator of verbal
communication. Therefore, only children’s utterances while drawing or comments on
their pictures are considered data. Likewise, photographs were only of interest insofar
as they aided articulation of recall. However, there was another peculiarity of the
drawing condition which must be resolved. The anticipated spontaneous narration did
not occur. This presented a problem in the analysis of the length of the interview since
drawing takes time and silent drawing accounted for a large proportion of those
interviews. The option of excluding silence above a three-second threshold was
selected. The duration of the Directed recall phase, when little or no new drawing takes
place, was a suitable comparison across all conditions.

6.6 Revised Protocol
The pilot tested all elements of the proposed method from recruitment of
participants to data analysis. A detailed report on the observations made during the
pilot is in Appendix Q (p. 247) and is presented in summary form here. These
observations informed the revised protocol for Phase Three (Appendix P, p. 244) and
the main changes are listed below.
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Recruitment through schools was possible and staff members were happy to
facilitate the research. In small primary schools it was necessary to extend
recruitment to another year group to achieve the preferred number of
participants while retaining the target age range.



Guidelines were developed for interaction before the beginning of the research
interview itself. These were intended to make for normal interaction with the
participant, the only stipulation being that hobbies were not discussed. Part of
the pre-interview protocol was familiarisation with the video recorder.
Participants were invited to look through the viewfinder and confirm that the
interviewer was visible. This allowed them the opportunity to see what is being
recorded.



For the pilot, information was provided to schools and parents but not to
children themselves, with the result that children did not always appear to have
been fully informed of the purpose of the interview and of the overall project.
Based on feedback from participants in the pilot, additional information on the
design of the study was added to the information sheets (Appendix R, p. 253).



Participants rightly assumed a particular level of prior knowledge on the part
of the interviewer and described their hobby in a corresponding level of detail.
Because of the variety of hobbies discussed, from common ones like football
and dancing to the more unusual like mountain-biking, there was considerable
variation in the detail, and hence the length, of participants’ descriptions. One
line was added to the request for the free recall phase after the participant
named their hobby or pastime: “I don’t know much about [stated hobby] so can you
tell me all about it?”. In this way, any assumptions participants might have about
the interviewer’s prior level of knowledge could be reduced.



The topic of ‘things that participants do in their spare time’ proved successful.
There were no instances of misunderstanding of what was being asked, though
the word “hobby” was sometimes used for clarification.



The implementation of each condition was consistent. However, the older
children appeared less inclined to use colours and this may be related to the
artistic inhibition which some have argued develops in late childhood. The fact
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that none refused to draw might also reflect the power relationship of
researcher and participant.


In general, the approach to questioning and prompting in the protocol was
made more flexible. The purpose of the Free recall phase was to facilitate
participants’ descriptions and of the Directed recall phase to maintain the
conversation. It was not necessary to include or exclude particular questions to
achieve these purposes and consistency across conditions could still be
maintained. Furthermore, a more flexible protocol was likely to be easier for
practitioners in Applied Phase Three to implement.



As recommended in the pilot, participants were de-briefed and offered the
opportunity to participate in other activities, that is, to draw a picture if that
had not been assigned to the Draw condition.



Spontaneous narration was expected based on previous literature but only
occurred in two of seven drawing interviews. Since drawing a picture tended to
occupy more time than the other conditions, it was inevitable that the drawing
interviews would be longer. Retaining a focus on verbal interaction, periods of
silent drawing were excluded from the analysis in the main phase.



After the interview, participants were asked for their views on the interview
condition. Their responses were valuable and so two items were added to the
CHARM-C questionnaire: “I enjoyed talking to them” and “I think other people
would enjoy talking to them” (see Appendix K, 236).



Administration of the CHARM-C by teachers after participants had returned to
their classroom worked only inconsistently. Instead, participants were asked to
complete the form and place it in a sealed envelope before returning to class.



The final version of the protocol was shown to one of the practitioners in
Applied Phase Three for comment. She was confident that she and her team
would be able to implement it successfully.

6.7 Summary of Pilot
The value of the pilot study for the overall project was in the refinement of the
protocol, confirmation of the possible analyses, and the conclusions on how best to
operate Applied Phase Three. It built on the previous phases insofar as the
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recommendations of practitioners in Phases One and Two were followed to make for
more child-friendly and more realistic interviews than might otherwise have been the
case in a more experimental study. The experience of completing the pilot also served
to prepare the researcher for the data main collection phase to come.
Based on this pilot study, the researcher was better equipped to inform
practitioners in Applied Phase Three of the form that interviews take and to advise on
their approach. The pilot recommended a less structured, more flexible, more reactive
protocol. This meant that less formal training was required for participating
practitioners; instead, the emphasis was on meeting the minimum requirements of the
protocol and otherwise proceeding as they would normally.

6.8 Phase Three Method
6.8.1 Participants

School setting. Schools were randomly selected (using random.org software;
Haahr, 2009) from Department of Education and Science (now Department of
Education and Skills) lists (DoES, 2008). Apart from the two schools in the pilot study,
28 primary schools were invited of which 10 took part (35.71%) and 30 secondary
schools of which 10 took part (33.33%). Though the schools were randomly selected,
there may be some bias in those who agreed to participate. However, a balance was
achieved between co-educational and single-sex schools, between smaller and larger
schools, between more and less affluent catchment areas, and between school patron
denominations. There was sufficient variation in these demographic variables to
believe that systematic error due to sampling is minimal. Principals were contacted by
letter (Appendix L, p. 237) and asked to provide information and consent forms to
parents and children (Appendices M, N, O, and R, pp. 239, 241, 243, 253). After one
week, consenting participants returned signed consent forms to the school. Data
collection was arranged as suited each school and took one day in all but two schools,
when a second visit was required. In four schools there were more consenting
participants than could be accommodated so the random assignment included a
second study using drawings to investigate children’s future aspirations (Appendix S,
p. 254).
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In the schools, the total valid sample was 120, with 56 in the primary schools and
64 in the secondary schools. Data were incomplete on the numbers of children in each
school who received the information about the study so it was not possible to calculate
response rates at the participant level. As with the sampling of schools, there may be
some error attributable to differences between children who consented and who
declined to participate. Screening of participants was not undertaken so there is no
basis on which the achieved sample can be compared to the population. However,
random assignment to interview conditions as detailed below served to reduce the
impact of this potential source of bias. Among the achieved sample of younger
children, the average age was 8.41 years (SD = 0.45) and there were 24 boys and 32
girls. Among the older children, the average age was 13.59 years (SD = 0.52) and there
were 37 boys and 27 girls. There was no significant difference in the gender of the age
groups, χ2 (1, N = 120) = 2.67, p = 0.1. No school provided more than 10 participants
(8.33% of the total sample), so none is over-represented.

Applied setting. Services were recruited through participants in Phases One and
Two, through an informal network of family support projects, through a national
youth organisation, and through the state educational psychology service.
Practitioners, including social workers, family support workers, youth workers, and
educational psychologists, were approached in terms similar to schools (Appendix L,
p. 237). In total, 55 services were approached to take part and 14 were involved in data
collection (25.45%), though a further 4 began the process of recruiting participants but
none was willing to be interviewed for the study. The use of convenience sampling of
services may have introduced some bias to the sample. For the present study, there
was no suitable alternative to this approach but it increases the potential for error in
the analysis and reduces the generalisability of the results. Among the participating
services, seven were family support services, six were youth work projects, and the rest
of the participants came from educational psychology. As in the schools, practitioners
in services provided information to potential participants and their families.
Participants were recruited from their existing client groups and new referrals, and
included children with specific emotional or behavioural problems. The protocol called
for new referrals only but the nature of these services meant that some participants
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may have been familiar with the services through other family members or through
non-therapeutic activities operated by the services. In some cases, it was not possible to
determine whether any level of interaction with the practitioner had taken place prior
to the research. There were 31 practitioners who conducted interviews for the study.
In the Applied phase there were 61 participants with 33 in the younger age group
and 28 in the older age group. As with the school sample, all children in the
appropriate age range were invited to participate and some error may be attributable
to their decision to consent or decline. Among the younger children, the average age
was 8.88 (SD = 1.36) and there were 13 boys and 20 girls. Among the older children, the
average age was 13.75 (SD = 1.44) and there were 23 boys and 5 girls. The difference in
the gender balance of the age groups was significant, χ2 (1, N = 61) = 11.45, p = .001.
Given the smaller than anticipated sample size and the gender imbalance between age
groups, the groups were combined for analysis (see Table 6.5). No service provided
more than 8 participants (13.1%) and no individual practitioner interviewed more than
5 (8.2%), so none is over-represented.

6.8.2 Materials. In both phases, participants completed the Child-Adult Rapport
Measure – Child Report (CHARM-C; Gurland & Grolnick, 2003; Appendix K, p. 236),
as described in Chapter Five. Ten items were reversed scored: Items 2, 7, 9, 12, 14, 15,
16, 18, 19, and 20.
Based on the pilot, two additional items were included with the CHARM-C for the
purposes of the present study: “I enjoyed talking to him” and “I think other people
would enjoy talking to him”. They used the same four-point response format as the
CHARM-C but were analysed separately.

Table 6.5
Age and Gender Statistics for Separate and Combined Age Groups in the Applied Sample
Age
Mean age (years)

SD

Minimum
Maximum
Range
Gender
Boys
Girls

Children

Adolescents

Combined

8.88
1.36
5.99
10.83
4.84

13.75
1.44
11
16.33
5.33

11.11
2.81
5.99
16.33
10.34

13
20

23
5

36
25
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In the present study, exploratory reliability analysis of the CHARM-C yielded a
Cronbach’s α of .743 (N = 181) for the total sample, that is, both School and Applied
settings; the separate results for the settings were α = .745 (n = 61) for Applied and α =
.74 (n = 120) for School. Two items (3 and 18) showed negative item-total correlations
and there were several items with low item-total correlations (r < .2). While it is
possible that exclusion of certain items might improve the reliability of the measure,
the integrity of the tool was respected. The standard minimum value for reliability is α
= .8 (Field, 2009). Overall, these results recommend caution in the use of the CHARM-C
though group comparisons were made, as detailed below, and were interpreted
alongside the other rapport variables.
The CHARM-A (Adult Report; Appendix T, p. 256) was developed by Gurland
and Grolnick (2003) in parallel with the CHARM-C. It uses the same 20 items and fourpoint response scale from the interviewer’s point of view and in respect of the
technique they used. There is one additional item on the CHARM-A which asked the
interviewer “Overall, how would you rate the rapport with this child?” on a ten-point
scale from 1 (poor) to 10 (excellent). Properties of the CHARM-A have not been
published and the unpublished results show that the scale is not correlated with the
CHARM-C, though the global rating on the 10-point scale was significantly correlated
with the CHARM-C (S. Gurland, 25th March 2008, personal communication).
For the present study, the CHARM-A did not show strong reliability (α = 0.694; n =
61). There were five items with low item-total correlations (r < .2). As with the
CHARM-C, group comparisons were made as a matter of course but were interpreted
cautiously.
As in the pilot, participants in the Draw condition were provided with one sheet of
white A4 paper, a drawing pencil, and 24 coloured crayons. For the Photo condition,
participants provided their own photograph.

6.8.3 Apparatus. A Panasonic SDR-SW20 digital video camera was used to
record interviews in schools. In the services, four Panasonic cameras and three
Samsung FlashCAM cameras were used.
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6.8.4 Interview protocol. The interview protocol was developed based on the
literature review and through the first two phases of the present study as detailed in
the pilot study. There were four sections to the protocol (see Appendix P, p. 244). The
first was instructions on the pre-interview interaction. The second section repeated
some details of the background to the study, confirmed that the participant had signed
the consent form along with a parent or guardian, repeated the limits of confidentiality,
and offered an opportunity to ask questions. The third section was the experimental
interview. It began with an invitation for the child to tell the interviewer what they like
to do in their spare time. This marked the beginning of the Free recall phase. The
distinction between the conditions came next and those in the Draw condition were
asked to draw a picture of themselves doing the stated activity and to tell all about it;
those in the Photo condition were asked to show the picture they brought and to tell all
about it; and those in the Verbal condition were asked to think about the last time they
engaged in the activity and to tell all about it. When they had no more to add, the
interviewer asked a direct question, marking the beginning of the Directed recall
phase. Based on the pilot study, the direct questions were not prescribed. The
conversation continued until the child said they had no more to add which marked the
end of the Directed recall phase. The fourth and final section gave some de-briefing
information about the other conditions and participants were offered an opportunity to
try the other activities; for example, if they had not been assigned to the Draw
condition they were invited to draw a picture.

6.8.5 Interview procedure. In the School setting, interviews took place at
school and during school hours. The date of each school visit was agreed in advance
with the principal or liaison teacher and participants were given due notice. On the
day of the interviews, those who had consented to participate were called from the
room by name; there was some variation in what teachers said but it can reasonably
inferred that all children in the class were aware that the research was underway as all
had received information sheets. There was also some variation in what the
interviewer said in advance of the interview, but all in line with the protocol. A private
supervised room was provided, usually a language support office or career guidance
office, and participants joined the interviewer two at a time. As in the pilot, one
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participant listened to music on a portable music player through headphones while the
other was interviewed, and then they swopped places. Random assignment controlled
for any order effects. Participants were randomly assigned to one of three experimental
interview conditions: Draw, Photo, and Verb. At the end of the interview, each
participant was asked to complete the CHARM-C (Gurland & Grolnick, 2003). The
CHARM-A was not used in the School setting because of the risk of bias on the part of
the interviewer.
In the School setting, all interviews were conducted by the experimenter.
Although there was no alternative to this aspect of the procedure in the present study,
an experimenter effect may have occurred whereby the experimenter’s awareness of
the design and hypotheses of the study may have consciously or unconsciously
affected the conduct of the interviews. It would be preferable that the interviewer was
blind to the hypotheses and that the analysis was conducted blind to the interview
condition, though this is difficult given the repeated references to the drawing or
photograph in those conditions.
In the Applied setting, the detailed work of arranging interviews was left to the
practitioners themselves, and so varied from service to service. The intention at all
times was to interfere as little as possible with the normal running of the service. In
those which used group work, interviews were conducted in parallel with the weekly
group meeting, whereby one of the practitioners interviewed individual participants
while the rest of the group continued with their group activity. In services which used
individual work more, interviews took place at the beginning of regular one-to-one
sessions. In others, appointments were arranged specifically for the research interview.
At a minimum, participants and their families received the information sheets and had
one week to think about taking part. In one service, a group of young people requested
a meeting with the researcher to ask questions about the project, so had some
additional information in advance. None of this variation was anticipated to affect the
interview process. Practitioner training was conducted by the researcher and involved
demonstration of the interview conditions, discussion of the ethical requirements of the
recruitment and consent processes, and discussion of the requirements of the interview
itself. Practitioners whose interviews were recorded also gave their consent to be
recorded (Appendix U, p. 257). Based on transcription of the interviews, the protocol
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was faithfully employed in all cases. At the end of the interview, participants
completed the CHARM-C and practitioners completed the CHARM-A. Following the
completion of data collection in the Applied setting, an interviewer feedback form
(Appendix W, p. 258) was sent to all those who participated. Eighteen responses were
received (58.1%). Analysis of responses was conducted and results are reported in
Chapters Seven and Eight.

6.8.6 Ethics. In any research project involving children there are ethical issues
that need to be addressed. The set of ethical questions given by Hill (1998) is valuable
in testing the ethics of the present study. The power imbalance between researcher and
child is of particular importance in the present study and common concerns about
information, consent, and confidentiality are also addressed. It should also be noted at
this point that the design of the study was approved by the NUI, Galway Research
Ethics Committee. The initial application was granted subject to changes to the
information sheets and the letter to parents to make them simpler to read and more
accessible. Much of the information presented in the application is re-produced in this
chapter. The researcher was satisfied that every effort was made to understand the
ethics of research with children and to conduct the study in an ethically sound manner.
Hill (1998) asks 10 key ethical questions in research with children which are worth
putting to the present study. Table 6.6 lists the topic, questions, and answers reached in
the present study. While only brief answers to Hill’s questions are reported here, each
topic was considered at length in the design phase of the study. Turning to some
ethical questions more specific to the present study, power was identified as an
important dimension of child-adult interviews. Among Raven’s (1992) sources of
power are informational power and legitimate position, that is, the power associated
with a social role or status which has parallels in Christensen’s (2004) construction of
the role of researcher. Legitimate position and informational power are at work in the
process of requesting consent for participation. The responsibility lies with the
researcher to inform potential participants of the purpose, requirements, and risks and
benefits of the research as well as options for withdrawing consent (PSI, 2003). The
power imbalance is unavoidable, but efforts are made to increase awareness of
potential effects and to minimise their impact.
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Table 6.6
Key Ethical Questions in Research with Children from Hill (1998)
Topic
Research purpose

Questions
Is the research in children’s
interests?

Costs and
benefits

What are the costs and risks for
children of doing or not doing
the research?

Privacy and
confidentiality

What choices to children have about
being contacted, agreement to
take part, withdrawing, and
confidentiality?

Inclusion and
exclusion

Who is included, who is excluded?
Why? What efforts are made to
include disadvantaged groups
(e.g. those with physical
impairments, homeless young
people)?

Funding

Are funds ‘tainted’? Are resources
sufficient? In what circumstances
should children be recompensed?

Involvement and
accountability

To what extent can children or
carers contribute to the research
aim and design? What
safeguards and checks are in
place?

Information

Are the aims and implications clearly
explained? Is written
documentation available in other
languages?

Consent

How well are rights to refuse cooperation explained and
respected? Are informal
‘pressures’ used? What is the
correct balance of parental and
child consent?

105

Answers
Yes, insofar as it adds to our
understanding of methods used
in research and practice.
There is a small time cost to the
children who take part and
negligible risk. There is no cost
to children who do not take part.
Children have no choice about being
contacted and ultimate choice
about taking part and
withdrawing. There are some
limits on confidentiality as
discussed elsewhere.
All children within stated age ranges
at schools in Dublin are included.
All children attending
participating services are
included. No additional measures
were taken to include
disadvantaged groups though
some participants could be
considered disadvantaged.
Funding sources made no demands
on the research design.
Resources were sufficient for the
running of the project but not for
participant compensation.
Children contributed to the design
of the study through the pilot
phase. Children and carers made
no contribution to the aim of the
research. Participating children
and services are to receive a
report on the research upon its
completion.
The aims and implications were
deemed sufficiently clear by the
Research Ethics Committee.
Information was available in
other languages on request but
this did not arise.
Rights to refuse and other aspects
of consent were deemed
sufficiently clear by the Research
Ethics Committee. No informal
pressures were used by the
researcher; it is impossible to
guarantee that they were not
used by practitioners in the
applied phase, though the issue
was covered in training. Both
parent and child consent were
required.
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Table 6.6 continued
Topic
Dissemination

Questions
Do participants know about and
comment on the findings? How
wide is the audience for the
research – academics,
practitioners, policy makers, the
public, research participants etc.?

Impact on
children

How does the research affect children
through its impact on thinking,
policy and practice? Are children’s
own perspectives accurately
conveyed?

Answers
Participating children and services are
to receive a brief report on
completion of the study. The
audience includes academic,
practitioners, and participants all
of whom will be informed in an
appropriate manner.
The expectation is that the research
may have some effect on policy
and practice. Considerable effort
was made to ensure that children’s
perspectives are accurately
conveyed.

At a macro-ethical level, child-centred research and practice should only be
undertaken with the intention of benefit to children in general, if not directly to the
participants (Brinkmann & Kvale, 2005). In the present study, there is evidence from
existing literature to suggest that the research proposed will enhance the practice of
allied health care and social service practitioners and, thereby, the services for children;
the aim of the study is to extend our understanding of interviews between children
and adults by exploring the outcomes associated with different methods of
communication. The achievement of this aim requires research with children under 16
years. At all times, an awareness of the vulnerability of the participants is maintained
and all aspects of the research are conducted in accordance with the Psychological
Society of Ireland’s Code of Professional Ethics (2003).
At a micro-ethical level (Brinkmann & Kvale, 2005), three more practical elements
of the research process need attention: consent, data protection, and confidentiality.
Written consent is required in the present study from participants, from a parent or
guardian, and from interviewers in the Applied setting. Authorisation from partner
institutions is also required. Informed consent from children stands on the assumption
that the research process, children’s role, and data protection can be appropriately
explained to them (see Williamson, Goodenough, Kent, & Ashcroft, 2005) and in the
present study this was judged to be the case. Participation is voluntary and
participants are free to withdraw at any time and this information is provided to
children, parents, and schools in advance. Allied to this, there is a responsibility on the
researcher to ensure the proper treatment of data and this was further complicated by

106

Chapter Six – Phase Three: Pilot Study and Method
________________________________________________________________
the use of video recording in Phase Three. In general, a conservative approach to the
protection of confidentiality was taken.
The issue of confidentiality arose in respect of the topic of the interviews. Initially,
the topic of family was proposed, but there was a concern that the potential sensitivity
might lead to reticence on the part of participants, especially for the practice-based
sample. On further consideration, the relatively more neutral topic of hobbies was
ultimately agreed and endorsed by the practitioners in the preliminary phases.
Confidentiality in the interviews applies except where a child protection issue arises, as
stated in the information provided to participants in advance and re-stated at the time
of the interview. In addressing the issue of the limits on confidentiality in the consent
process, the present study was guided by Williamson et al. (2005) who included a
statement on the limits of confidentiality at the beginning of the interview as follows:
The only thing we would have to tell someone about is if you said that
you or someone else was being hurt, ok in any way, because it is
important that children are kept safe, and that’s the only thing that we tell
to somebody else about, but we talk to you about that first (Williamson et
al., 2005, p. 400).
The present study uses both a statement on the limits of confidentiality in the
information sheets and a re-statement as per Williamson et al.’s guidelines at the time
of the interview.
All participants in the Applied sample are linked with health and social services
and children with specific emotional or behavioural problems may be involved. The
researcher undertook to deal respectfully and sensitively with them and their families
at all times. Likewise, the policies of schools, resource centres, and other practice
settings were respected. For example, schools have a designated child protection officer
to whom any concerns could be referred. A child protection protocol was included
(Appendix Y, p. 260) to address any issue of concern arising in the course of the
research.

6.8.7 Data management. Part of the consent process was the responsibility on
the researcher to ensure the proper treatment of data. Data were recorded and stored
by assigned identification number separately from documents including consent forms
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and original drawings. Only members of the research team handled data and treated
them confidentially. No raw data will be published by which a participant could be
identified. Video recordings were only used for transcription and never publicly
shown. Video data were retained in digital format on DVDs and hard disks in locked
cabinets to which only the researcher holds a key. All information will be securely
stored for five years following the completion of the study and destroyed then as per
NUI, Galway’s data retention policy.

6.9 Analysis
Video recordings were transcribed in NVivo 8 (QSR International, 2009). Only the
interview section of the protocol, that is, the Free recall and Directed recall phases, was
transcribed excluding, the introduction, de-briefing, and discussion about other
activities. Each turn was transcribed and its time recorded by the programme. In
coding, the first distinction was between the Free and Directed recall phases. Next,
each Turn was coded as Child or Adult. The Proportion of discourse occupied by the
child was calculated by the ratio of the child’s contribution in minutes to the adult’s
contribution. Each child turn was further coded for Propositions, and then for content
categories as described below; each adult turn was coded for question forms, which
corresponded to Interviewer style as detailed below.
As noted in the literature review, thematic analysis of interviews has been used in
analysis of children’s narratives (Backett-Milburn & McKie, 1999; Coates & Coates,
2006). The topic of the interviews in the present study was children’s hobbies and,
while interesting questions regarding hobbies could be answered using these data,
analysis of the topic itself was not conducted. Instead, the emphasis was on the
productivity and rapport-building capacity of the interview method in general which
could then be applied to any topic rather than restricting the analysis to the topic of
hobbies itself. Qualitative analysis as such was not part of Phase Three but extracts and
quotes from interviews are selected to illustrate certain patterns in the quantitative
analysis.
It was important to provide clear definitions of the categories before beginning
coding. In the present study, the child’s contributions were coded for any proposition
with a verb or an implied verb. For example, “my favourite hobby is playing piano”
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was coded as one proposition; “football” was coded as one proposition where it was in
response to the question “What is your favourite hobby?” with the implication “(my
favourite hobby is) football”. “I like football, dancing, and drawing” was coded as
three propositions since the verb ‘like’ was used once and implied twice. Adult
questions and prompts were coded as the interviewer’s entire turn and, in cases where
more than one question appears to be asked, the turn was coded based on the last part.
Having identified every proposition, each was then coded for the categories of interest
in the present analysis.

6.9.1 Content analysis. Content analysis was used to further code Child and
Adult contributions, imitating the method of Gross and Hayne (1998, 1999). Content
analysis was originally seen as a quantitative method of analysis, with early definitions
focusing on the quantification of text (Berelson, 1954; Kaplan, 1943). However,
Silverman (2001) describes it as a system that can explore both quantitative elements,
such as counts and frequencies, and qualitative patterns, like exploration of themes, in
text. In the same vein, Grbich (1999) identifies content analysis as an enumerative
approach to qualitative analysis, and further distinguishes between qualitative content
analysis and quasi-statistical content analysis; the latter is used in the present study. It
allows comparison based on factors such as gender, age, or experimental condition. In
addition, the focus of content analysis on inter-coder reliability (Franzosi, 2004; Burla,
Knierim, Barth, Liewald, Duetz, & Abel, 2008) allows researchers to apply credibility
checks.
The content analysis was based on categories of information in the interviews.
There are two ways in which categories can be identified and coded: inductive and
deductive. Inductive analysis involves identifying themes as they emerge in the course
of content analysis, and is a more open form of analysis (Gordon-Finlayson, 2010). This
requires reading and re-reading a set of transcripts to generate an exhaustive list of
themes. The list can then be refined to particular areas of interest. Purely inductive
coding is unusual since researchers generally have some expectations of the themes
that are likely to occur. Deductive analysis involves defining the themes before
conducting the analysis and themes are based on theory or on previous research
(Snape & Spencer, 2003). For example, Salmon et al. (2003) identified the categories of
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People, Places, Actions, Objects, Descriptions, and Affect in interviews with children.
Given that the present study had a focus on rapport, theories of rapport suggested that
Positivity is an important theme (Tickle-Degnen & Rosenthal, 1990). Categories defined
by Salmon et al. (2003) were used, as discussed in Chapter Three: Action, Affect,
Description, Object, Person, and Place. Three codes were added for the purposes of the
present study: Disclosure, Negativity, and Positivity. Positivity and Negativity are
concerned with the interview process and are distinct from the category of Affect
which refers to details of what the child says. Each code is operationally defined with
examples in Table 6.7.
In coding the content categories, a distinction was drawn between Total and
Unique occurrences of each. Total occurrences of Person, for example, meant that a
proposition that included reference to a person was coded each time that person was
mentioned, giving information on the extent to which the participant talked about
people. Unique occurrences of Person involved coding each person mentioned only
once, which yielded a different level of information on the number of individuals
mentioned by the participant.
For the adult turns, the classification given by Orbach et al. (2000) was used. They
listed Non-substantive utterances, Introductory comments, Preparatory utterances,
Anchors, Facilitators, Positive emotional referents, Negative emotional referents,

Table 6.7
Codes, Definitions, and Examples for Propositions
Code
Action
Affect

Operational definition
Contains an action verb, but not the verb
‘To be’
Refers to emotion

Description
Disclosure

Contains an adjective or adverb
Contains disclosure of unsolicited sensitive
or personal information

Negative

Contains negative reference to, or
implication concerning, interview process
Makes reference to a physical object; not
the object of the sentence
Refers to a named person, animal, or
organisation
Refers to named place or location

Object
Person
Place
Positive

Contains positive reference to or
implication concerning interview process
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Example
I play golf sometimes with my
brother (DR03)
every time I get a little angry
(OB02)
they have massive hair (BC01)
she [grandmother] doesn’t talk to
him [father] . . . they had a fight
(CC05)
I’m not the best person to draw
things very well (MS09)
we use the bikes as cars (HC07)

my Ma’s a big fan of the Beatles

(KC02)
ride my bike around [named park]
(RS01)
what kind of hobbies do you like?
(CC10)
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Invitations, Cued invitations, Directive utterances, Option-posing utterances, and
Suggestive utterances. Two categories used by Orbach et al. (2000), Introductory
comments and Preparatory utterances, were excluded from the present study because
they refer to sections of an interview which were not transcribed or included in the
analysis here; consistent implementation of the protocol ensured that there was no
variation in these sections. Clear operational definitions are given by Orbach et al.
(2000) and were adopted for the present study. Summary definitions and examples are
presented in Table 6.8. In their research on rapport, Gurland and Grolnick (2003)
distinguished Control and Support as styles of interaction. Support was encouraging
children’s own initiations and allowing them developmentally appropriate
opportunities to make choices. Control was pressuring them toward particular agendas
and overriding or redirecting their initiations. With reference to the Control-Support
distinction in rapport research, adult turns coded as Anchor, Directive, Negative,
Option-posing, and Suggestive were considered Control and Cued invitation,
Facilitator, Invitation, and Positive were considered Support. Factor analysis of the
question forms in the present study was used to determine whether Support and
Control existed as latent variables in the dataset.

