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Abstract 

This thesis examines the relationships and ΨbordersΩ (see Castree et al., 2007) that 

exist between cƘƛƭŘǊŜƴΩǎ geographies in the space of everyday life, and formal spaces 

of geographical thought (geography as an academic discipline and geography as a 

school subject).  

The research is based on the construction of a Storytelling and Geography Group 

which was convened by the researcher six times between September and November 

2014. The group consisted of five participants, with the young people being 

encouraged to be active agents in the research. In the group, the participants shared 

their geographies and imaginations of London and their world(s). The ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ 

narratives were then interpreted using the work of Henri Lefebvre (1991) and David 

Harvey (1990) on the Ψproduction of spaceΩ. Analysis examined how children are both 

shaped by, and shape, social space. 

The research has three major findings; firstly, the young people in this study navigate 

multiple, sometimes contradictory, social spaces when constructing and 

representing themselves, and their identities, in London; secondly, the young people 

imagine London as a jigsaw of territories with distinct social rules existing in different 

spaces and places within the city; thirdly, London is perceived by the young people 

participating in the research as a place of opportunity and hope, but also as a place 

of inequality and injustice.  

This thesis provides ŀƴ ƻǊƛƎƛƴŀƭ ŀƴŀƭȅǎƛǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǳǎƛƴƎ ǘƘŜ 

production of space, an idea that is also hitherto under-considered in education 

(Middleton, 2017). The research also presents an original argument as to the value 

of border crossings between the different spaces of geographical thought. Positing 

that the value of such a crossing for school geography lies in enabling geography 

ǘŜŀŎƘŜǊǎ ǘƻ ōŜ ƳƻǊŜ ƛƴŦƻǊƳŜŘ ƛƴ ǘƘŜƛǊ ΨŎǳǊǊƛŎǳƭǳƳ ƳŀƪƛƴƎΩ ό[ŀƳōŜǊǘ ŀƴŘ aƻǊƎŀƴΣ 

2010), and arguing further that providing children with opportunities to examine 

όǘƘŜƛǊ ƻǿƴύ ƎŜƻƎǊŀǇƘƛŜǎ ǳǎƛƴƎ ΨǇƻǿŜǊŦǳƭ ƪƴƻǿƭŜŘƎŜΩ όǎŜŜ ¸ƻǳƴƎ ŀƴd Muller, 2010) 

can support their development as informed, and empowered, social actors. 
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Impact statement  

This thesis shows Ƙƻǿ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜs, as both an area of academic thought, 

and as shared by children themselves, can be enabling to geography teachers in their 

ΨŎǳǊǊƛŎǳƭǳƳ ƳŀƪƛƴƎΩ όǎŜŜ [ŀƳōŜǊǘ ŀƴŘ aƻǊƎŀƴΣ нлмлύ ŀƴŘ ŎƘƛƭŘǊŜƴ ƛƴ ǘƘŜƛǊ ƭƛǾŜǎ ŀƴŘ 

futures. Through drawing on ideas from the discipline of geography (specifically 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ǘƘŜ ΨǇǊƻŘǳŎǘƛƻƴ ƻŦ ǎǇŀŎŜΩ όǎŜe Harvey, 1990; Lefebvre, 

1991)) the research demonstrates why, and how, it is of value to consider the child, 

beyond their given identity of student, in school geography. In this way, the research 

contributes to academic debate about the place of the child in geography education 

and the significance of geography education to the child. 

In addition to contributing to academic debate, the thesis also has the potential to 

have impact beyond the academy and for the findings of the research, and arguments 

put forward, to be used by geography teachers in schools. Through drawing on 

aŀǳŘŜΩǎ όнлмсύ ǘȅǇƻƭƻƎȅ ƻŦ ǇƻǿŜǊŦǳƭ ƪƴƻǿƭŜŘƎŜΣ the thesis has shown the value of 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǘƻ ǎŎƘƻƻƭ ƎŜƻƎǊŀǇƘȅΦ CƻǊ ŜȄŀƳǇƭŜΣ it demonstrates that 

providing children with opportunities to study (their own) everyday life using what 

¸ƻǳƴƎ όнллуύ ǘŜǊƳǎ ΨǇƻǿŜǊŦǳƭ ƪƴƻǿƭŜŘƎŜΩ Ƙŀǎ ǘƘŜ ǇƻǘŜƴǘƛŀƭ ǘƻ ƎƛǾŜ ǘƘŜƳ ǇƻǿŜǊ ƻǾŜǊ 

their own, everyday knowledge.  

To bring about impact, the research has been disseminated at both academic, and 

professional, conferences nationally and internationally, with papers including: 

Mind the Gap! Geography as a discipline, pre-university subject and as part of 

everyday life (NOFA, 2019, Stockholm) 

/ƘƛƭŘǊŜƴΩǎ DŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ǘƘŜ DŜƻƎǊŀǇƘȅ /ƭŀǎǎǊƻƻƳ όDŜƻƎǊŀǇƘƛŎŀƭ !ǎǎƻŎƛŀǘƛƻƴ 

annual conference, 2019, Manchester) 

Why Explore the Production of Space in Geography Classrooms? (Royal 

Geographical Society annual conference, 2018, Cardiff) 

¸ƻǳƴƎ tŜƻǇƭŜΩǎ DŜƻƎǊŀǇƘƛŜǎΥ !ƴ hǇǇƻǊǘǳƴƛǘȅ ǘƻ /ǊƛǘƛŎŀƭƭȅ /ƻƴǎƛŘŜǊ ǘƘŜ 

wŜƭŀǘƛƻƴǎƘƛǇ ōŜǘǿŜŜƴ ά9ǾŜǊȅŘŀȅέ ŀƴŘ άtƻǿŜǊŦǳƭ YƴƻǿƭŜŘƎŜέ όLƴǘŜǊƴŀǘƛƻƴŀƭ 

Geographical Union conference, 2017, Lisbon) 
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Furthermore, the research has thus far resulted in two publications: 

IŀƳƳƻƴŘΣ [Φ όŦƻǊǘƘŎƻƳƛƴƎύ Ψ/ƘƛƭŘǊŜƴΣ /ƘƛƭŘƘƻƻŘ ŀƴŘ /ƘŀƴƎƛƴƎ ¢ŜŎƘƴƻƭƻƎȅΩ ƛƴ 

Walshe, N. (eds.) Geography Education in A Digital World Routledge: London 

IŀƳƳƻƴŘΣ [Φ όнлмфύ Ψ¦ǘƛƭƛǎƛƴƎ ǘƘŜ ΨǇǊƻŘǳŎǘƛƻƴ ƻŦ ǎǇŀŎŜΩ ǘƻ ŜƴƘŀƴŎŜ ȅƻǳƴƎ 

peopƭŜΩǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǇƭŀŎŜΩ ƛƴ Geography 104(1) pp28-37  
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1. Chapter one: Introduction 

This thesis is about children and their geographies; their rich and varied experiences 

and imaginations of the world. Today in England, as in much of the world, formal 

ŜŘǳŎŀǘƛƻƴ ŦƻǊƳǎ ŀ ƭŀǊƎŜ ǇŀǊǘ ƻŦ ŀ ŎƘƛƭŘΩǎ ƭƛŦŜ ό!ƛǘƪŜƴΣ мффпΤ CǊŜŜƳŀƴ ŀƴŘ ¢ǊŀƴǘŜǊΣ 

2011)Φ ¸Ŝǘ ǘƘŜ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ōŜǘǿŜŜƴ ǘƘŜ ŎƘƛƭŘΩǎ ŜǾŜǊȅŘŀȅ ƭƛŦŜ ŀƴŘ ǘƘŜƛǊ ŦƻǊƳŀƭ 

education is much debated. The focus of these debates include philosophical 

considerations as to the purpose of schooling and its potential for emancipation (see 

Freire, 1970) and human flourishing (see Reiss and White, 2013), as well as the 

relationships between different forms of knowledge (see Young and Muller, 2016) 

ŀƴŘ Ƙƻǿ ǘƘŜǎŜ ƳƛƎƘǘ ōŜ ŎƻƴǎƛŘŜǊŜŘ ōȅ ǘŜŀŎƘŜǊǎ ƛƴ ǘƘŜƛǊ ΨŎǳǊǊƛŎǳƭǳƳ ƳŀƪƛƴƎΩ όǎŜŜ 

Lambert and Morgan, 2010; Young et ŀƭΣ нлмпύΦ /ƻƴǎƛŘŜǊƛƴƎ ƎŜƻƎǊŀǇƘȅΩǎ Ǉƻǎƛǘƛƻƴ ƛƴ 

ǊŜƭŀǘƛƻƴ ǘƻ ǘƘŜǎŜ ŘŜōŀǘŜǎ ƛǎ ƻŦ ǾŀƭǳŜΣ ŀǎ ǿƘƛƭǎǘ ŜǾŜǊȅŘŀȅ ƭƛŦŜ ŀƴŘ ŎƘƛƭŘǊŜƴΩǎ 

geographies are significant areas of research in the academic discipline, their place 

in compulsory education and schooling has yet to be fully explored (Biddulph, 2011; 

Tani, 2011; Catling, 2014; Roberts, 2017). 

²ƛǘƘ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀǎ ǘƘŜ ŦƻŎǳǎΣ ǘƘƛǎ ŎƘŀǇǘŜǊ ŀǊƎǳŜǎ ǘƘŀǘ ǘƻ ŜƴƘŀƴŎŜ ǘƘŜ 

quality of school geography there needs to be a much greater understanding of 

different spaces of geographical thought and their relationships with one another. 

¢ƘŜ ŎƘŀǇǘŜǊ ōŜƎƛƴǎ ōȅ ƛƴǘǊƻŘǳŎƛƴƎΣ ŀƴŘ ǇǊƻōƭŜƳŀǘƛȊƛƴƎΣ ǿƘŀǘ ¢ŀƴƛ όнлммύ ǘŜǊƳǎ ΨƎŀǇǎΩ 

that exist between spaces of geographical thought in section 1.1. Following this, it 

sets out the need for the research in section 1.2. This section is divided into two 

distinct, but interrelated, sub sections. The first, section 1.2.1, examines my journey 

to recognising the need for this research, drawing on my experiences as a geography 

teacher. Following this, the need for this research is contextualised in academic 

debate in section 1.2.2. The research questions are then introduced in section 1.3, 

with the significance of the research being outlined in section 1.4. The chapter then 

concludes with an overview of the structure of thesis and research undertaken in 

section 1.5. 
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1.1 The research problem 

Since the 1970s, research in the academy has led to the emergence and growth of 

ǘƘŜ ǎǳō ŘƛǎŎƛǇƭƛƴŜ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΦ wŜǎŜŀǊŎƘ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΣ and 

associated fields, has developed and changed understandings of children and 

childhood (see section 2.2). It has also critically examined and developed 

methodologies that can be used to work with, and research, children (Aitken, 1994; 

2001; 2018; van Blerk and Kesby, 2009; Hörschelmann and van Blerk, 2012; Freeman 

and Tranter, 2015; see sections 2.2 and 3.2). Despite these developments in the 

ŘƛǎŎƛǇƭƛƴŜ ƻŦ ƎŜƻƎǊŀǇƘȅΣ ǘƘŜǊŜ ǊŜƳŀƛƴǎ ƳǳŎƘ ŘŜōŀǘŜ ŀǎ ǘƻ ƛŦΣ ŀƴŘ ƘƻǿΣ ŎƘƛƭŘǊŜƴΩǎ 

geographies should be considered in geography education in schools (see for 

example, Firth and Biddulph, 2009; Catling, 2011; 2014; Tani, 2011; Biddulph, 2012; 

Roberts, 2017). 

In the context of Finnish geography education, Tani (2011) has conceptualised these 

ŘŜōŀǘŜǎ ŀǎ ōƻǘƘ ŜƳŜǊƎƛƴƎ ŦǊƻƳΣ ŀƴŘ ōŜƛƴƎ ǊŜŦƭŜŎǘŜŘ ƛƴΣ ǘǿƻ ΨƳŀƧƻǊ ƎŀǇǎΩ ǇǊŜǎŜƴǘƭȅ 

affecting school geography: 

o Firstly, the gap between geography as an academic discipline and geography 

as school subject; 

o {ŜŎƻƴŘƭȅΣ ǘƘŜ ƎŀǇ ōŜǘǿŜŜƴ ŎƘƛƭŘǊŜƴΩǎ ΨŜǾŜǊȅŘŀȅ ƪƴƻǿƭŜŘƎŜΩ ŀƴŘ ƎŜƻƎǊŀǇƘƛŜǎΣ 

and the geography they study in school. 

This research seeks to explorŜ ǿƘŀǘ ¢ŀƴƛ ŘŜŜƳǎ ΨƳŀƧƻǊ ƎŀǇǎΩ ŀƴŘ ǘƘŜ ƛƳǇŀŎǘǎ ǘƘŜȅ 

have, and have had, on the place of ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛn school geography in 

England. To do this it examines the relationships between the three spaces of 

geographical thought that Tani highlights (everyday life, the academic discipline and 

the school subject). This thesis is ŀƴ ƛƴǾŜǎǘƛƎŀǘƛƻƴ ƛƴǘƻ ŎƘƛƭŘǊŜƴΩǎ Ǝeographies and 

their value to geography education in schools. 
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1.2 The need for this research 

Central to the research problem is the idea that whilst geography and geographical 

thinking, are recognised as existing in different spaces (everyday life, as well as being 

ŦƻǊƳŀƭƛǎŜŘ ƛƴ ǘƘŜ ŀŎŀŘŜƳƛŎ ŘƛǎŎƛǇƭƛƴŜ ŀƴŘ ǎŎƘƻƻƭ ǎǳōƧŜŎǘύΣ ΨōƻǊŘŜǊǎΩ όǎŜŜ /ŀǎǘǊŜŜ Ŝt 

al., 2007) exist between these spaces meaning that the relationships between them 

are complex and multifaceted (Bonnett, 2003; Castree et al., 2007; Tani, 2011; Butt 

and Collins, 2018; Butt, 2019). The identification of the need for the research (notably 

these borders), and my desire to undertake this doctorate, was born from my 

experiences as a geography teacher. In section 1.2.1, I introduce my personal journey 

to situate myself in the research, as who I am is deeply imbued in every stage of this 

thesis; from its conception to my navigation of the research process (examined in 

depth in section 3.1). It is a personal reflection on my experiences and ideas about 

the place of children, and their geographies, in school geography during my time as 

a teacher between 2006 and 2014. It focuses specifically on education in England, as 

this is where I spent the majority of my teaching career. Where academic references 

are used in this section, this is to evidence where, and how, research and theory have 

informed, and/or substantiated, my perspectives. 

I then move on to situate the need for the research in academic literature in section 

1.2.2. It focusses specifically on considering ΨbordersΩ that can limit, and block, ideas 

and methods from the sub discipline of chiƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ōŜƛƴƎ ŎƻƴǎƛŘŜǊŜŘ ƛƴ 

school geography. This section highlights that the need for this research goes beyond 

the confines of my classroom and experiences, and relates to systemic, and/or 

recognised, issues in compulsory schooling in England. ¢ƘŜ ǳǎŜ ƻŦ ǘƘŜ ǘŜǊƳ ΨōƻǊŘŜǊǎΩ 

in this section, and the thesis more broadly, is drawn from Castree et al. (2007), who 

use the term to consider divisions within geography. Significantly for this research, 

they highlight a divide between geography as an academic discipline and school 

subject in England, which they conceptualise as being like two distant relations. 

Castree et al. argue that although there is no person that prohibits relationships 

between the discipline and subject, systematic, institutional and personal constraints 

such as accountability pressures, often prevent the two spaces of thought having 

sustained and significant relationships with one another. 
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I now move on to introduce the personal journey which led me to undertake this 

research in section 1.2.1. 

 

1.2.1 The need for this research: a personal journey 

When I began this PhD, I was working full time as geography teacher, and head of 

department, in a secondary school in London. Over the course of eight years, I had 

spent time teaching abroad (in Singapore) and in different places across the United 

Kingdom (UK). Geography fascinated me on both a personal and professional level. I 

had, and continue to have, a deep sense of intrigue and wonder about people(s) and 

places, always querying how they varied, and why. Although my perception of others 

understanding of my professional role (including school leaders) was to teach 

children geography, and I understood this to be an important part of my job, I also 

had intrinsic interest in the children I taught. Children would tell me about their 

geographies, imaginations and experiences of the world, both in geography lessons, 

but also as their tutor and/or when we engaged in informal conversation outside of 

the classroom.  

Through interactions with children, and also through discussions with colleagues and 

my experiences of the education system in England more broadly, I began to question 

the relationships between ŎƘƛƭŘǊŜƴΩǎ ŜǾŜǊȅŘŀȅ ƭƛǾŜǎΣ ŀƴŘ ƎŜƻƎǊŀǇƘƛŜǎΣ ŀƴŘ ǘƘŜƛǊ 

formal education. The main focus of these questions related to ŎƘƛƭŘǊŜƴΩǎ 

geographies; in considering if, how and why, I drew on them in the classroom, and 

also in considering whether they were recognised and valued in the same way in the 

academic discipline and school subject. In addition, I began to question whether not 

ŎƻƴǎƛŘŜǊƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ in school geography, affected conceptualisations 

of children and childhood in schooling. These questions emerged from several inter-

related experiences that I now outline: 

o CƛǊǎǘƭȅΣ L ƴƻǘƛŎŜŘ ǘƘŀǘ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǿŀǎ ƻŦǘŜƴ ŀōǎŜƴǘ ŀǎ ŀ ŘƛǎǘƛƴŎǘ 

area of study in the curricula in the schools in which I taught. In questioning 

ǿƘȅ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǿŜǊŜ ƻŦǘŜƴ ƻƳƛǘǘŜŘΣ L ǿŀǎ ǊŜƳƛƴŘŜŘ ƻŦ aŀǎǎŜȅΩǎ 

όнллуύ ǉǳŜǎǘƛƻƴ ΨǿƘƻǎŜ ƎŜƻƎǊŀǇƘȅΚΩ ¢Ƙƛǎ ƭŜŘ ƳŜ ǘƻ ŎƻƴǎƛŘŜǊ ǿƘŜǘƘŜǊ ōƻǘƘ 

myself as a teacher, and others involved in curriculum design, from the state 
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to my colleagues, were sometimes privileging the geographies of some 

people(s) and social groups in the curricula we made and enacted.  

Further to this, I started to question if the under-representation, and/or 

consideration, of children geographies in schools, might influence both 

ŎƘƛƭŘǊŜƴΩǎ ǎŜƴǎŜ ƻŦ belonging and their conceptualisations of the world. I 

perceived this to be a pertinent concern, as children and their perspectives 

are sometimes regarded as less important than adults in mainstream social 

and political debates (see Skelton and Valentine, 1998; Porter et al., 2012; 

section 2.1). This led me to question the potential for school geography to 

support children in examining their own geographies, and the geographies of 

others. 

o Secondly, in a context of accountability and performativity pressures in 

schools (see for example, Jones and Lambert, 2018), I began to feel that there 

ǿŀǎ ƭƛƳƛǘŜŘ ǘƛƳŜ ŦƻǊ ƳŜ ǘƻ ŜȄǇƭƻǊŜ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ 

through pedagogical choices. For example, on one occasion when discussing 

political geography and border disputes with a Key Stage 3 class, a child 

ǊŜƭŀǘŜŘ ǇƻƭƛǘƛŎŀƭ ōƻǊŘŜǊǎ ǘƻ ŀ ǇƭŀŎŜ ǘƘŜȅ ŎŀƭƭŜŘ ΨŦǊƻƴǘ ƭƛƴŜΩΦ  

Front line represented a row of shops, which the majority of the children in 

the class seemed to conceptualise as territorial line between two schools 

where children would sometimes meet and/or fight. This resulted in staff 

from both schools patrolling the row of shops, and surrounding area, after 

school to try mitigate any issues that might arise. I was both personally 

ƛƴǘǊƛƎǳŜŘ ōȅ ǘƘŜ ŎƘƛƭŘΩǎ comment, and also felt there was value in connecting 

this personal narrative, which was imbued with ideas of territory, to the 

political geography we were studying to support students in meaning making 

(see also Roberts, 2013b; 2017). However, I also felt compelled to move on 

with the lesson, and on this occasion I failed to explore the connections 

ōŜǘǿŜŜƴ ǘƘƛǎ ŎƘƛƭŘΩǎ ƛŘŜŀǎ ƻŦ ǘŜǊǊƛǘƻǊȅ ŀƴŘ ǘƘƻǎŜ ǘƘŀǘ ŀǊŜ ǇǊŜǾŀƭŜƴǘ ƛƴ ǇƻƭƛǘƛŎŀƭ 

geography.  My reasoning for this ultimately lay in my perception that there 

was pressure to teach students a large volume of curriculum ΨŎƻƴǘŜƴǘΩ ǘƻ 
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enable them to access an upcoming exam, which was a compulsory part of 

the schools assessment policy across all subjects. 

o Thirdly, I began to query why there seemed to be limited discussion about 

either subject knowledge, or children and childhood, in continual professional 

development (CPD) sessions for teachers that the schools led. These sessions 

were often focussed on developing, or rolling out, strategies to support staff 

in working towards targets related to exam grades for the school, the 

(geography) department and/or individual classes and children. Apart from 

discussions about learning needs (such as dyslexia), I felt that there was 

limited attention paid to considering questions which I believed were 

important to both my development as a teacher, and to my students 

education, such as; what is a child? Who are the children we teach? How do 

we support them in making progress in geography? And how, and why, are 

their everyday lives and geographies valued in, or of value to, school 

geography and education more broadly? 

o Finally, I began to query whether the education system, and my lessons, were 

supporting and empowering the children in their everyday lives. I increasingly 

questioned ǘƘŜ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ōŜǘǿŜŜƴ ŎƘƛƭŘǊŜƴΩǎ ƭƛǾŜǎ ŀƴŘ ǘƘŜ ŦƻǊƳŀƭ 

(geographical) education they engaged with in their schooling. For example, 

throughout my teaching career I had often made decisions to teach in schools 

in what may be constructed, and perceived, as being located in areas that 

face socio-economic challenges. One of my motivations for this was to try in 

my own small way to challenge inequality and social injustice through 

education. However, the longer I taught, the more I questioned the best way 

to do this through education both at a systemic level and also in my individual 

ŎƭŀǎǎǊƻƻƳ ŀƴŘ ƛƴǘŜǊŀŎǘƛƻƴǎΦ L ōŜƎŀƴ ǘƻ ŦŜŜƭ ǘƘŀǘ ǘƘŜ ŎƘƛƭŘΩǎ ŜǾŜǊȅŘŀȅ ƭƛŦŜΣ ŀƴŘ 

identity, was often forcibly separated from their school life and identity as a 

student, through choices in curricula and pedagogy.  

This seemed at odds with my belief that there are reciprocal relationships 

ōŜǘǿŜŜƴ ŀ ŎƘƛƭŘΩǎ ŜǾŜǊȅŘŀȅ ƭƛŦŜ ŀƴŘ ŜŘǳŎŀǘƛƻƴ (see also Freire, 1970). For 

example, children connect new knowledge and ideas with their prior 
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knowledge as they make meaning (see Roberts, 2013b; 2017). In addition, 

children may draw on their formal education in making sense of their 

everyday lives and in informing decisions they make both inside, and outside, 

of the classroom.  

These experiences, and the questions they led to, connected to a long-standing 

ƛƴǘŜǊŜǎǘ L ƘŀŘ ŘŜǾŜƭƻǇŜŘ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ through my own education. This 

interest had informed module choice in my undergraduate degree, and led me to 

ŦƻŎǳǎ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ όƛƴ ŘƛŦŦŜǊŜƴǘ ǿŀȅǎύ ƛƴ ōƻǘƘ Ƴȅ ǳƴŘŜǊƎǊŀŘǳŀǘŜ ŀƴŘ 

Masters dissertations. This interest also informed my motivation to train to teach and 

to work with children, and ultimately my decision to leave the classroom, as I was 

increasingly frustrated with the education system I was a part of, for the reasons 

outlined above.  

When I left the classroom, and began working as a Lecturer in Geography Education 

at UCL Institute of Education (IOE), I found the issues I had perceived to exist in 

schools being polarised in debates within the geography education community. With 

ǎƻƳŜ ŎƻƭƭŜŀƎǳŜǎ ŜȄǘƻƭƭƛƴƎ ǘƘŜ ōŜƴŜŦƛǘǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ όsee section 2.2.4b), 

and others questioning whether they should even be explored in (initial) teacher 

education.  

During my last years working in schools, the concerns I outlined above, began to form 

the basis of my perception of a need for this research, and my desire to contribute 

to knowledge and debate in the discipline of geography, or as Johnston and Sidaway 

(2016) ǎǘŀǘŜ Ψǘƻ ƳŀƪŜ ƎŜƻƎǊŀǇƘȅΩΦ As a first step on my journey to contributing to the 

discipline, I examined if, and how, Ƴȅ ƻǿƴ ŜȄǇŜǊƛŜƴŎŜǎ ŀƴŘ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ 

geographies being under-considered in school geography, were representative of 

wider academic debate. I introduce these debates in section 1.2.2, highlighting the 

need for this research as reflected in academic literature.  

During this section, and throughout the thesis, the terms ΨǎŎƘƻƻƭ ƎŜƻƎǊŀǇƘȅΩ, 

ΨƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƛƻƴ ƛƴ ǎŎƘƻƻƭǎΩ ƻǊ ΨƎŜƻƎǊŀǇƘȅ ŀǎ ŀ ǎŎƘƻƻƭ ǎǳōƧŜŎǘΩ ŀǊŜ ǳǎŜŘΦ 

However, it is recognised that not all children attend school and compulsory 

education occurs in a variety of settings. The choice of terminology aims to reflect 

widely used language in both academic literature and everyday life. 
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1.2.2 The need for this research: as reflected in the literature 

So far in this chapter, I have focussed on problematizing the relationships between 

ǘƘŜ ŎƘƛƭŘΩǎ ŜǾŜǊȅŘŀȅ ƭƛŦŜ ŀƴŘ ǘƘŜƛǊ ŦƻǊƳŀƭ ŜŘǳŎŀǘƛƻƴΣ and introducing differences in 

conceptualisations of children and childhood in academic and school geography 

(examined further in section 2.2). However, it is of value to recognise that children 

are central to education. Not only are children who teachers teach, they are, at least 

in part, why many people choose to teach and why a society educates (see also 

section 2.2.5). The centrality of children to schooling means that the relationships 

between the child and their education are areas of research and debate in the 

academy. Examining these relationships often requires a mix of philosophical and 

practical considerations. For example, if a person and/or system has a philosophy 

that school education is about the transmission of knowledge (see for example 

Hirsch, 2007; 2016; sections 1.2.2, 2.2.4a, 2.2.5), this can, and does, affect the 

curriculum that is designed, and enacted, and choices in pedagogy. It can also affect 

ŎƘƛƭŘǊŜƴΩǎ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ǘƘŜƛǊ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ǿƛǘƘΣ ŀƴŘ ǘƻΣ specialised 

knowledge, their teachers and schooling more broadly.   

In setting out the need for this research, this section examines how the child has been 

constructed, and represented, in academic literature about school geography. It 

posits that although the child is often constructed, and represented, as being central 

to teaching geography, there is limited research or theory as to how, or why, 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀǊŜ ƻŦ ǾŀƭǳŜ ǘƻ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƛƻƴ in schools.  

Children are recognised, and represented, in many models and theories about 

geography education. Many of these models relate the student (a term which is 

ǊŜƎǳƭŀǊƭȅ ǳǎŜŘ ǘƻ ǊŜǇǊŜǎŜƴǘ ǘƘŜ ŎƘƛƭŘΩǎ ƎƛǾŜƴ ƛŘŜƴǘƛǘȅ ǿƘŜƴ ǘƘŜȅ ŀǊe in school), to their 

teacher and their teaching, and to geography as a school subject. These areas (the 

child/student, curriculum and pedagogy), and the relationships between them, are 

also often then related to, or situated within, the academic discipline of geography. 

¢ƘŜǎŜ ƳƻŘŜƭǎ ŀƴŘ ǘƘŜƻǊƛŜǎ ƛƴŎƭǳŘŜΤ .ŜƴƴŜǘǘǎΩ όнллрύ Ψwƻƻǘǎ ƻŦ ¦ƴŘŜǊǎǘŀƴŘƛƴƎΩ 

ƳƻŘŜƭΤ [ŀƳōŜǊǘ ŀƴŘ aƻǊƎŀƴΩǎ όнлмлύ Ψ/ǳǊǊƛŎǳƭǳƳ aŀƪƛƴƎΩ ƳƻŘŜƭ (see also section 

2.2.4a); the GeoCapabilities approach; and the Didaktik Tradition, which is widely 
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referred to in German, Nordic and South American literature on education (see for 

example, Hudson, 2016; Bladh et al., 2018).  

The GeoCapabilities approach is of particular interest to this research, as it suggests 

that it is of value for geography educators to ŎƻƴǎƛŘŜǊ ΨǿƘƻ ŀǊŜ ǘƘŜ ŎƘƛƭŘǊŜƴ ǿŜ 

ǘŜŀŎƘΚΩ ōŜŦƻǊŜ ŀƴȅǘƘƛƴƎ ŜƭǎŜ when curriculum making (examined in depth in section 

2.2.4a). Through this question, the approach appears to both recognise children as 

existing beyond their identity as students in schools, and suggests that getting to 

know the children they teach, is a primary concern for all teachers. However, there 

has been no clear examination in academic literature as to what this means (see 

section 2.2.4a). For example, the question could be interpreted as encouraging 

geography educators to consider ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ όboth as shared by the 

children themselves and as an area of thought and sub discipline of geography), yet 

it might also be interpreted as encouraging teachers to consider the ŎƘƛƭŘΩǎ age, 

and/or their individual and collective learning needs, and notions of progression in 

geography and education more broadly. 

Despite these models and theories recognising the centrality of children to 

education, there has been limited consideration of, or research into, the 

ǊŜƭŀǘƛƻƴǎƘƛǇǎ ōŜǘǿŜŜƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ school geography. Further to this 

Catling (2011) provides a stark warning that in the United Kingdom (UK), teachers 

often have a ƭƛƳƛǘŜŘ ƪƴƻǿƭŜŘƎŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΦ IŜ ŀǊƎǳŜǎ ǘƘƛǎ ƛǎ ōŜŎŀǳǎŜ 

the geographies of the children they teach often go unnoticed and under considered, 

and is also due to state conceptions and constructions of geography education (see 

for example, DfE, 2013; 2014; section 2.2.4). Catling (2011) asserts that national 

policy and curricula affect teacher autonomy, omit opportunities for active 

citizenship and contributions by children, and fail to consider how, and why, it is of 

value for children to share and deconstruct (their own) geographies as part of their 

formal geographical education. 

This puts school geography at odds with academic debate ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ 

geographies, in which literature regularly expounds the benefits of active citizenship 

(see for example, aŎYŜƴŘǊƛŎƪΣ нллфύΣ ŀƴŘ ǊŜǎŜŀǊŎƘ ǎŜŜƪǎ ǘƻ ŜȄŀƳƛƴŜ ŎƘƛƭŘǊŜƴΩǎ 

experiences and imaginations of the world to better understand children, childhood 
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and society (Aitken, 2001; 2018; Fass, 2013). Although the value of engaging with 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΣ ōƻǘƘ as an academic discipline and as shared by children 

themselves, has been argued by many in the geography education community (see 

ŦƻǊ ŜȄŀƳǇƭŜΣ ¸ƻǳƴƎ tŜƻǇƭŜΩǎ DŜƻƎǊŀǇƘƛŜǎ ǇǊƻƧŜŎǘΤ /ŀǘƭƛƴƎΣ нлмпΤ .ƛŘŘǳƭǇƘΣ нлмнΤ 

wƻōŜǊǘǎΣ нлмтΤ ǎŜŜ ǎŜŎǘƛƻƴ нΦнύΣ ƎŀǇǎ ǎǘƛƭƭ ŜȄƛǎǘ ƛƴ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƛƻƴΩǎΣ ŀƴŘ (often) 

ŜŘǳŎŀǘƻǊǎΣ ƪƴƻǿƭŜŘƎŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘies. 

In situating the need for this research in academic thought, I now introduce ΨbordersΩ 

(see section 1.2) that have been highlighted as impeding active consideration of 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ school geography: 

o CƛǊǎǘƭȅΣ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ Ƙŀǎ ōŜŜƴ ǊŜǇǊŜǎŜƴǘŜŘ ŀǎ ŀƴǘƛ-intellectual by 

some academics interested in geography education in schools (see for 

example Standish, 2006 in Biddulph, 2011; Wheelan, 2007 in Firth and 

Biddulph, 2009);  

o Secondly, as highlighted in my own personal reflections on education (see 

section 1.2.1), ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƘŀǾŜ ōŜŜƴ ƻƳƛǘǘŜŘ ŦǊƻƳ ƴŀǘƛƻƴŀƭ 

curricula documentation across compulsory geography education (Key Stages 

1-3) in England (see Catling, 2011; DfE, 2007; 2013). The impact of the 

ƻƳƛǎǎƛƻƴ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŦǊƻƳ ǘƘŜ ƴŀǘƛƻƴŀƭ Ŏurricula can also be 

seen as being exacerbated by the well-documented accountability pressures 

on (geography) teachers (Lambert and Mitchell, 2015; Jones and Lambert, 

2018) and nationally recognised concerns about teacher workload (DfE, 

2018). With limited time, increased monitoring and a focus on student results 

potentially leading to geography teachers feeling they do not have the time 

ƻǊ ǎǇŀŎŜ ǘƻ ŜƛǘƘŜǊ ŜȄǇƭƻǊŜ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ, or to 

develop their own knowledge of children and childhood; 

o ¢ƘƛǊŘƭȅΣ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ have also been omitted from some (initial) 

teacher education programmes (Catling, 2011). This problem has also been 

exacerbated, as it is situated in a context in which there are recruitment and 

retention issues of geography teachers in England (Geographical Association, 

2015; Foster, 2019). This has resulted in an increase of applicants, and trainee 

teachers, without a first degree in geography. This, in turn, is situated in 



26 
 

landscape in which there is also a lessening of university subject specialist 

input into initial teacher education (ITE) due to a diversification of routes into 

teaching (see also Butt, 2019). This means geography teachers may never 

have had an opportunity to actively consider and/or study childǊŜƴΩǎ 

ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ŜƛǘƘŜǊ ǘƘŜƛǊ .ŀŎƘŜƭƻǊΩǎ ŘŜƎǊŜŜ ƻǊ Ǉƻǎǘ-graduate teacher 

education programme; 

o Fourthly, sub disciplines, often inadvertently, ǎƻƳŜǘƛƳŜǎ ōŜƘŀǾŜ ŀǎ ΨƎŀǘŜŘ 

ŎƻƳƳǳƴƛǘƛŜǎΩ ƳŜŀƴƛƴƎ that knowledge and research is not always shared 

with other fields or communities (examined further in sections 2.2.4a and 

2.2.4b); 

o Finally, the socio-political construction of the child (see section 2.2.5) and 

ΨƪƴƻǿƭŜŘƎŜ ǘǳǊƴΩ ƛƴ ǎŎƘƻƻƭ ƭŜǾŜƭ ŜŘǳŎŀǘƛƻƴ ƛƴ 9ƴƎƭŀƴŘ, have often under-

consideǊŜŘ ǘƘŜ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ōŜǘǿŜŜƴ ǘƘŜ ŎƘƛƭŘΩǎ ŜǾŜǊȅŘŀȅ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǘƘŜ 

specialist knowledge they engage with in their formal education (examined 

further in sections 2.2.4a and 2.2.4b). 

Section 1.2 has identified a need for this research, highlighting reasons ǿƘȅ ŎƘƛƭŘǊŜƴΩǎ 

geographies is often not considered in school geography. To do this it has drawn on 

my own experiences as a geography teacher, which has also introduced my 

relationship to the research, a theme that will be returned to throughout the thesis. 

Section 1.2 has also situated the need for this research in academic thought and 

literature, highlighting that although children are often recognised as being central 

to geography education in schools, issues with teacher education, and a lack of 

ǊŜŦŜǊŜƴŎŜ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ŎǳǊǊƛŎǳƭŀ, as well as accountability pressures 

on teachers, often leads to them being under-considered in schools.  

Having identified the need for the research, I now move on to introduce the research 

enquiry and questions in section 1.3. Following this, I argue the significance of this 

thesis in section 1.4 and outline its structure in section 1.5. 
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1.3 The research questions 

As introduced in section 1.1, this thesis is an ƛƴǾŜǎǘƛƎŀǘƛƻƴ ƛƴǘƻ ŎƘƛƭŘǊŜƴΩǎ 

geographies and their value to geography education in schools. The enquiry is 

structured around three research questions (RQs), which are introduced below: 

RQ1 What Řƻ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎ ǊŜǾŜŀƭ ŀōƻǳǘ ǘƘŜƛǊ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ 

imaginations of London? 