Table 6.8
Codes, Definitions, and Examples for Adult Question Forms
Code
Anchor
Cued invitation
Directive
Facilitator
Invitation

Operational definition
Recalls earlier statement or detail
given by the child
Prompts free recall using details
already provided
How, what, when, where, why

Negative

Encourages child to continue
Prompts free recall with no reference
to previous statements
Reference to current emotional state

Non-substantive
Option-posing

Not related to topic under discussion
Implicit or explicit choice presented

Positive
Suggestive

Reference to current emotional state
Strong implication of the expected
response or assumed meaning
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Example

you mentioned going to the cinema
and things like that as well (KC04)
tell me all about playing with dolls
(BM04)
are there a lot of your friends on
the team? (GC03)
oh right (SR05)
is there anything else you can tell
me? (TM05)
you have to sit, turn the chair
around and you have to sit on it
properly (PS09)
pesky fly (SH02)
is that for electric or acoustic
guitar? (DR03)
that’s very nice of you (IS04)
but you’d have to finish your
homework first, would you? (CC01)
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6.9.2 Inter-coder reliability. On completion of coding, a 10% sample of
interviews was selected at random from both the School and Applied settings to assess
inter-coder reliability. Using the coding frame described above, a second rater
independently analysed the sample interviews using the same coding frame and
operational definitions. A percentage agreement between the original and the second
ratings was calculated and adjusted for chance using Cohen’s κ (Breakwell et al., 2000)
and Mezzich’s κ, which is slightly more conservative because it takes account of
agreement on all categories (Eccleston, Werneke, Armon, Stephenson, & MacFaul,
2001) (Table 6.9). The minimum accepted κ coefficient of 0.6 (Burla et al., 2008; Landis

Table 6.9
Inter-coder Reliability: Percentage Agreement and Cohen’s κ and Mezzich’s κ
Category

% agreement

Cohen’s

Mezzich’s

Free
Directed

100
100

1**
1**

1
1

Child
Clause
Action Total
Action Unique
Affect Total
Affect Unique
Description Total
Description Unique

100
88
88.6
84.2
86.8
89.7
85.1
84.7
40
83.3
48.7
56.7
79.9
89.2
70.6
90.5
38.9

1**
0.76*
0.78*
0.68*
0.74*
0.79*
0.7*
0.69*
-0.2
0.67*
-0.03
0.14
0.6*
0.78*
0.41
0.81**
-0.22

1
0.73
0.75
0.65
0.7
0.77
0.66
0.65
-0.35
0.62
-0.15
0.02
0.55
0.76
0.34
0.79
-0.38

Disclosure
Negativity

Object Total
Object Unique

Person Total
Person Unique

Place Total

Place Unique

Positivity

κ

Adult

100
1**
50
0.00
Cued invitation
82.8
0.66*
Directive
85
0.7*
Facilitator
95.1
0.9**
Invitation
82.9
0.66*
Negative
45.5
-0.09
Non-substantive
35
-0.3
Option-posing
94.1
0.88**
Positive
45.8
-0.08
Suggestive
87.4
0.75*
Note: Those variables which were excluded from further analysis are in italics.
** Almost perfect agreement (Landis & Koch, 1977)
* Substantial agreement (Landis & Koch, 1977)

Anchor
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κ

1
-0.13
0.61
0.66
0.89
0.61
-0.23
-0.47
0.87
-0.22
0.72
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& Koch, 1977) was reached by 21 of the 30 categories. Those categories that did not
reach acceptable levels of agreement were further examined and two options were
available, to revise the coding frame or to exclude particular variables from further
statistical analysis.
Low frequency cells tend to reduce the κ coefficient (Burla et al., 2008) and this
may explain the low coefficients in some of the categories here, viz. Anchor,
Disclosure, and both the child and adult Positivity and Negativity categories; Nonsubstantive was not intended to be analysed in any case. Tates et al. (2002b) set a
threshold of occurrence in 98% of cases for calculating inter-coder reliability at all; that
is, if there were no occurrences of a category in more than 2% of cases, inter-coder
reliability could not be calculated. For the categories in question, the number of cases
with no occurrences was between 42.5% and 90%. The lack of agreement on the Object
and Place categories is less easy to explain, but shows the value of independent rating
to ensure the reliability of the coding frame. The other main reason for low levels of
inter-coder reliability is an unclear definition. It is possible to resolve the issue by
consulting with the second rater to agreed definition. In these cases, there was little to
be gained by revising the definition and repeating the analysis because some variables
were not well defined in the literature anyway.

6.9.3 Content analysis of practitioner feedback. Content analysis was
conducted on the interviewer feedback (Appendix W, p. 258). Responses were
analysed for practitioners’ assessments of interview conditions and of interviewees’
responses, whether positive or negative. A smaller number offered insights on the
impact of individual differences in interviewer style which were also analysed. Finally,
practical comments were made on the processes and procedures of the study but these
were not coded or reported. In Chapters Seven and Eight, respondents are identified
by an ID code such as AA and NC.

6.9.4 Inferential analysis. Having established the reliability of the categories in the
coding frame, frequency counts were made for each category in each interview. These
quantified data were entered and analysed using SPSS 19 (IBM, 2010). Statistical tests
were conducted separately for the School sample and the Applied sample. For the
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School data, 3 X 2 analyses of variance were planned, with three levels of the Condition
independent variable, Draw, Photo, and Verb, and two levels of the Age group
independent variable, 7- to 9-year-olds and 12- to 14-year-olds. For the Applied data,
one-way ANOVAs on Condition were planned. Given the smaller than anticipated
sample size and the gender imbalance between age groups, the groups were combined
for analysis (see Table 6.5). The possibility of including Age as a covariate was
explored but the correlations were all non-linear. In order to conduct parametric
analyses, the assumptions of random and independent observations, homogeneity of
variance, and normal distribution were tested. The design ensured random,
independent data and homogeneity of variance was tested for individual ANOVAs
using Levene’s test. Homogeneity of variance was observed for all variables. The third
assumption was not met for some variables: preliminary analyses found that data were
not normally distributed on several of the primary dependent variables, based on the
results of Kolmogorov-Smirnov tests. Inspection of the data suggested that two
problems existed: outliers, sometimes the result of long periods of drawing, and
positively skewed results, which are common in count variables. Field (2009) outlines
three options for dealing with non-normality and outliers: to remove the outlier cases,
to transform all the data, or to change the score of the outlier. Removing the case or
changing the score was judged to interfere with the design of the study since the wide
variation could be attributed to one of the experimental conditions. Data
transformation by the natural logarithm was used as indicated in Chapters Seven and
Eight. Where transformed data persisted in non-normality, non-parametric equivalents
of ANOVA were used, Mann-Whitney U tests for Age group and Kruskal-Wallis tests
for Condition. Interactions were interpreted by Tests of Simple Effects. For main
effects, Scheffé post-hoc tests were used for ANOVAs because the conditions had
unequal numbers of participants; Multiple Mann-Whitney U tests with Bonferroni
adjustment were used for Kruskal-Wallis tests. For some variables chi-square tests
were used where non-normal scores over small ranges were collapsed (Table 6.10). The
Proportion of discourse was calculated as a ratio of the time during which the child
was speaking (including pauses before answering but not silent drawing) to the time
during which the adult was speaking. A ratio of 1:1 indicated that each party
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Table 6.10
Analysis of Dependent Variables for each Hypothesis

Dependent variable
Measure
Analysis1
Duration of Total interview
Time in minutes
3 X 2 ANOVA2
Duration of Free recall phase
Time in minutes
3 X 2 ANOVA
Duration of Directed recall
Time in minutes
3 X 2 ANOVA
phase
23
Propositions
Count
3 X 2 ANOVA
Turns
Count
3 X 2 ANOVA
Proportion of Discourse
Ratio child:adult
3 X 2 ANOVA
Content categories
Count
3 X 2 ANOVA
3
CHARM-C
Total score
3 X 2 ANOVA
CHARM-A (Applied only)
Total score
One-way ANOVA
Global ratings
Item score
χ2
4
Control
Count
3 X 2 ANOVA
Support
Count
3 X 2 ANOVA
1 Assuming parametric tests are possible on the data. If not, Mann-Whitney U tests were used to
compare age groups and Kruskal-Wallis tests to compare conditions.
2 For the School setting, 3 X 2 ANOVA; for the Applied setting, one-way ANOVA.
3 For Hypotheses 2 and 4, separate tests were conducted for Total interview, Free recall phase,
and Directed recall phase
Hypothesis
1

contributed equally, 2:1 (2) indicated that the child contributed twice as much, and 1:2
(0.5) that the child contributed half as much. For the interviewer questions, factor
analysis was conducted to determine the most suitable method of analysis of
interviewer style.
The design of the study included a distinction between Free recall and Directed
recall phases of the interview. This distinction was retained throughout the analysis so
each variable was tested separately for the Total interview, Free recall phase, and
Directed recall phase. Correlations between variables were also calculated and used to
inform the hypothesis-testing.
Multivariate analysis of variance was also considered but the assumption of no
multicollinearity was not met in any of the tests on which it could have been used.
Analysis of covariance was likewise considered for age in the Applied setting; it was
already included in the design as the independent variable Age group in the School
setting. The relationship between age and the other variables was not linear, one of the
assumptions of ANCOVA, so it could not be used. The level of significance used was p
< .05; over two hundred and fifty statistical tests are reported in Chapter Seven and
Eight and this level of probability suggests that no more than 13 are reported in error.
A more stringent probability estimate of the order of p < .01was considered, which
would have reduced the risk of Type I error to 3 or fewer tests, but which would also
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have increased the risk of Type II error and of failing to report significant differences
between the conditions or age groups. In the present study, as is most research in
psychology, Type II error was of greater concern. However, because of these risks of
error it is important to note the effect size of the differences observed on each statistical
test. The effect size was measured using η2 which indicates the proportion of variance
of the dependent variable associated with levels of the independent variable
(Tabachnick & Fidell, 2001). It was selected in preference to Cohen’s d which indicates
differences between groups in terms of standard deviation units because log
transformation affects the distribution of scores, including the standard deviation.
Effect size could not have been measured using ω2 because it is limited to designs with
equal sample sizes in all cells (Tabachnick & Fidell, 2001), which was not the case in the
present study. The magnitude of η2 effect size was taken from Cohen (1988) and .01
was a small effect, .06 medium, and .14 large.
Hierarchical multiple regression was used to explore the predictive potential of
some of the variables using data from the School setting. The sample size in the present
study is small for generalisable results so the regression results should be read as
noteworthy patterns in this dataset that could be explored in further studies rather
than widely applicable results. The sample in the Applied setting did not meet the
assumptions of minimum sample size so no regression analysis was conducted.

6.10 Summary of Pilot and Method
The pilot was an important phase in the development of the study. It enhanced the
rigour of the overall design by refining the method for the main data collection. The
pilot showed that the data collected could be used to test the hypotheses and that the
materials used were reliable. Furthermore, feedback from participants was used to
improve the interviewee’s experience during the main data collection, and potentially
increasing the likelihood of generating useful data. The method described in this
chapter generated the interview data that were analysed as outlined above and the
results of those analyses are presented in Chapters Seven and Eight. Chapter Seven
addresses the first two hypotheses which relate to the productivity of the interviews
and Chapter Eight the other hypotheses on relationships in child-adult interviews.
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CHAPTER SEVEN
PRODUCTIVITY HYPOTHESES

Well, it’s seven mornings a pint at twopence is seven twos is a shilling and
twopence over and these three mornings a quart at fourpence is three
quarts at fourpence is three quarts is a shilling. That’s a shilling and one
and two is two and two, sir.
Ulysses
James Joyce (1922)
7.1 Chapter Aim
The aim of this chapter is to test the two hypotheses which concerned whether the
interview conditions afforded children greater opportunity to tell about themselves.
The first hypothesis was that there was a difference in the Duration of the interview
between the Conditions and Age groups. The second hypothesis was that there was a
difference in Communication between the Conditions and Age groups. Data collection
took place in parallel in the School and Applied settings and the same analyses were
conducted on each independently. The results are reported in parallel beginning with
the School results under each hypothesis because the School sample was larger and the
patterns of results were clearer than for the Applied sample. The descriptive statistics
for each variable are given in the appropriate section. Finally, the effects of each of the
interview conditions are illustrated with extracts from interviews.

7.2 Hypothesis 1 – Duration
That there is a difference in duration among the interview conditions for each age group
such that older children have longer interviews than younger, and that drawing interviews are
longer than photograph interviews and both longer than verbal interviews.
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Logically, the longer the interview, the greater the opportunity for the adult to ask
questions and for the child to answer them. Therefore, the first analysis was of the
three duration variables, Total Duration, Free recall Duration, and Directed recall
Duration. Total Duration was calculated as the Duration of the Free recall and Directed
recall phases, less time when silent drawing was taking place. This exclusion was made
after pilot analysis showed the scores were skewed by silent drawing in the Draw
condition. The mean Duration and standard deviations for each condition in each age
group are presented in Table 7.1 for the Total Duration, Free recall phase, and Directed
recall phase.

7.2.1 School. To compare the Duration in minutes of Total interview in the three
interview Conditions and two Age groups, a 3 X 2 analysis of variance was conducted.
Data were not normally distributed so were transformed by the natural logarithm.
There was a significant main effect for Condition, F (2, 114) = 7.28, p = .001, with a
medium effect size, η² = .11, and there was no main effect for age, F (1, 114) = 2.55, p =
.11. A significant interaction was also observed between Condition and Age group, F
(2, 114) = 3.72, p = .027, with a small effect size, η² = .05 (see Figure 7.1). This suggested

Figure 7.1
Total Duration by Condition in School

Duration in minutes
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8
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Younger
Older

4
2
0
Draw

Photo
Condition
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Verb

Table 7.1
Means (and Standard Deviations) for Total Duration in Minutes, and Free and Directed Recall Phases, for Each Condition and Age Group in School
Duration
Total
Free
Directed

All
(N = 120)
7.07
(4.87)
1.57
(1.17)
5.5
(4.32)

All ages
Draw
Photo
(n = 44)
(n = 34)
8.1
7.66
(5.86)
(4.46)
1.97
1.58
(1.62)
(0.654)
6.14
6.08
(5.05)
(4.28)

Verb
(n = 42)
5.5
(3.57)
1.15
(0.738)
4.35
(3.26)

All
(n = 56)
6.88
(5.63)
1.69
(1.54)
5.2
(4.85)

7-9-year-olds
Draw
Photo
(n = 22) (n = 16)
9.28
6.87
(7.32)
(4.46)
2.34
1.55
(2.17)
(0.577)
6.94
5.32
(6.16)
(4.45)

Verb
(n = 18)
3.98
(1.56)
1.01
(0.676)
2.97
(1.57)

All
(n = 64)
7.22
(4.12)
1.47
(0.727)
5.76
(3.82)

12-14-year-olds
Draw
Photo
(n = 22) (n = 18)
6.93
8.36
(3.71)
(4.46)
1.6
1.6
(0.636)
(0.732)
5.34
6.76
(3.6)
(4.13)

Verb
(n = 24)
6.64
(4.21)
1.26
(0.777)
5.38
(3.81)
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that the effect of the Conditions varied between the Age groups. For younger children,
there were significant Condition differences, F (2, 114) = 9.07, p < .001, with a large
effect, η² = .14. Verb interviews (M = 3.98, SD = 1.56, 95% CI [1.79, 6.16]) were shorter
than both Draw (M = 9.28, SD = 7.32, p < .001, 95% CI [7.3, 11.26]) and Photo interviews
(M = 6.87, SD = 4.46, p = .007, 95% CI [4.55, 9.19]). For the older children no significant
difference was observed between the Conditions, F (2, 114) = 1.25, p = .29. Looking to
the effect of Age group for each Condition, there were no significant differences for
Draw interviews, F (1, 114) = 1.24, p = .268, or Photo interviews, F (1, 114) = 1.25, p =
.266. For Verb there was a significant difference, F (1, 114) = 7.18, p = .008, with a
medium effect size, η² = .06, and interviews were longer for older children (M = 6.64,
SD = 4.21, 95% CI [4.75, 8.54]) than younger (M = 3.98, SD = 1.56, p = .008, 95% CI [1.79,
6.16]).
In order to determine whether the source of the difference between the Conditions
was in one of the phases of the interview, another 3 X 2 analysis of variance was
conducted on Free recall Duration. A significant effect for Condition was observed, F
(2, 114) = 12.01, p < .001, with a large effect size, η² = .17. Post-hoc analysis using the
Scheffé test showed that Verbal interviews (M = 1.15, SD = 0.738, 95% CI [0.786, 1.15])
were significantly shorter than both Draw (M = 1.97, SD = 1.62, p < .001, 95% CI [1.64,
2.3]) and Photo interviews (M = 1.58, SD = 0.654, p = .005, 95% CI [1.2, 1.96]). There were
no significant effects of the interaction, F (2, 114) = 2.26, p = .109, or the main effect Age
group, F (1, 114) = 0.134, p = .715.
Finally, a 3 X 2 analysis of variance was conducted on the Directed recall phase.
The main effect for Condition was significant, F (2, 114) = 5.1, p = .008, with a medium
effect size, η² = .08, and the main effect for Age group was not significant, F (1, 114) =
3.4, p = .068. There was also a significant interaction between Condition and Age group,
F (2, 114) = 3.33, p = .039 with a small effect size, η² = .05 (see Figure 7.2), suggesting
differences in the Condition effect between the Age groups. For the younger children
there was a significant Condition difference, F (2, 114) = 6.87, p = .002, with a medium
effect, η² = .11. Draw interviews (M = 6.94, SD = 6.15, 95% CI [5.16, 8.72]) were longer
than Verb (M = 2.96, SD = 1.57, p = .003, 95% CI [0.999, 4.94]), but neither differed from
Photo (M = 5.32, SD = 4.45, 95% CI [3.23, 7.41]). For the older children, there were no
Condition differences, F (2, 114) = 0.709, p = .494. Looking again to the Age group
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Figure 7.2
Directed Recall Duration by Condition in School
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effects for each condition, the same pattern occurred as for Total Duration with no
differences in the Draw, F (1, 114) = 0.676, p = .413, and Photo interviews, F (1, 114) =
1.48, p = .226. There was a significant difference in the Verb interviews, F (1, 114) = 7.67,
p = .007, with older children (M = 5.38, SD = 3.81, 95% CI [3.68, 7.09]) having longer
verbal interviews than younger (M = 2.97, SD = 1.57, p = .007, 95% CI [0.999, 4.94]).

7.2.2 Summary for Hypothesis 1 – Duration for School. These results
showed distinct patterns of differences between the Conditions for the two Age
groups: for younger children Draw and Photo interviews lasted longer than Verb in the
Free phase and this effect persisted in the Directed phase for the Draw condition. For
older children, the interaction showed no differences between the Conditions, though
inspection of the means suggests that Photo interviews were longer. There were no
Age group differences on Draw and Photo interviews, but Verb interviews were longer
for older children. If anything, this suggests that Verb interviews are disadvantageous
for younger children. It is worth repeating that these calculations exclude time when
participants were drawing silently during the Free phase.
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7.2.3 Applied. The possibility that age could be factored into the analysis as a
covariate was explored, as outlined in Chapter Six. There was a small but significant
negative correlation between Age and Total Time, r = -.35, p < .01, but the relationship
was non-linear and this was not considered sufficiently strong to explain variance in
scores on the other variables. Furthermore, the negative correlation was surprising
since older children consistently had longer interviews in the School setting.
The Total Duration and the Free and Directed recall Duration were calculated as
described above and the mean Duration and standard deviations for each condition are
presented in Table 7.2. Data were not normally distributed so were transformed for
parametric analysis.
One-way analysis of variance was conducted to determine if Condition had an
effect on the Duration of the interviews in the Applied phase. There was no difference
between the Conditions on Total Duration, F (2, 58) = 0.857, p = .43, or in the Directed
recall phase, F (2, 58) = 0.291, p = .749.
For the Free recall phase, however, the ANOVA showed significant differences
between the Conditions, F (2, 58) = 4.82, p = .012, with a large effect size, η² = 0.14. As in
the School analysis, Scheffé post-hoc tests showed that Verbal interviews (M = 0.62, SD
= 0.785, 95% CI [0.252, 0.987]) were shorter than both Draw (M = 1.29, SD = 1.14, p =
.034, 95% CI [0.733, 1.84]) and Photo interviews (M = 1.24, SD = 1.32, p = .032, 95% CI
[0.652, 1.82]).

7.2.4 Summary for Hypothesis 1 – Duration for Applied. The pattern of
results here was similar to the Schools in that the largest Condition effect was in the
Free recall phase. Unlike the School data, this did not carry through to the Directed
phase and was not strong enough to make for a Total interview difference. Overall,

Table 7.2
Means (and Standard Deviations) for Total Duration, and Free and Directed Recall Phases, for
Each Condition in Applied
Duration
Total
Free
Directed

All conditions
(N = 61)
7.32 (4.44)
1.05 (1.13)
6.27 (4.22)

Draw
(n = 19)
8.21 (4.18)
1.29 (1.14)
6.92 (4.33)
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Photo
(n = 22)
6.8 (4.55)
1.24 (1.32)
5.56 (3.97)

Verb
(n = 20)
7.04 (4.64)
0.62 (0.785)
6.42 (4.48)
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there appeared to be sufficient evidence to support the assertion that the Duration of
the interviews was affected by the interview Condition. The results on Hypotheses 1
for both settings are summarised in Table 7.3.

7.3 Hypothesis 2 – Communication
That there is a difference in the quantity of the child’s contribution among the interview
conditions for each age group such that older children have more productive interviews than
younger, and that drawing interviews are more productive than photograph interviews and
both more productive than verbal interviews.
The main variable to measure productivity was the number of Propositions offered
by the child. Separate analyses were conducted for Total, Free recall phase, and
Directed recall phase. The number of Turns each party took was analysed next along
with the relative Proportions of discourse of the two parties. Content analysis of
Propositions was conducted and results are presented on the content categories Affect,
Action, Description, People, and Places. Both Unique and Total occurrences are
analysed, though not all categories reached acceptable levels of inter-coder reliability
as detailed in Chapter Six.

7.3.1 School. Descriptive statistics for each of the communication variables are
presented in Table 7.4. Data on Propositions, Turns, Proportion of Discourse, and the
Content categories were not normally distributed so log transformation was applied.

Propositions. For the Total interview, there was no significant interaction
between Age group and Condition, F (2, 114) = 2.39, p = .096, there were significant

Table 7.3
Summary for Hypothesis 1 – Duration for School and Applied
School
Applied
Total
Free
Directed
Total
Free
Directed
Y: D > V ***
M: D > V ***
Y: D > V *
D > V ***
Y: P > V ***
M: P > V ***
V: O > Y**
P > V ***
V: O > Y **
Note: D = Draw, M = Main effect, O = Older children, P = Photo, V = Verb, Y = Younger children.
Where interactions are observed, results are given separately for each level of each
independent variable.
* small effect, ** medium effect, *** large effect
Variable
Duration
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Table 7.4
Means (and Standard Deviations) for all Communication Variables for Each Condition and Age Group in School
Variable
Propositions
Total
Free
Directed
Turns
Total

Directed
PD
Total
Free
Directed

Verb
(n = 42)

All
(n = 56)

7-9-year-olds
Draw
Photo
(n = 22) (n = 16)

Verb
(n = 18)

All
(n = 64)

12-14-year-olds
Draw
Photo
(n = 22) (n = 18)

Verb
(n = 24)

96.76
(88.77)
20.23
(17.42)
76.47
(80.53)

110.43
(101.4)
22.8
(23.48)
87.5
(90.26)

106.53
(93.23)
21.65
(13.57)
84.88
(86.59)

74.52
(65.61)
16.4
(11.41)
58.1
(60.88)

85.11
(92.88)
19.57
(20.74)
65.45
(83.25)

117.41
(120.36)
25.45
(30.19)
91.73
(105.49)

86.06
(84.24)
18.19
(9.06)
67.88
(82.43)

44.78
(26.09)
13.61
(10.4)
31.17
(23.17)

106.95
(84.42)
20.81
(14.03)
86.11
(77.43)

103.45
(88.4)
20.14
(14.23)
83.27
(74.27)

124.72
(99.33)
24.72
(16.24)
100
(89.7)

96.83
(77.2)
18.5
(11.89)
78.29
(72.23)

29.91
(15.48)
6.51
(5.84)
23.35
(13.38)

33.64
(17.32)
9.18
(8.33)
24.39
(14.36)

32.82
(14.04)
6.18
(3.02)
26.65
(13.21)

23.64
(12.64)
3.98
(2.12)
19.6
(11.78)

27.3
(17.66)
6.04
(7.69)
21.25
(15.55)

34.59
(21.88)
8.91
(11.55)
25.68
(17.45)

28.69
(14.98)
5.5
(2.34)
23.19
(14.57)

17.17
(6.39)
3
(1.03)
14.11
(6.19)

32.19
(12.99)
6.92
(3.52)
25.19
(12.09)

32.68
(11.56)
9.45
(2.91)
23.09
(10.07)

36.5
(12.41)
6.78
(3.35)
29.72
(11.4)

28.5
(14.04)
4.71
(2.44)
23.71
(13.33)

2.53
(1.91)
2.7
(2.28)
2.62
(2.25)

2.55
(2.23)
1.6
(1.48)
3.15
(2.88)

2.59
(1.76)
3.02
(1.97)
2.49
(1.91)

2.47
(1.67)
3.6
(2.73)
2.18
(1.61)

2.76
(2.15)
3.15
(2.87)
2.82
(2.64)

3.07
(2.85)
2.03
(1.86)
3.76
(3.69)

2.71
(1.65)
3.43
(2.3)
2.56
(1.8)

2.43
(1.53)
4.26
(3.82)
1.88
(0.874)

2.32
(1.65)
2.31
(1.52)
2.46
(1.85)

2.02
(1.23)
1.17
(0.79)
2.54
(1.61)

2.46
(1.91)
2.64
(1.59)
2.43
(2.05)

2.49
(1.79)
3.1
(1.39)
2.4
(1.99)

Note: PD = Proportion of Discourse.
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Free

All ages
Draw
Photo
(n = 44)
(n = 34)

All
(N = 120)

Chapter Seven – Productivity Hypotheses
________________________________________________________________
main effects for Condition, F (2, 114) = 4.29, p = .016,with a medium effect size, η² = .06,
and for Age group, F (1, 114) = 8.58, p = .004, also with a medium effect size, η² = .06. In
the Age group comparison, older children (M = 106.95, SD = 84.42, 95% CI [86.64,
130.04]) had more Propositions than younger (M = 85.11, SD = 92.88, p = .004, 95% CI
[59.52, 105.98]). Scheffé post-hoc tests between the Conditions showed that Draw (M =
110.43, SD = 101.4, 95% CI [84.45, 136.41]) had more Propositions than Verb interviews
(M = 74.52, SD = 65.61, p = .024, 95% CI [43.94, 97.67]).
In the Free recall phase, there were no significant differences for the interaction, F
(2, 114) = 1.33, p = .268, or for the main effect of Age group, F (1, 114) = 3.8, p = .05. There
was a significant Condition effect, F (2, 114) = 3.58, p = .03, with a medium effect size, η²
= .06. The Scheffé post-hoc tests showed no significant differences in the pairwise
comparisons.
Looking to the Directed recall phase, the interaction of Condition and Age group
was not significant, F (2, 114) = 2.64, p = .076. There was a significant Condition effect, F
(2, 114) = 4.59, p = .012, with a medium effect size, η² = .07. Scheffé post-hoc tests
showed that Draw (M = 87.5, SD = 90.26, 95% CI [84.45, 136.41]) had significantly more
Propositions than Verb (M = 58.1, SD = 60.88, p = .014, 95% CI [43.94, 97.67]). There was
also a significant Age group difference, F (1, 114) = 9.96, p = .002, η² = .07, and older
children (M = 86.11, SD = 77.43, 95% CI [86.64, 130.04]) had more Propositions than
younger (M = 65.45, SD = 83.25, p = .002, 95% CI [59.52, 105.98]).

Turns. There were strong positive correlations between Child’s turns and Adult’s
turns for each of the three variables: Total, r = .97, p < .01; Free, r = .79, p < .01; and
Directed, r = .99, p < .01; the slight discrepancy in the Free phase is due to unanswered
comments or questions by the adult while the child was drawing. Further analysis is
reported for Child Turns only (see Table 7.4).
In order to test whether the Conditions or Age groups had an effect on the rate of
turn-taking over the full course of the interviews, a 3 X 2 analysis of variance in Turns
was conducted. There was no significant interaction between Condition and Age
group, F (2, 114) = 2.94, p = .057. There were significant main effects for Condition, F (2,
114) = 11.06, p < 0.001, with a large effect size, η² = .14, and for Age group, F (1, 114) =
11.18, p = .001, with a medium effect size, η² = .07. Comparison of Age groups showed
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older children (M = 32.19, SD = 12.99, 95% CI [22.94, 30.7]) had more turns than
younger (M = 27.3, SD = 17.66, p = .001, 95% CI [28.94, 36.19]). Scheffé post-hoc analyses
on Condition showed that Verb (M = 23.64, SD = 12.64, 95% CI [18.35, 27.32]) had
significantly fewer Turns than Draw (M = 33.64, SD = 17.32, p < .001, 95% CI [29.3,
37.98]) and Photo (M = 32.82, SD = 14.04, p = .002, 95% CI [27.65, 37.54]).
The same analyses were conducted for the Free recall phase. Again, there was no
significant interaction between the independent variables, F (2, 114) = 0.422, p = .657. A
significant effect was observed for Condition, F (2, 114) = 29.88, p < 0.001, with a large
effect size, η² = .32. Scheffé post-hoc tests showed that Draw interviews (M = 9.18, SD =
8.3, 95% CI [7.55, 10.82]) had significantly more turns than Verb (M = 3.98, SD = 2.12, p
< .001, 95% CI [2.16, 5.55]) and Photo (M = 6.18, SD = 3.02, 95% CI [4.28, 8]) had
significantly more Turns than Verb (M = 3.98, SD = 2.12, p < .001, 95% CI [2.16, 5.55]).
There was also a significant Age group effect, F (1, 114) = 10.95, p = .001, with a medium
effect size, η² = .06. Comparison of Age groups showed that older children (M = 6.92,
SD = 3.52, 95% CI [5.61, 8.35]) had more Turns than younger (M = 6.04, SD = 7.69, p =
.001, 95% CI [4.34, 7.27]).
Next, a 3 X 2 analysis of variance was conducted on Turns in the Directed recall
phase. No significant interaction was observed between Condition and Age group, F
(2, 114) = 2.99, p = .054. A main effect for Condition was observed, F (2, 114) = 5.48, p
=.005, with a medium effect size, η² = .08, and Scheffé post-hoc analyses revealed
significant differences such that Photo (M = 26.65, SD = 13.21, 95% CI [22.07, 30.84]) had
more Turns than Verb interviews (M = 19.6, SD = 11.78, p = .016, 95% CI [14.93, 22.89]).
There was also a main effect for Age group, F (1, 114) = 8.06, p = .005, with a medium
effect size, η² = .06. Age group comparison showed that older children (M = 25.19, SD =
12.01, 95% CI [22.29, 28.72]) had more turns than younger (M = 21.25, SD = 14.55, p =
.005, 95% CI [17.55, 24.43]).