RQ2 How Ŏŀƴ ǘƘŜ ΨǇǊƻŘǳŎǘƛƻƴ ƻŦ ǎǇŀŎŜΩ ŎƻƴǘǊƛōǳǘŜ ǘƻ ƪƴƻǿƭŜŘƎŜ of ŎƘƛƭŘǊŜƴΩǎ 

geographies and imaginations of the world? 

RQ3 How can geography education use ideas and methodologies from 

ŎƘƛƭŘǊŜƴΩǎ geographies to enhance school geography? 

As will be examined further in chapter three, and addressed in chapter seven, 

research question one aims to enable the young people in the study to share their 

geographies and imaginations of London. The value of this lies in collecting a case 

study of data which enables young people to share their experiences and 

imaginations of London and their world(s). As will be examined in detail in section 

3.2, beginning with the child is an underpinning philosophy when conducting 

resŜŀǊŎƘ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΣ with Matthews and LimbΩǎ (1999) stating that the 

ŦƛǊǎǘ ǘƘƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘŜǊǎ ǎƘƻǳƭŘ Řƻ, is listen. This philosophy aims to 

encourage, and enable, young people to share experiences and geographies that 

matter to them, and not be constrained by adult and/or research agendas. 

Research question two focuses on examining the value of using the Ψproduction of 

spaceΩ (see Harvey, 1990; Lefebvre, 1991; section 2.3.5) to analyse the narratives of 

the young people involved in this research. In the thesis, I argue that using the 

production of space ŜƴŀōƭŜǎ ŀ ƳƻǊŜ ƴǳŀƴŎŜŘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƭƛǾŜǎ ŀƴŘ 

geographies, and also enables ŎƻƴƴŜŎǘƛƻƴǎ ǘƻ ōŜ ƳŀŘŜ ōŜǘǿŜŜƴ ŎƘƛƭŘǊŜƴΩǎ ŜǾŜǊȅŘŀȅ 

lives, the discipline of geography and geography in schools. 

In research question three, I critically consider how geography education in schools 

might draw upon the methodologies, and ideasΣ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ όƛƴŎƭǳŘƛƴƎ 

those drawn upon, and used, in addressing RQ1 and RQ2) to enhance the quality of 

school geography. This research question contributes to knowledge, and debates, 
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about how the research problem, and need for this research, might be addressed in 

geography education. 

I now move on to outline the significance of this research in section 1.4. 

 

1.4 The significance of this research 

¢Ƙƛǎ ǊŜǎŜŀǊŎƘ ƛƴǾŜǎǘƛƎŀǘŜǎ ǘƘŜ ǾŀƭǳŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǘƻ geography 

education in schools. Previous research has sought to consider the place of, and 

promote active consideration of, ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀtion. In 

the case of the Ψ̧ ƻǳƴƎ tŜƻǇƭŜΩǎ DŜƻƎǊŀǇƘƛŜǎ tǊƻƧŜŎǘΩ attempts have been made to 

link the three spaces of geographical thought introduced earlier in this chapter (see 

section 1.1; Hopwood, 2007; 2008; Firth and Biddulph, 2009; YouƴƎ tŜƻǇƭŜΩǎ 

Geographies Project). However, this research makes a distinct contribution to 

knowledge through original methodological choices in geography education (e.g. 

beginning with the child), and offering an original analysis of how the production of 

space Ŏŀƴ ōŜ ǳǎŜŘ ǘƻ ǇǊƻǾƛŘŜ ƴŜǿ ƛƴǎƛƎƘǘǎ ƛƴǘƻ ŎƘƛƭŘǊŜƴΩǎ ŜȄǇŜǊƛŜƴŎŜǎ ŀƴŘ 

imaginations of the world.  

The value of this lies in Ψcrossing bordersΩ όǎŜŜ /ŀǎǘǊŜŜ Ŝǘ ŀƭΦΣ нллтύ between different 

spaces of geographical thought (see sections 1.1 and 1.2). As whilst the importance 

ƻŦ ǎǘŀǊǘƛƴƎ ǿƛǘƘ ǘƘŜ ŎƘƛƭŘ Ƙŀǎ ōŜŜƴ ŀƴ ƛƴŦƭǳŜƴǘƛŀƭ ƛŘŜŀ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ όǎŜŜ 

for example, Matthews and Limb, 1999; Horton et al., 2008), and the production of 

space has offered valuable ways of critically examining everyday life in the academic 

discipline (Middleton, 2017; Hammond, 2019; see sections 2.3.5 and 3.6), they have 

received little attention in school (geography) education. 

Drawing on a review of the literature on ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΣ ŀƴŘ ƴŀǊǊŀǘƛǾŜǎ ƻŦ 

young people (analysed using the production of space as a conceptual framework), 

this thesis provides a case study of how research into, and methodologies drawn 

from, ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ Ŏŀƴ ōŜ ǳǎŜŘ ǘƻ ǎǳǇǇƻǊǘ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƻǊǎ ǘƻ ƳŀƪŜ 

informed decisions in their ΨŎǳǊǊƛŎǳƭǳƳ ƳŀƪƛƴƎΩ (see Lambert and Morgan, 2010), 

ǎǇŜŎƛŦƛŎŀƭƭȅ ƛƴ ŎƻƴǎƛŘŜǊƛƴƎ ΨǎǘǳŘŜƴǘ ŜȄǇŜǊƛŜƴŎŜǎΩΦ Arguing further that using hitherto 

ǳƴŘŜǊŜȄǇƭƻǊŜŘ ƪƴƻǿƭŜŘƎŜ ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ Ŏŀƴ ǎǳǇǇƻǊǘ ƎŜƻƎǊŀǇƘȅ 



29 
 

educators, and education, in enacting a GeoCapabilities approach through having a 

ǊƛŎƘŜǊ ƪƴƻǿƭŜŘƎŜ ƻŦ ƘƻǿΣ ŀƴŘ ǿƘȅΣ ǿŜ ǎƘƻǳƭŘ ŀǘǘŜƴŘ ǘƻ ǘƘŜ ǉǳŜǎǘƛƻƴ ΨǿƘƻ ŀǊŜ ǘƘŜ 

ŎƘƛƭŘǊŜƴ ǿŜ ǘŜŀŎƘΚΩ όǎŜŜ GeoCapabilities;  Lambert and Morgan, 2010; sections 1.2.2, 

2.2.4a, 4.6, chapter seven). The thesis also posits that enabling children to use 

disciplinary knowledge to study (their own) everyday lives, can support them in being 

more informed social actors. 

Furthermore, as the research is contextualised and situated within place and time-

space (specifically London in the 2010s), the research also contributes to knowledge 

about ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ [ƻƴŘƻƴ ƛƴ ǘƘƛǎ ǇŜǊƛƻŘΦ ²ƛǘƘ ŦƛƴŘƛƴƎǎ ƘƛƎƘƭƛƎƘǘƛƴƎ ǘƘŀǘ 

the young people in this research are navigating multiple, and sometimes 

contradictory social spaces, when constructing and representing themselves, and 

their identities, in London; that they imagine London as a jigsaw of territories with 

distinct social rules existing in different spaces and places within the city; and finally 

that the young people participating in the research view London as a place of 

opportunity and hope, but also as a place of inequality and injustice. 

Whilst this thesis focuses on critically considering the value of these findings to 

geography education in schools, they are also of interest to the sub discipline 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ and to wider society, in better understanding children and 

childhood in this time-space. I now move on to share the structure of this thesis in 

section 1.5.  

 

1.5 Thesis structure 

To outline the steps undertaken to complete this doctorate, and to demonstrate the 

rigour of this research and the claims it makes, the thesis follows the following 

structure:  

 

Chapter two begins with a critical examination of the spaces of geographical thought 

introduced in chapter one in section 2.1. It introduces geography as an academic 

discipline, geography as a school subject and geography as part of everyday life, 

examining the relationships, and borders, between these different spaces. Following 

this, chapter two reviews the literature published to date on two areas: 
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ǒ ¢ƘŜ ŦƛǊǎǘ ŦƻŎǳǎ ƛǎ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ (section 2.2), and how it has 

been understood, and represented, in the different spaces of 

geographical thought identified in section 1.1; 

ǒ The second focus is on the geographical concepts of place, space and 

time (section 2.3). These concepts are central to the thesis, both in 

situating the research in place and time-space, and also in introducing 

the Ψproduction of spaceΩ ŀǎ ǘƘŜ ŎƻƴŎŜǇǘǳŀƭ framework used in the 

analysis of this research. 

 

Chapter three provides an outline of the research design and methods undertaken 

to conduct this research. As the research was conducted with, and for, children, this 

section also examines the methodological and ethical considerations of research with 

children. It then draws upon the production of space (introduced in section 2.3.5) in 

outlining how the empirical data was analysed. 

 

Chapter four is the first of three discussion chapters which share the findings of the 

research. It focuses on sharing the narratives of the young people analysed as relating 

to identity. 

 

Chapter five is the second of three discussion chapters which share the findings of 

the research. This chapter examines the ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎ ǊŜƭŀǘŜŘ ǘƻ 

territory and turf, a theme identified during analysis. 

 

Chapter six is the third of three discussion chapters which share the findings of the 

research. It examines the young ǇŜƻǇƭŜΩǎ ŎƻƴŎŜǇǘǳŀƭƛǎŀǘƛƻƴǎ ƻŦ [ƻƴŘƻƴ ŀǎ ŀ Ǉlace of 

opportunity and hope, but also a place of inequality and injustice. 

 

Chapter seven concludes the thesis, addressing the research questions and 

demonstrating the contributions to knowledge the thesis has made. The chapter also 

makes suggestions for future research in the field. 
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2. Chapter two: Literature review 

This chapter provides a systematic review of the literature published to date on 

research, and debates, that are central to this thesis (Bourner and Greener, 2016). 

The chapter is divided into two sections, which are focussed on examining areas of 

debate introduced in chapter one: 

o Section 2.2 focusses on chƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΦ ¢Ƙƛǎ ǎŜŎǘƛƻƴ ƛǎ outlined in 

section 2.2.1 and introduces research, and debates, about children and their 

geographies that exist in different spaces of geographical thought. It posits 

that the existence of borders between the different spaces, have resulted in 

ǊŜǎŜŀǊŎƘ ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƻŦǘŜƴ ōŜƛƴƎ ƻƳƛǘǘŜŘ ŦǊƻƳΣ ƻǊ ǳƴŘŜǊ-

considered in, school geography. Arguing further that this has resulted in 

children sometimes being constructed and perceived as merely recipients of 

knowledge in education. This raises concerns about if, and how, children are 

actively engaged in meaning making and reciprocal dialogue with their 

teachers, as well as whether they are provided with opportunities to use 

Ψpowerful knowledgeΩ (see Young and Muller, 2010; section 2.2.4) to critically 

examine (their own) everyday geographies and lives. 

o Section 2.3 examines the concepts of place, space and time (or time-space 

(see Hägerstrand, 1975; section 2.3.4)), considering how they have been 

conceptualised and represented in the different spaces of geographical 

thought. This is worthy of examination not just because everything, including 

this research, happens in a place, which in turn exists within time-space, but 

also in introducing the Ψproduction of spaceΩ (see Lefebvre, 1991; Harvey, 

1990)  which provides the conceptual framework for analysis used in this 

research (see section 1.3 and chapter 7). The section argues that further 

exploration of the production of space in school geography can support 

greater understanding of how people shape, and are shaped by, social space. 

Arguing further that this is of value in developing knowledge of power 

relations and inequality, and how they are produced and sustained in 

different places and time-spaces. The value of this ultimately lies in the 
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potential for geography to be more emancipatory, as knowledge of inequality 

can support people(s) in using disciplinary thought to challenge it. 

Prior to this, the literature review begins by introducing the conceptual backdrop to 

the thesis in section 2.1, examining the different spaces of geographical thought 

highlighted by Tani (2011) and introduced in section 1.1.  

 

2.1 Spaces of geographical thought 

This section aims to provide a critical examination of the spaces of geographical 

thought introduced in section 1.1. It is situated here as it is drawn upon throughout 

the two major components of the literature review (see sections 2.2 and 2.3) in 

discussions about the relationships and borders between the different spaces. The 

section begins by sharing a visual representation of the three spaces of geographical 

thought as a conceptual triad in figure one: 

 

Figure 1: Spaces of geographical thought 
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Lefebvre (1991) who used a conceptual triad to represent the production of space 

(see section 2.3.5), argues the value of using a triad lies in its representation of 

connectedness and enabling ideas to move easily between different dimensions. 

Figure one is used here to represent that each of the spaces of geographical thought 

have relationships with one another and are situated in place and time-space. This is 

something alluded to, but not explicitly examined, by Tani (2011). The inclusion of 

place and time-space in the diagram is representative of spaces of geographical 

thought being shaped by, and shaping, the place and time-space they exist within. 

The circle is used to represent totality, as everything exists in both a place and in 

time-space. 

The remainder of this section is dedicated to introducing the spaces of geographical 

thought and examining the connections and borders between them. It begins by 

considering geography as part of everyday life in section 2.1.1. This is because it is 

the space in which all people(s), inŎƭǳŘƛƴƎ ƎŜƻƎǊŀǇƘȅΩǎ ǎǘǳŘŜƴǘǎΣ ŀƴŘ ǊŜǎŜŀǊŎƘŜǊǎ, 

exist within and contribute to (Gregory et al., 2009; Johnston and Sidaway, 2016). 

Everyday life is also the space in which geography as a discipline and school subject 

began. Following this, the formal spaces of geographical thought are introduced in 

section 2.1.2. 

 

2.1.1 Geography as part of everyday life 

Long before geography was studied or researched in a formal manner it was part of 

everyday life (Bonnett, 2008; Murphy, 2018). Geography is everywhere (Matthews 

and Herbert, 2008; Cresswell, 2013) and people(s) have always used, and continued 

to use, geographical thought in order to survive. Survival, including the need to 

source water, food and shelter has determined the nature of geographical thought 

for much of human history (Bonnett, 2008). However, as humanity has evolved, and 

people have created more complex societies, geographical consciousness has 

become increasingly elaborate (Ibid.).   

Although the geographical knowledge people need in order to survive and thrive 

today varies between people(s) and places (Tuan, 1976), geography remains of 
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critical importance to, and a fundamental part of, all peopleΩǎ lives (Tuan, 1993; 

Massey, 2005; Bonnett, 2008; Murphy, 2018). Whether conscious of it or not, people 

ask geographical questions all the time; from union leaders deciding where would be 

the best location to hold a demonstration; to parents / carers considering when, and 

ǿƘŜǊŜΣ ƛǘΩǎ ǎŀŦŜ ŦƻǊ ǘƘŜƛǊ ŎƘƛƭŘǊen to play out of ear and eye shot; to a refugee making 

decisions about where they should go to seek safety and/or opportunities. These 

questions are ones we ask of ourselves, and of those around us (for example to our 

families, friends, communities and colleagues). The questions, and peopleΩǎ 

interpretations and representations of them, are also a significant area of research 

and debate in the academic discipline of geography (Bonnett, 2008; Gregory et al., 

2009; Johnston and Sidaway, 2016). 

In this way, geography as part of everyday life has distinct relationships with spaces 

of formal geographical thinking. Indeed, Cresswell (2013: 2) argues that for 

ƎŜƻƎǊŀǇƘŜǊǎ ΨǘƘŜ ǉǳŜǎǘƛƻƴǎ we ask are profound because of, not in spite of, the 

ŜǾŜǊȅŘŀȅƴŜǎǎ ƻŦ ƎŜƻƎǊŀǇƘƛŎŀƭ ŎƻƴŎŜǊƴǎΩ, and that ŀ ǇŜǊǎƻƴ Ŏŀƴƴƻǘ ΨƎŜǘ ǘƘǊƻǳƎƘ ŀƴ 

ƘƻǳǊΣ ƭŜǘ ŀƭƻƴŜ ŀ ŘŀȅΣ ǿƛǘƘƻǳǘ ŎƻƴŦǊƻƴǘƛƴƎ ǇƻǘŜƴǘƛŀƭƭȅ ƎŜƻƎǊŀǇƘƛŎŀƭ ǉǳŜǎǘƛƻƴǎΩ όLōƛŘΦύΦ 

/ǊŜǎǎǿŜƭƭΩǎ ŀǊƎǳƳŜƴǘ ƘƛƎƘƭƛƎƘǘǎ ǘƘŀǘ research in geography can both explore and 

represent everyday lives and geographies, and also has the potential to impact upon 

them and affect change.  

This philosophy, and socio-political changes which saw society(s) becoming 

increasingly aware of inequalities between people(s) and places in the 1960s, 

informed motivations for the radical turn in geography (see Cresswell, 2013; Peet, 

нлмрΤ ǎŜŎǘƛƻƴ нΦнΦоύΦ ¢Ƙƛǎ ƭŜŘ ǘƻ ƎŜƻƎǊŀǇƘȅ ōŜƎƛƴƴƛƴƎ ǘƻ ǉǳŜǎǘƛƻƴ ΨǿƘƻǎŜ ƎŜƻƎǊŀǇƘȅΚΩ 

(See Massey, 2008) was researched, studied, represented, valued and shared. One 

of the groups which were recognised as being under-considered in geography at this 

time, were children and young people (see for example, Aitken, 2001; 2018; Freeman 

and Tranter, 2011). The emergence and growth of ƎŜƻƎǊŀǇƘȅΩǎ ŀŎŀŘŜƳƛŎ ƛƴǘŜǊŜǎǘ ƛƴ 

children is examined in detail in section 2.2.  

This section has introduced geography as a part of everyday life, and begun to 

examine its relationships with the discipline of geography. It has highlighted that 

everyday life is an area of research in the academic discipline, and the desire to 
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research everyday life and inequality, is often born from the desire to affect socio-

political change. I now move on to further examine geography as a space of formal 

study and thought in section 2.1.2. This section introduces both geography as an 

academic discipline and a school subject.  

 

2.1.2 Formal spaces of geographical thought 

In this section, I begin by considering what is meant by an academic discipline. I then 

examine the relationships between the discipline of geography and everyday life, 

ŎƻƴǎƛŘŜǊƛƴƎ ƎŜƻƎǊŀǇƘȅΩǎ ƘƛǎǘƻǊȅ ŀǎ ǇŀǊǘ ƻŦ ǘƘŜǎŜ ŘƛǎŎǳǎǎƛƻƴǎ ǘƻ ǎƛǘǳŀǘŜ ǘƘŜ ǊŜǎŜŀǊŎƘ 

in academic debate. This is done both to formally recognise that geography has not 

always researched or represented all people(s) with respect, and to position my 

motivations for this research as part of a wider movement in geography to attend to 

this inequality. Building on the borders between different spaces of thought set out 

in chapter one, I then introduce geography as a school subject, examining its 

relationships to both everyday life and geography as an academic discipline. 