Proportion of discourse. Rather than analyse separately the length of the child’s
contribution and the length of the adult’s contribution, a measure of the relative
Proportion of discourse occupied by the child was used as detailed in Chapter Six.
Looking at the Total interview first (see Table 7.4), there was no significant interaction
between Condition and Age group, F (2, 114) = 0.709, p = .494, or for either of the main
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effects of Condition, F (2, 114) = 0.311, p = .734, or Age group, F (1,114) = 1.32, p = .253.
The Directed recall phase showed no significant differences either for the interaction, F
(2, 114) = 1.17, p = .315, the main effect of Condition, F (2, 114) = 1.88, p = .157, or the
main effect of Age, F (1, 114) = 0.117, p = .733.
In the Free recall phase, there was no significant interaction between Condition
and Age group, F (2, 114) = 0.562, p = .572. Differences were observed between the
Conditions, F (2, 11) = 22.71, p < .001, with a large effect, η² = .27. Scheffé post-hoc tests
showed that children’s proportion of the discourse was less in the Drawing condition
(M = 1.59, SD = 1.48, 95% CI [0.971, 2.22]) than in either Photo (M = 3.02, SD = 1.97, p <
.001, 95% CI [2.33, 3.75]) or Verb (M = 3.6, SD = 2.73, p < .001, 95% CI [3.04, 4.33]). Ratios
were also significantly different between the Age groups, F (1, 114) = 5.27, p = .023, with
a small effect size, η² = .05, and younger children had a higher proportion of discourse
(M = 3.15, SD = 2.87, 95% CI [2.68, 3.8]) than older children (M = 2.31, SD = 1.52, 95% CI
[1.78, 2.83]). It is worth re-stating that these calculations exclude silent drawing; were
silent drawing included as part of the child’s contribution the Draw condition would
have had a considerably higher mean Proportion of discourse.

Content categories. The analysis of the content categories in Propositions is
presented next. There were five content categories – Action, Affect, Description,
Person, and Place – and two variables for each – Unique occurrences and Total
occurrences except for Place where only Unique was coded reliably. The distinction
between Free and Directed recall phases was not retained here due, firstly, to strong
positive correlations with Proposition (r = .97 for Total Action and r =.93 for Total
Description, for example), which were considered likely to be replicated and, secondly,
to small cell sizes for some variables. As reported in Chapter Six, Unique Object, Total
Object, and Total Place did not meet the minimum threshold for inter-coder reliability
so were excluded from the analysis. Descriptive statistics for the categories to be
compared are in Table 7.5.

Action. Unique Action. Following data transformation, a 3 X 2 analysis of variance
in Unique occurrences of Actions was conducted. There was no significant interaction
between Condition and Age group, F (2, 114) = 1.66, p = .194, nor difference between
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Table 7.5
Means (and Standard Deviations) for all Content Categories for Each Condition and Age Group in School
All ages
Draw
Photo
(n = 44)
(n = 34)
30.64
28.62
(25.43)
(17.77)
51.59
50.53
(47.89)
(41.89)
2.66
2.62
(3.26)
(2.33)
4.5
5.15
(5.16)
(4.7)
48.27
55.12
(41.79)
(55)
53.82
61.38
(45.68)
(61.22)
7.36
7.35
(5.95)
(6.24)
9.93
9.53
(10.55)
(8.08)
4
5
(3.13)
(4.86)

Verb
(n = 42)
22.1
(16.55)
34.83
(30.27)
2.02
(2.67)
3.67
(5.19)
39.19
(35.09)
40.81
(35.86)
5.83
(4.51)
7.02
(5.88)
4.1
(4.71)

All
(n = 56)
24.79
(22.17)
40.77
(41.82)
1.95
(2.06)
4.05
(4.49)
39.75
(40.93)
42.71
(43.68)
6.38
(4.88)
9.68
(9.71)
3.66
(3.59)

7-9-year-olds
Draw
Photo
(n = 22) (n = 16)
33.18
23.38
(30.35)
(15.33)
51.91
41.75
(53.95)
(38.02)
1.91
2.75
(1.93)
(2.84)
4.23
6.13
(4.36)
(5.87)
50.64
42.56
(44.58)
(51.44)
55.27
45.56
(49.15)
(52.45)
7.95
5.75
(6.31)
(3.64)
12.64
8.38
(12.96)
(7.81)
3.82
4.44
(3.58)
(4.18)

Verb
(n = 18)
15.78
(8.09)
22.61
(13.33)
1.28
(0.958)
2
(1.61)
23.94
(14.29)
24.83
(14.51)
5
(3.37)
7.22
(4.93)
2.78
(3.02)

All
(n = 64)
29.08
(19.34)
49.5
(40.41)
2.84
(3.06)
4.69
(5.49)
53.41
(45.87)
59.02
(50.65)
7.22
(6.14)
8.03
(7.24)
4.89
(4.67)

12-14-year-olds
Draw
Photo
(n = 22) (n = 18)
28.09
33.28
(19.73)
(18.89)
48.27
58.33
(41.97)
(44.64)
3.41
2.5
(4.11)
(1.86)
4.77
4.28
(5.94)
(3.27)
45.91
66.28
(39.7)
(57.07)
52.36
75.44
(43.05)
(66.36)
6.77
8.78
(5.66)
(7.71)
7.23
10.56
(6.69)
(8.4)
4.18
5.5
(2.68)
(5.46)

Verb
(n = 24)
26.08
(19.63)
44
(31.01)
2.58
(2.67)
4.92
(6.5)
50.63
(41.55)
52.79
(42.28)
6.46
(5.23)
6.88
(6.61)
5.08
(5.51)
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Variable
Actions
Unique
Actions
Total
Affect
Unique
Affect
Total
Description
Unique
Description
Total
Person
Unique
Person
Total
Place
Unique

All
(N = 120)
27.08
(20.73)
45.42
(41.13)
2.43
(2.67)
4.39
(5.04)
47.03
(43.99)
51.41
(48.03)
6.83
(5.58)
8.8
(8.49)
4.32
(4.23)
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the Conditions, F (2, 114) = 2.58, p = .08, nor difference between the Age groups, F (1,
114) = 3.86, p = .05.
Total Action. Separate analysis of variance was conducted for Total occurrences of
Action. There was no significant interaction between the independent variables, F (2,
114) = 1.97, p = .145, or main effect Age group, F (1, 114) = 3.69, p = .057. A significant
Condition effect was observed, F (2, 114) = 3.21, p = .044, but post-hoc tests showed no
significant differences.

Affect. Unique Affect. As described in Chapter Six, the distributions of data on
some categories were non-normal even following transformation. For Unique Affect,
the range of scores was small with more than 90% of participants having five or fewer
propositions with Unique Affect. A Mann-Whitney U test was conducted to compare
the Age groups. A significant age group difference was observed, U = 1400, z = -2.11, p
= .035, with the younger children (Md = 1, n = 56) having fewer such statements than
older children (Md = 2, n = 64). For Condition, a Kruskal-Wallis test was conducted
which revealed no significant difference in Unique Affect between the Conditions, H
(2) = 1.84, p = .399.
Total Affect. Likewise, analysis of Total Affect was by Mann-Whitney U for Age
groups. No significant differences were observed between younger (Md = 2, n = 56) and
older children (Md = 3, n = 64), U = 1659, z = -0.704, p = .482. A Kruskal-Wallis test for
differences in Condition also showed no significant differences, H (2) = 4.17, p = .124.

Description. Unique Description. Data on the number of propositions giving
Unique Descriptions were normally distributed so a 3 X 2 analysis of variance was
conducted to test differences on the independent variables. There was no significant
interaction between Condition and Age group, F (2, 114) = 2.08, p = .13, or difference on
Condition, F (2, 114) = 1.2, p = .304. There was a significant Age group difference, F (1,
114) = 7.86, p = .006, with a medium effect, η² = .06, and older participants (M = 53.41,
SD = 45.87, 95% CI [43.49, 65.05]) had more Unique Descriptions than younger (M =
39.75, SD = 40.93, p = .006, 95% CI [27.5, 50.59]).
Total Description. The same pattern of results emerged for Total Description, with
no significant interaction, F (2, 114) = 1.98, p = .143, and no Condition difference, F (2,
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114) = 2.12, p = .124. A significant main effect for Age group emerged in the analysis of
variance in Descriptions, F (2, 114) = 8.07, p= .005, again with a medium effect, η² = .06.
Older children (M = 59.02, SD = 50.65, 95% CI [48.51, 71.89]) offered significantly more
Descriptions than younger (M = 42.71, SD = 43.68, p= .005, 95% CI [28.37, 54.41]).

Person. Unique Person. Non-parametric tests were used for Unique occurrences of
Persons. No significant Age group difference was observed on a Mann-Whitney U test
between younger children (Md = 5.5, n = 56) and older children (Md = 5, n = 64), U =
1686, z = -0.56, p = .576. No significant Condition difference was observed on a KruskalWallis test, H (2) = 1.96, p = .375.
Total Person. Data on Total Person were normally distributed following log
transformation so a 3 X 2 ANOVA was conducted. No significant interaction was
observed between the independent variables, F (2, 112) = 2.16, p = .121. There was no
significant main effect for Age group, F (1, 112) = 0.244, p = .622, or for Condition, F (2,
112) = 1.42, p = .247.

Place. Unique Place. No significant difference was observed on a Mann-Whitney U
test between younger (Md = 2.5, n = 56) and older children (Md = 3.5, n = 64), U = 1421.5,
z = -1.96, p = .05. On the Condition Kruskal-Wallis test, no significant differences were
shown, H (2) = 0.676, p = .713.

Summary of content categories. The only significant differences in the tests of
content categories were between the Age groups in the Description categories, both
Unique and Total, and Unique Affect with older children giving more of these details.
They parallel the Age group difference in Propositions in the Directed recall phase. The
results suggest that while Condition affected the overall contribution made by the
child, interviewees were no more likely to give particular kinds of information.

7.3.2 Summary of Hypothesis 2 – Communication for School. Age group
differences on the communication variables were in line with expectations from the
literature that older children provide more information, and at a faster rate, than
younger. However, the Proportion of discourse was higher for younger children.
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Significant differences emerged in the number of Propositions and Turns for both
Condition and Age group comparisons. Consistent with the results on Duration, Draw
interviews had more Propositions than Verb and, in the Free recall phase, Draw had
more turns than Verb suggesting that longer interviews are more productive, though
the results on the Proportion of discourse require further explanation and are
considered in the Discussion.

7.3.3 Applied (Hypothesis 2 – Communication). Descriptive statistics for the
variables used to test the hypothesis that Age group and Condition affect
communication are in Table 7.6. As in the School data, log transformation was used for
Propositions, Turns, Proportion of discourse, and the Content categories.

Propositions. Propositions was the primary variable for this hypothesis, again
with separate data on Free and Directed phases. Taking Total propositions first, no
significant differences were observed between the Conditions, F (2, 58) = 0.156, p = .856.
Likewise in the Free recall phase there was no significant difference between the
Conditions, H (2) = 4.8, p = .091. Finally, in the Directed phase, there was no difference
between the Conditions, F (2, 58) = 0.02, p = .98.

Table 7.6
Means (and Standard Deviations) for all Communication Variables for Each Condition in
Applied
Variable
Propositions
Total
Free
Directed

All conditions
(N = 61)

Draw
(n = 19)

Photo
(n = 22)

Verb
(n = 20)

80.25 (70.45)
10.43 (16.64)
69.79 (61.76)

70 (45.45)
8.58 (7.78)
61.42 (45.84)

89.27 (90.21)
15.82 (25.71)
73.36 (70.9)

80.05 (67.25)
6.25 (5.57)
73.8 (66.3)

Turns
Total
Free
Directed

58.12 (32.49)
7.23 (5.77)
50.84 (32.45)

67.89 (36.46)
8.47 (6.24)
59.42 (36.87)

51.95 (29.4)
8.41 (5.68)
43.41 (28.9)

55.6 (31.19)
4.75 (4.78)
50.85 (31.27)

PD
Total
1.13 (0.962)
Free
1.3 (1.63)
Directed
1.12 (0.86)
Note: PD = Proportion of Discourse.

0.809 (0.29)
0.792 (0.581)
0.82 (0.308)

1.44 (1.42)
1.69 (2.43)
1.42 (1.22)

1.11 (0.637)
1.36 (1.07)
1.09 (0.636)
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Turns. As with the School sample, Child Turns was significantly strongly
positively correlated with Adult Turns for each variable: Total, r = .99, p < .01; Free, r =
.97, p < .01; and Directed, r = .99, p < .01. Therefore only Child variables were used. Oneway analysis of variance was conducted to determine whether the number of Turns
each contributor had was related to the interview Conditions. No significant
differences were observed for the Total interview, F (2, 58) = 1.24, p = .297, or during the
Directed recall phase F (2, 58) = 0.897, p = .413, but there was a significant difference in
the Free recall phase, F (2, 58) = 4.07, p = .022, with a medium effect size, η² = .12. Scheffé
post-hoc tests indicated that Verb interviews had fewer Turns (M = 4.75, SD = 4.78, 95%
CI [2.51, 6.99]) than Draw interviews (M = 8.47, SD = 6.24, p = .047, 95% CI [5.47, 11.48]).

Proportion of discourse. The next set of variables is the ratio of the child’s
contribution to the adult’s which was calculated as described in Chapter Six. Analyses
of variance were conducted to determine if Condition had an effect on the relative
Proportions of the discourse occupied by the child and the adult. There were no
significant effects for Condition for the Total interview, F (2, 58) = 2.9, p = .063, or for
either the Free, F (2, 58) = 2.1, p = .132, or Directed recall phases, F (2, 58) = 2.696, p =
.076.

Content categories. The analysis of the content categories in Propositions is
presented next. There are five content categories – Action, Affect, Description, Person,
and Place – and two variables for each – Unique occurrences and Total occurrences,
again except for Place. Descriptive statistics are presented in Table 7.7.

Table 7.7
Means (and Standard Deviations) for all Content Categories for Each Condition in Applied
Variable
Actions Unique
Actions Total
Affect Unique
Affect Total
Description Unique
Description Total
Person Unique
Person Total
Place Total

All conditions
(N = 61)
20.93 (14.96)
35.21 (31.35)
1.07 (0.854)
1.36 (1.5)
39.98 (31.77)
41.67 (32.52)
6.95 (5.39)
10.33 (9.21)
3.26 (2.67)

Draw
(n = 19)
18.37 (9.45)
27.11 (16.24)
1.05 (0.848)
1.26 (1.28)
36.53 (26.58)
38.58 (28.14)
5.74 (2.79)
8.26 (6.08)
2.68 (1.92)
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Photo
(n = 22)
22.36 (17.76)
39 (36.1)
1.14 (0.889)
1.55 (1.79)
41.59 (36.43)
42.73 (36.51)
7.05 (5.6)
11.41 (10.1)
3.18 (2.87)

Verb
(n = 20)
21.8 (16.24)
38.75 (36.3)
1 (0.858)
1.25 (1.37)
41.5 (32.17)
43.45 (33.2)
8 (5.39)
11.1 (10.66)
3.9 (3.02)
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Action. A one-way analysis of variance in Unique Actions showed no significant
difference between the conditions, F (2, 58) = 0.037, p = .964. Similarly, a one-way
ANOVA of Total Actions showed no difference, F (2, 58) = 0.087, p = .917.

Affect. Data on Affect were not normally distributed and the range for Total Affect
was 0 to 11. Almost one third had no instances of Affect (32.8%) with 27.9% having 1
occurrence, and 29.3% having 2 or more. For Unique Affect the distribution was
identical with those scoring 2 or more in Total all having two Unique occurrences.
Analysis was only conducted for Unique Affect and there was no significant difference
between the groups, H (2) = 0.289, p = .865.

Description. Following log transformation, data for both Unique and Total
Descriptions were suitably normally distributed for parametric analysis. One-way
analyses of variance showed no significant differences for Unique Descriptions, F =
0.036, p = .965, or for Total Descriptions, F = 0.033, p = .967.

Person. Unique Person was analysed using a one-way ANOVA which showed no
significant differences between the Conditions, F (2, 57) = 0.392, p = .678. For Total
Person, a one-way ANOVA showed no significant Condition differences, F (2, 58) =
0.208, p = .812.

Place. Unique Place data were not normally distributed so non-parametric
Kruskal-Wallis tests were used. No significant group difference was observed, H (2) =
1, p = .606. Likewise, no significant difference was observed on the Kruskal-Wallis test
of Total Place, H (2) = 0.791, p = .673.

7.3.4 Summary of Hypothesis 2 – Communication for Applied. In the
School sample, the main source of difference was Age group and older children offered
more propositions than younger. In the Applied setting, age was not included in the
design or analysis. On the results presented here, in the Free recall phase participants
in the Draw condition had more Turns than those in the Verb condition. There were no
significant content category differences. The results of tests of Hypothesis 2 for School
and Applied are in Table 7.8.
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Table 7.8
Summary for Hypothesis 2 – Communication for School and Applied
Variable
Propositions
Turns
Proportion of
Discourse

Total
M: D > V **
M: O > Y **
M: D > V ***
M: D > P ***
M: O > Y **

School
Free
M: D > V ***
M: D > P ***
M: O > Y **
M: P > D ***
M: V > D ***
M: Y > O *

Directed
M: D > V **
M: O > Y **
M: P > V **
M: O > Y **

Applied
Free

Total

Directed

D > V **

Affect –
M: O > Y
Unique
Description –
M: O > Y
Unique
Description M: O > Y
Total
Note: D = Draw, M = Main effect, O = Older children, P = Photo, PD = Proportion of Discourse, V
= Verb, Y = Younger children. Where interactions are observed, results are given separately
for each level of each independent variable.
* small effect, ** medium effect, *** large effect

7.4 The Effects of Conditions
The next task was to further explore the pattern of results in the School phase
which showed multiple Condition effects. Each condition is considered separately
here, beginning with Draw. Typical examples of each condition are given as complete
transcripts in Appendix Z (p. 261) while some extracts are used here.

7.4.1 Draw. For younger children, Draw interviews were longer and participants
had more turns than Verb interviews. In the Free phase, Draw interviews were longer
and participants had more turns, but also had a smaller proportion of the discourse;
this was the case independent of Age effects. These results at first appeared
contradictory – that children had more opportunities to talk but were saying less.
However, it can be explained to some extent by the fact that children were
concentrating on the drawing task, as illustrated in Extract 7.1. The converse of low
child proportion of discourse in the Draw interviews is that the adult interviewer had
their highest contribution. This too is illustrated in Extract 7.1 where the interviewer
offers several unanswered prompts (Lines 16, 18, 20, and 28). In the Directed recall
phase, Draw interviews were no different from the others except in that there were
more Propositions than Verb interviews. Once again, this is in line with expectations
that the stimulus of a drawing would generate more for participants to discuss.
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Extract 7.1
Concentrated Drawing Interrupted – FB02, Boy, 10.83 years, Draw
Line Time
3 2:08.7 2:50.0
4 2:50.0 2:53.6
5
6
7

8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28

2:53.6 2:58.1
2:58.1 3:00.4
3:00.4 3:15.1
3:15.1
3:17.4
3:17.4
3:20.2
3:20.2
3:37.8
3:37.8
3:38.8
3:38.3
3:42.0
3:42.0
4:36.7
4:36.9
4:38.2
4:38.2
4:41.1
4:41.9
4:44.1
4:44.1
4:48.4
4:48.4
4:51.0
4:51.0
5:01.7
5:01.7
5:04.0
5:04.0
5:07.6
5:07.6
5:09.5
5:09.5
5:12.4
5:12.4
5:13.5
5:13.5
5:14.8
5:14.8
5:19.4
5:19.3
5:20.8
5:20.8
5:22.7

-

C/I
I . . . the first thing you need to tell me is what you like to do
in your spare time
C play with my friends
I play with your friends? doing what sort of, sport, or is it
sport?
C cycling and all and football
I cycling or football. well, what I would like you to do, well
they’re your two hobbies really, cycling and football, so what
I would like you to do is tell me about your hobby by
drawing a picture of yourself doing that hobby
C Yep

-

I so if you want to use the crayons and the colours that are
here
DRAWING

-

C UNCLEAR

-

I I’ll put them over here for you

-

I so you’re drawing a picture?

-

C of my bike

-

I you on your bike

-

1 proposition
1 action
1 person
2 proposition
2 action

DRAWING

-

-

Coding

1 proposition

DRAWING
I and UNCLEAR small, isn’t it?
DRAWING
I so think about the last time you were out on your bike

-

DRAWING

-

C earlier today

-

DRAWING

1 proposition
1 description

-

I and what was that like?

-

C Fun

-

I fun? tell me why it was fun

-

C I just like it

-

I you like cycling

1 proposition
1 description
1 proposition
1 affect

135

Chapter Seven – Productivity Hypotheses
________________________________________________________________
Extract 7.1 continued
Line Time
29 5:22.7 5:49.2
30 5:49.2 5:50.3
31 5:50.3 5:52.0
32 5:52.0 5:53.9
33 5:53.8 5:55.1
34 5:55.1 5:58.4
35 5:58.3 6:02.3
36 6:02.3 6:07.3
37 6:07.3 6:09.5
38 6:09.5 6:18.0

C/I

Coding
DRAWING

I so who goes cycling with you?
C my friend NAMED FRIEND 1

1 proposition
1 person

I you and your friend?
C NF1 and NF2
I NF1 and NF2. where do you go?
C just around the block

1 proposition
1 person
1 proposition
1 description

DRAWING – FINISHED
I so tell us what’s happening in this picture
C it’s me playing football with my friends and me with my
mountain bike

3
2
3
1

proposition
action
description
person

Note: C = Child; I = Interviewer.

Most of the Draw interviews took the form of a long period of silent drawing
followed by a description of the drawing. The mean amount of silent drawing time in
the Draw condition was 4.21 minutes (SD = 3.61 minutes) and the lengths ranged from
40 seconds to almost 18 minutes. Contrary to expectation, there were very few
examples of spontaneous narration and Extract 7.1 illustrates why. It is characterised
by short turns (Lines 4 to 35) and, only when the drawing is complete, longer turns
describing and elaborating on the picture (Line 38). The participant appears to be
concentrating on the drawing task and is reluctant to engage until it is complete,
despite the repeated questioning by the practitioner.
In the practitioner feedback 8 of the 18 practitioners had completed an interview in
the Draw condition and 87.5% of them made positive comments. For example, RC
wrote that:
The drawing in particular gave more time for the participant to discuss
their hobby as they are able to draw the picture and take their time with
answers rather than sitting there looking at a person who is waiting for a
response.
Overall, the Draw condition appeared to be popular among practitioners.
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7.4.2 Photo. Photo interviews showed a similar pattern of results to Draw
interviews so both could be considered together as image-based interviews. Indeed,
some practitioners referred to the arts-based methods together and wrote about using
creative methods generally, including drawing, photographs, and play to engage with
services users (AA, BB, and NC). Most of the differences between Photo and Draw
occurred in the Free recall phase but this summary begins with the Total results.
For the Total interview, Photo interviews were longer than Verb for younger children
and children had more Turns than Verb independent of Age. The photograph gave the
respondent more stimuli for description, as illustrated in Extract 7.2 which has a
detailed description of the piano as an object (Lines 20, 22) as well as discussion of
piano practice and exams (Line 16). In the Free recall phase, Photo interviews gave
children a higher Proportion of discourse than Draw interviews. The reasons for the
pattern of results in the Free phase for Draw are discussed above, but these results
show an important difference in the otherwise similar image-based conditions: Photo
interviews have a faster pace from the beginning than Draw interviews.
In the practitioner feedback, 71.4% (n = 5) of those who used photographs made
positive comments about the technique, mostly general endorsement such as “thought
that the use of photographs during the interviews was a good technique to use” (CB).
Only one made an explicit criticism, a practical one to do with her work as an
educational psychologist:
Asking pupils to bring in a photo of their hobby means that I need to be
organised enough to request this of parents/pupils before I meet them.
Sometimes the work in schools is very busy and it is handier at times to
ask them to talk about their hobbies (EA).
Overall, Photo interviews have some of the same advantages as Draw interviews, with
a visual stimulus to prompt discussion, but without the extended silent drawing
period.

Extract 7.2
Photo as Catalyst – MS01, Girl, 13.83 years, Photo
Line Time
C/I
9 1:37.4 - I The first thing we need you to tell me is what you like to do
2:01.6
in your spare time.
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Extract 7.2 continued
Line Time
C/I
Coding
10 2:01.7 - C Well in school I do, I used to do hockey and basketball but
5 proposition
2:13.0
that season’s over so it’s over and like at home I play piano. 3 action
1 description
2 place
11 2:13.1 - I Okay.
2:14.1
12 2:13.6 - C And I brought a picture of a piano.
1 proposition
2:14.9
1 action
13 2:15.0 - I A picture of a piano. Excellent stuff. Can you take that out
2:19.0
and show me and...?
14 2:19.1 - C This is a picture of a piano.
1 proposition
2:20.3
15 2:20.4 - I That’s fine. {…} Okay, so tell me all about playing the piano
2:26.4
then.
16 2:26.3 - C I’m grade five and I went to a competition a few weeks ago 9 proposition
2:58.1
and I go every Thursday and I have to practice every day. I 5 action
have to play, for every exam you have to play three pieces
8 description
and like loads of different scales and you have to learn to
sight-read unseen notes and you have to try and play the
notes.
17 2:58.1 - I Yeah.
2:59.1
18 2:58.7 - C Yeah.
2:59.7
19 2:59.6 - I Okay. And what, you, it’s just a picture of a piano. I never
3:09.0
played the piano. I don’t know much about them so what
can you tell me about it?
20 3:09.0 - C You can get a grand piano or you can get smaller ones that 4 proposition
3:15.0
just don’t have that bit there. They just have like that bit.
2 action
4 description
21 3:15.0 - I Yeah.
3:16.0
22 3:15.7 - C And it’s like the strings here on the piano. That’s where the 11 proposition
3:39.5
strings are and there’s like drums here that hit up when you 4 action
press the notes here the drums hit the strings and that’s
8 description
where the sound comes out there. And the pedals, one
1 object
makes it, the notes longer, another one makes it like lighter,
and then the other one makes it like hoppier like you can like
staccatos and stuff.
Note: C = Child; I = Interviewer.

7.4.3 Verb. For the Total interview, Verb was at the opposite end of most the
results already summarised: they were shorter with fewer turns than the other
conditions. In the Free phase, they were more like the Photo interviews in that there
was a higher child’s proportion of discourse. As previously considered, this most likely
reflects the slower pace of interaction while children were drawing. In the Directed
recall phase, there were fewer Turns and fewer Propositions than the Draw interviews.
This may reflect both the dwindling number of questions which the adult interviewer
could ask and the dwindling number of ideas for the child to discuss.
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Extract 7.3 was the shortest interview in the School phase at 2 minutes and 19
seconds. It is characterised by short answers, and the irony of talking about drawing,
which was one of the other experimental conditions and the participant’s favourite
hobby. The 10 seconds of silence in this extract (Line 15) during which the participant
says nothing contrasts with the productive silent drawing in Extract 7.1. This interview
illustrates how young children may be disadvantaged by the Verb condition which
does not facilitate them expressing their views. In this case, the participant did have

Extract 7.3
Short Verb – BC03, Girl, 8.55 years, Verb
Line Time
C/I
5 1:57.0 - I Okay, the first thing we need you to tell me is what you like
2:27.3
to do in your spare time.
6 2:27.3 - C Art.
2:29.2
7 2:29.2 - I Yeah, so tell me all about the art that you do.
2:34.4
8 2:34.5 - C I draw pictures and stuff, pictures of me playing and stuff
2:44.7
and all.
9 2:44.8
2:49.5
10 2:49.6
2:50.6
11 2:50.1
2:53.7
2:53.7
2:58.0
12 2:58.0
3:02.2
13 3:02.1
3:03.1
14 3:02.2
3:16.3
15 3:16.3
3:26.6
16 3:26.5
3:28.1
17 3:28.1
3:52.2

-

I And do you do that at home?

-

C Yeah.

-

I And do you have pencils and colours and things like that?

-

C Yeah.

-

I And does anyone else do these things with you?

-

C Me Mammy.

-

I Yeah. And is she good at art? Yeah, I was never very good at
art so can you tell me all about it?
SILENCE

-

I Well, what kind of things do you like to draw?

-

C Like, pictures of like me walking to school and all, playing
with my toys, playing with my dog. That’s all.

18 3:52.2 3:54.7
19 3:54.6 4:03.3
20 4:03.4 4:16.0

I And what do you like about drawing?
C It’s fun.

Coding
1 proposition
1 description
2 proposition
1 action
2 description

1 proposition
1 person

4
3
1
1

proposition
action
person
place

1 proposition
1 affect

I Okay. Well, I’ll ask you to draw a picture in a few minutes but
the next thing we need to do is talk about the picture that
you brought in. So can you tell me all about that?
Note: C = Child; I = Interviewer.
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more to say: children were given an opportunity to take part in the other conditions,
that is, to draw a picture if they had not been randomly assigned to that group, and
this participant spent almost 2 minutes talking about a photograph she had brought
and almost 15 minutes drawing a picture and describing it.
Perhaps because Verb interviews are closer to the standard way of working with
children, this method received least attention in feedback from practitioners. The only
direct reference was the one stated above on Photo interviews when an educational
psychologist pointed out that verbal interviews require less advanced planning than
having students bring photographs.

7.4.4 Summary of Conditions. The over-arching result was that interviews
using a visual stimulus lasted longer than those without, which relied on verbal
interaction. Longer interviews gave greater opportunities for children to contribute and
they provided more information in the Draw condition, but had a faster pace in the
Photo condition. The Draw and Photo interview conditions may also have given the
interviewer more stimuli for questions.

7.5 The Effects of Age Group
The main Age group difference was in the Verb interviews and older children had
significantly longer interviews than younger. This suggests that younger children were
disadvantaged by the interview that had no other stimulus. Extract 7.3 already
illustrated the short answers and few opportunities for questions. By contrast, Extract
7.4 shows an adolescent who talks very enthusiastically about her hobby, describing in
detail rehearsals for an up-coming performance. It is characterised by long narrative

Extract 7.4
Long Verb – OB04, Girl, 13.81, Verb
Line Time
25 4:21.5 4:26.2
26 4:26.3 4:27.3
27 4:26.9 5:22.0

C/I
C Well, I, I do drama in school as well and we're doing a
play, do you know Grease?
I Yeah.
C We're doing that in school and I got the character of
[Rizzo]. I'm very proud of myself, but yeah, and stage
school I go every Saturday. It's in PLACE1. I always forget
the name of it. It's, I think it's NAME, that stage school and
we, we just do, we do a bit of everything actually.
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Extract 7.4 continued
Line Time

28
29

30
31
32

C/I

5:22.0 5:28.5
5:28.4 5:54.8

5:54.7 5:56.5
5:56.5 5:57.5
5:57.2 6:06.9

-

C Yeah.

6:06.8 6:37.8

34

6:37.8 6:52.7

35

6:52.8 7:14.7

36

7:14.7
7:16.4
7:16.5
7:17.5
7:17.1
7:21.9
7:21.9
8:02.0

38

Cued invitation
4 action
4 affect
3 description

Facilitator

C Yeah.
I They're all performance kind of things. Okay. And what is it
that you like about sort of being a different person then,
what [unclear]?
C I don't know. It's just like, it's fun and it's you know it's just
like you can give your all through it. It's, I don't know, it's,
you just get a lovely feeling, like not just being yourself,
you know, being like, you know, you can be all whacky and
very very hyper and you know just beaming with energy
but then again you can be like really really like soft and
there's no expression and you're just deep into your
thoughts and stuff like that. It's really fun. I like it.
I Okay. So you get, so it's the whole range of things that you
can explore. Yeah, that's very interesting. And what kind of
other people are in the stage school?
C Well, my, my friend is in there, my friend NAME and her
brother NAME and then there's a bunch of different people
like. They come from PLACE2 and you know like beside
PLACE3 and stuff like that, you know it's just everywhere
practically so.
I And that's every Saturday, you said?

33

37

Coding

Every week we, every week we do a different thing like this
week we had acting, let's just say, and next week would be
singing and the week after that could be dancing so we
just mix it around a bit and I'm in a dancing, dancing,
dancing club as well and we do, well, the obvious, just
dancing, and it's variety dancing. We do a bit of
everything: hip-hop to jazz to ballet to UNCLEAR so, yeah.
I And I suppose we'll stick with the stage school and tell me
what you like about that.
C Everything, I mean, I like, I mean, I like acting 'cause you
get to be a different person, not only yourself and I just
love that. It's just, you know, you can be a different person
but then I like dancing 'cause you can express yourself by
dancing and you know your emotions, stuff like that, but
singing, it's just one of those things that I love doing. I just
love singing.
I I suppose they're all kind of related.

-

Directive
1 action
6 affect
10 description

Directive
2 description
2 person
2 place
Facilitator

I And then you're doing Grease in the school and when do
Directive
you rehearse for that?
39
C We rehearse, right, right now, like today I have a rehearsal 3 action
for dancing like dancing in Grease but we rehearse actually 8 description
every day because it's coming really really like close to the
actual time of the show which will be in, not next week I
think the week after that. It's going to be on a Wednesday
so like the stage is up and all and it's a bit nerve-wracking
just looking at it going UNCLEAR I'm going to be up there,
so yeah and you know, yeah, we have a rehearsal every,
every day now. It used to be what like twice a, twice like a
week but now it's every day of the school week.
Note: C = Child; I = Interviewer.

141

Chapter Seven – Productivity Hypotheses
________________________________________________________________
turns, and facilitators and direct questions to maintain momentum. The difference in
linguistic development and understanding of the social conventions of conversation is
clear between the two extracts.

7.6 Chapter Summary
There was evidence from the Condition and Age comparisons to support both
hypotheses tested in this chapter, that Duration and Communication were affected by
the independent variables. For younger children, Draw interviews were significantly
longer than the other conditions and, as a consequence of the relationship between
Duration and Communication variables, Draw interviews also had more Propositions
than the other conditions. For older children, differences between Conditions were less
clear when the age groups were analysed separately. The relationships between
variables are explored further in Chapter Eight which also summarises the results of all
tests.
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CHAPTER EIGHT
RELATIONSHIP HYPOTHESES

One hears conversations, some lasting a very considerable time, where
absolutely nothing substantive is said. One suspects that it is a matter of
where the emphasis is placed.
Redemption Falls
Joseph O’Connor (2007)
8.1 Chapter Aim
The aim of this chapter is to present tests of two further hypotheses, both
concerning the relationship between the child interviewee and the adult interviewer.
Hypothesis Three was that there was a difference in Rapport between the Conditions
and Age groups. The fourth and final hypothesis was that there was a difference in the
Interviewer style between the Conditions and Age groups. The descriptive statistics for
each variable are again given in the section reporting the analysis. Further analysis of
the patterns of results observed is also reported, focusing on the extent to which
variables predict interview duration. The effects of each of the interviewer styles are
illustrated with extracts from interviews.

8.2 Hypothesis 3 – Rapport
That there is a difference in rapport among the interview conditions for each age group
such that rapport is rated higher by younger children than older, and that rapport is rated
higher following drawing interviews than photograph interviews and both higher than verbal
interviews.
To determine if there were differences between the interview conditions and
between the age groups, a 3 X 2 ANOVA was conducted on CHARM-C scores. Next
the two global ratings are reported. Analysis of Negative and Positive comments by
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either party was not possible because the categories were not reliable in the inter-coder
reliability calculations. Some examples are given to illustrate a trend that may have
occurred in participants’ responses to the Conditions. The final variable was
Disclosure, which was also not found to be reliable, so it is not reported further.

8.2.1 School

CHARM-C. The CHARM-C reached an acceptable level of reliability for the
current sample (α = .745), though scores were not normally distributed. Following log
transformation, analysis of variance was used to determine if there were any
differences in scores between the Conditions and Age groups. Table 8.1 gives the mean
scores and standard deviations for each condition and age group. The interaction was
not significant, F (2, 114) = 0.039, p = .96, nor was the main effect for Condition, F (2,
114) = 0.773, p = .464. There was, however, a main effect for Age group, F (1, 114) = 6.49,
p = .01, with a small effect size, η² = .05. The Age group comparison showed that older
children (M = 30.03, SD = 5.72, 95% CI [28.29, 31.69]) rated rapport higher than younger
children (M = 33.41, SD = 7.76, p = .01, 95% CI [31.46, 35.1]) where lower scores are
indicative of better rapport. It must be cautioned, however, that the average for both
age groups is close to the minimum, more positive end and that the range of possible
scores is 20 to 80.

Global rating. Age groups and conditions were compared on their global ratings
of rapport, included as items 21 and 22 on the CHARM-C (Appendix K, p. 236) and
chi-square tests were used, treating responses as categorical. The first global rating has
to do with whether they enjoyed the experience. There were no differences between
Age groups, χ2 (2, n = 115) = 3.6, p = .165, or Conditions, χ2 (4, n = 115) = 1.95, p = .744;
indeed, 82.6% of the total sample responded Very true. The second global rating has to
do with whether they think other children would enjoy the experience. Again, there
were no Age group, χ2 (2, n = 115) = 7.79, p = .051, or Condition differences, χ2 (4, n =
115) = 6.74, p = .346, with 83.5% responding Very true.

Negativity and Positivity. Each interview was coded for positive and negative
comments relating to the interview by both parties. Inter-coder reliability did not meet
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Table 8.1
Means (and Standard Deviations) for Rapport Variables for Each Condition and Age Group in School
Variable
CHARM-C

Global
rating 1
Global
rating 2

All
(N = 120)
31.61
(6.93)

All ages
Draw
Photo
(n = 44)
(n = 34)
32.76
30.65
(7.88)
(6.13)

Verb
(n = 42)
31.19
(6.46)

All
(n = 56)
33.41
(7.76)

7-9-year-olds
Draw
Photo
(n = 22) (n = 16)
34.64
32.31
(8.58)
(6.95)

Verb
(n = 18)
32.9
(7.61)

All
(n = 64)
30.03
(5.72)

12-14-year-olds
Draw
Photo
(n = 22) (n = 18)
30.87
29.18
(6.79)
(5.03)

Verb
(n = 24)
29.91
(5.26)

(n = 115)
1.21
(0.487)
1.22
(0.543)

(n = 43)
1.21
(0.514)
1.23
(0.571)

(n = 39)
1.26
(0.549)
1.31
(0.655)

(n = 54)
1.15
(0.452)
1.17
(0.575)

(n = 21)
1.05
(0.213)
1.14
(0.468)

(n = 17)
1.29
(0.686)
1.29
(0.849)

(n = 61)
1.26
(0.513)
1.26
(0.513)

(n = 21)
1.38
(0.669)
1.33
(0.658)

(n = 22)
1.23
(0.513)
1.32
(0.477)

(n = 33)
1.15
(0.364)
1.09
(0.292)

(n = 15)
1.13
(0.352)
1.07
(0.258)

(n = 18)
1.17
(0.383)
1.11
(0.323)
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the minimum threshold, attributable to the high numbers of interviews which had no
occurrences of positive or negative comments; low frequency cells tend to reduce the κ
coefficient (Burla et al., 2008). For example, negative comments by the child were made
in just 25% of interviews with the remaining 75% scoring zero. Even if these data are
not suitable for inferential analysis, it may be valuable to give a cautious indication of
the categories which emerged in the first coder’s analysis in respect of the interview
conditions. The drawing condition elicited most comments (n = 32) and there appeared
to be an age-related trend in children’s attitudes to drawing: the younger children
made more positive comments about drawing:
Do you want me to draw another picture now? (BC01).
Well, I’m really good at drawing these things (SO04).
By contrast, the older children made more negative comments about drawing:
I’m not the best person to draw things very well (MS09).
Will you hide this so no one else sees it? (OB03).
While the overall reliability of the categories is questionable, these comments may
indicate a difference in attitudes which is worthy of consideration along with the other
results reported here but which requires further systematic investigation.

8.2.2 Summary for Hypothesis 3 – Rapport for School. High levels of
rapport were reported across all conditions and both age groups, though analysis
indicated slightly higher scores for the older children. Given the minimal variation in
scores, there is little that can be inferred from these analyses.

8.2.3 Applied (Hypothesis 3 – Rapport)

CHARM-C. The CHARM-C measured participants’ assessment of rapport in the
interview. It was found to be reliable for the current sample (α = .74), and descriptive
statistics are presented in Table 8.2. Data were not normally distributed so were
transformed using the natural logarithm. There were no significant differences
between the Conditions, F (2, 46) 1.44, p = .248, and the means for all three groups were
close to the minimum.

146

Chapter Eight – Relationship Hypotheses
________________________________________________________________
Table 8.2
Means (and Standard Deviations) for all Communication Variables for Each Condition in
Applied
Variable
CHARM-C

All conditions
(n = 49)
29.82 (7.52)

Draw
(n = 14)
32.84 (9.61)

Photo
(n = 18)
28.32 (5.73)

Verb
(n = 17)
28.92 (6.95)

Global rating 1 – Child
Global rating 2 – Child

(n = 47)
1.13 (0.536)
1.15 (0.551)

(n = 14)
1.36 (0.929)
1.43 (0.938)

(n = 17)
1 (0)
1 (0)

(n = 16)
1.06 (0.25)
1.06 (0.25)

CHARM-A

(n = 46)
29.39 (5.38)

(n = 13)
29.27 (5.37)

(n = 16)
27.78 (5.47)

(n = 17)
30.98 (5.16)

(n = 41)
(n = 9)
(n = 16)
(n = 16)
Global rating – Adult
7.44 (1.05)
7.44 (1.01)
7.44 (0.892)
7.44 (1.26)
Note: CHARM-C = Child-Adult Rapport Measure – Child Version (Gurland & Grolnick, 2003);
CHARM-A = Child-Adult Rapport Measure – Adult version (Gurland & Grolnick, 2003).

CHARM-A. Similarly, no Condition effects were observed on the CHARM-A, F (2,
43) = 1.49, p = .237. There was a small but significant positive correlation between
CHARM-A and CHARM-C scores, r = .322, p < .05, n = 43.

Global ratings. Age groups and Conditions were compared on their global
ratings of rapport and chi-square tests were used, again treating responses as
categorical. The first global rating has to do with whether they enjoyed the experience.
There were no differences between the conditions, χ2 (6, n = 47) = 3.819, p = .338; 93.6%
of the total sample responded Very true and the percentages per condition ranged from
85.7% to 100%. The second global rating has to do with whether they think other
children would enjoy the experience. Again, there was no significant difference
between the conditions, χ2 (6, n = 47) = 6.26, p = .395; 78.6% to 100% responded Very
true.
There was also a global rating for the adult interviews, this time on a ten-point
scale. As depicted in Table 8.2, the means were identical for all three conditions, F (2,
38) = 0; p = 1.

8.2.4 Summary of Hypothesis 3 – Rapport for Applied. As in the School
setting, no clear differences between the Conditions were observed and, in general,
high levels of rapport were reported by both children and adults. Correlation of the
child and adult assessment in the Applied setting showed a small but significant
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positive trend; the CHARM-A was not included in the School setting so correlation
was not possible. Owing to the low inter-coder reliability scores, Negative and Positive
comments and Disclosures were not analysed for the Applied data.

8.3 Hypothesis 4 – Interviewer Style
That there is a difference in interviewer style among the interview conditions for each age
group such that a more supporting style is used with older children and a more controlling style
with younger, and that a more supporting style is used during drawing and photograph
interviews and a more controlling style in verbal interviews.
A distinction is drawn in the literature between styles of questioning by adult
interviewers that support the child or control the interaction. Furthermore, distinct
question forms are associated with each interviewer style, and interviews were coded
simultaneously for question forms and interviewer style. In the first instance, data on
each of the reliable question forms were examined to determine their suitability for
parametric analysis. Data on none of the variables were normally distributed, even
following log transformation. The options were to proceed with non-parametric
analysis or to combine the question forms into the conceptual categories of Control and
Support. The conceptual distinction between Control and Support was explored in this
dataset using factor analysis but, for a number of reasons, no clear result on latent
variables was achieved. The hypothesis was then tested using the categories Control
and Support.

8.3.1 School

Confirmatory factor analysis. As detailed in Chapter Six, ten categories of
interviewer utterances were used. Four categories were excluded following inter-coder
reliability: Anchor, Negativity, Non-substantive, and Positivity. The remaining six
categories were Cued invitation, Directive, Facilitator, Invitation, Option-posing, and
Suggestive. These categories corresponded to the concepts of Control (Directed,
Option-posing, and Suggestion) and Support (Cued invitation, Facilitator, and
Invitation) and this structure was tested using Confirmatory Factor Analysis (CFA).
Factor analysis tests for the presence of higher order variables in a dataset and CFA is
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recommended for use when there is a strong underlying theory for the proposed
model (Hurley et al., 1997).
Confirmatory factor analysis was conducted using Mplus 6 (Muthén & Muthén,
2011). One CFA model of Control and Support was specified and the assumptions of
uni-variate and multi-variate normality were assessed. While the data for the six
variables were not normally distributed, this is not an assumption of factor analysis
and the solution may be degraded but still useful (Tabachnick & Fidell, 2001). There
were no outliers and no missing data. The model was estimated using maximum
likelihood and the Comparative Fit Index (CFI) was used to determine goodness-of-fit.
CFI values greater than .95 are considered to reflect acceptable model fit (O’Connor,
Lasgaard, Shevlin, & Guldin, 2010). The Root Mean Square Error of Approximation
(RMSEA), where a value less than .05 indicates close fit and values up to .08 indicates
reasonable errors of approximation, and the Standard Root Mean-square Residual
(SRMR), where values less than .08 are considered to be indicative of acceptable model
fit, are reported (see Hurley et al., 1997; O’Connor et al,. 2010). In the analysis, the chisquare statistics were significant, χ2 (15, n = 120) = 76.75, χ2/df = 5.12, and this is a
general indicator of poor model fit. The fit indices were all below the minimum values
for good model fit, CFI = .499, RMSEA = .161 (95% CI [.111, .213], and SRMR = .109. The
Control-Support model of interviewer style did not fit the data in the present study.
The standardised factor loadings are presented in Table 8.3, and all of the loadings are
below the minimum of 0.512 recommended for a sample of 100 (Field, 2009).

Principal Components Analysis. Despite the inconclusive confirmatory factor
analysis, the possibility remained that the variables could be grouped in ways other
than those identified theoretically. In order to examine this possibility, Principal

Table 8.3
Standardised Factor Loadings for Control and Support
Question forms
Directive
Option-posing
Suggestive
Cued invitation
Facilitator
Invitation

Control
.28
-.11
.19

Support

.12
.07
-.01
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Components Analysis (PCA) was conducted (Jolliffe, 2002). In PCA, an infinite number
of solutions are possible, which differs from CFA where a preferred solution is
specified in advance. There are several reasons to be cautious in conducting a PCA
with this dataset. Firstly, the sample size is considerably smaller the recommended 300
for a good sample (see Field, 2009). Consistent with this concern, the Kaiser-MeyerOlkin (KMO) measure of sampling adequacy is below the minimum recommended by
Kaiser (1974) of 0.5; for Option-posing KMO = 0.413. The other variables have KMO
values in the ‘mediocre’ range (Field, 2009), between KMO = 0.532 and KMO = 0.642.
On the other hand, Bartlett’s test of sphericity showed that correlations among the
variables were sufficiently large for principal components analysis, χ2 (15, n = 120) =
74.29, p < .001, and the determinant of the matrix, which was 0.571, suggested that
neither singularity nor multicollinearity was a problem. Overall, there were a number
of potential confounding issues in PCA with this dataset, but also some support from
the diagnostic tests so cautious analysis was conducted to test the underpinning
theory.
A PCA was conducted on five interviewer utterance variables with orthogonal
rotation (varimax). An initial analysis was run to obtain eigenvalues for each
component in the data. Two components had eigenvalues over Kaiser’s criterion of 1
and in combination explained 63% of the variance. The scree plot indicated that a third
component may have been added to the model but two were retained for the final
analysis on the basis of the small number of variables. An alternative analysis was run
which showed that if Option-posing had been retained it would have formed a third
component, but this was both conceptually inconsistent and an unhelpful reduction
from six to three variables. Table 8.4 shows the component loadings after varimax

Table 8.4
Summary of Principal Components Analysis Results for Question Forms (N = 120)
Question forms
Facilitator
Suggestive
Directive
Invitation
Cued invitation

Rotated Factor Loadings
1
2
.754
.256
.749
.073
.659
-.439
-.082
.799
.276
.776

Eigenvalues
% variance

1.7
34.08

1.45
28.93
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rotation. The items that cluster on component 1 are Facilitator, Suggestive, and
Directive and those on component 2 are Cued invitation and Invitation.
The two-component solution to the analysis was not conceptually meaningful.
Owing to the questionable statistical and theoretical basis for the PCA, further tests of
robustness were conducted. Hampel’s (1974) concept of the influence curve of a
datapoint was the degree to which one observation affects the pattern in a dataset. The
influence of a single datapoint is approximately inversely proportional to the sample
size (Hampel, 1974), that is, the smaller the sample the greater the risk of influence, and
the sample size in the present study is considered small for these purposes. Most often,
the influence of outliers is of concern (Kosfeld, 2002), but Hampel, Ronchetti,
Rousseuw, and Stahel (1986) worked on tests of robustness more generally. In
principle, robust tests should react little to small changes in scores (Hampel, 1974). The
influence function, a test of influence, cannot be calculated in SPSS. An alternative is
the substitution of randomly selected datapoints before re-running the analysis
(Hampel et al., 1986). The principle of this test is similar to that of the Monte Carlo
method, though with fewer repetitions. In five iterations, data for 5% of cases were
substituted as used by Cowell and Victoria-Feser (1993). As illustrated in Table 8.5, the
component structure varied considerably with a 5% substitution. Different question
forms loaded to different components, and with different valences. Taken together, the
theoretical issues, the small sample, and the questionable robustness of the PCA
recommend that PCA is not the best method of data reduction for the present study.
The factor analysis, then, could not contribute to the question of whether latent
categories existed. The non-normal distribution of the six question forms, even
following log transformation, suggested it would not be productive to test each
separately. Instead, the theoretical distinction between Support and Control was used
for the hypothesis-testing. Cued invitation, Facilitator, and Invitation were analysed
together as Support and Directive, Option-posing, and Suggestive as Control. The
descriptive statistics for the School setting are presented in Table 8.6.

Support. Following log transformation, a 3 X 2 analysis of variance in occurrence
of Support was conducted. There was a main effect for Condition, F (2, 114) = 11.06, p <
.001, with a large effect η² = .14, and a main effect for Age group, F (1, 114) = 10.39, p =

151

Table 8.5
Summary of Principal Components Analysis Substitution Tests for Question Forms (N = 120)
Question forms
Facilitator
Suggestive
Directive
Invitation
Cued invitation

Test 1
Rotated factor loadings
1
2
.808
.678
.467
-.672
.786
.542
.514

Eigenvalue
1.635
1.333
% variance
32.69
26.69
Note: Only factor loadings > .4 are shown.

Test 2
Rotated factor loadings
1
2
.728
.705
.801
-.789
.622
1.624
32.48

1.353
27.06

Test 3
Rotated factor loadings
1
2
.726
.686
.774
-.821
.62
1.553
31.06

1.303
26.06

Test 4
Rotated factor loadings
1
2
.794
.665
-.722
.829
.667
1.715
34.295

Test 5
Rotated factor loadings
1
2
.755
.705
-.752
.808
.635
.403

1.364
27.275

1.652
33.031

1.385
27.695

Variable
Support
Total
Free
Directed
Control
Total
Free
Directed

All
(N = 120)

All ages
Draw
Photo
(n = 44)
(n = 34)

Verb
(n = 42)

All
(n = 56)

7-9-year-olds
Draw
Photo
(n = 22) (n = 16)

Verb
(n = 18)

All
(n = 64)

12-14-year-olds
Draw
Photo
(n = 22) (n = 18)

Verb
(n = 24)

16.4
(10.34)
4.16
(2.81)
12.26
(9.57)

18.25
(9.15)
5.70
(2.87)
12.55
(8.79)

18.79
(12.45)
4.17
(2.68)
14.62
(11.87)

12.52
(8.61)
2.52
(1.78)
1.015
(7.88)

14.52
(9.91)
3.73
(2.94)
10.79
(8.82)

18.36
(8.83)
5.45
(3.12)
12.91
(8.43)

16.63
(12.12)
3.63
(2.6)
13
(11.24)

7.94
(4.77)
1.72
(1.32)
6.22
(4.47)

18.05
(10.51)
4.53
(2.66)
13.55
(10.09)

18.14
(9.66)
5.95
(2.65)
12.18
(9.31)

20.72
(12.75)
4.67
(2.72)
16.06
(12.55)

15.96
(9.31)
3.13
(1.87)
12.92
(8.71)

10.06
(5.16)
1.24
(1.03)
8.77
(4.84)

10.45
(5.96)
1.36
(1.06)
9.04
(5.52)

11.47
(5.3)
1.44
(1.24)
9.94
(5.09)

8.5
(3.59)
0.952
(0.764)
7.54
(3.52)

9.39
(5.32)
1.27
(1.02)
8.13
(5.02)

10.64
(6.72)
1.5
(1.01)
9.23
(6.32)

9.81
(4.55)
1.31
(1.25)
8.38
(4.49)

7.5
(3.38)
0.944
(0.725)
6.56
(3.17)

10.64
(4.98)
1.21
(1.06)
9.34
(4.65)

10.27
(5.25)
1.22
(1.11)
8.86
(4.73)

12.94
(5.61)
1.56
(1.25)
11.33
(5.31)

9.25
(3.64)
0.958
(1.06)
8.29
(3.65)
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Table 8.6
Means (and Standard Deviations) for Interview Style Variables for Each Condition and Age Group in School
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.002, with a medium effect, η² = .07. There was also a significant interaction between
Condition and Age group, F (2, 114) = 5.17, p = .007, η² = .07 (see Figure 8.1). This
suggested that the effect of the conditions varied between the age groups. For the
younger children, significant Condition differences were observed, F (2, 114) = 14.09, p
< .001, with a large effect, η² = .2. Verb interviews (M = 7.94, SD = 4.77, 95% CI [3.37,
12.52]) had less Support than Draw (M = 18.36, SD = 8.83, p < .001, 95% CI [14.22, 22.5])
or Photo (M = 16.63, SD = 12.12, p = .001, 95% CI [11.77, 21.48]); there were no
significant differences between the Conditions for the older children, F (2, 114) = .942, p
= .393. Comparison of the Age groups for each Condition showed no differences for the
Draw, F (1, 114) = 0.019, p = .89, and Photo interviews, F = 1.97, p = .163, but a significant
Age group effect in the Verb interviews, F (1, 114) = 18.57, p < .001, with a large effect
size, η² = .14, where more Support questions were used with older children (M = 15.96,
SD = 9.31, 95% CI [12, 19.92]) than younger (M = 7.94, SD = 4.77, 95% CI [3.37, 12.52].
In the Free recall phase, there was a significant difference on a Mann-Whitney U
test with more support for the older children (Md = 4, n = 64) than the younger (Md = 3,
n = 56), U = 1396, z = -2.1, p = .036. Using a Kruskal-Wallis test, a significant Condition
difference was observed, H (2) = 32.49, p < .001. Post-hoc Mann-Whitney U tests were

Figure 8.1
Total Support by Condition in School
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used for Condition comparisons, with Bonferroni adjustment giving α = .02. Several
significant differences were observed with Draw (Md = 5, n = 44) having more Support
than Photo (Md = 3, n = 34), U = 482, z = -2.71, p = .007, with a medium effect, r = .25, and
Draw more than Verb (Md = 2, n = 42), U = 283.5, z = -5.579, p < .001, with a large effect,
r = .51, while Photo also had more than Verb, U = 439, z = -2.91, p = .004, with a medium
effect, r = .27.
In the Directed recall phase, there were main effects for Age group, F (1, 114) = 5.4,
p = .022, with a small effect size, η² = .04, and for Condition, F (2, 114) = 3.15, p = .047,
again with a small effect, η² = .05. There was also a significant interaction between Age
group and Condition, F (2, 114) = 3.54, p = .032, also with a small effect size, η² = .05 (see
Figure 8.2). Variations in the Condition effects between the Age groups were examined
further. For the younger children, there was a significant Condition difference, F (2,
113) = 5.49, p = .005, with a medium effect, η² = .09. Verbal interviews (M = 6.22, SD =
4.47, 95% CI [1.89, 10.59]) had less support than both Draw (M = 12.91, SD = 8.43, p =
.007, 95% CI [9, 16.89]) and Photo interviews (M = 13, SD = 11.24, p = .03, 95% CI [8.37,
17.63]). For older children, there were no significant Condition differences, F (2, 113) =
0.568, p = .568. On the comparisons of Age groups for each Condition, no significant

Figure 8.2
Directed Recall Support by Condition in School
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differences were observed for Draw, F (1, 113) = 0.103, p = .749, or for Photo, F (1, 113) =
0.922, p = .339. For Verb, there was a significant Age group effect, F (1, 113) = 11.17, p =
.001, with a medium effect size, η² = .09; there was more Support for older children (M
= 12.92, SD = 8.71, 95% CI [9.14, 16.7]) than younger (M = 6.22, SD = 4.47, p = .001, 95%
CI [1.86, 10.59]).

Control. The number of adult turns counted as Control was compared across Age
groups and Conditions using a 3 X 2 analysis of variance. No significant interaction
between the independent variables was observed, F (2, 114) = 1.21, p = .303. Looking to
the main effects, there was no significant Age group difference, F (1, 114) = 2.65, p =
.107, but there was a Condition difference, F (2, 114) = 3.62, p = .03, with a medium
effect size η² = .06, and Photo interviews (M = 11.47, SD = 5.3, 95% CI [9.67, 13.09]) had
more Control questions than Verb (M = 8.5, SD = 3.6, p = .041, 95% CI [6.83, 9.93]).
In the Free recall phase, data were not normally distributed so a Mann-Whitney U
test was used for the Age group comparison and found no significant difference
between younger (Md = 1, n = 56) and older children (Md = 1, n = 64) , U = 1719, z = 4.41,
p = .682. A Kruskal-Wallis test was used for the Condition comparison and again found
no significant difference, H (2) = 3.88, p = .144.
In the Directed recall phase, the same pattern as for the Total interview was
observed following log transformation. There was no significant interaction between
Age group and Condition, F (2, 109) = 0.758, p = .471, and no main effect of Age group,
F (1, 109) = 3.51, p = .064, but there was for Condition, F (2, 109) = 3.52, p = .033, with a
medium effect, η² = .06. Scheffé post-hoc tests again showed that Photo interviews (M =
9.94, SD = 5.09, 95% CI [8.24, 11.47]) had more Control than Verb (M = 7.55, SD = 3.52, p
= .036, 95% CI [5.96, 8.89]).

8.3.2 Summary of Hypothesis 4 – Interviewer style for School. Question
forms were associated with two interviewer styles based on the theoretical distinction
between Support and Control; factor analysis of question forms was not conceptually
meaningful so the theoretical distinction was retained. In Support, there was a
significant interaction between the independent variables. Post-hoc analyses suggested
that there was more Support for older children overall, with no Condition differences,
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while among the younger children Verb interviews had less support than the other two
Conditions. As with Duration, younger children had less support than older. For
Control, Photo interviews had more occurrences than Verb, and neither differed from
Draw. One possible interpretation of these results is that there are higher Support
scores in interviews that last longer because, as with other variables, there is more time
for occurrences of all variables. However, the lack of differences in Control suggests a
more complex relationship between Duration and Support, which is further explored
later in this chapter. Likewise, the strong correlations between Support and others of
the dependent variables are examined more closely. There is evidence, then, to support
the hypothesis that the interviewer style is related to the interview conditions and age.

8.3.3 Applied (Hypothesis 4 – Interviewer style)

Principal Components Analysis. Factor analysis of interviewer questions in the
School setting was inconclusive and further analysis was based on the conceptual
distinction between Support and Control. Factor analysis was repeated on the Applied
data, again with reservations over the suitability of the data. As with the School data,
the sample size is below what is recommended, though the measure of sampling
adequacy were above the minimum thresholds: the Kaiser-Meyer-Olkin scores ranged
from 0.6 to 0.71, in the “mediocre” range, Bartlett’s test of sphericity suggested
sufficiently large correlations, χ2 (15, n = 61) = 82.83, p < .001, and the determinant of the
correlation matrix was .235, suggesting neither singularity nor multicollinearity (Field,
2009). Again, the data were not normally distributed but the analysis was conducted
nonetheless.
A PCA was conducted on six interviewer utterance variables with orthogonal
rotation (varimax). An initial analysis was run to obtain eigenvalues for each
component in the data. Two components had eigenvalues over Kaiser’s criterion of 1
and in combination explained 66% of the variance. The scree plot indicated that a third
component may have been added to the model, but two were retained for the final
analysis on the basis of the small number of variables. Table 8.7 shows the factor
loadings after rotation. The items that cluster on component 1 are Facilitator,
Suggestive, and Option-posing, and on component 2 are Cued invitation, Invitation,
and Directive with a negative valence.
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Table 8.7
Summary of Exploratory Factor Analysis Results for Question Forms for Applied (N = 61)
Question forms
Suggestive
Facilitator
Option-posing
Invitation
Directive
Cued invitation

Rotated Factor Loadings
1
2
.835
.821
.648
.786
-.765
.746

Eigenvalues
2.03
% variance
33.77
Note: Only factor loadings > .4 are shown.

Communalities
h2
.763
.678
.505
.622
.72
.648

1.91
31.82

The two-component solution had a different structure from the initial solution in
the School analysis and was again not conceptually meaningful. Rather than repeat the
substitution analysis, and given the other points of caution already discussed, the
theoretical distinction between Support and Control was retained for the Applied
analysis and descriptive statistics are presented in Table 8.8.

Support. One-way analysis of variance was conducted on log-transformed data
on the number of occurrences of Support in the Total interview. There was no
significant difference between the groups, F (2, 58) = 2.21, p = .119. Kruskal-Wallis
analysis on Support in the Free recall phase showed no significant difference, H (2) =
5.7, p = .058. In the Directed recall phase, no significant difference was shown in the
one-way analysis of variance, F (2, 58) = 1.41, p = .254.