An academic discipline is a field of knowledge. As highlighted in discussions in chapter 

one, which refer to two sub disciplines of geography (namely ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ 

and geography education), disciplines are made-up of sub disciplines and 

communities. However disciplines are not isolated from everyday life ŀƴŘ ǘƘŜȅ ΨƴŜŜŘ 

ǘƘŜ ǎǳǇǇƻǊǘ ƻŦ ǿƛŘŜǊ ǎƻŎƛŜǘȅ ƛƴ ƻǊŘŜǊ ǘƻ ŜȄƛǎǘΩ όWƻƘƴǎǘƻƴ ŀƴŘ {ƛŘŀǿŀȅΣ нлмсΥ нсύΦ 

Academics and researchers exist within, and contribute to, society and require 

employment and/or funding to research and teach. In addition, research priorities 

are sometimes implicitly, or explicitly, driven by external economic or socio-political 

factors (Ibid.). Other relationships can be highlighted between geographical thought 

ƛƴ ǘƘŜ ŀŎŀŘŜƳȅ ŀƴŘ ŜǾŜǊȅŘŀȅ ƭƛŦŜ ƛƴ ōƻǘƘ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ƎŜƻƎǊŀǇƘȅ 

education. For example, they both involve research into everyday life. In addition, 

academics in both sub disciplines often have a desire to affect societal, professional 

and/or policy change through their research and teaching (see for example, Morgan, 

2019). In light of this, and as reflected in the conceptual triad in figure one, it is 

impossible to separate an academic discipline from the external worlds (including the 



37 
 

place and time-space) they exist within and contribute to (Gregory et al., 2009; Butt, 

2019).  

DŜƻƎǊŀǇƘȅΩǎ ƛƴǘŜǊŜǎǘǎ ƛƴΣ ŀƴŘ ǊŜƭŀǘionships to, the world around it (indeed, the word 

geography ƛǘǎŜƭŦ ƳŜŀƴǎ Ψ9ŀǊǘƘ ²ǊƛǘƛƴƎΩ όDǊŜƎƻǊȅ Ŝǘ ŀƭΦΣ нллфΤ /ǊŜǎǎǿŜƭƭΣ нлмоύύΣ ŀƭǎƻ 

mean that dating when it became an academic discipline is much debated (Matthews 

and Herbert, 2008; Heffernan, 2009; Johnston and Sidaway, 2016). For example, in 

the United Kingdom (UK), geography had been investigated, and taught, by 

ΨŀƳŀǘŜǳǊǎ ƻǊ ǎŎƛŜƴǘƛǎǘǎ ǘǊŀƛƴŜŘ ƛƴ ƻǘƘŜǊ ŀŎŀŘŜƳƛŎ ŦƛŜƭŘǎΩ όWƻƘƴǎǘƻƴ ŀƴŘ {ƛŘŀǿŀȅΣ 

2016: 38) for several centuries before it gained a separate disciplinary and 

departmental identity in universities (Ibid.).  According to Johnston and Sidaway 

(2016), geography departments, and the discipline, were first established in German 

universities in around 1874. They argue that traders and commercial interests funded 

expeditions aiming to benefit from the knowledge, and at times, the land and 

people(s) the expeditions provided access to. With geographical thought being 

central to this growth, geographical societies and academic departments began to 

develop in a number of major trading posts and capital cities (ibid). The development 

of geographical societies (such as the Royal Geographical Society (RGS), The 

Geographical Association (GA) in the UK), led to promotion of geography as both an 

academic discipline and school subject (Bonnett, 2008; Johnston and Sidaway, 2016).  

Geography as a school subject in England expanded alongside the British Empire and 

the evolution of mass schooling in the late 19th Century (Bonnett, 2008; see also 

section 2.2.5). Like the academic discipline, geography as school subject has 

relationships with everyday life. For example, its students and teachers exist within, 

and contribute to, the social world. In addition, expectations about what is taught, 

and how it is taught, as well as debates about the purpose of schooling and 

education, vary between people(s) and places and across time-space (Walford, 2001; 

Lambert and Morgan, 2010; Morgan, 2018). Bonnett (2008) exemplifies this when 

discussing the first school students of geography during the age of empire in Britain, 

noting that students ǿŜǊŜ ŜȄǇŜŎǘŜŘ ǘƻ ΨǊŜŎŀƭƭ ǘƘŜ ǊŜǎƻǳǊŎŜǎΣ ŎƻƳƳǳƴƛŎŀǘƛƻƴǎΣ 

ǘƻǇƻƎǊŀǇƘƛŎ ŦŜŀǘǳǊŜǎ ŀƴŘ ŜǘƘƴƛŎ ƎǊƻǳǇǎ ƻŦ .ǊƛǘŀƛƴΩǎ ƻǾŜǊǎŜŀǎ ǇƻǎǎŜǎǎƛƻƴǎΩ ƛƴ ŀƴ ŀƎŜ 

ŘƻƳƛƴŀǘŜŘ ōȅ ŀ ǇŜŘŀƎƻƎȅ ƻŦ ΨǊŜŀŘ ŀƴŘ ǊŜƳŜƳōŜǊΩΩ όǇмлпύΦ  
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{ŎƘƻƻƭ ƎŜƻƎǊŀǇƘȅΩǎ ǊŜƭŀǘƛƻƴǎƘƛǇ ǿƛǘƘ ǘƘŜ academic discipline is complex and multi-

faceted. Although ǘƘŜ ŘƛǎŎƛǇƭƛƴŜ Ƙŀǎ ŀǘ ǘƛƳŜǎ ǇƭŀȅŜŘ ŀ ΨƭŀǊƎŜ ǊƻƭŜ ƛƴ ǎƘŀǇƛƴƎ ǘƘŜ 

ƎŜƻƎǊŀǇƘȅ ŎǳǊǊƛŎǳƭǳƳ ŀǘ ŀ ǎŎƘƻƻƭ ƭŜǾŜƭΩ ό²ŀƭŦƻǊŘ ŀƴŘ IŀƎƎŜǘǘΣ мффрΥ рύΣ ǘƘƛǎ Ƙŀǎ 

varied between places and across time-space. Over the past decade in both England, 

and in other countries (see for example Tani (2011) with reference to Finland), many 

academics interested in geography education in schools have issued warnings about 

an increasing disconnect between the academic discipline and school subject (see for 

example, Castree et al., 2007; Lambert and Morgan, 2010; Butt and Collins, 2018; 

Butt, 2019; see sections 1.1, 1.2.1, 1.2.2; 2.2.4a). Recognising, and examining, this 

disconnect is significant to this thesis in considering questions about which 

knowledge is taught, and how, in geography. Furthermore, it is of value in considering 

ΨǿƘƻǎŜ ƎŜƻƎǊŀǇƘȅΚΩ όaŀǎǎŜȅΣ нллуύ ƛǎ ŜȄǇƭƻǊŜŘ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ όŜȄŀƳƛƴŜŘ ƛƴ ŘŜǘŀƛƭ 

in sections 2.2.4a and 2.2.4b). 

In addition to the changing relationships between the different spaces of formal 

ƎŜƻƎǊŀǇƘƛŎŀƭ ǘƘƻǳƎƘǘΣ ƛǘΩǎ ŀƭǎƻ ǎƛƎƴƛŦƛŎŀƴǘ to recognise that academic disciplines and 

school subjects have distinct functions when it comes to knowledge. Examining these 

ideas is of value both in considering borders between these two spaces, and the 

relationships between the academic discipline and school subject we would most like 

to construct and why (this is examined in detail in section 2.2.4a).  

Academic disciplines continuously evolve as new knowledge is created and tested 

(Bonnett, 2003; Castree et al., 2007; Lambert, 2014) and according to Johnston and 

Sidaway (2016) have three fundamental pillars of knowledge; its propagation, 

preservation and advancement. Whereas school geography education focusses on 

the communication of knowledge to students, with how knowledge is communicated 

varying significantly (Lambert, 2014). An example of this is highlighted above by 

Bonnett (2008) who discusses the relationships between curriculum and pedagogy 

in the age of empire. This example from Bonnett is pertinent to this research as it 

highlights that school geography is influenced by, and can influence, social 

imaginations of the world and the people(s) who call it home. Furthermore, it can 

also be seen to highlight that what is taught, and how, in schools, is influenced by 
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both its social and spatial context, and (to varying degrees) disciplinary thought (see 

Castree et al., 2007; Butt and Collins, 2018; section 2.2.4a) 

Before concluding this section, it is also worthy of note that the two spaces also teach 

ŘƛŦŦŜǊŜƴǘ ǎƻŎƛŀƭ ƎǊƻǳǇǎΣ ǿƛǘƘ ƎŜƻƎǊŀǇƘȅ ōŜƛƴƎ ŀ ŎƻƳǇǳƭǎƻǊȅ ǇŀǊǘ ƻŦ 9ƴƎƭŀƴŘΩǎ ƴŀǘƛƻƴŀƭ 

ŎǳǊǊƛŎǳƭǳƳ ōŜǘǿŜŜƴ YŜȅ {ǘŀƎŜΩǎ м ŀƴŘ о ό5Ŧ9Σ нлмоύΦ Lǘ ǘƘŜƴ ōŜŎƻƳŜǎ ƻǇǘƛƻƴŀƭΣ ŀƴŘ 

accessible to only some, for academic, political, and in the case of university 

geography in England, socio-economic reasons, after this point. This means that 

geography as part of compulsory schooling is potentially the only time when a person 

is taught to ΨǘƘƛƴƪ ƎŜƻƎǊŀǇƘƛŎŀƭƭȅΩ όWŀŎƪǎƻƴΣ нллсΤ DŜƻƎǊŀǇƘƛŎŀƭ !ǎǎƻŎƛŀǘƛƻƴΣ нллф; 

2012) in a formal space of geographical thought. Therefore if we consider geography 

ŀǎ ōŜƛƴƎ ƻŦ ǾŀƭǳŜ ǘƻ ŀ ǇŜǊǎƻƴΩǎ ŜŘǳŎŀǘƛƻƴΣ ŀƴŘ ǘƘŜ ŦƻǊƳŀǘƛƻƴ ƻŦ ŀƴ ŜŘǳŎŀǘŜŘ ǇŜǊǎƻƴΣ 

then the significance and opportunity of this time should not be under-estimated by 

geography educators or education (see Lambert et al., 2015; Bustin, 2019; 

GeoCapabilities website, section 2.2.4a). 

In this section I have outlined the distinctions between different spaces of formal 

geographical thinking, and introduced their relationships with one another and with 

geographical thought in everyday life. The purpose of this has been to begin to 

contextualise the relationships and borders that presently exist between the 

different spaces. These ideas will be drawn upon, and further developed, throughout 

the literature review. I now move on to review literature about the sub discipline of 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ǎŜŎǘƛƻƴ нΦнΦ 

 

нΦн /ƘƛƭŘǊŜƴΩǎ ŀƴŘ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƎŜƻƎǊŀǇƘies 

нΦнΦм LƴǘǊƻŘǳŎƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ŀƴŘ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƎŜƻƎǊŀǇƘƛŜǎ 

As introduced in chapter one, children are both the focus of, and active agents in, 

this research. This section begins by engaging in a theoretical diǎŎǳǎǎƛƻƴ ŀǎ ǘƻ ΨǿƘŀǘ 

ƛǎ ŀ ŎƘƛƭŘΚΩ in section 2.2.2, considering how, and why, conceptions of childhood and 

children vary. Arguing that conceptualising children as a homogenous group, or as a 

purely biological construct, is deeply problematic for both school (geography) 

education and society more broadly. Following this, it builds on the debates 
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ƛƴǘǊƻŘǳŎŜŘ ƛƴ ŎƘŀǇǘŜǊ ƻƴŜ ŀōƻǳǘ ǘƘŜ ŜƳŜǊƎŜƴŎŜ ŀƴŘ ƎǊƻǿǘƘ ƻŦ ŎƘƛƭŘǊŜƴΩǎ 

geographies as an area of academic interest in section 2.2.3. Drawing on wider 

ŘŜōŀǘŜǎ ƛƴ όƎŜƻƎǊŀǇƘȅύ ŜŘǳŎŀǘƛƻƴ ŀōƻǳǘ ΨǇƻǿŜǊŦǳƭ ƪƴƻǿƭŜŘƎŜΩΣ ǘƘŜ ǎŜŎǘƛƻƴ then 

examines the relationships and borders between the conceptualisation and study of 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ǘƘŜ ŀŎŀŘŜƳƛŎ ŘƛǎŎƛǇƭƛƴŜ, and school subject, in sections 

2.2.4a and 2.2.4b.  

The chapter then moves on to consider the construction, and representation, of the 

child in formal education and schooling more broadly in section 2.2.5. This is worthy 

of examination as geography as a school subject is taught within, and exists as a part 

of, a wider educational system influenced by both socio-political and economic 

factors. Finally in section 2.2.6, I examine the relationships between the child and the 

city, specifically considering London as the context of this research and the home of 

the children who participated in this study. Sections 2.2.5 and 2.2.6 help to situate 

the study in place and time-space as per figure one. The chapter is concluded in 

section 2.2.7, with a note being offered on the terminology used to represent the 

young people in this research. 

 

2.2.2 What is a child? 

This section begins by ŀǎƪƛƴƎ ΨǿƘŀǘ ƛǎ ŀ ŎƘƛƭŘΚΩ ¢ƘǊƻǳƎƘ ǘƘŜ ŜȄŀƳƛƴŀǘƛƻƴ ƻŦ ǘƘƛǎ 

question, it also considers another related question Ψwhat is childhood?Ω The decision 

to begin with what may seem like obvious questions is a conscious one, for although 

children and childhood are constructs that are familiar to most people, the word 

construct is highly significant in developing our understanding of both. In his booƪ Ψ! 

/ǊƛǘƛǉǳŜ ƻŦ 9ǾŜǊȅŘŀȅ [ƛŦŜΩΣ [ŜŦŜōǾǊŜ όмффнΥ мпύ ŀǊƎǳŜǎ ǘƘŀǘ ΨǿŜ ƴŜŜŘ ǘƻ ǘƘƛƴƪ ŀōƻǳǘ 

whŀǘ ƛǎ ƘŀǇǇŜƴƛƴƎ ŀǊƻǳƴŘ ǳǎΣ ǿƛǘƘƛƴ ǳǎΣ ŜŀŎƘ ŀƴŘ ŜǾŜǊȅ ŘŀȅΩΦ [ŜŦŜōǾǊŜ ƎƻŜǎ ƻƴ ǘƻ 

argue that whilst we live on familiar terms with many people(s) (for example, our 

family or those in our own milieu), that impression of familiarity does not mean that 

we know or understand a person, that they are defined for us, or that they see 

themselves in the same way (ibid.).  

LŦ ǿŜ ŀǇǇƭȅ [ŜŦŜōǾǊŜΩǎ ŀǊƎǳƳŜƴǘ ǘƻ the ideas of children and childhood, then the 

reason for asking Ψwhat is a child?Ω becomes clearer. It is of value in examining 
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childhood as a social construct, that is often so ingrained in shared social 

imaginations that it seems ΨƴŀǘǳǊŀƭΩ ǘƻ ǳǎ (Valentine, 1996; Shapiro; 1991; Aitken, 

2001; Skelton, 2008; Hörschelmann and van Blerk, 2012; Freeman and Tranter, 

2015). This section aims to critically examine these perceptions of familiarity, and 

consider how different people, and ideas, have shaped and influenced imaginations 

of children and childhood. Furthermore, the section examines debates about power 

relationships in the construction of social identity, which can ƛƳǇŀŎǘ ǳǇƻƴ ŎƘƛƭŘǊŜƴΩǎ 

experiences and imaginations of the world, and how they view themselves and are 

viewed by others (Aitken, 2001; Skelton, 2008; Kellet, 2014).  

In the academy, ōƻǘƘ ΨǘƘŜ ŎƘƛƭŘΩ and childhood are now widely recognised to be more 

than biologically defined, and as being socially constructed and historically situated 

(see for example, Hendrick, 1997; Valentine et al, 1998; Aitken, 2001; Freeman and 

Tranter, 2011; Hörschelmann and van Blerk, 2012; Fass, 2013; Holloway, 2014). 

Indeed, Ψthe childΩ can be seen as a social identity (Holloway and Valentine, 2000) 

that is, in part, constructed by the child and children themselves (Aitken, 1994; 

Skelton, 2008). However as introduced in chapter one, although these debates are 

exceedingly prevalent in the academy, their place in school geography is contested.  

Despite arguments calling for geography teachers to engage with these debates (see 

for example, Yarwood and Tyrell, 2012; Biddulph, 2012; Catling, 2014; Roberts, 

2017), and the recognition of students experiences, and/or everyday knowledge, on 

many models and approaches about teaching geography (see section 1.2.2), they 

have been largely omitted from geography education in schools. Reviewing these 

debates is of value to this thesis for two reasons: 

o Firstly, unless school geography considers these debates, children risk being 

conceptualised as a homogenous group by those who teach them, especially 

given the landscape of educational accountability and performativity, which 

presently exists in schools in England (see section 1.2.1 and 1.2.2; Mitchell 

and Lambert, 2015; Jones and Lambert, 2018). This could lead to children 

feeling misunderstood and not represented, with their voices and 

geographies being under-considered by their teachers. The potential impacts 

of this are both educational and social. Social impacts include the potential 
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for children feeling excluded, and educational impacts include teaching not 

engaging with, or building on, what children already know and the creation 

of what CǊŜƛǊŜ όмфтлύ ǘŜǊƳǎ Ψŀ ōŀƴƪƛƴƎ ƳƻŘŜƭΩ ƻŦ ŜŘǳŎŀǘƛƻƴΦ  

o {ŜŎƻƴŘƭȅΣ ǘƘŜ ƻƳƛǎǎƛƻƴ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŦǊƻƳ ǘƘŜ ŎǳǊǊƛŎǳƭǳƳ ŀǘ 

national, and often classroom, levels may mean that children are not 

provided with opportunities to examine who they are, and what it means to 

be a child or young person in the place, and time-space, they exist within. 

This could lead to children feeling, or being, disempowered as social agents 

in their own lives through lack of access to what Young (2008) terms 

ΨǇƻǿŜǊŦǳƭ ƪƴƻǿƭŜŘƎŜΩ ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ (see sections 2.2.4a and 

2.2.4b). Furthermore, this has the potential to result in teachers having a 

limited knowledge of children and childhood, which could impact on the 

decisions they make when Ψcurriculum makingΩ ό[ŀƳōŜǊǘ ŀƴŘ aƻǊƎŀƴΣ нлмлύ. 

Whilst these ideas are examined in greater depth in section 2.2.4a and 2.2.4b, they 

are highlighted here to argue the importance of questioning what Lefebvre (1992) 

ŘŜǎŎǊƛōŜǎ ŀǎ ΨŦŀƳƛƭƛŀǊƛǘȅΩ ƛƴ ǎƻŎƛŀƭ ŎƻƴǎǘǊǳŎǘǎΣ ƭŀōŜƭǎ ŀƴŘ ƛƳŀƎƛƴŀǘƛƻƴǎΦ L ƴƻǿ ƳƻǾŜ ƻƴ 

to consider the question of who defines the child. 

As previous conceptions of childhood and children (such as childhood being defined 

in solely biological terms) have become destabilised (Holt, 2011; Freeman and 

Tranter, 2015), the idea that conceptualisations have been mostly constructed and 

dominated by adult perspectives, has been raised as being particularly problematic 

(Aitken, 1994; Valentine, 1996; Hendrick, 1997; Jeffrey, 2010; Skelton, 2008; 

Freeman and Tranter, 2011; Hörschelmann and van Blerk, 2012). This concern is 

ǇŜǊǘƛƴŜƴǘ ƎƛǾŜƴ ǘƘŀǘ ŀŘǳƭǘ ǇŜǊǎǇŜŎǘƛǾŜǎ ΨŘƻƳƛƴŀǘŜ ǊŜǇǊŜǎŜƴǘŀǘƛƻƴǎ ƛƴ ǘƘŜ ƳŜŘƛŀΣ ƛƴ 

ǇƻƭƛǘƛŎŀƭ ŘƛǎŎƻǳǊǎŜǎ ŀƴŘ ƛƴ ǘƘŜƻǊŜǘƛŎŀƭ ŘŜōŀǘŜǎΩ όHörschelmann and van Blerk, 2012: 

ммύΣ ŀƴŘ ǘƘŜǎŜ ǎǇŀŎŜǎ ƘŀǾŜ ǘƘŜ ǇƻǿŜǊ ǘƻ ŀŦŦŜŎǘ ŎƘƛƭŘǊŜƴΩǎ ŜǾŜǊȅŘŀȅ lives (and futures), 

and how they are perceived, represented and treated (ibid.). However it is now 

recognised that children, like all people, contribute to, and are affected by, the social 

space they exist within and its production (see section 2.3.5). In this way, children are 

not passive recipients of their social identity, they (in part) construct it themselves 

(Aitken, 1994; Skelton, 2008).  
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wŜŎƻƎƴƛǎƛƴƎΣ ŀƴŘ ŜȄŀƳƛƴƛƴƎΣ ŎƘƛƭŘǊŜƴΩǎ ǊƻƭŜ ƛƴ ǘƘŜ ŎƻƴǎǘǊǳŎǘƛƻƴ ƻŦ ōƻǘƘ ŎƘƛƭŘƘƻƻŘ ŀƴŘ 

their own social identities, is a central aspect of developing knowledge of children, 

childhood and society more broadly (Fass, 2013). It can also enhance our 

understanding of the nature of ΨBeingΩ ƻǊ ΨDŀǎŜƛƴΩ (see Heidegger, 1962; Mulhal, 

2013), which Heidegger (1962) posits is peculiar to being human, and represents the 

notion of being aware, or (self) conscious, as we exist within the world. This is 

because these debates reflect an understanding that children exist as ΨBeingΩ, and yet 

school geography, and schooling more broadly, ŘƻŜǎƴΩǘ ŀƭǿŀȅǎ ǊŜŦƭŜŎǘ ǘƘƛǎ 

conception of child (see also section 1.2.2).  

5ŜǎǇƛǘŜ ǘƘŜ ōŜƴŜŦƛǘǎ ƻŦ ŎƻƴǎƛŘŜǊƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ŎƻƴǎǘǊǳŎǘƛƻƴ ƻŦ ǘƘŜƛǊ ƻǿƴ ǎƻŎƛŀƭ 

identities outlined above, it is worthy of note that it can also be an uncomfortable 

process for some adults. Accepting that children, in part, construct their own 

identities and childhoods means that it makes it difficult, if not impossible, for adults 

ǘƻ Ŧǳƭƭȅ ǳƴŘŜǊǎǘŀƴŘ ŎƘƛƭŘǊŜƴΩǎ ŜȄǇŜǊƛŜƴŎŜs and imaginations of the world (Skelton, 

2008). In the context of formal (geographical) education, recognising, and valuing, 

ŎƘƛƭŘǊŜƴΩǎ ǇŜǊǎǇŜŎǘƛǾŜǎ ǿƻǳƭŘ ƛƴǾƻƭǾŜ ŎǊƛǘƛŎŀƭ ŎƻƴǎƛŘŜǊŀǘƛƻƴ ƻŦ ǘƘŜ ǘǊŀŘƛǘƛƻƴŀƭ ǇƻǿŜǊ 

relationships between adult and child (for example, between teacher and student) 

that often exist, and  can subordinate children, in schools (see for example; Freire, 

1970; Foucault, 1978; Giddens, 2016; examined in detail 2.2.5).  

Lƴ ŀŘŘƛǘƛƻƴ ǘƻ ǘƘŜ ŎƘƛƭŘΩǎ ǊƻƭŜ ƛƴ ŎƻƴǎǘǊǳŎǘƛƴƎ ǘƘŜƛǊ ƻǿƴ ǎƻŎƛŀƭ identity(s), adult 

conceptualisations of children have also influenced social imaginations of children 

and childhood. Examining adult perspectives is of value, as they can, and often do, 

have varying degrees of social, spatial, economic and political power over children. 

In the next part of this section, I examine adult constructions of the child in two ways. 

Firstly, I consider Ψgrand narrativesΩ όǎŜŜ DƻƻŘǎƻƴΣ нлмоύ which affect social 

imaginations of children, before examining policy discourse.  

For Goodson (2013), grand narratives are widespread popular imaginations that also 

affect policy and practice. Critically considering grand narratives enables examination 

of how shared social imaginations of ŎƘƛƭŘǊŜƴ ƘŀǾŜΣ ŀƴŘ ŎƻƴǘƛƴǳŜ ǘƻΣ ŀŦŦŜŎǘ ŎƘƛƭŘǊŜƴΩǎ 

everyday lives and adult views on, and actions towards, children. Further to this, 

Hendrick (1997) argues that popular imaginations and grand narratives about 
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children are sometimes constructed and sustained by adults as they can be used to 

ΨƳƻǳƭŘΩ ŎƘƛƭŘǊŜƴ ƛƴǘƻ ŀ ǎƛƴƎǳlar, conceptual, construction to make them easier to be 

sociŀƭƭȅ ŀƴŘ ǇƻƭƛǘƛŎŀƭƭȅ ΨƳŀƴŀƎŜŘΩΦ Cor example, teacher-student relationships 

(Aitken, 1994; Freire, 1970). 

A widely recognised, and debated, popular social imagination of children in Britain is 

that of innocent angels (who need protecting) and wild devils (who need controlling) 

(Valentine, 1998; Holloway and Valentine, 2000; Aitken, 2001; Freeman and Tranter, 

2011). These imaginations feed into debates about children and their lives in spaces 

such as the media and can also impact upon how they are treated in society (Freeman 

and Tranter, 2011). For example, children are increasingly absent from cityscapes, 

and encouraged to play in specific places where they are easily managed and even 

commercialised (see for example, Massey, 1998; McKendrick, 2009; Freeman and 

Tranter, 2011; Harvey, 2013; see section 2.2.6). 

Social imaginations and grand narratives related to children also affect the language 

used to describe them in the space of everyday life. Children are often described 

using different social labels (e.g. child, youth, adolescent, teenager, young person 

etc.), with the use of these labels regularly varying with the social purpose of the 

narrative and reflecting (implicit or explicit) cultural imaginations (Valentine et al., 

1998; Aitken, 2001; Holt, 2011). Valentine et al. (1998) exemplify this when they 

ǎǳƎƎŜǎǘ ǘƘŀǘ ǘƘŜ ǳǎŜ ƻŦ ǘƘŜ ǘŜǊƳ ΨȅƻǳǘƘΩ ƻŦǘŜƴ ǊŜƭŀǘŜǎ ǘƻ ȅƻǳƴƎ ǇŜƻǇƭŜ ōŜƛƴƎ 

constructed as troublesome in, and to, society. They also note that even within a 

specific place, and group of people, terms such as youth are hard to define. This is 

because they have often been used and constructed over a long period of time, with 

different people(s) using and understanding the term differently (ibid.) The use of 

these social labels also impacts on how children view and represent themselves, and 

how they are viewed and represented by others (Valentine et al., 1998; Aitken, 2001; 

Hörschelmann and van Blerk, 2012). 

Thus far in this section, I have examined the value of asking ΨǿƘŀǘ ƛǎ ŀ ŎƘƛƭŘΚΩ both for 

this research and for society more broadly. Following this, I examined why it is 

significant to recognise that children (in part) construct their own social identities, 

before beginning to explore adult constructions and social imaginations of children. 
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In the final part of this section, I examine political constructions of childhood, as they 

can ƛƳǇŀŎǘ ǳǇƻƴ ŀ ŎƘƛƭŘΩǎ ƭƛŦŜ ŀƴŘ the opportunities they have available to them. 

Indeed, Shapiro (1999: 717) urges us to consider the impact of defining childhood in 

quasi-ƭŜƎŀƭ ǘŜǊƳǎ ōȅ ŀǎƪƛƴƎ ΨǿƘŀǘΣ ŜȄŀŎǘƭȅ ŀǊŜ ǿŜ ŀǊŜ ŀǘǘǊƛōǳǘƛƴƎ ǘƻ ŀ ǇŜǊǎƻƴ ǿƘŜƴ 

ǿŜ ŀŎŎƻǊŘ ƘŜǊ ǘƘŜ ǎǘŀǘǳǎ ƻŦ ŀ ŎƘƛƭŘΚΩ ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘ ǘƘŜǊŜ ƴŜŜŘǎ ǘƻ ōŜ ŎŀǊŜŦǳƭ 

consideration of legally constructing childhoodΦ {ƘŀǇƛǊƻΩǎ ǿŀǊƴƛƴƎ ƛǎ ŜǎǇŜŎƛŀƭƭȅ 

pertinent, when considering laws and ideas when transcend national boundaries 

and/or socio-spatial contexts, and Hörschelmann and van Blerk (2012) assert that 

relational perspectives are needed to avoid doing harm to children.  

One particularly powerful example of the legal construction of childhood is the 

United Nations Convention on the Rights of the Child (UNCRC). The UNCRC has been 

ratified by all countries in the world apart from the United States of America (USA) 

meaning it has an almost global political reach. Matthews and Limb (1999: 63) assert 

ƛǘ ǘƻ ōŜ ΨǘƘŜ ŦƛǊǎǘ ǳƴƛǾŜǊǎŀƭ ƭŀǿ ƻŦ ƘǳƳŀƴƪƛƴŘΩ ŀƴŘ ŜȄǘƻƭ ǘƘŀǘ it ǇƭŀŎŜŘ ŎƘƛƭŘǊŜƴ ΨŦƛǊƳƭȅ 

ƻƴ ǘƘŜ ǇƻƭƛǘƛŎŀƭ ŀƎŜƴŘŀΩΦ It has also influenced the space of UK policy (for example 

the Children Act, 2004), which is significant to this study as it provides the political 

context of the research. In addition, it has also been widely debated in the epistemic 

context to this study; the sub-discipline of cƘƛƭŘǊŜƴΩǎ geographies, (see for example, 

Hörschelmann and van Blerk, 2012; Evans and Holt, 2014; Freeman and Tranter, 

2015; Aitken, 2018).  

In the preamble to the UNCRC, the United Nations (UN) state their ideological vision 

for the convention, ǇǊƻŎƭŀƛƳƛƴƎ ΨǘƘŀǘ ŎƘƛƭŘƘƻƻŘ ƛǎ Ŝƴtitled to special care and 

ŀǎǎƛǎǘŀƴŎŜΩ όмффлΥ оύ ŀƴŘ ŀǊƎǳe for international co-ƻǇŜǊŀǘƛƻƴ ǘƻ ƛƳǇǊƻǾŜ ǘƘŜ ΨƭƛǾƛƴƎ 

ŎƻƴŘƛǘƛƻƴǎ ƻŦ ŎƘƛƭŘǊŜƴ ƛƴ ŜǾŜǊȅ ŎƻǳƴǘǊȅΩΦ ¢ƘŜ ŘƻŎǳƳŜƴǘ ǎŜǘǎ ƻǳǘ ōƻǘƘ ŀƴ ƛƴǘŜǊƴŀǘƛƻƴŀƭ 

philosophy for the support and growth of children, and outlines how this might be 

achieved through specific articles (see UNCRC, 1990). The UNCRC attempts to 

provide both a vision for the rights of child, and articulates how the enactment of 

this vision might be supported. However, there are always differences between the 

planned and enacted. In the case of the UNCRC, these differences are further 

exacerbated by the diverse nature of all of the countries that have ratified the 

convention (Freeman and Tranter, 2011; Hörschelmann and van Blerk, 2012). For, 
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example, whilst the UNCRC asks governments to protect children from child labour 

(see UNCRC, article 31), this might be essential to some childrenΩǎ survival. Thus 

ǎǘǊƛŎǘƭȅ ŜƴŦƻǊŎƛƴƎ ǘƘŜ ǳƴƛǾŜǊǎŀƭ ŘŜŎƭŀǊŀǘƛƻƴ ƻŦ ǊƛƎƘǘǎ Ƴŀȅ ǊŜǎǳƭǘ ƛƴ ΨŎƘƛƭŘǊŜƴ ōŜƛƴƎ 

denied the very ǎǳǇǇƻǊǘ ǘƘŜȅ ƴŜŜŘ ǘƘŜ ƳƻǎǘΩ όHörschelmann and van Blerk, 2012: 

11). 

In this section, I have considered some of the complexities in defining ΨǘƘŜ childΩ, 

examining a variety of perspectives to support the discussions. Children and 

childhood remain debated social constructs, which will continue to vary between 

people(s), places and across time-space. I agree with Fass (2013) that examining 

these debates is of value in developing our knowledge of children, childhood and 

society. Lƴ ǘƘƛǎ ǘƘŜǎƛǎΣ L ŀǊƎǳŜ ǘƘŀǘ ŎƻƴǎƛŘŜǊƛƴƎ ΨǿƘŀǘ ƛǎ ŀ ŎƘƛƭŘΚΩ ƛǎ ƻŦ ǾŀƭǳŜ ǘƻ 

geography education in schools, both in developing teachersΩ understanding of 

children and childhood, and also in supporting children in examining (their own) 

geographies. In doing so, throughout the thesis, I often refer to the child ŀǎ ΨōŜƛƴƎΩ ǘƻ 

reflect their existence as a person beyond their given identity in school as a student. 

Drawing on Heidegger (1962) this term aims to represent the child as being aware 

and self-conscious in the world, and contributing to both the construction of their 

own identity and social space. ¢ƘŜ ǳǎŜ ƻŦ ŀ ƭƻǿŜǊ ŎŀǎŜ ΨōΩ ǊŜǇǊŜǎŜƴǘǎ ǘƘŀǘ Ƴȅ ǳǎŜ ƻŦ 

ǘƘŜ ǘŜǊƳ ΨōŜƛƴƎΩ also draws on other ideas and theorists when considering the child 

as being. For example, I also draw upon, and examine, debates about children being 

shaped by, and shaping, social space (examined in depth in section 2.3.2 and 2.3.5) 

ŀƴŘ ŘŜōŀǘŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ as to how the child constructs their own 

identity (section 2.2). 

I now move on to examine the emergence and growth of the sub-discipline of 

cƘƛƭŘǊŜƴΩǎ geographies in sections 2.2.3a and 2.2.3b. 

 

нΦнΦоŀ /ƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΥ ǘƘŜ ŜƳŜǊƎŜƴŎŜ ƻŦ ŀ ǎǳō ŘƛǎŎƛǇƭƛƴŜ 

Children and young people were conspicuously absent for much of the early 

development of geography as an academic discipline (Matthews and Limb, 1999; 

Aitken, 2001; Horton et al., 2008; Freeman and Tranter, 2015). With one of the early 

advocates of the study of cƘƛƭŘǊŜƴΩǎ geographies, Roger Hart, arguing in his 1982 
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paper at the Association of American Geographers conference, that despite human 

geography beginning in childhood, children have ōŜŜƴ ΨƭŀǊƎŜƭȅ ƛƎƴƻǊŜŘΩ (p1) apart 

from in relation to research in geography education. He argued further that this 

research was largely centred on the study of children in formal school settings, thus 

ignoring the everyday lives and geographies of children. This argument was part of a 

movement in the discipline of ƎŜƻƎǊŀǇƘȅ Ψǘƻ ŀǘǘŜƴŘ ǘƻ ŜȄǇŜǊƛŜƴŎŜǎΣ ƛǎǎǳŜǎ ŀƴŘ 

geographies of children and young people hitherto overlooked by human 

ƎŜƻƎǊŀǇƘŜǊǎΩ όIƻǊǘƻƴ Ŝǘ ŀƭΦ, 2008: 338). These concerns, and actions towards 

addressing them, formed a major element of the groundwork of the sub discipline of 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ όƛōƛŘΦύΦ 

This section ƻǳǘƭƛƴŜǎ ǘƘŜ ŜƳŜǊƎŜƴŎŜ ŀƴŘ ƎǊƻǿǘƘ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀǎ ŀ ǎǳō 

discipline. It begins in this section (2.2.3a) by considering the philosophical, and 

socio-political, ideas that stimulated the emergence of the sub discipline, before 

outlining key events and ideas that supported its growth in 2.2.3b. Throughout these 

sections, links are drawn to the different spaces of geographical thought (see figure 

one), positing that there should be increased consideration of everyday life, and 

disciplinary thought on this space, in school geography. Following this, the section 

examines ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǘƻŘŀȅΣ ƻǳǘƭƛƴƛƴƎ ǎƻƳŜ ƻf the challenges it faces.   