Table 8.8
Means (and Standard Deviations) for Support and Control for Each Condition in Applied
Variable
Support
Total
Free
Directed

All conditions
(N = 61)

Draw
(n = 19)

Photo
(n = 22)

Verb
(n = 20)

27.97 (19.39)
4.02 (3.73)
23.85 (18.89)

33.05 (16.15)
5.26 (4.16)
27.79 (17.25)

24.59 (19.93)
4.41 (4.09)
20.18 (18.36)

26.55 (21.44)
2.4 (2.13)
24.15 (21.01)

Control
Total
Free
Directed

26.1 (17.44)
2.59 (3.37)
23.51 (16.42)

31.42 (22.94)
2.68 (2.56)
28.74 (21.63)

23.32 (12.71)
3.05 (3.3)
20.27 (12.24)

24.1 (15.55)
2 (4.13)
22.1 (14.16)
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Control. Data on Control in the Total interview were normally distributed, so oneway analysis of variance was conducted on the untransformed data, though no
significant difference was observed, F (2, 58) = 1.31, p = .278. As with Support, a
Kruskal-Wallis test was applied to Free Control data and showed no significant
difference, H (2) = 3.93, p = .14. Finally, analysis of variance in transformed scores on
Control in the Directed phase showed no significant difference, F (2, 58) = .459, p = .634.

8.3.4 Summary of Hypothesis 4 – Interviewer style for Applied. No
differences in interviewer style were observed between the Conditions in the Applied
phase. The pattern of Age group differences in the School data suggests that age may
have been a factor in these results and may have confounded Condition effects in the
Applied data. There are other potential factors affecting these results that are explored
in more detail later in this chapter, namely the large number of individual interviewers
involved in the Applied phase and the potential effect of individual differences in
interviewer style. Results of the test of Hypothesis 4 for both settings are in Table 8.9.

8.4 The Effects of Interviewer Style
The first follow-up analysis on interviewer style is to illustrate the effect of
Support and Control under different interview conditions. In the quantitative analysis,
levels of Support differed among the conditions for younger children, but no
differences were observed for older children. For younger children, Verb interviews
had the least Support, followed by Photo, and Draw interviews had the most. Looking
at the Condition comparisons, there was more Support in Verb interviews for older

Table 8.9
Summary for Hypothesis 4 – Interviewer Style for School and Applied
Variable
Control
Support

Total
M: P > V **
Y: D > V ***
Y: P > V ***
V: O > Y ***

School
Free

Directed
M: P > V **
Y: D > V **
Y: P > V **
V: O > Y **

Total

Applied
Free

Directed

M: D > P
M: D > V
M: P > V
M: O > Y
Note: D = Draw, M = Main effect, O = Older children, P = Photo, V = Verb, Y = Younger children.
Where interactions are observed, results are given separately for each level of each
independent variable.
* small effect, ** medium effect, *** large effect
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children than younger. Independent of Age group, Control scores were higher in Photo
interviews than Verb, but no other significant differences were observed. Extract 8.1
illustrates how Support made for longer and more productive interviews. Momentum
is maintained by frequent interjections (Lines 11, 13, 15, 19) which generate a pattern of
supported monologue that was common in the Free recall phase. In Photo interviews
where Control was most common, the photograph gave the adult interview more
stimuli for direct questions, as illustrated in Extract 8.2 (Lines 18, 20, 22, 24, 26). The
Child responses to questions in Extract 8.2 illustrate the contrast between Support and
Control turns. Following a Cued invitation (Line 14) and Facilitator (Line 16), the child
offered long and detailed answers (Lines 15, 17). Following Control questions towards

Extract 8.1
Support in Action – RD06, 10.17 years, Girl , Verb
Line Time
C/I
9 2:39.2 - I I don’t know much about Irish dancing. Could you tell me
2.48.2
something about it?
10 2:48.3 - C Well, we, every Wednesday we learn our figures.
2:54.6
11 2:54.6 2:55.7
12 2:55.8 3:01.2
13 3:01.3 3:02.4
14 3:02.5 3:16.4
15 3:16.5
3:17.5
16 3:17.5
3:18.5
17 3:18.6
3:19.8
18 3:19.9
3:26.7

I Okay

Coding
Cued
invitation
1 proposition
1 action
1 description
Facilitator

C And they’re like, you could do a four-hand, a six-hand, and an 1 proposition
eight-hand.
1 action
3 description
I Great
Facilitator
3 proposition
1 action
6 description

-

C And then on a Saturday we just practice Irish dancing and
you have, your dances is your reel, your slip-jig, your sink-jig
and your light jig and there’s overcons [SIC], mangeroles
[SIC] and…
I Wow!

-

C … Horn-pipes.

-

I That’s a lot of stuff.

1 proposition
1 description
Facilitator

-

C Yeah, and your do Feises during the months and you learn
new Dances.

19 3:26.7 - I Okay.
3:27.7
20 3:27.7 - C And you win a medal, if you qualify, you don’t have to take
3:34.9
part in another all-Ireland.
21 3:35.0 - I Oh, right. Okay.
3:36.7
22 3:36.8 - C So that’s really it.
3:38.6
Note: C = Child; I = Interviewer.
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2 proposition
2 action
1 description
Facilitator
3 proposition
3 action
Facilitator
1 proposition
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Extract 8.2
Photo Control – CC07, Boy, 8.42 years, Photo
Line Time
C/I
10 2:27.5 - C Well, I have three sports: swimming, Gaelic football, and
2:38.7
hurling.
11 2:38.8
2:41.4
12 2:41.4
2:44.4
13 2:44.5
2:53.8
2:53.9
2:57.2
14 2:57.3
3:05.9

-

I And which is your favourite?

-

C Hurling.

-

I Well, you brought in this photograph and this is of which?

-

C Football.

-

I Okay. Well, we’ll talk about this first, we’ll talk about the
picture, we’ll talk about football first and then we’ll talk
about hurling, okay? So can you show me the picture and
tell me all about what was going on there?
C Well, it was this competition and we got all the way to the
final.

15 3:05.8 3:14.7
16 3:14.2 3:16.2
17 3:16.3 3:43.5
18 3:43.5 3:49.7
19 3:49.6 4:01.9
20 4:02.0 4:03.6
21 4:03.4 4:04.4
22 4:03.6 4:11.6
23 4:11.5 4:30.2
24 4:30.3
4:34.1
25 4:34.2
4:35.2
26 4:34.5
4:40.0
27 4:39.9
4:41.0
28 4:41.0
4:45.5
29 4:45.5
4:46.7

I Very good.
C And my team was Wexford and we bet every team and then
we went to the final and then, and they, the other team
were one man down so they got the best player in the whole
thing to join so we lost.
I Oh, that’s a shame after getting all the way to the final. And
who else was on your team?
C Well, I don’t know everyone. That was [POINTING] NAMED
FRIEND1, NF2, NF3, NF4. I don’t know her, him, or him.
I And that’s you in the front there as well?

Coding
2 proposition
4 action
1 description
Directive
1 proposition
1 description
Directive
1 proposition
1 description
Cued invitation

2 proposition
1 action
2 description
Facilitator
6 proposition
4 action
5 description
1 person
Directive
3 proposition
2 action
2 description
7 person
Anchor

C Yeah.
I Okay. And were some of them your friends already or did
you only, were you only put on the teams when you got
there for the competition?
C Well, both of them are in my school, I think, and she play,
she, him and her still, and him, still play football with me.

Option-posing
3 proposition
1 action
3 person
1 place
Suggestive

-

I Yeah. Alright. So you play for a club as well do you?

-

C Yeah.

-

I And when was this competition on?

Directive

-

C Last year.

-

I And will there be another one on again this year, do you
know?
C We already did it.

1 proposition
1 description
Directive

-

Note: C = Child; I = Interviewer.
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the end of the extract, answers were shorter, even monosyllabic (Lines 21, 25, 27, 29).
The findings on interviewer style, including these extracts and significant correlations
with Duration and the Communication variables, suggested that interviewer style
might be an important feature of child-adult interviews.

8.4.1 Interviewer style in the Applied setting. The pattern of interviewer
style differences was not apparent in the Applied setting and the potential influence of
differences in individual interviewer style was examined. It was possible that this
influence was present in other analyses but only Support was explored further.
Fourteen services participated in the Applied phase and contributed between 1 (n = 1,
1.6%) and 8 (n = 1, 13.1%) interviews. There were 31 interviewers who interviewed
between 1 (n = 12) and 5 (n = 1, 8.2%) participants. In order to account for the possible
effect of the number of turns on Support, a rate of Support per turn was calculated for
each interviewer. The possibility of service or practitioner effects was explored using
Kruskal-Wallis tests of difference. Descriptive statistics for the median rank from most
to least Support per turn for services and for the individual practitioners working there
are in Table 8.10. For example, the interviewer in Service S had just one interview and
it had the fourth highest number of Support prompts per turn. Some services are
notable for their consistency across individual practitioners, such as N and C, while
others suggest a broader range of styles, like R and A.

Table 8.10
Median Ranks for Services on Support in Applied
Service
S
N
C
W
R
D
F
A
T
E
B
L
V
K

# interviewers

# participants

1
3
2
1
4
2
2
3
3
2
2
4
1
1

1
4
4
2
6
2
5
5
8
6
6
7
3
2
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Service
Median rank
4
5.5
14
16.5
19
26
25
23.7
32.19
32.33
43.67
44
41.33
52.5

Practitioner
Median rank
4
5, 5.5, 6
13, 13.33
16.5
1, 3.5, 28.5, 49
16, 36
18, 40.5
10, 30.5, 37.75
21.83, 32.5, 42.33
13, 42
42, 44
31, 42.33, 46, 58
46.33
52.5
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Among the services, there was a significant difference in the levels of Support per
turn in the Total interview, H (13) = 30.61, p = .004. Post-hoc Mann-Whitney U tests
were not conducted on the basis that it was less important to identify which services
had higher or lower Support scores than it was to identify that the services were
different from each other. In the comparison of individual interviewers, there was also
a significant difference, H (30) = 47.69, p = .021. The practitioner median ranks showed
considerable variation within services, indicating an individual-level rather than a
service-level difference in approach, though further exploration of this issue is
necessary.
In their feedback, practitioners described their attitudes towards interview style
and the principles on which they work. Four in particular emphasised their experience
of working with children and indicated a strong preference for a supportive interview
style: for example, “children can move away from topics that you want to talk about very
quickly and in my work it is important to follow their lead” (LC). It is worth noting that this
practitioner had the highest median rank among those in her service though the service
was the fourth lowest rank. Two others expressed the view that professionals “would
still use their own preferred style in working with people” (KA), “regardless of the approach
[condition] they use” (EA).
Interviewer style, particularly Support, varied across Age group and Condition in
the School setting. This may have been the case in the Applied setting too, but wide
individual variations in the style used by interviewers appear to have diluted the
effect. Practitioners highly valued their own style, based on years of experience, which
they articulated in their feedback.

8.4.2 Methodological explanation. Three methodological factors in the present
study were identified by practitioners in their feedback as sources of confounding: the
interview protocol, the video recording, and the experience of being involved in the
project. For each of these there was considerable variation, and these differences may
have affected the other results. These results are based on the feedback received from
13 of the 31 practitioners (41.9%; Appendix W, p. 258).
As indicated above, the practitioners’ experiences of working within a protocol,
albeit a flexible one, was mixed and some found it helpful, others inhibiting. There is
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some evidence from the practitioner feedback that working in a structured way,
regardless of the medium of the interview, was useful. Six practitioners commented
positively that the protocol “gave clarity to the process” (CA), “helped keep me focused”
(LC), and “helped to keep a structure and boundaries” (LD). Others thought that the
structure “might be a little stilted” (EA). These differing perspectives may have
influenced the approach the practitioners took to the interviews, and thereby the
results.
Seven practitioners commented on the effect of being recorded on both parties in
the interview. Four made positive comments, for example,“they enjoyed looking through
the camera lens before the interview began” (RB). Three others made negative comments
about the presence of the camera including,“the camera made me feel quite nervous and at
times felt quite awkward” (LD) and “aware that I wanted to come across naturally and
possibly didn’t at times!” (WA). In the school phase, all the interviews were conducted
by the same person so the level of variation on the part of the interviewer was much
less. Two of those who made negative comments went on to propose that a practice
run would make it easier to do; in the school phase, the pilot interviews had just this
effect.
Finally, practitioners commented on children’s experiences of the interview, apart
from the individual differences already discussed. Four of the interviewers commented
on children being “indecisive” (AA), “afraid of making mistakes” (LD), “self-conscious and
anxious” (NC), and “relieved when it was over” (RD); several children were also reported
to have opted out because of the video recording. On the other hand, two practitioners
told of children who were happy to participate if it could help others, for example: “In
one case it made the participant feel important as it made him feel like he was helping someone
else” (RC). For other children, their positive experience may have been related to their
self-esteem: according to one practitioner, a participant “was delighted to talk about her
hobbies and seemed very happy that someone was listening to her for so long and was interested
in what she was saying” (LC). The interview in question (LC04) covered swimming,
hiking, playing football and lasted over 10 minutes, compared to the mean length for
Photo interviews in the Applied phase of 6.8 minutes (SD = 4.55). While the results on
rapport reported above were inconclusive, these comments show the wide range of
children’s experiences of taking part in the research.
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Overall, there was considerable variation in these three aspects of the
methodology: attitudes to the interview protocol, the experience of video recording,
and perspectives on participating in research. On each of these, views ranged from the
comfortable and enthusiastic to the wary and worried, and there was considerably
more variation in the Applied phase than the School phase, simply due to the large
number of interviewers in the large number of services. It is difficult to estimate the
effect of these differences on the overall results.

8.5 Predicting Interview Duration
The results presented in Chapters Seven and Eight illustrate a complex interplay
between the interview Condition, child’s Age group, the relative Proportions of
discourse, and Interviewer style. In order to understand more about the mutual
influence of these variables, regression analysis was conducted to determine the extent
to which each could predict the Duration of interviews. As a first step, the correlations
among the main variables in the present study are presented in Tables 8.11 to 8.16,
separately for the Total interview, Free recall phase, and Directed recall phase and for
the School and Applied settings. Significant correlations (p < .01 and p < .05) are noted.
Of particular interest are the strong positive correlations between Duration and all
measures other than Rapport (CHARM-C and Global Rating). It is logical that longer
interviews give opportunities for more questions and more answers. This implies that
any variable that predicts Duration may have an indirect impact on all the others.
Patterns of correlation are similar in the two settings, but regression analysis is
presented only for the School setting owing to the larger sample size.

8.5.1 Predictors of duration. The results of the hypothesis tests showed that the
Condition affects both the Duration and the level of Communication in the interview.
However, the very strong positive correlation between Duration and Propositions
suggested that communication in terms of how much the interviewee says
(Propositions, r = .93, p < .001) and how many time times they speak (Turns; r = .69, p <
.001) may be artefacts of the length of the interview. Using the data collected for the
present study, it was possible to analyse the degree to which Condition and Age
group, along with two variables that were not implicitly related to Duration, namely
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Table 8.11
Correlations Among Variables for the Total Interview in School (N = 120)
Variable
1
2
3
4
5
6
7
8
1. Duration
––
.93**
.69**
.73**
-.11
-.05
.26**
.66**
2. Propositions
––
.6**
.76**
-.12
-.07
.22*
.62**
3. Turns
––
.18*
-.17
-.11
.59**
.85**
4. PD
––
-.001
-.06
-.13
.25**
5. CHARM-C
––
.34**
-.18
-.07
6. GR – Child
––
-.03
-.17
7. Control
––
.26**
8. Support
––
Note: PD = Proportion of Discourse; CHARM-C = Child Adult Rapport Measure – Child version
(Gurland & Grolnick, 2003); GR = Global Rating.
* p < .05. ** p < .01

Table 8.12
Correlations Among Variables for the Free recall Phase in School (N = 120)
Variable
1
2
3
4
5
6
7
8
1. Duration
––
.85**
.77**
.33*
-.03
-.12
.12
.33**
2. Propositions
––
.76**
.44**
-.13
-.15
.12
.26**
3. Turns
––
.06
-.1
-.09
.18*
.36*
4. PD
––
-.08
-.12
-.15
-.24**
5. CHARM-C
––
.34**
-.15
.02
6. GR – Child
––
-.15
-.13
7. Control
––
.1
8. Support
––
Note: PD = Proportion of Discourse; CHARM-C = Child Adult Rapport Measure – Child version
(Gurland & Grolnick, 2003); GR = Global Rating.
* p < .05. ** p < .01

Table 8.13
Correlations Among Variable for the Directed Recall Phase in School (N = 120)
Variable
1
2
3
4
5
6
7
8
1. Duration
––
.94**
.68**
.7**
-.12
-.04
.29**
.68**
2. Propositions
––
.6**
.75**
-.11
-.05
.24**
.61**
3. Turns
––
.13
-.16
-.09
.65**
.88**
4. PD
––
.07
-.03
-.14
.23*
5. CHARM-C
––
.34*
-.18
-.09
6. GR – Child
––
-.17
.0
7. Control
––
.27**
8. Support
––
Note: PD = Proportion of Discourse; CHARM-C = Child-Adult Rapport Measure – Child Version
(Gurland & Grolnick, 2003); GR = Global Rating.
* p <.05; ** p < .01.
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Table 8.14
Correlations Among Variables for the Total interview in Applied (N = 61)

Table 8.15
Correlations Among Variables for the Free Recall Phase in Applied (N = 61)
Variable
1. Duration
2. Propositions
3. Turns
4. PD
5. CHARM-C
6. CHARM-A
7. GR – Child
8. GR –Adult
9. Control
10. Support
11. Age

1
––

2
.81**
––

3
.82**
.5**
––

4
.5**
.83**
.13
––

5
-.04
.02
.001
.07
––

6
-.12
-.08
-.07
.02
.32*
––

7
-.03
.02
.02
.06
.57**
.14
––

8
.06
.1
.001
.31
.11
-.39*
-.07
––

9
.45**
.17
.67**
-.09
-.16
-.13
-.04
-.1
––

10
.71**
.53**
.71**
.25
.12
-.04
.05
.14
.04
––

11
-.18
-.17
-.21
-.09
-.22
-.06
.003
-.18
-.22
-.17
––
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Variable
1
2
3
4
5
6
7
8
9
10
11
1. Duration
––
.84**
.85**
.44**
-.27
-.25
-.2
.06
.59**
.76**
-.22
2. Propositions
––
.68**
.77**
-.22
-.26
-.15
.22
.37**
.65**
-.17
3. Turns
––
.15
-.2
-.15
-.11
-.12
.75**
.8**
-.11
4. PD
––
-.05
-.16
-.02
.46**
-.86
.29*
-.17
5. CHARM-C
––
.32*
.57**
.11
-.12
-.24
-.22
6. CHARM-A
––
.14
-.38**
-.22
-.04
-.06
7. GR – Child
––
-.07
-.06
-.1
.003
8. GR –Adult
––
-.05
-.15
-.18
9. Control
––
.24
-.1
10. Support
––
-.09
11. Age
––
Note: PD = Proportion of Discourse; CHARM-C = Child-Adult Rapport Measure – Child Version (Gurland & Grolnick, 2003); CHARM- A = Child-Adult
Rapport Measure – Adult Version (Gurland & Grolnick, 2003); GR = Global Rating.
* p <.05; ** p < .01.

Table 8.16
Correlations Among Variables for the Directed Recall Phase in Applied (N = 61)
11
-.18
-.15
-.07
-.18
.-22
-.06
.003
-.18
-.06
-.06
__
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Variable
1
2
3
4
5
6
7
8
9
10
1. Duration
––
0.85**
0.88**
0.31*
-0.27
-0.22
-0.19
0.05
0.66**
0.8**
2. Propositions
––
0.76**
0.66**
-0.22
-0.25
-0.15
0.21
0.48**
0.7**
3. Turns
––
0.12
-0.2
-0.13
-0.11
-0.11
0.78**
0.84**
4. PD
––
-0.13
-0.23
-0.07
0.48**
-0.08
0.23
5. CHARM-C
––
0.32
0.57**
0.11
-0.1
-0.26
6. CHARM-A
––
0.14
-0.39*
-0.2
-0.03
7. GR – Child
––
-0.07
-0.06
-0.11
8. GR –Adult
––
-0.03
-0.18
9. Control
––
0.36**
10. Support
––
11. Age
Note: PD = Proportion of Discourse; CHARM-C = Child-Adult Rapport Measure Child Version (Gurland & Grolnick, 2003); CHARM- A = Child-Adult
Rapport Measure Adult Version (Gurland & Grolnick, 2003); GR = Global Rating.
* p < .05; ** p < .01

Chapter Eight – Relationship Hypotheses
________________________________________________________________
Proportion of discourse and Ratio of interviewer style, could predict the interview
Duration. The Ratio of interviewer style is the ratio of Support turns to Control turns,
and had a mean of 1.89 (SD = 1.55) ranging from 0.33 to 7. That is, on average,
interviews had almost twice as many Support questions as Control.
A hierarchical multiple regression was performed to assess the influence of
Proportion of discourse and Ratio of interviewer style on interview Duration when
controlling for Condition and Age group. Preliminary analyses were conducted to
ensure no violation of the assumptions of independent errors, no multicollinearity,
linearity, homoscedasticity, and normal distribution. Casewise diagnostics likewise
indicated no problems with outliers. The correlations between the variables are in
Tables 8.11 to 8.13. Table 8.17 displays the unstandardized regression coefficients (B),
the standardised regression coefficients (β), R2, and adjusted R2. Condition and Age
group entered at Step 1 and R for regression was significantly different from zero, F (3,
116) = 4.74, p = .004, while these variables explained 10.9% of the variance in Duration.

Table 8.17
Hierarchical Regression of Condition, Interviewer Style, and Proportion of Discourse on
Duration
B
SE B
β
95% CI
Step 1
Constant
Age group
Draw
Photo
(Base: Verb)
Step 2
Constant
Age group
Draw
Photo
(Base: Verb)
PD

1.147
0.143
0.371
0.355

.1
.098
.116
.123

.128
.321**
.287**

0.952
0.225
0.424
0.345

.088
.072
.084
.09

.201**
.367**
.279**

0.626

.061

.658**

Step 3
Constant
0.97
.087
[0.798, 1.142]
Age group
0.195
.071
.175**
[0.055, 0.336]
Draw
0.374
.084
.324**
[0.207, 0.541]
Photo
0.329
.088
.266**
[0.155, 0.502]
(Base: Verb)
PD
0.577
.063
.606**
[0.453, 0.701]
RIS
0.144
.056
.172*
[0.032, 0.255]
Note: PD = Proportion of Discourse; RIS = Ratio of Interviewer Styles; R2 = .109 for Step 1; ΔR2 =
.425 for Step 2; ΔR2 = .025 for Step 3 (ps < .05).
* p < .05, ** p > .01
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The Proportion of Discourse was as entered at Step 2 and explained an additional
42.5% of the variance in Duration, R2 change = .425, F change (1, 115) = 105, p < .001.
Finally, the Ratio of interviewer styles was entered at Step 3 and accounted for a
further 2.5% of the variance in Duration, R2 change = .025, F change (1, 114) = 6.55, p =
.012. In the final model, all predictors were statistically significant (see Table 8.17).
Overall, 56% of variability in Duration was explained by the child’s Proportion of
discourse and the Interviewer style when controlling for Condition and Age group.
Duration was significantly positively correlated with the other outcome variables
(Propositions, Turns, and Proportion of Discourse; see Table 8.11 to 8.16) and more
than half of the variance in Duration was predicted by elements under the control of
the interviewer: the condition, the amount of time the child is given to speak, and the
interviewer’s question style. The pattern of inter-relationships suggested a model of
interviews could be developed to account for the influence of Condition and
Interviewer style, mediated by Duration, on the outcome variables, as considered
further in the next chapter.

8.6 Summary of Hypothesis Test Results
This section summarises the tests of all four hypotheses in the present study,
beginning with the analysis presented in this chapter. Levels of Rapport were
uniformly high, so Hypothesis Three was not supported. Differences were observed in
interviewer style, but only for the younger children: Support was higher in the Draw
and Photo interviews than Verb. Interviewer style was also found to significantly
predict Duration, which in turn was strongly positively correlated with other
outcomes.
Due to the volume of data and of analyses presented here, the significant results
are tabulated in Table 8.18. The patterns of results for the two settings have been traced
throughout Chapters Seven and Eight and the results which were significant in the
Applied setting were also significant in the School setting. Where possible,
methodological and practical reasons for non-significant results in the Applied setting
have been given, including the exploration of individual differences in interviewer
style.
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There were some age group differences in the School phase but no age
comparisons were made in the Applied phase. Likewise, some condition differences in
Schools were not apparent in the Applied data and Interviewer style appeared to be
the influential variable. Feedback from practitioners on their experience of the
interviews added to the explanation of the effect of Interviewer style. Duration was
strongly correlated with most of the other dependent variables, but Duration itself was
significantly predicted by Interviewer style and Proportion of discourse, when
controlling for Age group and Condition.
To summarise the hypothesis tests: Hypotheses 1, on Duration, was supported for
younger children in the School setting, and in the Applied setting. In Schools, Draw
and Photo interviews were longer than Verb for younger children; in the Verb
condition, younger children also had shorter interviews than older children. For older
children in Schools, there were no Condition differences. In the Applied setting, both
Draw and Photo interviews were longer than Verb. Hypothesis 2, Communication,
showed expected Age group differences in Schools, and that Draw interviews were
more productive. Hypothesis 3, Rapport, was not supported for either setting because
of high scores across all Conditions and Age groups. Hypothesis 4, Interviewer style,
was supported for Support, with the same complex interaction pattern as for Duration,
and for Control where Photo interviews had more Control than Verb.
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Table 8.18
Summary of Significant Differences for School and Applied (p < .05)
Variable
Hypothesis 1
Duration

Hypothesis 2
Propositions
Turns
Proportion
of discourse
Affect
– Unique
Description
– Unique
Description
– Total
Hypothesis 3
CHARM-C
Hypothesis 4
Control
Support

Total
Y: D > V***
Y: P > V ***
V: O > Y**
M: D > V **
M: O > Y **
M: D > V***
M: D > P ***
M: O > Y **

School
Free

Directed

M: D > V ***
M: P > V ***

Y: D > V *
V: O > Y **

M: D > V ***
M: D > P ***
M: O > Y **
M: P > D ***
M: V > D ***
M: Y > O *

M: D > V *
M: O > Y **
M: P > V **
M: O > Y **

Total

Applied
Free

Directed

D > V ***
P > V ***

D > V **

M: O > Y
M: O > Y
M: O > Y

M: O > Y *
M: P > V **
Y: D > V ***
Y: P > V ***
V: O > Y ***

M: P > V **
M: D > P
Y: D > V **
M: D > V
Y: P > V **
M: P > V
V: O > Y **
M: O > Y
Note: D = Draw, M = Main effect, O = Older children, P = Photo, V = Verb, Y = Younger children.
Where interactions are observed, results are given separately for each level of each
independent variable.
* small effect, ** medium effect, *** large effect
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CHAPTER NINE
DISCUSSION

Similarities between this and that, between apparently unconnected things,
make us clap our hands delightedly when we find them out.
Midnight’s Children
Salman Rushdie (1981)
9.1 Chapter Aim
This chapter brings together all of the ideas that were developed and tested in the
present study in order to consider its merits and potential impact. The first section
addresses the extent to which the research questions were answered. Further sections
deal with the theoretical and conceptual issues raised in the study, and with its
methodology. Implications for practice and for future research are also examined.

9.2 Research Questions
Two questions were posed at the beginning of the thesis:
 For practitioners in children’s services, what are the characteristics of current
practice in child-adult interviews?
 How do child-adult interviews using standard verbal techniques, drawing, and
photographs compare with regard to productivity and relationships in middle
childhood and early adolescence?
The first of these questions was answered in Phases One and Two while the second
refers to Phase Three and each is dealt with in turn here.
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9.2.1 Consultations in Phase One and Phase Two. Phases One and Two were
concerned with the characteristics of current practice and identified three main issues.
The first was that practitioners seek a balance between eliciting new information and
building a relationship with the child. A second point was the importance of
background information from referrals and from parents. Finally, there is a broad
range of methods, activities, and approaches available to practitioners that they can
adapt to the children and young people they interview. Among the methods
mentioned, three were subsequently compared in Phase Three. While background
information was important, it was not available in a consistent form with variation
both within and between professions. As for the purpose of the interview, there was a
more equal weight given to the dual purposes of productivity and rapport in the
present study than in much of the literature in which rapport was taken for granted or
seen merely as a means to an end (Aldridge & Wood, 1998; Duncombe & Jessop, 2002;
Lamb & Brown, 2006; Saywitz & Lyon, 2002; Wilson & Powell, 2001). The equal
valuation of productivity and rapport was evident in the efforts of practitioners to put
the child at ease by explaining their role and what would happen in the session, as well
as by choosing what they considered to be age-appropriate methods of interaction. For
almost all practitioners there is also a requirement to elicit some information and,
consistent with the literature, this need is more pressing for forensic interviews
(Sternberg et al., 2001).
It is not necessary to extensively treat the results of the consultation phases here as
their impact has already been shown in the design and conduct of Phase Three. It is
worth repeating, however, the main changes to Phase Three that resulted from the
consultations. At the highest level, the consultations helped to determine which
professions and services would be recruited for Phase Three, and therefore which
practitioners will be most directly able to apply the results of the study. Rapport was a
major issue for the practitioners, and was given equal importance to the productivity of
the interview, so the consultations oriented the present study towards the child-adult
relationship. Rapport was included as a dependent variable in its own right, though
issues of measurement meant that the results were not especially helpful. Contrary to
the assumption which might otherwise have been made, practitioners often have
information about a child in advance of their first meeting through the referral process
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and this has implications for the power balance between the child and the adult at their
first meeting (Brinkmann & Kvale, 2005). Based on the consultation, the protocol was
amended to include more detailed briefing and debriefing of participants, as well as
the opportunity to participate in the other interview activities. The suggestions made
by practitioners about possible interview methods had a bearing on the subsequent
literature review, and endorsed the two methods which were ultimately used. The
consultation phases also confirmed elements of the proposed design, such as the
selection of hobbies as the topic for discussion and the distinction between children
aged under 12 and adolescents.
The consultation phases helped to establish the model of interviews used in the
present study. There was considerable common ground among practitioners in their
aim and their interview methods. Among the most popular interview activities were
drawing and photographs, and these were eventually used in the main data collection
phase. Decisions on many of the details of the design, including the age group,
conditions, and most of the independent variables, were influenced by the practitioner
consultations. By including consultations with practitioners and an applied phase in
the study it is hoped that the results can have a more immediate application to the field
of services for children.