Contemporary geography recognises that people(s) and places vary across time-

space, and that ŜǾŜƴ ǿƛǘƘƛƴ ŀ ΨƎǊƻǳǇΩ ƻŦ ǇŜƻǇƭŜ, social identities may vary and change 

(see for example, Lefebvre, 1992; Jackson, 1992; Massey, 2005; see section 2.2.2). 

tŀǊǘ ƻŦ ǘƘƛǎ ǊŜŎƻƎƴƛǘƛƻƴ ƛǎ ŀƴ ŀŎƪƴƻǿƭŜŘƎŜƳŜƴǘ ΨǘƘŀǘ ŘƛŦŦŜǊŜƴǘ ǎƻŎƛŀƭ ƎǊƻǳǇǎ ƻŎŎǳǇȅ 

unequal positions ƻŦ ǇƻǿŜǊ ŀƴŘ ŀǳǘƻƴƻƳȅΩ όaŀǘǘƘŜǿǎ ŀƴŘ [ƛƳōΣ мфффΥ снύΣ ŀƴŘ ǘƘŀǘ 

powerful groups attempt to (re)produce their power spatially, socio-politically and 

economically (see for example, Harvey, 1990; 2013; Lefebvre, 1991; 1992; Massey, 

2005; 2008; see section 2.2.1). As a discipline that seeks to understand, represent, 

and even affect change (see Cresswell, 2013; Bonnett, 2003; see section 2.1), this 

recognition Ƙŀǎ ǊŜǎǳƭǘŜŘ ƛƴ ŜȄǇƻǎƛƴƎ ΨƘŜƎŜƳƻƴƛŎ ǾŀƭǳŜǎ ǿƘƛŎƘ ǳƴŘŜǊǇƛƴ ǘƘŜ 

differential positionings and to raise consciousness that within Western societies 

many aspects of life are the outcome of white, ableist, adult, male, middle-class 
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ŘŜŎƛǎƛƻƴ ƳŀƪƛƴƎΩ όaŀǘǘƘŜǿǎ ŀnd Limb, 1999: 62), becoming a fundamental 

motivation for some geographers.  

As this argument became more established in the discipline, people(s) who had been 

previously under-researched, and/or under-represented, in geography were sought 

out as areas of interest and enquiry (Matthews and Limb, 1999). With geographers, 

such as David Harvey, pushing for a move away from conservative traditions of 

geography (see also section 2.1.2), and for geography to consider, study, and 

represent, the geographies of all people(s). This included a focus on women, children, 

anŘ ΨŜǘƘƴƛŎ ƳƛƴƻǊƛǘȅΩ ŎƻƳƳǳƴƛǘƛŜǎΣ who had traditionally been marginalised by 

geography and/or society (Peet, 2013). One such group that was identified as being 

under-researched, was that of children and young people. 

Research in to cƘƛƭŘǊŜƴΩǎ geographies began in 1970s America with the work of Bunge 

and Bordessa (see Bunge, 1973; Bunge and Bordessa, 1975; James, 1990; Holloway 

and Valentine, 2000; Aitken, 2001; Freeman and TranteǊΣ нлмрύΦ .ǳƴƎŜΩǎ ǿƻǊƪ used 

ΨƎŜƻƎǊŀǇƘƛŎŀƭ ŜȄǇŜŘƛǘƛƻƴǎΩ ǘƻ ŜȄǇƭƻǊŜ ǘƘŜ ŜǾŜǊȅŘŀȅ ƭƛǾŜǎ ŀƴŘ ǎǇŀǘƛŀƭ ǊŜǇǊŜǎǎƛƻƴ ƻŦ 

children (Aitken, 2001). This research can be seen as representative of emerging 

debates in geography about the social construction of identity (Holloway and 

Valentine, 2000), and wider debates in the space of everyday life in which prejudice 

and inequality, environmental destruction and geopolitical issues (such as the 

Vietnam War), became ƛƴŎǊŜŀǎƛƴƎƭȅ ǇǊŜǾŀƭŜƴǘ ƛƴ Ψ¢ƘŜ ²ŜǎǘΩ όtŜŜǘΣ нлмоύΦ 

Early wƻǊƪǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƭǎƻ ōŜƎŀƴ ǘƻ ŎǊƛǘƛŎŀƭƭȅ ŎƻƴǎƛŘŜǊ Ƙƻǿ ōŜǎǘ ǘƻ 

conduct research with, and for, children (Hart, 1984; Moore, 1986; examined in 

greater depth in chapter three). This related to other debates such as the 

contestation, and examination, of ingrained social imaginations which considered 

children as being less than an adult (Holloway and Valentine, 2000b). However, 

despite increased research and publications in the field, for many years the work was 

largely ignored in the ΨadultistΩ discipline (Holloway and Valentine, 2000b). Leading 

to James (1990) being compelled to ask Ψƛǎ ǘƘŜǊŜ ŀ ΨǇƭŀŎŜΩ ŦƻǊ ŎƘƛƭŘǊŜƴ ƛƴ gŜƻƎǊŀǇƘȅΚΩ 

arguing: 

Ψ¢ƘŜ Ǿŀǎǘ ƳŀƧƻǊƛǘȅ ƻŦ ƎŜƻƎǊŀǇƘƛŎŀƭ ōƻƻƪǎƘŜlves or any geography course syllabi 

soon make us realise that geography is / has been dominated by the study of 
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ΨƳŀƴΩΣ ŀƴ ŀŘǳƭǘ Ƴŀƴ ŀƴŘ ƭŀǘǘŜǊƭȅ ǿƻƳŜƴΦ ²Ŝ ƳƛƎƘǘ ōŜ ŦƻǊƎƛǾŜƴ ƛƴ ǘƘƛƴƪƛƴƎ ǘƘŀǘ 

children simply do not exist in the spatial world, since so much geographic 

ǊŜǎŜŀǊŎƘ ƛǎ ǳƴŘŜǊǘŀƪŜƴ ƛƴ ǘŜǊƳǎ ƻŦ ŀŘǳƭǘ ŜȄǇŜǊƛŜƴŎŜ ƻƴƭȅΩ όWŀƳŜǎΣ мффлΥ нтуύΦ 

James argued that although the discipline had begun to consider the geographies of 

ΨǘƘŜ ƻǘƘŜǊ ƘŀƭŦΩ όƛōƛŘΦύ ƛƴ ǿƻƳŀƴ, as a discipline it was still failing to research and 

represent the geographies of all people, including those of children. For James, this 

limited the breadth and depth of knowledge that the discipline geography was 

producing, propagating and advancing (see Johnston and Sidaway, 2016; section 

2.1.2). It also limited geographers understanding of everyday life, and thus how the 

discipline might engage in socio-political debate, and where appropriate/possible, 

affect change. 

In the next section (2.2.3), I continue to outline the growth of the sub-discipline of 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΦ In doing so, I highlight the philosophical, and socio-political, 

significance of the developments that the ǎǘǳŘȅ ƻŦ ŎƘƛƭŘǊŜƴΩǎ geographies has led to. 

I also begin to suggest some ōƻǊŘŜǊǎ ǿƘƛŎƘ Ƴŀȅ ƘŀǾŜ ǇǊŜǾŜƴǘŜŘ ƛŘŜŀǎ ŦǊƻƳ ŎƘƛƭŘǊŜƴΩǎ 

geographies being considered in school geography. 

 

нΦнΦоō /ƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΥ ǘƘŜ ƎǊƻǿǘƘ ƻŦ ŀ ǎǳō ŘƛǎŎƛǇƭƛƴŜ 

Since its emergence in the 1970s, the sub discipline of ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ Ƙŀǎ 

contƛƴǳŜŘ ǘƻ ƎǊƻǿ ŀƴŘ ŜǾƻƭǾŜΦ !ƛǘƪŜƴ όнлмуΥ пύ ŀǊƎǳŜǎ ǘƘŀǘ ΨǘƘŜ ŎǊƛǘƛŎŀƭ ŀƴŘ ǊŀŘƛŎŀƭ 

edge of this work, often springing from feminism and the margins of Marxism, 

ƛƴǾƻƭǾŜŘ ǎƻƳŜǘƘƛƴƎ ǘƘŀǘ ǇǳǎƘŜŘ ǘƘŜ ŀƎŜƴŎȅ ŀƴŘ ǊƛƎƘǘǎ ƻŦ ŎƘƛƭŘǊŜƴ ŀƴŘ ȅƻǳƴƎ ǇŜƻǇƭŜΩΦ 

Aitken suggests that this push was from academic research and debates, to spaces of 

politics and everyday life and goes on to highlight two events which he argues 

ΨǇǊƻǇŜƭƭŜŘ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƻƴǘƻ ǘƘŜ ǿƻǊƭŘ ǎǘŀƎŜΩ όƛōƛŘΦύΦ ¢ƘŜse 

events were: 

o The signing of the UNCRC, which Aitken asserts forced geographers to 

critically consiŘŜǊ ǿƘŀǘ ƛǎ ƳŜŀƴǘ ōȅ Ψthe childΩ (see section 2.2.2); 

o The rise of the New Sociology of Childhood (see also section 3.2), which 

questioned singular Western ingrained imaginations of childhood, and 
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explored power relations between age, and other social differences, 

across time-space  (Hörschelmann and van Blerk, 2012). It also encouraged 

geographers to consider the importance of interdisciplinary and 

international research on children. 

These changes reflected an increased understanding in cultural geography that all 

people are not the same, and that diversity and difference are important (Matthews 

and Limb, 1999). 

/ƘƛƭŘǊŜƴΩǎ geographies relationships with political discourse reflected an increasing 

ǉǳŜǎǘƛƻƴƛƴƎ ƻŦ ΨǿƘƻǎŜ ƎŜƻƎǊŀǇƘȅΚΩ όaŀǎǎŜȅΣ нллуύ ƛƴ ǘƘŜ ŀŎŀŘŜƳȅ, and a growing 

socio-politiŎŀƭ ŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ ŎƘƛƭŘǊŜƴΩǎΣ and human, rights in the space of 

everyday life (Matthews and Limb, 1999; Hörschelmann and van Blerk, 2012; Aiken, 

2018; UNCRC). Aitken (2018: 4) considers this to be the second phase in the 

ΨŜǾƻƭǳǘƛƻƴ ŀƴŘ ƛƴǾƻƭǳǘƛƻƴ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΩ ŀǎ ŀ ŎƻƴŎŜǇǘΣ ŎƻƴǎƛŘŜǊing the first 

phase from its emergence in the 1970s-мффлǎ ŀǎ Ψŀƴ ƛƳǇǊŜǎǎƛƻƴΩΣ ǘƘŜ ǎŜŎƻƴŘ ǇƘŀǎŜ 

(1900s-нлллǎύ ŀǎ ōŜƛƴƎ ΨŎƻƘŜǊŜƴǘƭȅ ǇƻƭƛǘƛŎŀƭΩΣ ŀƴŘ ǘƘŜ ǇǊŜǎŜƴǘ ǇƘŀǎŜ όŦǊƻƳ нлллǎ ǘƻ 

ǘƘŜ ǇǊŜǎŜƴǘ Řŀȅύ ŀǎ ōŜƛƴƎ Ψŀ ŎƘŀƭƭŜƴƎŜ ŀǎ ǘƻ ǿƘŀǘ ǿŜ ǘƘƛƴƪ ǿŜ ƪƴƻǿ ŀōƻǳǘ ȅƻǳƴg 

ǇŜƻǇƭŜ ŀƴŘ ǘƘŜƛǊ ƎŜƻƎǊŀǇƘƛŜǎΩΦ  

Another seminal moment in the evolution of the sub discipline was the launch of the 

ƛƴǘŜǊƴŀǘƛƻƴŀƭ ƧƻǳǊƴŀƭ Ψ/ƘƛƭŘǊŜƴΩǎ DŜƻƎǊŀǇƘƛŜǎΩ ƛƴ нллоΦ aŀǘǘƘŜǿǎ όнллоύ ŀǊƎǳŜǎ ǘƘŀǘ 

this was spurred by both increased research, and debate, in the sub discipline, and 

also the network of excellence funded by the Royal Geographical Society and 

Institute of British Geographers (RGS-L.Dύ ΨǿƘƻǎŜ ŦƻŎǳǎ ǿŀǎ ǳǇƻƴ ŎƘƛƭŘǊŜƴΣ ȅƻǳǘƘ ŀƴŘ 

ŦŀƳƛƭƛŜǎΩ όǇпύΦ Since this date, ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ Ƙŀǎ continued to grow into a 

diverse sub discipline of geography with international and interdisciplinary 

connections both within the academy, and also with non-academic organizations and 

individuals such as policy-makers, Non-Governmental Organizations (NGOs) and 

service providers (Gregory et al., 2009; Holloway and Pilmott-Wilson, 2011; Holt; 

Holloway, 2014; Robson et al., 2015; Freeman and Tranter, 2015; Aitken, 2018).  

However, despite the advances in the sub discipline, there remains debate amongst 

geographers in the academy as to the ǎŎƻǇŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ, and its 

relationships with the wider discipline (Evans and Holt, 2014; Horton et al., 2008). 
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Holt (2011) argues that one of the reasons for the division between the sub discipline, 

and geography more broadly, ƛǎ ǘƘŜ ŎǊŜŀǘƛƻƴ ƻŦ ŀ ΨƎŀǘŜŘ ŎƻƳƳǳƴƛǘȅΩ (see also section 

1.2.2), which she posits ǎǳǊǊƻǳƴŘǎ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ. Holt argues that this 

community has been created, and sustained, by a network of dedicated conferences 

and journals that academics often stay within. Holt goes on to suggest that the sub 

discipline needs to be aware of these challenges to ensure that it engages with the 

wider discipline, arguing that this is necessary both to support its growth and share 

research, and also to help ensure that it is not side-lined or ghettoized (ibid.). These 

ŘŜōŀǘŜǎ ŀǊŜ ǎƛƎƴƛŦƛŎŀƴǘ ǘƻ ǘƘƛǎ ǘƘŜǎƛǎΣ ōƻǘƘ ƛƴ ŜȄŀƳƛƴƛƴƎ ǿƘȅ ǘƘŜǊŜ ŀǊŜ ΨōƻǊŘŜǊǎΩ όǎŜŜ 

Castree e al., 2007) between sub disciplines, and also in developing the argument for 

increaseŘ ŎƻƳƳǳƴƛŎŀǘƛƻƴ ōŜǘǿŜŜƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƛƻƴΣ 

for mutual benefit (see also section 2.2.4). 

Sections 2.2.3a, and 2.2.3b, ƘŀǾŜ ŜȄŀƳƛƴŜŘ Ƙƻǿ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ Ƙŀǎ 

developed as a sub discipline of geography since its emergence in 1970s America. It 

is now a mature sub discipline, which is able to reflect upon its own accumulated 

knowledge base (see for example, McKendrick, 2000; Horton et al., 2008; Aitken, 

2018). However as introduced in chapter one, these developments have not always 

been considered or recognised in geography education in schools. Put another way, 

school geography has not consistently used disciplinary thought to explore ŎƘƛƭŘǊŜƴΩǎ 

everyday lives and geographies, due to borders existing between the two spaces. The 

next section (2.2.4) moves on to examine these debates further, by reviewing the 

literature on the relationshipǎ ŀƴŘ ōƻǊŘŜǊǎ ōŜǘǿŜŜƴ ŎƘƛƭŘǊŜƴΩǎ geographies in the 

academy and geography as a school subject.  

 

2.2.4a Situating the debate: the ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀƴŘ ΨōƻǊŘŜǊǎΩ ōŜǘǿŜŜƴ geography in the 

academy and geography as a school subject 

As introduced and problematized in chapter one, there are disconnects between 

knowledge ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ the academic discipline of geography and 

geography as a school subject. These disconnects can be conceptualised as part of a 

wider contemporary concern in geography education about the existence of  

ΨbordersΩ (Castree et al., 2007) between these two spaces of formal geographical 
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thought. Drawing on research and literature to date, this section examines these 

ideas further, and is divided into two inter-related, but distinct, subsections: 

o This section, 2.2.4a, builds on the debates introduced in section 2.1, which 

considered the different functions of academic and school geography. The 

section begins by examining the relationships, and differences, between 

geography education and school geography. It argues that the 

conceptualisation of geography education being mainly focussed on school 

geography is problematic as it neglects the relationships between the 

academic discipline and school subject. Following this, I examine the idea of 

ΨǇƻǿŜǊŦǳƭ ƪƴƻǿƭŜŘƎŜΩ (see Young, 2008; Young and Muller, 2010), 

considering how, and why, this idea is of value to school geography. Building 

on these ideas, the section then examines how the GeoCapabilities approach 

has aimed to attend to the question of how powerful geographical knowledge 

ΨŎŀƴ ŎƻƴǘǊƛōǳǘŜ ǘƻ ǘƘŜ ǘƘƛƴƪƛƴƎ ŀƴŘ ŜƳǇƻǿŜǊƳŜƴǘ ƻŦ ŀƴ ŜŘǳŎŀǘŜŘ ǇŜǊǎƻƴ ƛƴ 

the 21st ŎŜƴǘǳǊȅΚΩ όHawley et al., 2017: 18). The inclusion, and critical 

consideration, of both powerful knowledge and the GeoCapabilities approach 

in this section, and the thesis more broadly, situates the borders between 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ŘƛŦŦŜǊŜƴǘ ǎǇŀŎŜǎ of geographical thought, in wider 

debates in geography education. 

o Section 2.2.4b ŜȄŀƳƛƴŜǎ Ƙƻǿ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ Ƙŀǎ ōŜŜƴ included, and 

considered, in school geography. Following this, the section examines 

ŀǊƎǳƳŜƴǘǎ ŦƻǊ ƎǊŜŀǘŜǊ ƛƴŎƭǳǎƛƻƴ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ǘƘŜ ǎŎƘƻƻƭ 

subject, before drawing on the arguments introduced in section 2.2.4a to 

argue ŦƻǊ ŀ ōƻǊŘŜǊ ŎǊƻǎǎƛƴƎ ōŜǘǿŜŜƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ƎŜƻƎǊŀǇƘȅ 

education.  

 

Different conceptualisations of geography education exist. Gregory et al. (2009: 187) 

state ƛƴ ǘƘŜ Ψ5ƛŎǘƛƻƴŀǊȅ ƻŦ IǳƳŀƴ DŜƻƎǊŀǇƘȅΩ ǘƘŀǘ ǘƘŜ ǎǳō ŘƛǎŎƛǇƭƛƴŜΩǎ ŦƻŎǳǎ ƛǎ ƻƴ ΨǘƘŜ 

ǇǊƻǾƛǎƛƻƴ ŀƴŘ ƴŀǘǳǊŜ ƻŦ ƛƴǎǘǊǳŎǘƛƻƴ ƛƴ ǘƘŜ ŘƛǎŎƛǇƭƛƴŜ ƛƴ ǎŎƘƻƻƭǎ ŀƴŘ ǳƴƛǾŜǊǎƛǘƛŜǎΩΦ This 

perception can be seen to be echoed by the RGSs recently renamed ΨDŜƻƎǊŀǇƘȅ ŀƴŘ 

9ŘǳŎŀǘƛƻƴΩ ǊŜǎŜŀǊŎƘ Ǝroup, whose nexus of geography and education includes 
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Ψpedagogy, teaching and learning in geographyΩ, Ψgeographies of educationΩ and 

Ψgeographical educationΩΣ and encompasses both formal and informal spaces of 

education (see figure two). However, as articulated in the International Geographical 

¦ƴƛƻƴΩǎ όLD¦ύ όнлмсύ ΨLƴǘŜǊƴŀǘƛƻƴŀƭ /ƘŀǊǘŜǊ ƻƴ DŜƻƎǊŀǇƘƛŎŀƭ 9ŘǳŎŀǘƛƻƴΩΣ school 

geography is often the primary focus of the sub discipline. Indeed, much of the 

teaching and research done in geography education focuses on (initial) teacher 

education and school geography, with academics in this field often being situated in 

education, as opposed to geography, departments in universities (Butt, 2019).  

 

Figure 2: The Geography and Education nexus: as shared by the Royal GeograpƘƛŎŀƭ {ƻŎƛŜǘȅΩǎ 
Geography and Education Research Group by email to its members on 12th September 2019 

 

 

 

Considering how geography education is conceptualised, and how this is enacted in 

practice (e.g. via research and teaching), is worthy of examination as it has 

sometimes led to geography education being socially, and physically, separate from 

geography departments in Higher Education Institutes (HEIs). This risks it being 

difficult for geography education, and educators, to ΨƪŜŜǇ ǳǇΩ ό[ŀƳōŜǊǘΣ нллфΤ 

Morgan, 2018) with the discipline as new knowledge is created and tested. This issue 

can also be seen to be exacerbated by the often limited research time given to 
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geography educators in universities, and/or increasingly other settings (such as Multi 

Academy Trusts (MATs)), who have often career changed from being a teacher, and 

require social and economic investment to support them in developing as academics 

and/or geography teacher educators (see also Butt, 2019). It can also result in limited 

discussions about the relationships between geography education in the different 

spaces of geographical thought. For example, both in regards to transitions in formal 

education, and also in actively considering the relationships between geography as a 

discipline and school subject that, as geographers, we would most like to construct. 

In countering these borders, Lambert (2014: 157) argues the need for geography 

education to re-engage with disciplinary ƪƴƻǿƭŜŘƎŜ ǘƻ ΨŎǊŜŀǘŜ ŜŘǳŎŀǘional 

ŜƴŎƻǳƴǘŜǊǎ ƻŦ ǎƛƎƴƛŦƛŎŀƴŎŜΩ ŦƻǊ ƛǘǎ (school) students. The notion of re-engaging is 

significant here, as drawing on wider debates about powerful knowledge (see for 

example, Young and Muller, 2010; Young, 2013; Roberts, 2013; Young et al., 2014; 

Lambert and Biddulph, 2015; Butt, 2017; Young and Muller, 2016; Maude, 2016; 

Roberts, 2017; Counsell, 2018), Lambert asserts both the importance of subjects 

framing the curriculum, and their role in providing students with access to the best 

possible knowledge available. He argues that this knowledge is disciplinary 

knowledge, it is knowledge that has been created and tested in the academy. 

Although this knowledge is not neutral, or free from socio-cultural norms (see also 

Young et al., 2014; Butt, 2017; Morgan, 2019), it is the closest to truth that humanity 

has thus far created. The importance of the school ǎǳōƧŜŎǘ ΨƪŜŜǇƛƴƎ ǳǇΩ ǿƛǘƘ ǘƘƛǎ 

knowledge lies not only in the maintenance and growth of academic disciplines, or 

providing social impact for academics (for example, in sharing their research beyond 

the academy), but primarily in providing all school students with access to this 

Ψpowerful knowledgeΩ.  

As such, social justice is a pivotal element in debates about powerful knowledge. For 

example, Butt (2017: 16) asserts: 

ΨtǊƻǾƛŘƛƴƎ ǎǘǳŘŜƴǘǎ ǿƛǘƘ ŀŎŎŜǎǎ ǘƻ ŘƛǎŎƛǇƭƛƴŀǊȅ ƪƴƻǿƭŜŘƎŜ ƛƴ ǎŎƘƻƻƭǎ ƛǎ ŜǎǎŜƴǘƛŀƭ 

ς it is an issue of social justice, because people need such knowledge to conduct 

debates, to address problems and to inform decisions within the societies they 

ƭƛǾŜΦΩ 
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When these ideas are contextualised in the wider socio-political, and temporal, 

contexts in which geography education exists, they can facilitate debate about 

power, inequality and access to education (see also section 2.2.5). Put another way, 

these debates enable critical consideration as to whether access to powerful 

knowledge has been provided to all students, and examination of any barriers which 

may have prevented this from happening (Young et al., 2014; Morgan, 2019). 

Examining these landscapes is of value both in developing a clearer picture of 

geographies of education (see also section 2.2.4b), and also informing decisions as to 

how inequality in access to quality geographical education might be addressed at a 

multitude of scales. For example, in government policy, curricula choices and also in 

ŘŜǾŜƭƻǇƛƴƎ ǘŜŀŎƘŜǊǎ ŀǎ ΨŎǳǊǊƛŎǳƭǳƳ ƳŀƪŜǊǎΩ (see Lambert and Morgan, 2010). 

Michael Young, who coined the term powerful knowledge (see Young, 2008), 

introduces the idea of three futures for education (see also Young and Muller, 2010; 

Young et al., 2014; Young and Muller, 2016). The three futures conceptualises, and 

represents, the different relationships school education (and its teachers and 

students) have, and have had, with knowledge. They are summarised by Morgan 

(2019: 173) as: 

o Future one ΨƪƴƻǿƭŜŘƎŜ ƛǎ ǿƘŀǘ ƛǎ ƻŦǘŜƴ ǘŜǊƳŜŘ ΨǘǊŀŘƛǘƛƻƴŀƭ ƪƴƻǿƭŜŘƎŜΩΣ 

with fixed subject boundaries and a body of content considered worth 

learning for ƛǘǎ ƻǿƴ ǎŀƪŜΩ; 

o Future two ΨƪƴƻǿƭŜŘƎŜ ƛǎ ǘƘŀǘ ǿƘƛŎƘ ŦŀǾƻǳǊǎ ǘƘŜ ŎƻƭƭŀǇǎƛƴƎ ƻŦ ǎǳōƧŜŎǘ 

boundaries, and more generally, suggests that the generic competences 

associated with being a learner are to be stressed over acquisition of 

ƪƴƻǿƭŜŘƎŜΩ; 

o Future three ŀƴ Ψorientation to knowledge assumes that where subject 

boundaries are maintained, knowledge matters, yet content is not fixed 

ŀƴŘ ƛǎ ƻǇŜƴ ǘƻ ŎƘŀƴƎŜΩΦ 

In England, future one can be linked to early evolution of mass schooling, a period in 

which students often recalled the knowledge that they were taught (see also section 

2.1.2). This ideology impacted upon curriculum, pedagogy and student-teacher 
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relationships (Morgan, 2019). An example of this was highlighted in section 2.1.2, 

ŘǊŀǿƛƴƎ ƻƴ .ƻƴƴŜǘǘΩǎ ŀǊƎument that in the age of empire, the primary pedagogy in 

geography education was often that of ΨǊŜŀŘ ŀƴŘ ǊŜƳŜƳōŜǊΩΦ Future Two emerged 

from socio-political discourses which wanted all students to gain access to 

qualifications, no matter what it did to the social value of said qualifications, and in 

ǿƘƛŎƘ ΨƭŜŀǊƴƛƴƎ ǘƻ ƭŜŀǊƴΩ ǿŀǎ ǇŜǊŎŜƛǾŜŘ ŀǎ ōŜƛƴƎ ƻŦ ƎǊŜŀǘŜǊ ǾŀƭǳŜ ǘƻ ŀ ǎǘǳŘŜƴǘΩǎ 

education than subject knowledge (Lambert, 2014; Morgan, 2019; Butt, 2019). Thus, 

[ŀƳōŜǊǘΩǎ ǇǳǎƘ ǘƻ ǊŜ-engage with knowledge, and ultimately, to construct a future 

three curriculum lies in providing all students with access, through the school subject, 

to the ever-evolving powerful knowledge that is created in academic disciplines. 

Powerful knowledge has been much debated in geography education. For example, 

in a debate with Young at UCL Institute of Education in 2013, Roberts echoed his 

concerns about a focus on generic skills in (geography) education (see Young, 2013; 

Roberts, 2013). However, Roberts also argued that subject knowledge is not powerful 

ǿƛǘƘƻǳǘ ΨǇƻǿŜǊŦǳƭ ǇŜŘŀƎƻƎƛŜǎΩΣ ŀƴŘ ǉǳŜǎǘƛƻƴŜŘ ¸ƻǳƴƎΩǎ separation of everyday 

knowledge όǿƘƛŎƘ ƛƴŎƭǳŘŜǎ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎύ and powerful knowledge, noting 

that everyday knowledge is a distinct area of research and debate in academic 

geography (see also section 2.2.4b). Further to this, geography educators have also 

questioned what powerful knowledge is, and how a future three curriculum might 

be enacted (see for example, Maude, 2016; 2018; Bustin, 2019; GeoCapabilities 

website). 

Maude (2016: 72) ƘŀǎΣ ƛƴ Ƙƛǎ ƻǿƴ ǿƻǊŘǎΣ ŀƛƳŜŘ ǘƻ ΨŀŘŘΩ ǘƻ ǘƘŜ powerful knowledge 

debates, by ƛŘŜƴǘƛŦȅƛƴƎ ΨǘȅǇŜǎ ƻŦ ƎŜƻƎǊŀǇƘƛŎŀƭ ƪƴƻǿƭŜŘƎŜ ǘƘŀǘ ƳƛƎƘǘ ōŜ ŎƻƴǎƛŘŜǊŜŘ 

ǇƻǿŜǊŦǳƭΩΦ Drawing on the work of Lambert and Young, Maude argues that powerful 

ƪƴƻǿƭŜŘƎŜ ƛǎ ΨŜƴŀōƭƛƴƎΩΣ and suggests a typology of knowledge that is powerful to, 

and for, geographyΩǎ students: 

o Type one ς knowledge that provides students with new ways of thinking 

about the world; 

o Type two ς knowledge that provides students with powerful ways to analyse 

explain and understand the world; 
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o Type three ς knowledge that gives students some power over their own 

knowledge; 

o Type four ς knowledge that enables young people to follow and participate 

in debates on significant local, national and global issues; 

o Type five ς knowledge of the world. 

These ideas have been drawn on by others in the geography education community. 

For example, Bustin (2019) posits that the typology is of value as it offers broad ideas 

as to how geographical knowledge is powerful, thus also enabling geography 

teachers to make decisions about what to teach, and how to teach it. Conceptually, 

ǘƘƛǎ ŀǊƎǳƳŜƴǘ ŜƳǇƻǿŜǊǎ ǘƘŜ ǘŜŀŎƘŜǊ ŀǎ ΨŜȄǇŜǊǘΩ ƛƴ ǘƘŜƛǊ classroom and practice. 

However, Bustin also heeds a warning that on its ƻǿƴΣ aŀǳŘŜΩǎ ǘȅǇƻƭƻƎȅΣ is not able 

to ΨŜƴŀōƭŜ ŀ ƳŜŀƴƛƴƎŦǳƭ ŀƴŘ ŜƴƎŀƎƛƴƎ ŎǳǊǊƛŎǳƭǳƳΩ όǇууύΦ For this, he advocates 

[ŀƳōŜǊǘ ŀƴŘ aƻǊƎŀƴΩǎ όнлмлύ ƴƻǘƛƻƴ ƻŦ ΨŎǳǊǊƛŎǳƭǳƳ ƳŀƪƛƴƎΩ (see figure three). 

 

Figure 3: The 'curriculum making' model: as published in Lambert and Biddulph (2014) and 
developed from Lambert and Morgan (2010) 
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Through this model, the teacher is empowered as a curriculum maker as they balance 

ΨǎǘǳŘŜƴǘ ŜȄǇŜǊƛŜƴŎŜǎΩΣ ΨǘŜŀŎƘƛƴƎκ ǇŜŘŀƎƻƎȅΩ ŀƴŘ ΨƎŜƻƎǊŀǇƘȅΥ ǘƘŜ ǎǳōƧŜŎǘΩΦ .ǳǎǘƛƴ 

asserts that it is in this model that the potential to create a future three curriculum 

is truly present. This is because it connects ideas of powerful knowledge, and 

ΨǇƻǿŜǊŦǳƭ ǇŜŘŀƎƻƎƛŜǎΩ, and also recognises children and their experiences (albeit via 

their given identity in school as ΨǎǘǳŘŜƴǘǎΩύΦ He argues that it is in balancing these 

ǘƘǊŜŜ ŀǊŜŀǎΣ ŀƴŘ ŘǊŀǿƛƴƎ ƻƴ ƎŜƻƎǊŀǇƘȅΩǎ ΨƪŜȅ ŎƻƴŎŜǇǘΩǎΣ ǘƘŜ ƴƻǘƛƻƴ ƻŦ ΨǘƘƛƴƪƛƴƎ 

ƎŜƻƎǊŀǇƘƛŎŀƭƭȅΩΣ ΨƭŜŀǊƴƛƴƎ ŀŎǘƛǾƛǘƛŜǎΩ ŀƴŘ ŎƻƴǎƛŘŜǊƛƴƎ Ƙƻǿ ǿŜ ΨǘŀƪŜ ǘƘŜ ƭŜŀǊƴŜǊ ōŜȅƻƴŘ 

ǿƘŀǘ ǘƘŜȅ ŀƭǊŜŀŘȅ ƪƴƻǿΩΣ ǘƘŀǘ ǿƘŀǘ [ŀƳōŜǊǘ ǘŜǊƳǎ ΨŜŘǳŎŀǘƛƻƴŀƭ ŜƴŎƻǳƴǘŜǊǎ ƻŦ 

ǎƛƎƴƛŦƛŎŀƴŎŜΩ ŀǊŜ ǘǊǳƭȅ ŎǊŜŀǘŜŘΦ CǳǊǘƘŜǊ ǘƻ ǘƘƛǎΣ Bustin explains that in situating the 

curriculum-making model Ψƛƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ǘƘŜ ŘƛǎŎƛǇƭƛƴŜ ƻŦ ƎŜƻƎǊŀǇƘȅΩ, the complex 

processes of recontextualisation (see Bernstein, 2000; Firth, 2018) are highlighted. In 

this way it can be seen to represent the relationships between geography as an 

academic discipline and the school subject.  

One project that has drawn on these ideas, and aimed to critically examine if, how, 

and why, a future three curriculum might be constructed and enacted in geography 

education, as well as considering the barriers to doing so, is the GeoCapabilities 

project (see GeoCapabilities website; introduced in section 1.2.2). The 

GeoCapabilities approach has applied the ideas of economist Amarta Sen, and 

philosopher Martha Nussbaum, ƻƴ ǘƘŜ ΨcŀǇŀōƛƭƛǘƛŜǎ ŀǇǇǊƻŀŎƘΩ (see Nussbaum and 

Sen, 1993) to education.  The capabilities ŀǇǇǊƻŀŎƘ ƘƛƎƘƭƛƎƘǘǎ ΨǘƘŜ ƳŜŀƴǎ ǘƘŀǘ ŀ ǎƛƴƎƭŜ 

human being needs to have in order to pursue his or her wellōŜƛƴƎΩ ό¦ƘƭŜƴǿƛƴƪŜƭ Ŝǘ 

al., 2016: 238)Σ ǿƛǘƘ ŎŀǇŀōƛƭƛǘƛŜǎ ōŜƛƴƎ ΨŎƻƴŎŜǇǘǎ ǿƘƛŎƘ ƘŀǾŜ ōŜŜƴ ǳǎŜŘ ŀǎ ƳŜŀǎǳǊŜǎ 

for human development and capacity (GeoCapabilities website). When applied to 

education, Bustin (2019: 3) posits that it provides ŀ ΨƳŜŀƴǎ ǘƻ ŎƻƴǎƛŘŜǊ ǿƘŀǘ ŀ 

ŎǳǊǊƛŎǳƭǳƳ ƛǎ ŀōƭŜ ǘƻ ŜƴŀōƭŜ ŀ ǎǘǳŘŜƴǘ Ψǘƻ ōŜΩ ƻǊ Ψǘƻ ǘƘƛƴƪ ƭƛƪŜΩ ŀǎ ŀ ǊŜǎǳƭǘ ƻŦ ǘƘŜƛǊ 

ŜŘǳŎŀǘƛƻƴΩΦ Arguing further that it provides a framework for considering the value of 

a subject based curriculum, to consider how ǎǳōƧŜŎǘǎ ŀǊŜ ƻŦ ǾŀƭǳŜ ǘƻ ŀ ΨƎƻƻŘ ƭƛŦŜΩΣ ŀƴŘ 

ǿƘŀǘ ǇŜƻǇƭŜ ŀǊŜ ΨŎŀǇŀōƭŜ ƻŦ ŘƻƛƴƎΣ ǘƘƛƴƪƛƴƎ ƻǊ ŀŎƘƛŜǾƛƴƎ ŀƴŘ ǿƘŀǘ ŦǊŜŜŘƻƳǎ ǘƘƛǎ 

affords them to live life in the ǿŀȅ ǘƘŀǘ ǘƘŜȅ ŎƘƻƻǎŜΩ όǇфф-100). 
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Lambert has applied the capabilities approach to geography education in particular 

(Uhlenwinkel et al., 2016; Bustin, 2019), critically considering the contribution 

geography makes to ǇŜǊǎƻƴΩǎ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ŀƴ educated person (Hawley et al., 

2017). Lambert et al., (2015) explain one of the theoretical underpinnings of 

GeoCapabilities, ŀǎ ōŜƛƴƎ ǘƘŜ ΨǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ǇƻǘŜƴǘƛŀƭΩ ƻŦ ŀ ǳƴƛǾŜǊǎƛǘȅ ŜŘǳŎŀǘƛƻƴ 

through disciplinary knowledge which changes, and broadens, how a person thinks 

about the world. They argue that it is a matter of social justice that all people, and 

not just those who are able to access university level education (see also section 

2.1.2), have opportunities to engage with disciplinary knowledge and thinking, to 

enable them to develop their (geo)capabilities through schooling. 