9.2.2 Interpretation of Hypothesis 1 – Duration. In attempting to answer the
second research question on the comparison of verbal, drawing, and photo elicitation
interviews, the first hypothesis was that the duration of the interview would vary
across conditions for each age group. This was important because longer interviews
gave greater opportunity for children to talk and for adults to ask questions. A
complex pattern of results emerged with an interaction between the independent
variables of age group and interview condition in the school-based interviews. For
younger children, both the drawing and photograph conditions were longer than the
verbal interviews. This is consistent with the results of previous research with children
of this age (Brown et al., 2007; Gross & Hayne, 1998) and those authors offer
explanations which may also apply in the present study. According to Gross and
Hayne (1998) drawing facilitates children’s reports: by reducing the social demands of
the interview; by increasing their level of comfort which increases their ability to talk;
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by facilitating memory retrieval; by helping children organise narratives; and by
extending the interview, which gives greater opportunity for recall. The same patterns
of results were not found in the Applied phase and this may be due to the impact of
age which was not included in the design of the Applied phase as detailed in Chapter
Six.
Subsequent analysis of the free and directed recall phases separately, however,
showed a similar pattern in the two settings during the free recall phase: both drawing
and photograph interviews were longer than verbal. This means that the opportunity
for free narrative, which is acknowledged as the preferred mode of informationgathering (Costantino & Greene, 2003), was longer in the drawing and photograph
conditions and that direct questions were introduced sooner in verbal interviews.
Analysis of the directed recall phase offers further insight to how the methods operate.
In the school-based phase there was again an interaction between age group and
condition, but this time the only difference for younger children was that drawing
interviews were longer than verbal. This suggests that even after the child had finished
drawing, their interviews continued for longer than the other conditions. There are a
number of possible interpretations of these results, that the drawing acted either as a
memory cue for the child or as a stimulus for further questions from the adult, but in
any case it appears to be a major advantage of drawing interviews.

9.2.3 Interpretation of Hypothesis 2 – Communication. There was evidence
to support the hypothesis that conditions and age groups would differ in their patterns
of communication. The results showed that the longer drawing and photograph
conditions gave children more opportunities to talk and were more productive, again
consistent with previous research (Brown et al., 2007; Gross & Hayne, 1998). As
anticipated, the interviews with older children were also generally more productive in
terms of the number of propositions and the number of turns taken; there were also
three content categories in which older children gave more descriptions and expressed
more emotions than younger. Older children may be more familiar with the social
conventions of interviews (Lamb & Brown, 2006) and have more practice at selecting
relevant information about their experiences that they can recount in answer to
questions from adults. In concert, older children also have better developed language
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and narrative skills (Irwin & Simons, 1994). Underlying all of these developmental
differences is cognitive development, and memory retrieval in particular (Eysenck &
Keane, 1995; Salmon, 2001). Overall, there are consistently observed developmental
differences in aspects of communication important to interviews and the present study
supports these differences with a direct comparison of middle childhood and early
adolescence.
The present study differed from previous work by analysing both unique and total
occurrences of these variables, though no clear differences were evident between these
two measures. Drawing interviews had generated more information in total and in the
directed phase than verbal interviews, and had more turns in the free recall phase;
photograph interviews likewise had more turns. There is a consistent sequence in
drawing and photograph interviews when compared to verbal: a longer free recall
phase with a higher level of interaction before the first directed question followed by a
longer and more productive directed phase.
Analysis of the proportion of discourse, however, showed the inverse of these
patterns, though only during the free recall phase. The interviewee occupied a higher
proportion of the duration in both the photograph and verbal interviews than the
drawing ones and younger children had a greater proportion than older. The first of
these results could be an artefact of how periods of silent drawing were coded whereby
periods longer than three seconds were excluded from further analysis; had they been
included the trends would be reversed. The age group difference is less easy to explain
and may indicate that older children were initially less forth-coming, giving more but
shorter answers than younger children. It is worth considering in more detail the
implications of the results on proportion of discourse. As the proportion of discourse is
a relative measure, it can be instructive to think about it from both sides. Firstly,
children had the highest proportion of discourse in the verbal interviews, followed by
photograph interviews, with the lowest in the drawing condition. This can be
explained to some extent by the way in which silent drawing was excluded from
analysis. Looking at it from the other side, the adult had their highest proportion of
discourse in the drawing interviews and lowest in the verbal. This may reflect a lack of
new questions that could be asked in the verbal interviews compared to the drawing
and photograph interviews where the image acted as a stimulus for further enquiry. In
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the light of the results on turns in the free recall phase, which show the exact inverse
pattern, it may be that the drawing and photograph interviews made for more
dynamic interaction in terms of the level of mutual engagement, both more turns and a
more equal interaction. It is also worth noting that children had a considerably higher
proportion of discourse than the adult on average at 2.53 which corresponds to more
than 70% of the discourse. There are no comparable studies of proportion of discourse
but one on doctor-parent-child interactions by Tates et al. (2002b) found that children
contributed 9.6%, parents 38.4%, and doctors 52%. On this basis, all of the conditions in
the present study went a considerable way to facilitating children’s expressions of their
views.

9.2.4 Interpretation of Hypothesis 3 – Rapport. Turning to the third
hypothesis on rapport, mean scores for all groups were close to the minimum,
corresponding to high levels of rapport. The reliability of the CHARM-C was lower
than that found by Gurland and Grolnick (2003, 2008) and the results were more
skewed than in those studies. There remained some doubt as to whether rapport was a
construct amenable to measurement by a questionnaire immediately following a single
interaction. A further potential methodological issues was the cultural specificity of
items such as ‘They made me feel like a little kid’ (Item 9) and ‘They made me feel like
a big kid’ (Item 18) which was open to ambiguous interpretation by non-American
participants; both were interpreted as negative sentiments and were duly reversedscored in the analysis. There were no significant condition differences but in the
school-based phase older children rated rapport significantly, though marginally,
higher that younger (a mean of 30.03 compared to 33.41 where the minimum score is
20). Notably, the ratings by practitioners of the value of all three methods for
establishing a good relationship were identical. Other studies of rapport did not
compare methods in this way but focused more on interviewer style (Gurland &
Grolnick, 2003; McCloskey et al., 1997). All of this suggests that there were no
differences among the conditions in how they helped to build rapport, but mainly
because they all helped to do so. This result is valuable in showing that the methods
are all potentially advantageous for interviews with children though it makes no
contribution to understanding the factors that do affect rapport. Other researchers have
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inferred rapport from duration and productivity (Rotenberg et al., 2003), but a measure
of rapport was specifically included in the present study to avoid having to rely on
such inferences. Rapport remains illusive and elusive but, in the absence of conclusive
evidence of differences in rapport, inference from other variables can be borne in mind
when interpreting the results.

9.2.5 Interpretation of Hypothesis 4 – Interviewer style. The fourth
hypothesis was that the interview condition would alter the approach taken by the
interviewer. Following consideration of a number of options, the conceptual distinction
between control and support was applied to the analysis; this decision is considered
further in the section on methodological issues. Looking first to control, there were few
occurrences of control-type questions in the free recall phase because, by definition, the
first such question marked the beginning of the interview and the second marked the
beginning of the directed recall phase. In the directed phase, photograph interviews
had more control questions than verbal, which could be attributed to the photograph
requiring less interpretation by the child than their drawing and allowing the
interviewer to use it more. The pattern of results for support was more complex
because there was an interaction between age group and condition both for the total
interview and the directed recall phase. In both cases, there was no condition
difference for the older group and for the younger group both drawing and
photograph interviews had more support than verbal interviews. For the free recall
phase, there was no interaction but the age group difference was observed again such
that support was higher for older children than younger, though this is most likely due
to differences in the number of turns. There was also a condition effect whereby
drawing interviews had more support than verbal. Overall, these results can be
interpreted as showing no difference between the conditions for older children and
important differences in support for younger children: drawing interviews had most
support, followed by photograph, with least in verbal interviews. The pattern of results
is identical to those on duration, and the strong positive correlations between duration
and support in all interview phases suggest a close link between them.
What is most interesting about these results is that the interview method changed
the adult’s behaviour as well as the child’s. Other studies had found that interviewer
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training and structured protocols could change the forms of questions used by
interviewers (Lindberg et al., 2003; Orbach et al., 2000), but there was no precedent for
this level of influence by the interview method itself. Based on feedback from
practitioners, the majority made positive comments about the drawing condition, but
there was wide variation in interviewer style in the applied phase so further
investigation of this phenomenon is necessary.

9.2.6 Predictors of duration. Notwithstanding the interesting results of the
hypothesis-testing, it is important to consider the mutual influence of variables which
were initially tested separately. The correlation matrices showed that duration was
strongly positively correlated with most of the other dependent variables, and it
follows logically that longer interviews give more opportunities for questions and
answers. None of the predictor variables in the regression was implicitly related to
duration: age group, condition, proportion of discourse, or the ratio of support turns to
control turns. The regression analysis itself should be interpreted cautiously but
reinforces the pattern of results from the hypothesis-testing. Both of the independent
variables were significant predictors of duration (10.9%), as were the child’s proportion
of discourse (42.5%) and the ratio of the two interviewer styles (2.5%; 56% in total). It is
worth noting that these variables – condition, style, and the amount of time the child
has to speak – are all largely under the influence of the interviewer, who can also adapt
their approach to the child’s age group. There is no direct precedent in the literature on
the child-adult interviews for this kind of analysis, but it is helpful in trying to fully
understand the complex patterns of behaviour that make up an interview. The results
translate very easily into recommendations for practice: ask more supporting questions
and allow interviewees more time to respond.

9.2.7 Age group differences. The term ‘children and adolescents’ is common in
developmental research (Morrissey-Kane & Prinz, 1999; Shirk & Karver, 2003), but
there is a growing recognition that younger children and adolescents should be treated
distinctly in mental health and social services (Hoagwood et al., 2001). Most research in
the area of interviews only includes younger children, with common comparisons
between 3- to 4-year-olds and 5- to 6-year-olds (Butler et al., 1995, for example) and
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maximum ages of 13 (Orbach et al., 2000). The results reported here on age differences
between children in middle childhood and early adolescence represent a considerable
advance on existing knowledge on interviews with children.
The pattern of results with younger children is consistent with literature on
interviews in tests of recall and on forensic interviews, which suggests that drawings
are valuable in facilitating children’s contribution (Butler et al., 1995; Powell & Snow,
2007; Sternberg et al., 1997; Wesson & Salmon, 2001). However, a different pattern
emerged in the interviews with adolescents, confirming certain assumptions about
development, particularly that there are changes in children’s responses to situations
as they grow older (Lamb & Brown, 2006). In the present study, no differences were
observed between the interview conditions for adolescents. This is consistent with
Wesson and Salmon (2001) who suggested that older children might be better able to
communicate anyway so the advantage of using drawings does not accrue.
Adolescents were also much less inclined to use drawings, as illustrated by analysis of
their evaluative comments of the methods in Chapter Seven; indeed their compliance
may reflect on the power imbalance. As noted in the rationale for the present study,
adolescence is a relatively under-researched age group in the area of interviews. The
results of the present study do not give a comprehensive picture of adolescents’
experiences of interview, but they do point out particular differences between
adolescents and younger children which mean that adolescents should be treated as a
separate group.
Notably, verbal interviews were less favourable to younger children who had
shorter interviews on average than the older children. Verbal interviews might actually
be a relative impediment for younger children, but because of the dearth of literature
comparing the age groups used in the present study, there is little comment on how or
why this might occur. A number of possible explanations for the apparent verbal
interview impediment for younger children can be considered here. For example,
negative emotion has been shown to impair cognitive performance (Almerigogna et al.,
2008) and the interview may be an anxiety-provoking situation for younger children.
The non-verbal conditions may reduce the level of anxiety by using a medium with
which children are more comfortable and by giving an external focus of attention to
reduce eye contact which may be part of the cause of anxiety. Looking at linguistic
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development, older children generally said more in their interviews which is consistent
with the assumption of their greater vocabulary (Irwin & Simons, 1994) and their
greater familiarity with the demands of conversation (Lamb & Brown, 2006; Schaffer,
1996). If anything, verbal interviews have the opposite effect to the arts-based
interviews for younger children and this has important implications for practice, which
are considered in more detail below.
In the Applied setting of Phase Three condition difference may have been
obscured by the lack of any age group distinction. Curiously, a negative correlation
was observed between age and some of the duration and productivity variables for the
participants in the applied phase. This runs contrary to the school-based phase and to
the literature on child development in interviews (Salmon, 2001; Wesson & Salmon,
2001). There appears to be some important difference between the school and applied
phases, either in how children react to the interview situation or how practitioners
conduct the interviews. The present study is insufficient to judge why this might be the
case but it is worthy of further investigation.

9.2.8 The Applied setting. The success of the Applied setting in Phase Three
was mixed. The idea of including a practical application of the main phase experiment
in the project, rather than as a replication in a follow-up study, is unusual but the
condition differences which emerged consistently across the two settings in Phase
Three make the implications of the study more immediate for practitioners who can
more directly relate to the results. The study would otherwise be open to the criticism
that the school-based phase was too controlled, the influence of the setting and the
norms of in-school behaviour so strong, and the interviewer not a real practitioner.
However, there are some methodological issues considered in more detail below which
may have resulted in Type II error. For example, the interaction between Age group
and Condition effects on some of the central dependent variables could not be
accurately explored in the Applied setting because of the age profile of the sample. It is
also worth noting that the trends in the mean scores across conditions were similar in
both the School and Applied phases even if the magnitude of difference was nonsignificant.

181

Chapter Nine – Discussion
________________________________________________________________
9.2.9 Summary of research questions. The research questions in the present
study concerned practitioners’ perspectives on the characteristics of current practice in
child-adult interviews and a comparison of child-adult interviews using standard
verbal techniques, drawing, and photographs, with regard to productivity and
relationships in middle childhood and early adolescence. The first research question
was addressed in Phase One and Phase Two which found certain characteristics of
child-adult interviews consistently across professions. Foremost among them were the
balance between productivity and rapport, and the use of strengths-based interview
methods. Following from the first research question, the second was tested and a
complex pattern of results emerged.
The present study was able to answer the research questions posed. Phases One
and Two generated valuable insights which informed the development of the study.
Overall, Phase Three of the present study produced valid tests of hypotheses relating
to features of child-adult interviews which add to the body of knowledge in the area.
The results reported build on both existing research literature and the perspectives of
practitioners on issues in interviews with children. Phase Three showed complex
patterns of child and adult behaviour in interviews, and of differences between
methods. The results support that assertion that talking alone is insufficient (Cox, 1992;
Malchiodi, 1998; Thomas & Jolley, 1998). These results have implications for research
and practice which are addressed in the rest of the chapter.

9.3 Theoretical and Conceptual Issues
The present study attempted to take a broad stance on the defining criteria of an
interview, and on ontological and epistemological assumptions. A general model was
adopted of one-to-one interviews between a child and an adult with the purpose of
eliciting information based on a positive relationship. However, the present study did
not ignore the quality of the interview, the conceptualisation of childhood, and
assumptions about methodology. This section considers all of these, and other
theoretical questions raised in the course of the study.

9.3.1 Quality in child-adult interviews. One of Kvale’s (2006) quality criteria
had to do with the relative contributions of the actors in an interview, valuing fewer,
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shorter questions and longer narrative responses regardless of the topic of
conversation. Based on this conceptualisation, a measure of power was constructed
based on the relative proportions of the discussion occupied by the child and the adult
(Tates et al., 2002b), where a more child-centred interview meant the child had a higher
proportion. In the event, the proportion of discourse variable was able to distinguish
between the interview conditions and was a significant predictor of the overall
duration of the interview, which in turn influenced the productivity. It was not
possible to measure directly how interested participants were in the methods or the
degree to which they were strengths-based, but these could be inferred from the
productivity results and the level of engagement with each method (Hill, 1997). For
younger children, it was also possible to identify a continuum of methods from verbal
as the least child-centred to photograph to drawing as the highest quality interviews,
which represents a considerable advance on our knowledge about what works with
children. For the present study, quality was inferred from longer duration, higher
productivity, more interviewer support, and a higher relative contribution by the child.
This is a more detailed and more nuanced understanding of child-adult interviews
than reduction to productivity alone. Furthermore, the present study adds an
innovative approach to the measurement of contributions to a conversation from
which to infer the quality of the interview.

9.3.2 Evolution of positions on childhood research. Research with children
has evolved to a point where so-called strengths-based, child-centred methods are
popular, but where there is little empirical evidence for their advantages over other
methods. Researchers have assumed that certain methods are better than other
methods, like questionnaires or observation, because they better engage or empower
children, because they are popular with children, because they are perceived as fun,
because they do not require literacy skills, or because they are based on children’s
strengths (DiCarlo et al., 2000; Greene, 2006; Greene & Hill, 2005; Hill, 1997; Merriman
& Guerin, 2006; Punch, 2002; Rubin, 2005; Thomas & Jolley, 1998). While each of these
reasons is worthy in its own right, researchers are not clear on whether any of these
advantages results in a study collecting more and better data, and there are few
comparisons between methods. The present study presents further evidence to support
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the assumption that there are differences in interviews with younger children using
drawing and photographs, and this may be of value to researchers and practitioners
who use those methods for justifying their approach.
A principle of child-centred research is the use of methods based on children’s
strengths (Greene, 2006; Punch, 2002) and such methods are part of the research
question of the present study rather than its methodology. Child-centredness builds on
children’s rights and, in the present study, the responsibility on adults to facilitate
children in expressing their views is pursued to ensure that the efforts assumed to help
children actually make a difference. It could be argued that on this basis the design of
research should include children’s perspectives. However, it is acknowledged that
there are some research questions on which it is not necessary or possible to ask
children their views (Hill, 1997). At the same time, far from the child being the
‘research object’, the object of this research was always to improve how adults work
with children. The present study uses those same strengths-based methods, and places
the child’s benefit at the centre of concern, while using a positivist research design
involving quantitative measurement. An experimental design was considered the most
appropriate to answer one of the research questions posed, though with certain
limitations as considered below. Overall, the study could inform practice and thereby
can improve services for children, and can be seen as child-centred on that basis.
The present study also demonstrates how aspirational statements like the UNCRC
can directly influence research. Recalling the UNCRC’s commitment to children’s right
to express themselves, and the consequent responsibility on adults to facilitate them,
the present study aimed to rigorously audit adults’ attempts to facilitate children in
order to ensure that they were actually doing so. Furthermore, services for children
who have experienced adversity and negative life events could be helped move in a
positive direction if some of the methods identified here are used with them. Research
with children will continue to evolve and improve, and any advances made by the
present study may soon be superseded. Nonetheless, there are valuable lessons here in
what can be gained by questioning assumptions, challenging methodological
conventions, and adhering to principles of children’s rights.
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9.3.3 Summary of theoretical and conceptual issues. The present study was
a largely practical investigation of child-adult interview methods, drawing on the
experience of practitioners. In this sense, it did not address any of the major theoretical
debates in developmental psychology directly. At the same time, it does make a
contribution to our understanding of the assessment of quality in child-adult
interviews and the influence of children’s rights on research and practice. Of more
interest is the innovative methodology in the present study, to which the next section
turns.

9.4 Methodological Issues
The present study had a typical exploratory-sequential mixed-methods design in
which a qualitative phase (or in this case two phases) informed a larger quantitative
phase (Creswell et al., 2006). It was in Phase Three that the paradox of an experimental
comparison was resolved. Assumptions about the value of meaning in interviews were
set aside to focus on the productivity of interviews by quantifying narrative. The
design of Phase Three borrowed elements from Gross and Hayne (1998, 1999; Butler et
al., 1995). There were precedents for the conditions and most of the dependent
variables, but the age group comparison extended the age range of interview research.
The parallel applied phase was a considerable innovation and was a mixed success, as
discussed further below. Several of the points raised here are taken up in the section on
a future research programme later in the chapter.

9.4.1 Design. The exploratory-sequential design included a preliminary
literature review informing the consultation phases, which in turn informed a more
focused literature review, culminating in the design of the main phase. The
consultation phases were qualitative because that method was best suited to the aim of
that phase (Kvale, 2006), to explore the context of child-adult interviews practice. The
results of the consultations were balanced with a mainly quantitative literature on
child-adult interviews to design Phase Three which had an experimental design and
mainly quantitative measures. The measurement of several variables involved the
quantification of qualitative data and inferential statistics. At all points, the qualitative
and quantitative methods used were complementary and made for a more thorough
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research design. It would have been possible to conduct the experimental phase based
on the literature review alone, but a number of important points might have been overlooked had they not been raised in the consultations. The results advance our
knowledge of the relative merits of methods of interviewing children; this too could
only be achieved using comparison in an experimental design and quantitative
analysis.
The differences in the patterns of results between the School and Applied phases
can be explained to some extent by the smaller than required sample size which
necessitated collapsing the age groups, as detailed below. Another possible factor was
revealed by analysis of individual differences between the practitioners in the level of
support in their interviews. There was wide variation between and even within
services, which makes sense in the context of differences in training, experience, and
service culture. These differences might have been offset to some extent had a pilot in
the applied setting been possible. Interviewer style was one of the variables on which
the difference was apparent and which was analysed further in Chapter Eight. In
advance of the data collection, it was not anticipated that interviewer style would vary
to the extent that it did, so the interviewer training in advance of Applied Phase Three
did not attend closely to interviewer style, instead suggesting that they act as they
normally would.
It would arguably have been more child-centred to allow children to choose their
method of interview. However, if all children had chosen the same method the
comparison at the centre of the study’s research questions would not have been
possible. One alternative was that children could be interviewed under all three
conditions and asked to compare their experiences; this was the method chosen by
Cordón et al. (2005). However, they acknowledged repetition effects as a result of the
method and recommended against using it in future. Ultimately, random allocation
was considered a fair way to conduct the research and the option for all participants to
take part in the other conditions after the target interview was a reasonable
compromise.
One final design issue to be addressed is the decision only to conduct quantitative
analysis. The most important consideration was how best to answer the research
question on the comparison of methods. In order to do so, the topic of the interview
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was immaterial. Qualitative analysis of children’s descriptions of their hobbies, and the
associated discussion of relationships with friends and family, would answer a very
interesting but very different research question. It is also worth noting here some of the
variables that were considered for inclusion in the present study but were not part of
the final design. Certain categories of information, including people, actions, and
descriptions, were recorded though there were few differences among the groups.
Thematic analysis of the transcripts could have revealed different patterns and
associations with the interview conditions. It has already been acknowledged that the
topic of hobbies was not central to the research questions, but other interesting
information on participants’ responses to the conditions could have been ascertained
had a more open approach to analysis been used.
In the complex design of the present study, with competing conceptual,
methodological, and practical demands, it was not possible to incorporate every
element that might have covered all aspects of the questions posed. Certain
methodological choices were made, some of which detract from the overall impact of
the study. The practical application which conventionally follows more controlled
research was included in the original design, and this too was a partial success.

9.4.2 Phases One and Two. The design of the present study essentially worked
backwards from the experimental Phase Three. Beforehand, it was considered
necessary to find out from practitioners about issues and methods in their work which
had not been represented in the literature review; this became Phase Two. However, it
was first necessary to identify which professions to consult in Phase Two, hence Phase
One. Constructing the study in this way meant that the consultation phases had more
specific aims than in a conventional study of professional attitudes and experiences.
This is reflected in the analysis, which was mainly driven by the questions in the
interview schedule. At the same time, it was open to other issues and the unexpected
insights of interviewees proved valuable in Phase Three, even in the subtle ways they
shaped the researcher’s approach. Overall, these phases cannot be seen as a definitive
report on practitioners’ perspectives on child-adult interviews because the focus was so
specific. The design does show, however, the value of including practitioners in
psychology research.
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9.4.3 Sampling. For the school setting, schools were randomly selected and all
children in the target age range were invited, with consenting participants then
randomly assigned to conditions. No other information on ability or aptitude was
sought in advance on the basis that practitioners operate on inconsistent amounts of
prior information. This obviously leaves open the possibility that some extraneous
variable might have interfered with the results. It may be that a personality trait like
talkativeness (Thomson & Hall, 2008) could have made a difference had it been
possible to control for it. Likewise, intelligence (Elischberger & Roebers, 2001) and
language ability (Powell & Snow, 2007) might have an impact. The minimum sample
size for the expected power of the tests was achieved and overall the sampling in the
school setting was successful. However, because the interviews were all conducted in
schools, the generalisability to other interview settings is questionable. Data collection
in a laboratory setting was another possibility but this would have entailed different
compromises. It was for these reasons that a parallel Applied phase was included in
the design, though potential bias in the sample may restrict the generalisability of the
results from the Applied phase.
Turning to the applied setting, sampling was not so straightforward. Not all of the
services who originally committed to undertake data collection were able to do so with
the result that more services had to be recruited. The final number of services was 14
and 31 interviewers were involved. The large number of practitioners meant that some
of the variation in results may have been attributable to interviewer effects, and
evidence was presented in Chapter Eight of the wide variation in interviewer style. The
other main issue in the applied sample was the skewed age and gender profile of the
participants. There were more younger girls than boys and more older boys than girls.
For this reason, and the smaller than required achieved sample, age group
comparisons were not possible. Given that there were interactions between age group
and condition in the school data on duration and support, collapsing the age groups
may have masked interesting results in the applied data. Overall, the risk of Type II
error in the Applied analysis was quite high and undermines the value of the parallel
settings in Phase Three.
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9.4.4 Measurement of dependent variables. The dependent variables were
duration, propositions, turns, proportion of discourse, rapport, support, and control.
Measurement of duration, turns, and propositions posed no particular problems and
was based on clear precedents in the research literature. Rapport, proportion of
discourse, and the two interviewer styles were less easy to measure and this section
reflects on the issues that arose in the present study.
Rapport is usually assessed by observation or inference and only one self-report
measure was available, the CHARM (Gurland & Grolnick, 2003). The reliability of the
CHARM-C and the CHARM-A were sub-optimal for this sample. There was also a
ceiling effect in the CHARM-C such that more than half of the participants in the
School setting (53%) scored between 20 and 30 out of 80; the corresponding figure for
the Applied setting was 70%. On the CHARM-A a similar pattern occurred with 63% of
interviewers rating rapport between 20 and 30 out of 80. One interpretation of these
results is that social desirability was a factor in children’s responses, something which
was not measured in the present study. This too adds to the complexity of the task of
measuring rapport. The analysis of positive and negative comments indicated that
drawing interviews might be more suitable for younger children than older children,
though this should be interpreted cautiously. While the present study was not able to
contribute to the conceptualisation, and while child-report using the CHARM did not
appear to offer much promise, analysis of children’s comments regarding interview
methods was a more useful evaluation method. However, this marks an unwelcome
return to the kind of inference of rapport from other observations which the present
study endeavoured but failed to avoid. In the event that coding of non-verbal
behaviour is used as a measure of rapport, reliability can be enhanced by piloting the
analysis, and by the use of a second coder to negotiate inter-coder reliability.
Power was measured by the relative proportions of the interview taken up by the
child and the adult. It is not a perfect metric of power but captures the issue of the
balance of power. Measurement was complicated slightly by the exclusion of silent
drawing as noted elsewhere. The protocol was designed to weight the power
imbalance in favour of the child. For example, participants were cast as the experts
(expert power; Raven, 1992) and their interpretation was central (monopoly of
interpretation; Brinkmann & Kvale, 2005). The results showed in all conditions that
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children occupied about twice as much of the discourse as the adult. However, adult
power was still evident in participants’ acquiescence to draw a picture despite their
reluctance which demonstrates referent power (Raven, 1992) and asymmetrical power
(Brinkmann & Kvale, 2005). Analysis of the proportion of discourse alone suggests that
it is a suitable measure of one aspect of power, but in combination with other data
some doubt is cast on its value. The present study did not succeed in measuring the
subjectivity of power. Reliable assessment of an individual’s understanding of power
relations in an interaction is beset by similar problems to the assessment of rapport.
Taking these two issues together, the present study identified deficits in our
conceptualisation of these phenomena, and issues in their measurement using either
questionnaires or inference from other data. All that can be recommended is further
consideration of how best to understand rapport and power in the context of childadult interviews.
Interviewer style also proved difficult to measure in the present study. It was
inferred from interviewer question forms but the conceptual categories of control and
support (Gurland & Grolnick, 2003, 2008) did not fit the data well. There were sound
methodological reasons why no clear latent variables were identified, primarily the
sample size. It would have been possible not to pursue further analysis based on
control and support and simply to recommend that future research should better
design for the measurement of interviewer style, possibly by including it as a separate
independent variable in the experimental design. However, the decision was made to
proceed cautiously with the analysis in order to explore the consequences of
differences in interviewer style. The regression showed relatively more supporting
interviewer style was a significant predictor of interview duration, which in turn was
more productive. Furthermore, analysis based on interviewer style helped to identify
variations in style among the practitioners in Applied Phase Three which could have
contributed to the dearth of significant differences observed. On balance, the
conceptualisation and measurement of interviewer style in the present study was far
from ideal. Since it appears to be such an important and influential construct in childadult interviews, further refinement of the measurement of interviewer style is
important.
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9.4.5 Analysis of dependent variables. Some issues arose in the preparation of
data for analysis including determining what data were to be analysed or not, and data
transformation. One issue of analysis which was resolved in the pilot was that, for
comparisons among the conditions, only verbal data could be considered. The use of
children’s drawings as data was considered and has real potential for research and
practice but the focus of the present study was on drawings as a facilitator of verbal
communication so only children’s utterances while drawing or comments on their
pictures are considered data, but not the drawings themselves. Likewise, photographs
were only of interest insofar as they aided articulation of information. However, there
was another peculiarity of the drawing condition which had to be resolved. As
indicated earlier, the anticipated spontaneous narration did not occur. This presented a
problem in the analysis of the length of the interview since drawing takes time and
silent drawing accounted for a large proportion of those interviews. The option of
excluding silence above a three-second threshold was selected and it is noteworthy that
patterns of condition differences, especially between drawing and verbal interviews,
persisted in the Directed recall phase, when little or no new drawing takes place.
The other major issue to resolve was data transformation. Because the focus of the
analysis was on comparison of metrics of productivity and interviewer style, it was
necessary to convert the qualitative interview data into quantitative data. This was
achieved using content analysis based on categories consistently used in the literature
on interviews with children (Saywitz et al., 1992; Wesson & Salmon, 2001). The content
analysis framework was found to be reliable, aside from a small number of categories
which had low frequencies of occurrence. The possibility of using multivariate analysis
of variance was explored and duration was the best candidate for the covariate.
However, strong correlations between duration and the other variables led to violation
of the assumption of no multi-collinearity so MANOVA was not possible with these
data.
The distinction between free recall and directed recall was valuable in that it was
possible to trace the differences on certain variables to one part of the interview or the
other. In general, more free narrative occurred in the longer free recall phases of
drawing and photograph interviews, but the directed recall phases that followed were
the most productive of all. This suggests that the investment of time in a longer free
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recall phase, and a more time-consuming method, paid off in a more productive
directed phase. Drawing, then, not only provides cues for the child’s memory as they
draw but may also act as a focus for later discussion in the interview. Photographs
might have be expected to operate in the same way but the effect was not as
pronounced.
As noted in Chapter Five, the research questions in the present study did not
refer to the topic of the interviews so it was not necessary to conduct any analysis
beyond the coding of propositions and categories of information as done here. Were
the research questions different, and were children’s hobbies of interest to the study,
the design used here for Phase Three could be employed again. The analysis would
take a different form and qualitative approaches like thematic analysis or discourse
analysis would be more appropriate.

9.4.6 Summary of methodological issues. If any of the elements considered
here had been better accommodated in the design of the present study, it would have
made for a more rigorous piece of work. For example, insufficient attention was paid to
the measurement of interviewer style in the design though the analysis highlighted its
important role in how interviews progressed. This and several other points of criticism
are taken up in the section on recommendations for future research. On balance,
however, the design produced answers to the research questions, and hypotheses and
results which can have an impact both on our understanding of issues in childhood
research and on practice with children.

9.5 Practical Implications
Awareness was maintained throughout the present study of the need to make the
results applicable in practice. For this reason, practitioners were closely involved in the
conceptualisation of the child-adult interview through the consultation phases. The
applied data collection in the final phase was intended to make any results more
relevant to practitioners by showing the direct relevance rather than inferring effects
from more controlled studies. For the same reason, the most general possible
conceptualisation of interviews was taken, building on applied research in
developmental psychology (for example, Carr, 2001; Kvale, 2006; O’Reilly, 1994; and
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Phase One and Phase Two). This section considers the implications for practice of the
results of the present study, with several points of caution.

9.5.1 Methods for younger children and for adolescents. The results of the
present study suggest that the utility of drawing goes beyond helping children to relax
and establishing rapport to make for more productive interviews overall (Hill, 1997;
Parkinson, 2001; Thomas & Jolley, 1998). It is worth considering what underlies the
differences in conditions. Looking to the two visual methods, it may be that the object,
whether a drawing or a photograph, provides a focus for interaction and a stimulus for
the adult’s questions as well as children’s responses, as suggested by Harper (2002)
and Thomson (2008).
The present study identified that visual methods such as drawing and
photographs are particularly useful with younger children for eliciting their responses
and for building rapport, though drawings appear to be less useful with older children.
For all of the variables tested in the present study on which there was an interaction
between Age group and Condition, the Condition difference did not persist in the test
of simple effects, suggesting that for other variables there was no difference between
the conditions for the 12- to 14-year-olds. The beneficial effect of drawing for younger
children does not appear to last into early adolescence, and this is borne out in the
evaluative comments children made about drawing during the interviews as well as
the feedback during the pilot. The literature on drawings focuses on younger children
but the trends in the data indicate that photographs, the other visual medium used in
the present study may be of more use both for gathering information and for building
rapport with adolescents. The recommendations based on these results, then, are to use
drawing more with younger children, to consider options other than drawing with
older children, and to try using photographs with older children.

9.5.2 The role of the adult in child-adult interviews. One regression model
was presented at the end of Chapter Eight, examining the predictors of interview
duration. It showed that most of the variation in interview duration, and in turn in
most other features, can be influenced by the adult. In this way, the analysis makes an
interesting contribution to our understanding of the role of the practitioner. As noted
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above, the regression analysis which showed that duration, the most important
variable tested, is largely determined by the interview method, the interviewer style,
and the child’s proportion of discourse. All of these elements are under the direct
control of the practitioner and these results suggest some practical ways in which
interviewers can improve their practice.
Two of the practitioners in Phase Two talked about silence. They were aware of
the need sometimes to wait before asking the next question and to allow the person
being interviewed to think. Silence was a tricky issue to resolve in the present study:
drawing interviewers were almost inevitably longer because of the time spent drawing
and periods of silent drawing were excluded from further analysis. However, this
strategy may have under-estimated the importance of silent thinking time.

9.5.3 Practitioner training. In Phase One and Phase Two, the practitioners
drew attention to a lack of adequate training in methods of working with children to
foster their engagement and build rapport. The present study could also inform policy
on training for people who work in interviewing children, both in the methods
compared and the results. Employing a style of interviewing which emphasises open
questions and allows children time to respond may not be new to practitioners, but the
empirical evidence here that the approach makes for a longer and more productive
interview can be valuable for practitioners and for their training. Any training
programme in interview methods should be based on a developmental perspective,
given the patterns of age differences that emerged in the present study, and the
recommendations for practice with younger children and adolescents.

9.5.4 Summary of practical implications. There were close parallels between
the types of interviews with children conducted for the present study and the day-today practice of children’s services, though the protocol was less structured than some
which have been used on the forensic and clinical literature. The interview protocols
were designed with the input of practitioners, and were general and unstructured
enough that they might suit a broad range of professions. The main conclusion for
practitioners from what is presented here is that they have it in their power to make an
interview more or less child-centred depending on the approach they take to asking
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questions and accepting answers. Even if practitioners were to reflect on this notion,
the present study would go some way to improving practice. Furthermore, the results
presented here provide evidence for practitioners who already use methods like
drawing and photographs that these methods do indeed make a difference to
children’s experiences of interviews.

9.6 Future Research Programme
A number of short-comings in the present study have been identified and the
purpose of this section is to turn them into potential future research questions. One
particular result that is worth pursuing is the influence of interviewer style on
interview outcomes and a more systematic approach to studying the issue would be
valuable. The most interesting possibility, however, is the development of a model of
child-adult interviews which illustrates the complex interactions of the variables
measured in the present study.
Based on the analysis in the final section of Chapter Eight, duration was
significantly positively correlated with the other outcome variables and half of the
variance in duration was predicted by interviewer style and proportion of discourse.
The pattern of inter-relationships suggested a model of interviews could be developed
to account for the influence of condition and support, mediated by duration, on the
outcome variables. The dataset in the present study is too small for meaningful
structural equation modelling or path analysis (Westland, 2010), but a model is
presented in Figure 9.1 that could be tested in future research. It should also be noted
that proportion of discourse is best viewed as a partial measure of power, and that
subjective report of power relations may also need to be considered.
The project began with the ambition to test whether different interview methods
make for different kinds of interviews and found that they do. One possibility was that
the real source of the difference was in interview style. Because of the wide variation in
interviewer style used in the applied phase of the present study, it cannot conclude
definitively that interviewer style is the essential element. It does, however, present
enough evidence to suggest that a project focused on a comparison of interviewer
styles might be fruitful. Differences in support at service and individual levels are
worthy of further investigation and a number of possibilities could be explored. Firstly,
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Figure 9.1
Proposed Model of Interviews and Relationships Among Variables

it may be interesting to find out the factors that affect a practitioner’s approach to
asking questions in an interview; a number of possibilities including training and level
of experience were postulated above but this remains speculation until more detailed
research is conducted. Secondly, replication of the present study with interviewer style
as another independent variable may be interesting. This would involve randomly
pairing an interview condition with an interview, for example, a drawing interview
with a control style and another one with a support approach, to systematically test the
impact. The kinds of questions which were categorised as control or support in the
present study could be used as a model for more extensive interviewer training than
took place here. As for the measurement of interviewer style, the distinction between
control and support is a valuable one so all interview questions could be coded as such
in the first instance rather than using longer lists of question forms. In these ways, the
lessons of the present study can advance the fields of interviewer training and
interview analysis.
Trends in the school data were not significant in the applied phase owing to the
smaller than necessary sample which could be recruited. As it was, the applied phase
was an attempt to conduct a replication in practice of the more controlled experimental
conditions in the school-based phase. The emphasis in the present study was on the
school phase but the recruitment failure in the Applied phase is a source of some
frustration. A strong recommendation for future research is to recruit a larger sample
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in any Applied phase to mitigate against the risk of Type II error, especially given the
small effect sizes of some variables in Phase Three. Because small services, each with
few participants, were involved, a large number of services had to be recruited.
Recruitment is likely to be an issue in any similar study, making training all the more
important for consistent implementation across services.
The present study draws heavily on literature on eyewitness testimony, and in
turn on cognitive psychology (Gross & Hayne, 1998, 1999; Sternberg et al., 1997). The
more general model of interviews could be applied to comparative research in areas
such as education (Coates & Coates, 2006) or health (Backett-Milburn & McKie, 1999).
It would be interesting to determine what effects, if any, the conditions used here have
on eye contact and anxiety (Rotenberg et al., 2003). There is some suggestion that
drawing can affect anxiety reduction which might augment any effect it has on
prompting memory (Gray et al., 2002). As noted earlier, the decision was taken not to
screen children on the basis of intelligence (Elischberger & Roebers, 2001), language
ability (Powell & Snow, 2007), or personality traits including talkativeness (Thomson &
Hall, 2008). Matched sampling is a useful method of controlling for demographic and
personal characteristics than can impact on an intervention and could be considered for
future research.

9.7 Conclusion
The present study is about making interviews work better for children by
providing evidence that approaches to child-adult interviews have different effects. In
the course of attempting to establish such evidence, the present study first specified
and then challenged prevailing assumptions about research and practice methods used
with children. This was a valuable exercise in bringing together research literature and
consultations with practitioners to examine their similarities and differences. In
parallel, the open methodological stance of mixed-methods provided a framework for
the design of the present study which accommodated both the consultation and the
experiment required to answer the complex questions posed.
Two main messages can be drawn from the present study. The first is that
different methods are better suited to children of different ages; specifically, drawing
works best for younger children while we need to do more to find out how best to
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serve adolescents. Secondly, with the increasing focus on what works for children in
research and practice, the present study contributes both to the practice of interviews
and to the methods for evaluating what works.
Children in Ireland may soon have a constitutional right for their views to be
heard and considered in matters affecting them; practitioners too may soon have the
consequent responsibility to facilitate children in expressing those views. The present
study provides evidence on the value of interview methods for listening to children. It
represents an advance of our knowledge and understanding of interviews with
children, and shows that talking alone is not enough.
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APPENDIX A: PHASE ONE INVITATION TO
PARTICIPANTS
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APPENDIX B: PHASE ONE INTERVIEW
SCHEDULE
Introduction
Further to my letter/email, we are at the stage of finding which practice professions are
most suitable for inclusion in the research. We have identified [your profession] as
potentially suitable and would like to ask you some questions to help decide whether to
proceed. First, I’ll ask a bit about practice in general and then talk about what might be
involved in gaining the co-operation of practitioners.

1. Could you tell me a bit about [profession] in general?
a. Goals
b. Methods

2. The focus of this research is on initial interactions, so how does the first
meeting with a new child usually go?
a. What is its purpose?
b. Where does it take place?

3. Is rapport-building an element of that first meeting?
a. If so, how much time is available?

4. Are any specific techniques used?
a. Ice-breakers

5. Is there training for first interactions in professional training programmes?
6. What are the referral procedures?
What are the referral rates?

7. Do you think practitioners would be interested in taking part in this kind of
study?

8. How should we go about approaching practitioners for the focus groups?
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APPENDIX C: PHASE ONE AND PHASE TWO
CONSENT FORM
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APPENDIX D: CODING FRAMES FOR PHASE
ONE
The following were the initial codes identified in the first stage of interview analysis:


Role of practitioner;



Status of practitioner;



Referrals;



Meeting with parent in advance of meeting with child;



Informed consent for intervention;



Information for child in advance of first meeting;



Assessment;



Engagement;



Introduction of practitioner, service;



Ice-breaker activities;



Time pressure;



No emphasis of rapport-building in training;



Interaction as ‘professional wisdom’;



Need for training;



Hobbies as topic of discussion;



Developmentally appropriate.

223

APPENDIX E: PHASE TWO INVITATION TO
PARTICIPANTS
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APPENDIX F: PHASE TWO INTERVIEW
SCHEDULE
Introduction
In the course of your work, you often interact with children to gain information,
sometimes on sensitive, emotional subjects and to identify areas that can be
addressed in an intervention. An issue that has been identified anecdotally is that it is
sometimes difficult to engage children in the initial stages of working with them.
Practitioners employ a range of methods of interaction but there is little clear evidence
on the outcomes associated with different methods. The aim of this research is to
establish whether some methods improve that interaction more than others. A number
of suggestions have been made in the literature but it is important for us to learn about
what you think works best. The purpose of this interview/focus group is for us to get a
better idea of what your current practice is like. The next phase of the project involves
recording and analysing interactions between child and adults. We are currently
developing the protocol for a set of interviews which I will conduct and would
appreciate your input to that. In parallel, we hope to record a few minutes of
interactions between practitioners like you and clients, so we will talk about possibilities
for that at the end.

1. Can you start by telling me a bit about what usually happens the first time you
meet a new service user, or in the first session you have with them?
a. What are you trying to achieve?
b. What are the challenges for practitioners? For children?
c. Does prior knowledge influence your approach?
2. It’s likely that different children respond differently to the interaction. What is it
that might make some children easier to engage than others?
a. More challenging?
3. How do you usually try to establish rapport?
a. Examples, anecdotes
4. What kinds of methods/tools/techniques do you usually use?
a. What are the pros and cons?
5. The following are suggested in the literature (if not already mentioned):


Drawing



Photo elicitation



Sand boxes
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Vignettes

a. Do you think any of these might be useful?
6. The protocol for the interactions we plan to record is as follows: We start by
explaining the purpose of the research and why we need children to help us
improve how we work and the role of the researcher. The topic of conversation
is hobbies so we briefly describe a hobby then ask the child to describe theirs.
They either talk, draw a picture, or describe a photograph with a number of
scripted prompts. When they have nothing more to add, we thank them for their
help and end the interview.
a. Is there anything we could do differently?
7. The dimensions of the interaction we are interested in are:


Rapport



Duration



Verbal production



Number of prompts



Attention



Co-ordination



Positivity



Trust and respect



Eye contact and



Posture.

a. Is there anything else we need to consider?
8. Summary
9. Anything else?
10. Phase 3 possibilities
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APPENDIX G: CODING FRAMES FOR PHASE
TWO
The following were the initial codes identified in the first stage of interview analysis:


Introduction;



Information in advance;



General issues in first meeting;



Purpose of first meeting;



Challenges;



Easier responses from children;



Interaction methods from literature review;



Other interaction methods;



Participation in Phase Three;



Phase Three protocol;



Phase Three analysis; and



Conclusion of interview.

The following was the final coding frame applied in the analysis:


Purpose of first session: the main thing which the practitioner was trying to
achieve in the first interview;
o

Assessment: either an informal or formal assessment of the child;

o

Engagement: building a relationship with the child in the first meeting
on which to build subsequently;



Information in advance: the details available to the practitioner in advance of
the first meeting, either from referral form or from consultation with parents in
advance;
o

Role of parents: in advance of the first interview, parents can provide or
withhold information and co-operation;



Activities: usually creative methods of interaction with indirect or no reference
to the reason for the interview;
o

Drawing;

o

Garda training;

o

Goals;

o

Hobbies;

o

Masks;

o

Photographs;

o

Play;

o

Play-dough;

o

Puppets;
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o

Sandbox;

o

Standardised assessment tools;

o

Vignettes;

o

Worksheets and workbooks;

Challenges: things that made the task of the practitioner more difficult;
o

Age: the child’s developmental stage;

o

Child-specific: issues to do with individual children’s behaviour;

o

Identifying problem: quickly establishing the main issue;

o

Parent or other adult interference: parents or other adults may
withhold information or discourage the child from talking openly to the
practitioner;

o

Resources: inadequate time and physical space to properly conduct
interviews;



Facilitators: things that made the task of the practitioner easier;
o

Age: the child’s developmental stage;

o

Choice: empowering the child by allowing them some choice in how the
interview would proceed;

o

Environment: the physical environment of the interview could be
arranged to make it more comfortable for the child;

o

Familiarisation: allowing the child to become familiar with the setting
and purpose of the interview, and with the practitioners themselves;

o

Permission: in contrast with parental interference, parents could also
encourage their child to participate in the interview;

o

Practitioner’s actions: because practitioners are in charge of the
situation, their behaviour can put the child at ease;

o

Preparation: the more time the practitioner has to consider the
information available in advance the better;



Evaluation of interaction: practitioners can quickly tell whether an interview
has succeeded or not;



o

Failure: there are certain indicators of failure;

o

Success: there are certain indicators of success;

Interviewer style: the general approach the practitioner takes to the interview;
o

Training: the means by which practitioners learn and develop their
skills in relation to child-adult interviews;



o

Question forms: whether general open or closed questions are used;

o

Silence: the way in which silence can be used to progress an interview;

Rapport: the interpersonal relationship of the child and the practitioner;
o

Empowerment: there are ways in which the child can be empowered
during the interview;

o

Instrumental rapport-building: rapport can be mis-used when it is seen
as a means to an end rather than an end in itself;
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Phase Three protocol: practitioners were asked to assess the draft protocol for
Phase Three;
o

Variables;


Attention;



Duration;



Eye contact;



Posture;



Rapport;



Trust and respect;



Verbal production.
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APPENDIX H: SAMPLE CODED TRANSCRIPT
FROM PHASE TWO
R/I
I
R

I
R

Coding
It was generally what the purpose of the first, of the first, certainly
the opening of the session, of the opening of the meeting is.
Well the purpose of the opening of the meeting is really to put
whoever it is as their ease so that, because I work as an educational
psychologist, I'm looking for generally speaking a cognitive score, a
score on their general ability, and also, if I'm looking at attainment or
comparing the two, I'm looking to see what they can attain in a
number of areas relating to reading and comprehension with, with
marks so it's important to put the client at their ease at whatever
level that they're operating on. I mentioned to you before informally
that it was very, if it was a very little person and it seemed
appropriate I would certinaly kneel down if I met them in a corridor
or if I met them for the first time and I was standing up I would
kneel doen so I could see them eye to eye, and sometimes I would
shake hands and sometimes I wouldn't, or sometimes I might take
their hand, if it was a little girl, and if they're accompanied by their
parent or teacher I would say ‘Hello’ to them but I wouldn't
concentrate on them at all. My eye contact and what I say is always
directed towards the client rather than anyone else. So about
establishing comfort level, it depends on the age of the child, their
level of intelligence, curiosity, and also the way they present. I child,
for example, who is intelligent but might have, an older child, but
might have dyslexia, can understand perfectly well generally
speaking but concepts of finding out a general IQ and an attainment
score, obviously if you, if I suspect that the client is not going to be
average well then I don't want to make a big deal out of the
cognitive score and, you know, to find out and say that, 'You're
actually scoring extremely low. You're definitely lots below average'.
What kind of information would you have in advance or what
indications would you use that, that somebody might be at a below
average level so that you take that approach?
As an educational psychologist, what generally precedes meeting
with a client is quite a detailed referral form which is signed by
parents and on that would generally be information about the child,
both behaviourally and also from an academic point of view from
those who knew the child best so if a child was presenting with
hyperactivity-type problems, they would be noted and sometimes
there would be a record of incidents where the child, you know, has
been very inattentive or has been jumping out the window or
whatever so that's important information to know beforehand
because I would gear what I'm saying and the pace at which I'm
saying it to the client. Similarly, with level of intelligence, if I knew
that somebody was operating at the ninetieth percentile, for
example, I would move, after general niceties, I would move in to
really just an intellectual explanation of what we were about and the
fact that it should be enjoyable for the children. Any comments they
make, any questions they have, I'm quite happy to answer them and
I'll show them how they do. I won't have all the scores number
crunched but I can them an indication of how they're doing on
something, talk about it afterwards, and then I'll be back and happy
to talk to them.
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I
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Coding
And then, I suppose, the next question is about how different
children respond and what makes it easier to engage with some
children and what makes it more difficult. I suppose their intellectual
level, their ability to understand what you're saying is one thing but
is there anything else...?
Well, there are other things. There are certain conditions that, that
are useful to know about beforehand or suspicions of certain
conditions. For example, if it was suspected or indeed it was stated
that a child was on the autistic scale, well then I would not wear
perfume for a start and nor would I be, not that I would be touching
a child but I would, I wouldn't automatically shake their hand, which
I might do normally. Generally I'm guided by just an emotional thing,
what seems to be right to do at the time. There is no, there is no
menu that I decide, 'Right, I'm going to have Menu C today'. I really
just try and sum up the situation with the knowledge that I have
beforehand and then, you know, with how the person is looking. If
they're looking very kind of fraught and anxious, well then I'll try and
put them at their ease and depending on their age talk about
something that was non-threatening, maybe like their clothes or their
hair or something like that.
And then is there anything that makes it particularly easy to get
along with some children then?
I, in the sense of getting the work done, a diligent child or a diligent
person who is task-orientated means that the session at least gets
starts and moves along. If I'm using an intelligence scale, it actually
happens the more intelligent a person the longer they take, if they're
diligent about it, whereas the, if people are operating at a lower level
of ability, the whole testing procedure is much shorter because you
can stop after seven or six questions or whatever it is. You're
stopping at the level of their ability. So, those ar kind of
interpersonal-type, emotional intelligence-type things, plus taking
into account previous knowledge. I think I also mentioned to you
before, just anecdotally, I've been thinking about it afterwards, what
do I do with particularly kind of oppositional-defiant-type kids or kids
who just have a problem with authority because they had a problem
throughout their lives in either in schools or with authority figures,
and I have had a number of very angry, generally guys, kind of
thirteen, fourteen, that type of age where they have to be in school,
they hate school, and they've had a bloody awful time, for the most
part in school, and they've given, very often, a lot of grief to teachers
and that is a terrible spiral to be in, but, em, I remember saying to
you that I've dealt with situations where I've talked to parents in the
hall and they child is, or the young adult or the adolescent is effing
and blinding and fucking and, you know, has been out of a school
situation and maybe is kicking something like a bin or a wall or
something and although it can occasionally be difficult to get them to
a room, generally the situation is such that you have to do this or
you're out of school in some cases. Now, that's one of the comments
but I don't want to be associated with this interview, you understand
that?
Oh, yeah.
Occasionally it's a matter of facing someone down but more generally
what I do with somebody who's angry is I try to sit completely
relaxed myself, If somebody is angry and they're standing, I sit down
and I sit down with my hands, you know, with my arms kind of open
beforehand. I will not have my bag with my money and my mobile
phone in it very obviously but, you know, so I try to present sort of
unthreatening, relaxed, there's no big deal about this. I don't have
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Coding
any argument with you, and that's quite effective because I found
that you get nowhere with meeting anger with any kind of
aggression or anything like that [unclear] in this case of anything up
to three hours with a child or a young adult.
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APPENDIX J: PHASE TWO RESULTS ON
PROPOSED INTERVIEW PROTOCOL
The draft protocol for Phase Three was presented to all participants for their
comments. In general, the protocol was deemed to be quite similar to the way in which
practitioners already work, another reassurance for the quality of the design. A
number of important issues were raised and these informed the final version of the
protocol which was used in the pilot study.
A clinical psychologist thought that the protocol sounded a bit “scripted” (CP1). In
the draft version, there were a number of questions which had to be answered. In the
revised version, this was changed to allow more flexibility in the questioning with the
emphasis on maintaining the conversation rather than asking specific questions.
While not a criticism of the draft protocol, a number of practitioners emphasised
the need to use age-appropriate language. This is especially important in introducing
the research and the role of the researcher. Care was taken to revise all materials before
the pilot but, as detailed in Chapter Six, further modification to these parts of the
protocol was necessary in advance of Phase Three.
One of the educational psychologists (EP1) proposed some kind of de-briefing of
participants. As participants are interviewed under only one condition, it is necessary
to tell them about the other conditions and about what other children are doing. The
other educational psychologist (EP2) suggested allowing participants to do all possible
activities, that is, draw a picture or talk about a photograph, after the target interview
was finished. In this way, they are informed about all the conditions and do not miss
out on any opportunity.
It is worth mentioning here that five interviewees raised the possibility of
discussing children’s hobbies and interests in the first session. This had already been
proposed as the topic of discussion in Phase Three interviews but it was reassuring
that practitioners brought it up spontaneously. There was one point of caution
mentioned, however. One of the family support workers thought that using the word
‘hobby’ might raise expectations which might be uncomfortable for some children
“because it might be that watching TV is their hobby but they wouldn't think of it in that way”
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(FS5). The phrasing of this question was considered carefully in preparation for Phase
Three.
Interviewees were asked to comment on the proposed variables for the main phase
of the study. As with the protocol, many of the response from practitioners were to
confirm what had been proposed in the development of the study. The variables on
which there were comments were: duration, verbal production, rapport, attention, eye
contact, and posture.
The duration was assumed to be a simple case that longer was better. However, a
number of interviewees disagreed. The main reason was that longer interactions might
just lead to repetition and “going in circles” (FS3). The emphasis on eliciting new
information rather than repeating responses is important here. One of the clinical
psychologists suggested that “rapport goes on too long it is generally around interviewer
anxiety rather than anything else” (CP1). This is a matter for the researcher’s reflection on
their own practice and something that was considered during the pilot.
With respect verbal production, the general principle that the purpose was to gain
useful information was endorsed. However, one of the family support workers (FS5)
emphasised the importance of quality rather than quantity. The same interviewee drew
attention to the number of questions which had to be asked to which short answers
were given before getting a longer answer. This is already accounted for to some extent
by the measure of the number of prompts.
Attention was mentioned mainly with regard to participants who might have
attention problems. Rather than give any advice, however, those who mentioned it
were more concerned that it was properly accounted for in the analysis. In general
shorter interactions could be expected for those with shorter attention spans.
For rapport, a number of practitioners talked about the normal indicators of
rapport in any interaction, as detailed above in the section on outcome indicators. One
warned against being patronising. The behavioural variables, eye contact and posture,
were mentioned but, as with rapport, little more than normal interactions was
necessary, with things like mirroring the child’s body language mentioned.
In general, the response to the planned analysis was quite positive. The more
general outcome indicators were considered alongside the variables identified in the
literature review in determining the final shape of the analysis.
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APPENDIX K: CHILD-ADULT RAPPORT MEASURE –
CHILD VERSION (GURLAND & GROLNICK, 2003)
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APPENDIX O: PHASE THREE CONSENT FORM
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APPENDIX P: PHASE THREE INTERVIEW
PROTOCOL
1. Pre-interview interaction
This applies to the time from greeting the participant when they arrive to starting the
recorder. The purpose of the pre-interview interaction is to put the participant at ease and to
have a normal conversation without straying into the territory covered by the rest of the
interview schedule. Anything other than the research itself and hobbies is open for
discussion. For example:


How are you?



A lot of weather we’re having lately, eh?



Did you have a nice day at school?



Did you see the match?

Once in the interview room, set up the video recorder. Ask the participant to make sure they
can see the interviewer through the view finder and then check that the participant is also
visible. Start the recorder and conduct the interview as follows:
2. Introduction
Thank you for coming in to help us today. My name is ... and we are helping Brian
Merriman who is at college training to teach psychology. Psychology is all about
how people think and what people do. At the moment, Brian is working on a
project, a bit like his homework, on different ways of talking to children and he
needs your help to find out about the best way. Brian and the people who are
helping him will be talking to about two hundred children and trying out different
ways of asking them questions. We’re trying to understand more about what
people do and say in situations like this and we hope that the things we learn will
help people who work with children all the time to do a better job. You and your
parents got a letter telling all about it. Is that right?
[Wait for response.]
And you all put your names down here [consent form] to say that you were happy
to take part in the project. Are you still happy to take part?
[Wait for response.]
So am I so I’ll write my name down here too. As we wrote in the letter, nothing that
we say here will be told to anyone outside, except if you say that someone is being
hurt or harmed in any way. Is that all okay?
[Wait for response.]
Do you have any questions now about anything?
[Wait for response.]
Can I check what age you are? [Years and months]
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[Wait for response.]
Okay. We’ve already set up the video camera and are taping everything that
happens. It saves me the trouble of trying to write everything down. If you want to
stop at any time or if you’d like to take a break or anything, just say so. If I say
something that doesn’t make sense to you, you should tell me too.
3. Interview
The purpose of this phase is firstly to allow the participant to tell all about their hobby with
no prompts from the interviewer. It lasts until they have no more to add. Then the
interviewer can proceed as they normally would, referring to details already mentioned and
asking more questions. The principle is to keep the conversation going and to learn more
about the participant’s hobbies.
The first thing we need you to tell me is what you like to do in your spare time.
[Wait for response.]
I don’t know much about that so could you
a. Tell me all about [stated hobby]?
b. Show me the picture you brought along and tell me all about [stated
hobby]?
c. Draw a picture of yourself [doing stated hobby] and tell me all about [stated
hobby]?
These options correspond to the verbal, photograph, and drawing variations.
Use these supplementary prompts if necessary:


Think about the last time you...



Think about what you did last weekend, or yesterday after finishing your
homework.



Think about any time you can remember.



Think about what usually happens on the day you...

When the participant has no more to add, and if they have not been mentioned, some details
that might be of interest are:


Who else engages in the activity with the participant;



When they practice/play/train.



Where they practice/play/train.



What they like about it.

4. Conclusion
Is there anything else you’d like to tell me/draw in the picture?
[Wait for response.]
Is there anything else you’d like to ask?
[Wait for response.]
Okay. That’s it, then. Thanks so much for your help. We really appreciate it. Just to
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let you know a bit more about what we’re doing: you talked about [hobby]/brought
a photograph/drew a picture [delete as appropriate] and we’ll be asking other people
to talk about their hobby/bring a photograph/draw a picture [delete as appropriate] to
see if one is better. If you’d like to draw a picture/talk about the photograph you
brought, we can do that now. There’s one more thing we’d like you to do and that’s
to answer these questions about the interview [CHARM] and put the page in this
envelope. As I mentioned already, no one outside will see the video and if Brian
writes or talks about this work you won’t be recognised because your name won’t
be used. We’ll stop recording now.
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Q.1 Recruitment
Thirteen schools were approached in the first round of recruitment, seven primary
and six secondary, and the first of each level to agree to participate was used for the
pilot. In one case six phone calls and in the other nine following the initial letter were
required to finalise the date for data collection. This gave an indication of the amount
of work that would be involved in the main phase. In the primary school, the principal
teacher herself took on the recruitment of participants and in the secondary school the
research was co-ordinated by the career guidance counsellor. As intended for the
primary school, students in First Class were invited to participate and, when only five
returned consent forms, the principal suggested inviting Second Class pupils as well,
which was accepted on the basis that it retained the target age range.

Q.2 Before the Interview
In the primary school, the researcher was given a list of participants’ names and
classrooms and had to call the participants in pairs. An issue arose when walking from
the classroom to the interview room: the researcher was concerned that this interaction
would not unduly influence the building of rapport during the recorded interview and
so said as little as possible to the participants. Of course, this too could influence the
recorded interview. Guidelines for the interaction before recording starts were needed,
then, for the rest of the data collection. It is deemed suitable to talk about anything
except hobbies, the subject of the interview, to avoid pre-empting the research
interview while not contributing to any potential anxiety on the part of participants.
Some participants in the secondary school were self-conscious about the video
camera, which is often perceived as more invasive. A small difference in the
implementation of the procedure was noted which may make the use of the camera
less difficult for participants. The protocol included familiarisation with the camera
whereby participants look through the view-finder to see what is being recorded. In
the secondary school the teacher arranged appointments based on class periods and,
since there was no clear indication of how long the process would take, familiarisation
with the camera was left out. The heightened levels of self-consciousness may be
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attributable in part to this omission. Either way, the final protocol stipulated
familiarisation by asking participants to look through the view finder and ensure the
interviewer was visible.
Most of the information on the background of the study was provided to schools
and to parents, giving them the responsibility for informing the children. However,
participants did not always appear to have been fully informed of the purpose of the
interview and of the overall project. To address this, a letter of information for children
was prepared for Phase Three (Appendix R). The schedule was also adapted to include
more time to explain and introduce the research (Appendix P) as well as further debriefing information at the end.

Q.3 During the Interview
The researcher endeavoured to maintain an awareness of the comfort and
engagement of participants. In general, the younger participants were more
enthusiastic and less inhibited than the older ones. The secondary school participants
generally gave shorter and less productive interviews, as detailed in the analysis later
in the chapter. There are a number of possible factors in this inhibition. As mentioned
already, the level of information which participants were given in advance of the
interview might not have been sufficient. The introduction in the protocol gave little
extra information about the purpose of the study and how data and results would be
used, which might have allayed the wariness of participants. The level of preparedness
and the anxiety of the researcher, given that this was just the second school in which
data collection took place, might also have been apparent. The developmental stage of
the participants might also have been a factor. Indeed, one of the purposes of the
present study is to help identify methods that might be more suitable in early
adolescence.
Continuing in the effort to reduce the power imbalance between interviewer and
interviewee, a means was sought by which to emphasise the participants’ expertise in
their own experience. This same point was useful in response to participants’ possible
assumption of the interviewer’s level of knowledge of a subject area. For example,
several participants talked about football as their favourite pastime and the younger
children gave some detailed descriptions of the structure and skills of the game while
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the older children seemed to assume the interviewer already knew about the game so
described it in less detail. By contrast, one participant with a more unusual hobby,
namely mountain biking, talked at length about even the basic elements of the sport.
The solution devised was to insert the statement “I don’t know much about that” before
the “Tell me all about” instruction. While this could not remove all of the assumptions
participants had about the interviewer, it may have gone some way to levelling the
starting point of every interview.
The topic of ‘things that participants do in their spare time’ proved successful.
There were no instances of misunderstanding of what was being asked, though the
word “hobby” was sometimes used for clarification. Likewise, there were no instances
in which participants did not have some hobby or pastime to describe. The conditions
also appeared to be developmentally appropriate and worked well in the existing
protocol. The implementation of each condition was consistent, providing for more
robust results. The older group of participants was perhaps less confident in their
ability but still took part under the Draw condition. They appeared less inclined to use
colours and this may be related to the artistic inhibition which some have argued
develops in late childhood. The fact that none refused to draw might also reflect the
power relationship of researcher and participant and this was considered in the project
overall. The hesitance to use colours might call into question the developmental
appropriateness of the materials. Overall, however, the materials seemed acceptable
and were retained for the main phase.
There was one technological problem during the pilot. Data cards were used in the
digital video camera and during an interview in the primary school the capacity of the
card was reached. There was not another card available so the interview was ended
and re-scheduled for the second day of data collection. The participant in question was
absent on the second day so it was not possible to complete the interview. Two changes
were made to the researcher’s preparations based on this problem. Firstly, a spare data
card was carried at all times. Secondly, the resolution of the recording was lowered for
the second day of collection and the observable difference was negligible so the lower
resolution was used for all subsequent interviews.
The questions used in pilot were restrictive at times. Rather than allowing the
interviewer to ask the question in which he was interested, the scripted follow-up
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questions made for a more stilted conversation. The intention of the protocol was to
allow as natural and spontaneous an interaction as possible so the follow-up questions
were revised (Appendix P). Another factor in this decision was the uncertainty that
practitioners in Applied Phase Three would follow the protocol as strictly as the
researcher in the School Phase Three. The same arguments apply for the prompts for
the interviewer, the list of which was expanded for the final protocol.
It had been suggested in Phase Two that it would be preferable for all participants
to have the opportunity to participate in all activities. In the pilot study, participants
were informally invited to draw a picture or talk about their photograph if they had
not already done so and if there was time. As was also mentioned in Phase Two, there
should be some de-briefing information for participants after their interview. These
two recommendations were combined in the final version of the protocol (Appendix
P): after the target interaction had come to an end, there was some information about
the other conditions in the study and participants were then invited to draw or to
describe their photograph.
The question of how structured or how flexible the protocol should be was also
considered in the pilot. A distinction was drawn between Free recall and Directed
recall phases of the interviews. The Free recall phase corresponds to everything which
follows the opening question, “Tell me all about [hobby]”. The Directed recall is
everything which follows the first direct question, such as “Who else [plays football] with
you?”. The purpose of this distinction was to separate the immediate impact of the
condition on recall during the Free phase and the effect of that first phase on
subsequent interaction. In order to distinguish the phases in transcription and analysis
all that is required is to identify the beginning of each phase in the interview so the
more detailed questions, instructions, and prompts of the pilot protocol were not
necessary.
Based on the literature review, it was expected that children would spontaneously
narrate their drawings. In the pilot, spontaneous narration only occurred in two of
seven drawing interviews. There were implications from this for the analysis and the
comparison of free and directed recall phases. Since drawing a picture tended to
occupy more time than the other conditions, it was inevitable that the drawing
interviews would be longer. In an effort to deal with this, the possibility of excluding
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periods of silent drawing from the calculation was explored. Taking the broadest
interpretation, this would necessitate the exclusion of periods of silence from the other
conditions. A threshold of three seconds of silent drawing was applied for the main
phase to resolve this issue.

Q.4 After the Interview
It would have been preferable for participants to judge their preferred condition
but in order to allow a comparison they would have to experience all three, which is
beyond the limits of the present study and which has other methodological
disadvantages. One way to include participants’ views on the conditions was to seek
an overall rating of their enjoyment of the interview. This was something which the
researcher was able to ascertain informally in the pilot and which was incorporated in
the CHARM-C questionnaire in the final protocol. Two items were added: “I enjoyed
talking to them” and “I think other people would enjoy talking to them”; these had the
same response scale as the CHARM-C. These two items allowed for comparison of two
dimensions of the conditions which reflect their suitability for work with children.
The original plan for the administration of the CHARM-C to participants was for
them to bring it back to class and complete it there. During the pilot, it was difficult for
teachers to facilitate this among their other commitments. In one example, the class
teacher told the participant to complete the questionnaire at home and return it to the
teacher who would post it to the research team; this did not materialise. Ultimately, it
was decided that participants should complete the CHARM-C in the interview room
but away from the interviewer. Questionnaires were assigned code numbers and
participants were given envelopes for the questionnaires and assured that the
interviewer would not look at them. The concerns over social desirability remain but
this was considered the best solution.
During this pilot study, participants were also asked for informal feedback after
their interviews. In the primary school this was as the participants were leaving the
interview room and in the secondary school was in the remaining minutes before the
class period ended. Most of the feedback was on the information and consent process,
as mentioned already, and some suggestions were made on how to re-phrase parts of
the introduction. Participants also had questions on the overall project, things like the
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number of schools and participants involved. The matter of publication also arose and
participants were assured of their anonymity in the event of publication. More
information on these points was included in the revised introduction and de-brief
(Appendix P).
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APPENDIX S: PARALLEL STUDY TO PHASE
THREE
S.1 Introduction
In Phase Three, a limit of nine participants per school was operated so that no
school was over-represented in the achieved sample. In some of the schools, more than
that nine children volunteered so the random assignment to interview condition also
included assignment to the parallel study. This is consistent with the principle that
everyone who volunteers for research should be included, and that any data collected
should be analysed and reported. This appendix describes the aim and method of the
parallel study and a report of the results is in preparation.

S.2 Study Aim
The aim of the parallel study was to compare the future aspirations of Irish
children with those of Indian children using drawings. The study builds on work by
Merriman and Guerin (2006, 2007) with an Indian sample but for which it was not
possible to recruit a comparable Irish sample.

S.3 Background
The starting point of the present study was child-centred research and practice
which places the child at the centre of inquiries, implying respect for children and their
views and placing the onus on researchers and practitioners to facilitate children in
conveying those views (Heary & Guerin, 2006). Child-centredness developed largely
through methodology, such as research using drawings as a means of data collection
(Merriman & Guerin, 2006, 2007) which demonstrated that arts-based methods had the
potential to facilitate children in describing their experience. The use of children’s
drawings as in research and practice is an essential element of this thesis.
Merriman and Guerin (2006, 2007) built on interest in children’s drawings as data
by applying an innovative method of content analysis devised by Stiles and Gibbons
(2000). The same methods of data collection and of analysis were applied in the parallel
study. Merriman and Guerin (2007) reports on drawings made by 151 participants (85
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girls; 56.3%) with an age range of 8 to 15 years (M = 11.34, SD = 1.4). Data were
collected in schools and educational projects in Kolkata, India in a study on children’s
future aspirations. The method of the parallel study is taken directly from Merriman
and Guerin (2007).

S.4 Method
S.4.1 Participants. There were four schools in which 22 children took part in the
parallel study, 12 in primary schools and 10 in secondary. Among the younger
children, the average age was 7.4 (SD = 0.699) and there were 9 boys and 3 girls.
Among the older children, the average age was 12.9 (SD = 0.316) and there were 5 boys
and 5 girls.

S.4.2 Materials. A drawing sheet (see Appendix S.A) was developed for use in
the original study by Merriman and Guerin and used again in the parallel study. It
offered instructions to draw a picture of the sort of person the participant wanted to be
when they grew up, and to show this person engaged in an activity. They were also
invited to write who the person was, what they were doing, and why they were
chosen. Drawing pencils and coloured crayons were distributed for use.

S.4.3 Procedure. All of the participants who had not been assigned to the
interview conditions took part at the same time in the room that was used for the
interviews. The following instructions were read:
"Part of the project involves finding out what people think about what
they want to be like when they grow us. I would like you to draw a
picture of the sort of person you would like to be when you grow us. I’d
like you to draw them doing something and to write a little about who the
person is, what they are like, and why you chose them. You can use the
back of the page if you wish. You don’t have to do this if you don’t want
to, or you can just draw a picture and keep it. Please write your age and
whether you are a boy or a girl and don’t write your name on the page."
Drawing sheets were distributed and the participants began their drawings using
the materials provided. No participant declined to take part.
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APPENDIX T: CHILD-ADULT RAPPORT MEASURE –
ADULT VERSION (GURLAND & GROLNICK, 2003)
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APPENDIX U: PHASE THREE PRACTITIONER
CONSENT FORM
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APPENDIX W: PHASE THREE INTERVIEWER
FEEDBACK FORM
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APPENDIX Y: CHILD PROTECTION PROTOCOL
Confidentiality of interviews applies except where a child protection issue arises. This
principle is explained in the letter to school principals, the information for participants
and parents, and will be explained at the time of the interview as follows (adapted from
Williamson et al., 2005):

“Only the people doing the research will see the video of this interview
so you can say anything that you want to say. The only thing we would
have to tell someone about is if you said that you or someone else was
being hurt in any way, because it is important that everyone is kept
safe. That is the only thing that we might tell somebody else about and
we would talk to you about that first. Okay?”

If a child protection issue is raised, the information will be passed to the school
authorities and will follow their subsequent procedures. If an issue is raised in the
applied setting, the practitioner will deal with it according to their organisation’s
procedures.
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TRANSCRIPTS
Draw – LT02, Girl, 8.75 years
Line Time
27 5:54.3 6:01.2
28 6:01.2 6:02.2
29 6:02.1 6:11.5
30 6:11.5 6:12.5
31 6:11.8 6:20.4
32 6:20.5 10:58.2
33 10:58.2 10:59.2
34 10:58.7 11:03.2
35 11:03.2 11:04.2
36 11:04.2 11:05.4
37 11:05.4 11:06.4
38 11:05.6 11:10.2
39 11:10.2 11:14.5
40 11:14.5 11:20.1
41 11:20.1 11:30.3

C/I Content
I Okay. So, the thing you like doing in your spare time is
science. Is that what you said?
C Yeah.
I
C

Coding
Directive

Brilliant. So what I'd like you to do is draw a picture of
Cued invitation
you doing scientific things. Would you be able to do that?
Yeah.

I

Great. I'm not sure that pencil's working. This one should
be. And we have all kinds of coloured things.
DRAWING

C

There.

1 description

I

Cued invitation

C

Brilliant. Okay, so can you tell me all about what's going
on in your drawing there?
Fireworks.

I

Fireworks?

Facilitator

C

Yeah.

I

And which bits are the…? Where are the fireworks?

Directive

C

Them and that's a little love-heart firework.

2 description

I

And tell me how you made the fireworks then.

Cued invitation

C

I got salt and I put it into water like that and then I
mixed it with, what, something beginning with B. I forget
the name.
I don't know now.

4 action
4 description
3 object
Facilitator

1 description

42 11:30.4
11:31.7
43 11:31.7
11:40.6
44 11:40.6
11:44.9
45 11:44.8
11:50.3

-

I

-

C

-

I

And then I mixed in a liquid and then I shaked [sic] it and 3 action
then all fireworks came out.
2 description
That's brilliant. And when did you do this?
Directive

-

C

I saw in on telly and then I tried it at home [unclear].

46 11:50.3
11:51.3
47 11:51.3
11:55.3
48 11:55.3
11:57.0
49 11:57.0
12:00.6

-

I

Oh.

-

C

And then only little sparks came out.

-

I

And what programme did you see it on?

-

C

It was on the Bratz. One of the girls is a scientist.
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2 action
1 object
1 place
Facilitator
1 action
1 description
Directive
2 description
1 person

Line Time
50 12:00.6
12:01.6
51 12:01.4
12:03.0
52 12:03.1
12:04.1
53 12:04.0
12:05.0
54 12:04.7
12:07.2
55 12:07.1
12:09.9
56 12:09.9
12:16.1
57 12:16.1
12:19.6

-

C/I Content
I Oh right.

Coding
Facilitator

-

C

But she doesn't [unclear].

-

I

Yeah.

-

C

Yeah.

-

I

-

C

And you tried it out. Have you tried out anything else like Directive
that?
Not really.
1 description

-

I

-

C

58 12:19.5
12:24.1
59 12:24.1
12:26.7
60 12:26.7
12:27.7
61 12:27.5
12:28.5
62 12:27.7
12:35.6
63 12:35.7
12:49.1
64 12:49.0
12:52.7
65 12:52.6
12:53.6
66 12:53.6
12:58.3
67 12:58.3
13:04.0

-

I

-

C

And do you think you'd like to be a scientist when you
grow up?
A teacher and a scientist.

-

I

Yeah?

-

C

Yeah.

-

I

-

C

-

I

3 action
2 description
That'd be brilliant. And is there anything else you can tell Cued invitation
me about doing science or anything like that?
Sometimes you can fix stuff as well, like make [unclear].
You can do loads.
Yeah? And that's what you want to do?
Suggestive

-

C

Yeah.

-

I

-

C

And who else, who helps you when you're doing things
like, science things like this?
Sometimes my sister. My sister's very good. She's in this
class gone to [place].

68 13:04.0
13:05.0
69 13:04.8
13:10.2
70 13:10.2
13:13.5
71 13:13.5
13:17.5

-

I

Oh yeah.

-

C

And sometimes my Ma helps me and my friend.

-

I

-

C

72 13:17.5 13:18.5
73 13:18.0 13:25.9

I

1 action
2 person
And do you do it at home or do you do anything in school Option-posing
as well?
Sometimes we like in school, we did about animals in
1 action
science.
2 description
1 place
Yeah.
Facilitator

C

Yeah. And my cousin [name] who's in that [unclear].

I

Oh yeah. And what do you like most about it?

C

I like when I'm making stuff and sometimes I get really
messy.

74 13:25.9 13:29.3
75 13:29.2 13:34.9

Facilitator

So would you like to do more things like that? Do you
think it's interesting?
Yeah. And I like reading as well [unclear].

Directive
1 action
1 affect
1 description
Directive
2 description
Facilitator
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Directive
3 description
1 person
1 place
Facilitator

1 description
1 person
1 place
Directive
2 action
1 affect
1 description

Line Time
76 13:34.9
13:37.1
77 13:37.1
13:39.2
78 13:39.2
13:40.3
79 13:40.4
13:45.0

-

C/I Content
I Then someone has to clean up as well, don't they?

-

C

I clean up while I'm doing it.

-

I

Oh do you? Very good.

-

C

Yeah. It's a, my Ma telled [sic] me that when I was
helping cook the dinner.

80 13:45.0 13:52.3

I

81 13:52.4 13:54.7

C

And is there anything else you'd like to draw in your
picture about doing science or anything else you can tell
me about it?
Not really.

Coding
Suggestive
1 action
1 description
Facilitator
2 action
2 description
1 object
1 person
Cued invitation
1 description

Photo – SF07, Boy, 13.58 years
Line Time
5 1:55.3 2:38.2
6 2:38.3 2:55.1
7 2:55.2 2:57.1
8 2:57.1 3:02.7

C/I Content
I The first thing we need you to tell me is what you like to
do in your spare time.
C I like playing football, basketball, reading, computer
games, just hanging around with my friends and all.
I And you brought in a photograph, did you?
C

9

3:02.6 3:09.4

I

10

3:09.3 3:29.6

C

11

3:29.6 3:36.8
3:36.8 3:49.7

I

12
13
14
15
16
17
18
19

3:49.7
3:52.8
3:52.9
3:53.9
3:53.6
3:57.8
3:57.9
4:01.1
4:01.1
4:07.6
4:07.6
4:08.6
4:08.3
4:09.8

5 action
1 person
Suggestive

Yeah, I brought in Tevez 'cause he scored at the weekend 2 action
for United.
1 description
2 person
Oh right. Okay. Well, so we'll have a look at the picture
Cued invitation
and you can tell me all about it.

-

I

It's Tevez, he might be leaving United because he's only
on loan and so he's just listening 'cause the fans want
him to stay and everyone wants him to stay but Ferguson,
he's the manager, he doesn't, he's not really sure and he
scored at the weekend and that was the celebration.
Oh yeah. So, why did you, why did you choose that
picture to bring in?
I, I like Tevez, he's one of my favourite footballers and
like I don't want him to leave United 'cause we [unclear]
don't really have a striker besides him.
Yeah. He's good, isn't he?

-

C

Yeah.

-

I

-

C

Yeah. I don't, I don't know a lot about football and Man
United but I gather that he's very good.
Yeah, he works a lot like he's really a worker.

-

I

-

C

So, yeah, you brought that in 'cause you're interested in
football, yeah?
Yeah.

-

I

Okay. So tell me all about playing football then.

C

Coding
Directive
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5 action
4 description
3 person
Invitation
1 action
1 affect
4 description
Suggestive

Facilitator
1 action
1 description
Suggestive

Invitation

Line Time
20 4:09.7 4:29.2
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36

37
38
39
40
41
42
43
44

4:29.3 4:32.8
4:32.8 4:36.7

C/I Content
C I play for [club] up in [place]. I play centre-back on
under-thirteens. I'm captain of the team.
I

And apart from Tevez, how are your favourite players?

C

I like Vidic 'cause like he plays the same position as me.

Coding
2 action
2 description
1 person
1 place
Directive

4:36.7
4:37.8
4:37.7
4:45.2
4:45.3
4:49.0
4:49.0
4:50.3
4:50.3
4:51.5
4:51.6
4:59.2

-

I

Yeah.

1 action
1 affect
1 person
Facilitator

-

C

-

I

And like I want to be like him 'cause he's just a good
footballer.
Yeah, I've heard of him anyway.

1 action
1 description
Facilitator

-

C

Yeah, he's a bit crazy.

1 description

-

I

Yeah? What does he do?

Directive

-

C

1 action
2 description

4:59.3
5:01.2
5:01.3
5:08.9
5:08.9
5:11.4
5:11.5
5:18.3
5:18.4
5:22.4
5:22.4
5:23.9
5:24.0
5:28.0
5:28.0
5:54.4

-

I

He just like, the way he goes in for tackles and all, you
wouldn't think like, you'd think he was going to break
someone's leg.
And has he?

-

C

-

I

No. He's real good and he knows what he's doing, it's just 2 action
on the telly it looks like he's going to break their leg.
4 description
And you, do you play like that then?
Directive

-

C

Kind of. Not too much craziness.

2 description

-

I

Facilitator

-

C

Good. Good. 'Cause craziness would probably get you in
trouble.
Yeah, get you sent off.

-

I

Directive

-

C

5:54.4
5:55.4
5:55.0
5:56.9
5:56.8
6:00.3
6:00.2
6:06.8
6:06.9
6:07.9
6:07.7
6:13.9
6:14.0
6:15.1
6:15.1
6:19.9

-

I

And who else plays football with you then? Are there a lot
of your friends on the team?
No one I knew before I went up there like. My friend
plays for a different club team but I don't really see him
that much 'cause he's in a different school and all so, like,
he's on a different team as well. we were kind of hoping
to get on the same team 'cause we were like best friends
from primary.
Yeah.

-

C

[Unclear].

-

I

So, why did you end up going to that club?

Directive

-

C

-

I

'Cause they're a good club to play in [unclear] 'cause
they've, they're linked with [club].
Oh right.

1 action
2 description
Facilitator

-

C

-

I

So if there's, it's a good club if you want to like make it as 1 action
a professional.
2 description
And would you like to?
Cued invitation

-

C

I wouldn't mind, yeah, get a few, get a lot of money.
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Directive

1 action

5
1
5
2
1

action
affect
description
person
place

Facilitator

1 action
1 description

Line Time
45 6:19.9
6:23.6
46 6:23.7
6:25.2
47 6:25.2
6:28.1
48 6:28.1
6:29.1
49 6:28.5
6:29.6
50 6:29.6
6:33.7
51 6:33.8
6:34.8
52 6:34.6
6:40.6
53 6:40.6
6:43.6
54 6:43.6
6:46.3
55 6:46.3
6:53.6
56 6:53.5
7:11.0

57
58
59
60
61
62
63
64

65
66
67
68

-

C/I Content
I How much money do you think Tevez is earning?

Coding
Directive

-

C

About eighty grand a week.

1 description

-

I

Yeah, that's a lot.

Facilitator

-

C

Yeah.

-

I

Yeah, so you wouldn't mind that.

-

C

-

I

Yeah, my friend, his brother's going over to play with Man 1 action
U.
3 person
Yeah?
Facilitator

-

C

-

I

Yeah. He's playing for them a while. He [unclear] he's just 2 description
good enough to make it.
Yeah, that'd be great.
Facilitator

-

C

Get a lend, Get a lend off him.

1 action

-

I

Yeah. And when, how often do you play?

Directive

-

C

4 action
6 description
1 person

-

I

The season, I played the last match there on Saturday.
That’s the season over now. It'll be back in August I'd say
but I play for a Gaelic team as well, just my local Gaelic
team. This, the season only starts really during the
summer.
Oh yeah.

-

C

So that'll keep me occupied during the summer.

-

I

-

C

7:30.6 7:32.1
7:32.0 7:42.8

I

7:11.1
7:12.1
7:11.7
7:16.4
7:16.5
7:19.0
7:19.0
7:30.6

7:42.9 7:43.9
7:43.5 7:54.0
7:54.0 7:55.0
7:54.9 8:04.4
8:04.5 8:05.9
8:05.9 8:14.4

C
I
C

I

Facilitator

Facilitator

1 action
1 description
And what do you like about, what do you like most about Cued invitation
football?
Just like getting out there and playing with my friends and 3 action
all. I enjoy it and it's fun.
2 affect
1 person
And what would you say is the best thing?
Directive
Just like the craic and all that we have. It's funny and all. 1 action
We went to [place] last year.
2 description
1 place
Yeah?
Facilitator
To play a tournament. It was gas. The under-sixteens
3 action
team came with us and we had a big massive water fight 3 description
in the hotel.
1 person
1 place
And how won?
Directive

C

It was kind of fair. They started it. They robbed our
toaster and then we got them in the baths and all.

I

The robbed your toaster?

C

Yeah, 'cause we had like, we were downstairs and we had 2 description
like a little kitchen and like there was rooms outside the
3 place
kitchen, where our bedrooms were.
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3 action
3 description
1 object
Facilitator

Line Time
69 8:14.5 8:15.5
70 8:15.4 8:34.1

71
72
73
74
75
76

C/I Content
I Yeah.

-

I

And like the kitchen was like common and they came
downstairs one night and robbed all our toaster and our
kettle and all so we had to get them back and we got
honey and jam and put it on the door handles and all to
get them back.
Okay, so, but that's nothing to do with football.

-

C

Yeah, I know, but it was part of the trip.

1 description

-

I

Okay. I see.

Facilitator

-

C

[Unclear] fun.

1 description

-

I

Cued invitation

8:53.3 8:59.9

C

Yeah, I can see how it would be fun. Okay, is there
anything else you can tell me, either about the picture
that you brought in or about playing football yourself?
No, not really.

8:34.2
8:36.8
8:36.8
8:39.4
8:39.5
8:41.1
8:41.1
8:43.9
8:43.9
8:53.4

C

Coding
Facilitator
5 action
4 description
4 object
Facilitator

1 description

Verb – TM05, Boy, 13.61 years
Line Time
7 2:30.6 3:16.9
8 3:17.0 3:27.9
9 3:27.9 3:38.7
10
11
12

13
14
15
16

17
18

3:38.6 3:45.8
3:45.8 3:53.5
3:53.5 4:13.5

4:13.6
4:16.9
4:16.9
4:22.9
4:22.9
4:28.8
4:28.7
4:43.2

-

4:43.3 4:47.9
4:48.0 4:49.0

C/I Content
I The first thing we need you to tell me is what you like to
do in your spare time.
C I like to play soccer, I play for, I play Gaelic and hurling
for [club], yeah, I just play with friends, yeah.
I Okay, we'll start with the sports that you play for clubs. I
never played Gaelic football or hurling so don't know
much about it so can you tell me all about playing those?
C Well, I play for under-fourteens, play, what do you want
to know? Like, how you play?
I Well, no, well, how you find playing and how much you
play and how much you enjoy it and all that kind of stuff.
C Well, yeah, I really enjoy it. I have training twice a week
and matches on Saturdays and like, say we have a
football match on Saturday, we'd be doing training
Monday and Wednesday but if we have a hurling match
on Saturday we'd be doing hurling training on Monday
and Wednesday.
I And do a lot of people play both?

Coding
Directive
4 action
2 person
Cued invitation
1 action
1 description
Cued invitation
4 action
1 affect
8 description

Directive

C Yeah, there's like twenty lads like go out.

1 action
1 description
I Yeah. And are they mainly fellas in the school or friends of Directive
yours or what?
C Yeah, well, say around twelve or thirteen of them are in
2 action
the school. The others are from [place1] and [place2],
3 description
around there, and I know, yeah, I know all the lads in
3 place
school that are on my team, yeah.
I And where do you play?
Directive
C In [club].

1 person
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Line
Time
19 4:49.1 4:50.6
20 4:50.6 4:53.4
21 4:53.4 4:58.7
22 4:58.8 5:08.7
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43

5:08.8
5:11.4
5:11.5
5:13.0
5:13.1
5:14.1
5:14.1
5:19.5
5:19.5
5:20.8
5:20.8
5:21.9
5:21.9
5:22.9
5:22.9
5:23.9
5:23.8
5:25.2
5:25.3
5:26.3
5:26.1
5:30.9
5:30.9
5:36.9

Content

C It's just, it's just around the corner, just down there.

Coding
Directive
1 description

-

Okay. Yeah, so you said it's enjoyable. What do you like Cued invitation
most about it?
C It's, gets me out of the house and I've been playing it
3 action
since I was seven so I'm used to it now and it's fun, yeah. 1 affect
1 description
1 place
I And do you prefer football or hurling?
Option-posing

-

C Hurling.

1 description

-

I

Directive

-

3 description

-

C I don't know. More skilful. It's better. I'm better at
hurling.
I And what position do you play?

-

C I play forward.

1 description

-

I

Facilitator

-

C Yeah.

-

I

-

C Yeah.

-

I

-

C Yeah, I don't play for a soccer team but I play for, soccer 2 action
with my friends in the field and that.
2 description
1 person
I Yeah. And how much do you get to do that?
Directive

5:37.0 5:39.7
5:39.7 5:51.1
5:51.1 5:54.3
5:54.4 5:55.4
5:55.4 6:05.4
6:05.3
6:07.7
6:07.6
6:11.2
6:11.1
6:13.1
6:13.1
6:14.1

C/I
I And where is that?

I

Why's that?

In both?

So do you score a lot?

Directive

Directive

Very good. And you mentioned you play soccer as well.

Cued invitation

C Well, if we've training I won't, I won't go out. When it's a 1 action
nice day, go out, four times a week, after school,
3 description
[unclear].
I And hopefully more in the summer now if the weather's
Facilitator
good as well.
C Yeah.
I

Cued invitation

-

Good stuff. Okay, is there anything else you can tell me
about playing football? We'll stick to Gaelic and hurling
because you said they're the main things.
C What do you want to know about it?

-

I

Facilitator

-

C Like, what you have to do?

-

I

Anything that you think is important.

Yeah.

Facilitator
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Line
Time
44 6:14.0 6:55.8

45
46

6:55.8 6:57.2
6:59.7 7:03.3

C/I
Content
Coding
C Well, football's pretty, or Gaelic's pretty full-forward.
7 action
Gaelic's pretty forward, just pick up the ball just do what 9 description
you can with it, hurling, you have to wear a helmet and
3 object
you're not allowed pick it up off the ground. You have to,
you have to pick it up with the hurl and, yeah, there are
different rules. Just say, the football goes, another player
hits the ball wide so you get a sixty-five in hurling but it's
a forty-five in football 'cause it's easier to hit a hurl, sliotar
than a football.
I Okay. Is there anything else you can tell me?
Invitation
C I don't know.
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