Debates about powerful knowledge, and future three, have informed the 

development of the GeoCapabilities project, which is currently in its third phase (see 

GeoCapabilities website). The project has aimed to consider ƎŜƻƎǊŀǇƘȅΩǎ potential to 

ŘŜǾŜƭƻǇ ŀ ǇŜǊǎƻƴΩǎ ŎŀǇŀōƛƭƛǘƛŜǎ by; examining if, and how, current educational policy 

and practice portray geography and its value to young people; and also in considering 

Ψƛƴ ǿƘŀǘ ǿŀys is the capabilities approach potentially helpful in shaping approaches 

to curriculum-making and developing teachers ŀǎ ƭŜŀŘŜǊǎ ƛƴ ǎŎƘƻƻƭǎΩ ό¦ƘƭŜƴǿƛƴƪŜƭ Ŝǘ 

al., 2016: 329). 

As well as drawing on ideas of curriculum making, the GeoCapabilities project also 

ŘŜǾŜƭƻǇŜŘ ŀ ƳƻŘŜƭ ŦƻǊ ΨŀŘƻǇǘƛƴƎ ŀ ŎŀǇŀōƛƭƛǘƛŜǎ ŀǇǇǊƻŀŎƘΩ (see figure four; sections 

1.2.2 and 4.6), which they shared via an emailed newsletter sent on 8th March 2016. 

The model expresses that geography educators should consider three questions, 

starting from the outer concentric circle on the model and moving inwards, in their 

curriculum making: 

o Who are the children we teach? 

o Why teach geography in this day and age? 

o What shall we teach and how shall we teach it? 
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Figure 4: Adopting a capabilities approach: as shared in the GeoCapabilities electronic 
newsletter on 8th March 2016 

 

 

This model is worthy of examination as part of the conceptual framework for this 

research, as it asserts that geography educators should consider the children they 

teach before anything else. In doing so, the model also represents children as 

children, and not only students, thus appearing to acknowledge and value the child 

as ΨōeingΩ (see also sections 1.2.1 and 2.2.2). Following this, the model expresses that 

teachers should critically consider the purpose of geography education in the place 

and time-space they exist within and contribute to, before making decisions about 

curriculum (what to teach) and pedagogy (how to teach it). The ordering of the 

questions is significant, as without considering both the child, and the purposes of a 

geographical education, the questions of curriculum and pedagogy become under-

informed.  

However, although shared in 2016, the model has received limited attention in 

published literature. I have drawn upon it in a chapter on fieldwork in geography 

education (see Hammond, 2018; 177-178), arguing ǘƘŀǘ ƛǘ ΨǇǊƻǾƛŘŜǎ ŀ Ǿƛǎǳŀƭ 
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representation of the considerations that teachers need to make as they begin to 

Ǉƭŀƴ ŦƛŜƭŘǿƻǊƪ ƛƴǘƻ ǘƘŜƛǊ ŎǳǊǊƛŎǳƭǳƳΩΦ Lƴ ŀŘŘƛǘƛƻƴΣ Leon (unpublished) has used it in 

her work with geography teachers in CaƭƛŦƻǊƴƛŀ ƻƴ ΨŎǳǊǊƛŎǳƭǳƳ ƳŀƪƛƴƎΩΦ IƻǿŜǾŜǊΣ 

Leon is yet to publish this work. 

Exploring debates about powerful knowledge, future three and GeoCapabilities, 

situates my argument that there are borders ōŜǘǿŜŜƴ ƪƴƻǿƭŜŘƎŜ ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ 

geographies in geography as an academic discipline and school subject, in wider 

debates in geography education. Put another way, examining these debates can 

enable critical questioning as to why whole sub disciplines, suŎƘ ŀǎ ŎƘƛƭŘǊŜƴΩǎ 

geographies, have been under-explored in, and by, the school subject. When 

ŎƻƴǎƛŘŜǊŜŘ ŀƭƻƴƎǎƛŘŜ [ŀƳōŜǊǘ ŀƴŘ aƻǊƎŀƴΩǎ όнлмлύ ŀǊƎǳƳŜƴǘ ǘƘŀǘ ǎŎƘƻƻƭ ƎŜƻƎǊŀǇƘȅ 

has at times ōŜŜƴ ΨǎƻŎƛŀƭƭȅ ǎŜƭŜŎǘƛǾŜΩ ŀōƻǳǘ ǿƘŀǘ ƛǘ ǘŜŀŎƘŜǎΣ ǘƘŜ powerful knowledge 

debate can support the argument ǘƘŀǘ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ Ƙŀǎ ǎƻƳŜǘƛƳŜǎ ōŜŜƴ 

omitted because it is either not valued, or known about, by those who make 

decisions about what is included in the curriculum at different levels (Catling, 2011).  

Its omission can also be argued to be an issue of social justice, as providing children 

with access to disciplinary knowledge that they can use to consider (their own) 

geographies in a formal educational space, could support their development as 

informed social actors and thus develop their GeoCapabilities. For example, by giving 

students power over their own everyday knowledge and new ways of thinking about 

their worlds (see Maude, 2016) through powerful knowledge. CǳǊǘƘŜǊ ǘƻ ǘƘƛǎΣ ƛŦ ΨǿƘƻ 

ŀǊŜ ǘƘŜ ŎƘƛƭŘǊŜƴ ǿŜ ǘŜŀŎƘΚΩ is not considered by geography teachers, this could result 

in their curriculum making being under-informed. 

Drawing on these ideas, I now move on to argue for a border crossing between 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƛƻƴ ƛƴ section 2.2.4b. The term border 

crossing is used to represent an argument for increased communication, research 

(sharing) and knowledge exchange, between the two sub disciplines of geography 

with the greatest interest in children and young people. 
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2.2.4b Arguing ŦƻǊ ŀ ΨōƻǊŘŜǊ ŎǊƻǎǎƛƴƎΩ ōŜǘǿŜŜƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ƎŜƻƎǊŀǇƘȅ 

education 

Two major strands of research, and debate, about the relationships between 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƛƻƴ ŜȄƛǎǘ ƛƴ ǘƘŜ ŀŎŀŘŜƳȅ ŀǘ ǇǊŜǎŜƴǘΥ 

o Firstly debates as to ƛŦΣ ŀƴŘ ƘƻǿΣ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǎƘƻǳƭŘ ōŜ ƛƴŎƭǳŘŜŘΣ 

studied and represented in school geography (see for example, Firth and 

Biddulph, 2009; Tani, 2011; Catling, 2011; Biddulph, 2012; Roberts, 2017; 

¸ƻǳƴƎ tŜƻǇƭŜΩǎ DŜƻƎǊŀǇƘƛŜǎ tǊƻƧŜŎǘύΤ 

o Secondly, the critical examination of Ψgeographies of educationΩ (see for 

example, Butler and Hamnett, 2011; Holloway et al., 2010; Holloway and 

Jons, 2012; Mills and Kraftl, 2016). The primary focus of geographies of 

education is to examine the role, and relationships, of education and the 

(re)production of inequalities between individuals, groups and schools. In 

ŀŘŘƛǘƛƻƴΣ ƛǘ ŎƻƴǎƛŘŜǊǎ ǘƘŜ ǊƻƭŜ ǘƘŀǘ ŜŘǳŎŀǘƛƻƴ Ǉƭŀȅǎ ƛƴ ǘƘŜ ΨǊŜǇǊƻŘǳŎǘƛƻƴ ƻŦ 

ŎǳƭǘǳǊŀƭ ŀƴŘ ŜŎƻƴƻƳƛŎ ŎŀǇƛǘŀƭΩ όIƻƭƭƻǿŀȅ Ŝǘ ŀƭΦΣ нлмлΥ рурύ ŀƴŘ Ƙƻǿ this varies 

between contexts and places and across time-space. 

Although the primary focus of this research is the former, as this thesis investigates 

ǘƘŜ ǾŀƭǳŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǘƻ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƛƻƴ ƛƴ ǎŎƘƻƻƭǎΣ it is of value 

to note that there are relationships between the two fields. For example, cƘƛƭŘǊŜƴΩǎ 

geographies are affected by, and can also affect, geographies of education. In 

addition, as considered in section 2.2.4a, geographies of education can affect access 

to powerful knowledge. Furthermore, sǇŀŎŜ ŀƴŘ ƛǘΩǎ ǎƻŎƛŀƭ όǊŜύǇǊƻŘǳŎǘƛƻƴΣ ŀǊŜ ŀǊŜŀǎ 

of debate and research in geographies of education, which are in turn central 

elements of this thesis (see sections 2.3.5 and 3.6). The young people in this research 

also show awareness of geographies of education and their narratives on this are 

examined in the findings chapters (see chapter 6). 

Beginning with the national layer of the curriculum, this section now examines how 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ Ƙŀǎ ōŜŜƴ ƛƴŎƭǳŘŜŘ ŀƴŘ ŎƻƴǎǘǊǳŎǘŜŘ ƛƴ geography as a school 

subject. CƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀǊŜ ƻƳƛǘǘŜŘ ŦǊƻƳ ǇǊƻƎǊŀƳƳŜǎ ƻŦ ǎǘǳŘȅ ŦƻǊ ŀƭƭ YŜȅ 

Stages (KSs) in geography (see DfE, 2013; нлмпύΦ ¢Ƙƛǎ ƳŜŀƴǎ ǘƘŀǘ ŎƘƛƭŘǊŜƴΩǎ 
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geographies is not an explicit area of study directed by the state in England. However, 

it is worthy of note that although often ǊŜŦŜǊǊŜŘ ǘƻ ŀǎ ŀ Ψbŀǘƛƻƴŀƭ /ǳǊǊƛŎǳƭǳƳΩΣ ƴƻǘ ŀƭƭ 

schools are required to follow it (see DfE, 2014). Instead, it is often left to geography 

teachers, and their school/ departmental context, to choose if, and how, they engage 

with the sub discipline. They may consider this in relation to the purposes of a 

geographical education, and/or in ŎǳǊǊƛŎǳƭǳƳ όŜΦƎΦ ōȅ ƘŀǾƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ 

as an area of study as recommended by Roberts (2017)), and also in relation to 

ǇŜŘŀƎƻƎȅ όŜΦƎΦ ōȅ ŎƻƴƴŜŎǘƛƴƎ ǎǘǳŘŜƴǘΩǎ ŜǾŜǊȅŘŀȅ ŜȄǇŜǊƛŜƴŎŜǎ ǘƻ ǘƘŜ specialised 

knowledge they are studying, as highlighted by Bennetts (2005) as being a central 

ŀǎǇŜŎǘ ƻŦ Ƙƛǎ ΨǊƻƻǘǎ ƻŦ ǳƴŘŜǊǎǘŀƴŘƛƴƎΩ model). 

In her нлмл ŜŘƛǘƻǊƛŀƭ ƛƴ Ψ¢ŜŀŎƘƛƴƎ DŜƻƎǊŀǇƘȅΩ όŀ ǇǊƻŦŜǎǎƛƻƴŀƭ ƧƻǳǊƴŀƭ Ǌǳƴ ōȅ ǘƘŜ DA 

for geography teachers), Biddulph (2010: 45) extols the benefits of including 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ school geography, stating:  

Ψ!ŎƪƴƻǿƭŜŘƎƛƴƎ ŀƴŘ ǾŀƭǳƛƴƎ ǿƘŀǘ ȅƻǳƴƎ ǇŜƻǇƭŜ ōring to the curriculum is one 

way of ensuring that the geography they learn is both meaningful and 

connected to their everyday lives; it is also the means by which we can build a 

bridge between young people and the mandated curriculum to ensure that the 

subject discipline, the geography that they learn, is a vehicle through which 

they make sense of their own lives as well as those beyond their immediate 

ƘƻǊƛȊƻƴΦΩ 

Biddulph asserts that the benefits ƻŦ ŎƻƴǎƛŘŜǊƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ǘƘŜ ǎŎƘƻƻƭ 

subject include; enhancing teachers knowledge of the children they teach; 

supporting students in meaning-making by connecting geography to their own 

experiences and imaginations of the world and prior knowledge (see also Bennetts, 

2005; Roberts, 2010; 2013; Lambert, 2014: Biddulph and Lambert, 2014); and also 

supporting students to better understand both their own lives and the lives of others. 

.ƛŘŘǳƭǇƘΩǎ ŀǊƎǳƳŜƴǘǎ ŀǊŜ ŜŎƘƻŜŘ ŀƴŘκƻǊ ǎƘŀǊŜŘ ōȅ Ƴŀƴȅ ƻǘƘŜǊǎ ƛƴ ǘƘŜ ƎŜƻƎǊŀǇƘȅ 

education community (see for example, Firth and Biddulph, 2009; Catling, 2011; 

2014; Catling and Martin, 2011; Tani, 2011; Roberts, 2013; 2017; Hammond, 2019; 

forthcoming). However, as problematized in chapter one, this perspective has also 

been contested, and there are ΨƎŀǇǎΩ όǎŜŜ ¢ŀƴƛΣ нлммύ that mean the place of 
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ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƛƻƴ ƛǎ ƴƻǘ ŎƭŜŀǊΦ ¢Ƙƛǎ Ƙŀǎ ƭŜŘ IƻǇǿƻƻŘ 

όнлммύ ǘƻ ƘŜŜŘ ŀ ǿŀǊƴƛƴƎ ǘƘŀǘ ƛŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀǊŜ ƛƎƴƻǊŜŘ ƛƴ ǎŎƘƻƻƭ 

geography, then a deficit model which views young people as passive recipients of 

knowledge, and disrespects their experiences and prior knowledge, may emerge.  

These debates are not new to geography education, and they have been considered 

in previous research and debate (Butt, 2019). Indeed, a major project aimed to bring 

together the different spaces of geographical thought (see figure one) in regards to 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ. This project was the Ψ̧ ƻǳƴƎ tŜƻǇƭŜΩǎ DŜƻƎǊŀǇƘƛŜǎ tǊƻƧŜŎǘΩΣ 

which was led by Mary Biddulph (University of Nottingham) and Roger Firth (Oxford 

University). The project began in 2006, receiving funding from ΨDfES Action Plan for 

Geography and also The Academy for Sustainable CommunitiesΩ for its first two years 

(Biddulph and Firth, 2009). The project aimed to: 

Ψ1. Establish ŎƻƴǾŜǊǎŀǘƛƻƴǎ ŀōƻǳǘ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ōŜǘǿŜŜƴ 

students,   geography teachers, academic geographers and teacher educators 

that will inform a dynamic process of curriculum making; 

2. Explore the ways in which students and teachers collaboratively can use the 

lived experiences of young people to inform the process of curriculum making 

in school geography; 

3. Develop pedagogies through which young people can use their lived 

ŜȄǇŜǊƛŜƴŎŜǎ ǘƻ ŘŜǾŜƭƻǇ ǘƘŜƛǊ ƎŜƻƎǊŀǇƘƛŎŀƭ ǳƴŘŜǊǎǘŀƴŘƛƴƎΩ ό.ƛŘŘǳƭǇƘΣ нлмн: 156). 

Evaluations of the project praise its engagement with young people, schools and 

geography teachers. They also note the challenges it faced in regards to: engaging 

academic geographers in the projectΤ ŀƴŀƭȅǎƛƴƎ ƛŦΣ ŀƴŘ ƘƻǿΣ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ 

participation in the project developed their geographical understanding; and also in 

ǊŜƎŀǊŘǎ ǘƻ ǘƘŜ ŦŀŎǘ ǘƘŀǘ ƴƻ ƴŜǿ ǎŎƘƻƻƭǎ ǿŜǊŜ ΨǊŜŎǊǳƛǘŜŘΩ ǘƻ ǘƘŜ ǇǊƻƧŜŎǘ ƛƴ its second 

year ǘƘǳǎ ƭƛƳƛǘƛƴƎ ƛǘǎ ΨǊŜŀŎƘΩ όIƻǇǿƻƻŘΣ нллтΤ нллуύΦ  

Since it ended in 2011, there have been no majoǊ ǇǊƻƧŜŎǘǎ ŦƻŎǳǎǎŜŘ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ƻǊ 

ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ǎŎƘƻƻƭ ƎŜƻƎǊŀǇƘȅ ƛƴ England. However, research and 

ŘŜōŀǘŜ Ƙŀǎ ŎƻƴǘƛƴǳŜŘ ŀǎ ǘƻ ǿƘȅΣ ŀƴŘ ƘƻǿΣ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƎŜƻgraphies should be 

explored, and considered, in school geography (see for example, Lambert and 



65 
 

Biddulph, 2014; Roberts, 2017; Hammond, 2019). Indeed, Roberts (2017) draws on 

ǘƘŜ ǇǊƻƧŜŎǘ ǘƻ ŀǊƎǳŜ ǘƘŀǘ ΨŜǾŜǊȅŘŀȅ ƪƴƻǿƭŜŘƎŜΩ ƛǎ ƻŦ ŎǊƛǘƛŎŀƭ ƛƳǇƻǊǘŀƴŎŜ ǘƻ ǎŎƘƻƻƭ 

geography and that it should not be omitted from conceptions of, and debates about, 

powerful knowledge, stating that: 

o Everyday geographies are an area of academic study in geography, and should 

therefore be considered in school geography; 

o  Students bring in to school their experiences and imaginations of the world, 

and school geography both draws upon, and builds on, these; 

o Connecting everyday and powerful knowledge enables students to gain a 

deeper understanding of concepts such as place. 

wƻōŜǊǘǎΩ ŀǊƎǳƳŜƴǘ is significant to this thesis, as it reflects recognised relationships 

between different types of knowledge and spaces of geographical thought. It also 

rationalises how, and why, actively considering these ideas is beneficial to school 

ƎŜƻƎǊŀǇƘȅ ŀƴŘ ŎƘƛƭŘǊŜƴΩǎ ƭŜŀǊƴƛƴƎΦ IƻǿŜǾŜǊΣ ƘŜǊ ŎƻƳƳŜƴǘǎ ŀƭǎƻ ǊŜƛǘŜǊŀǘŜ ǘƘŀǘ ǘhere 

are presently borders between the different spaces of geographical thought, and 

that these borders and gaps can affect curriculum and pedagogy. 

This section has continued to build an argument for a border crossing between 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ and geography education. In the next section (2.2.5), I 

consider how the child is constructed in formal education to situate the debates 

raised so far in this thesis in education and schooling more broadly.  

 

2.2.5 The construction and representation of the child in school education 

This section examines how young people have been, and are, conceptualised and 

represented in formal education and schooling in England. This is of value to the 

thesis for three reasons: 

o Firstly, school geography exists as part of a broader educational system, and 

therefore it is important that it is considered as part of this system; 
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o Secondly, the children who took part in this research were all attending a 

secondary school at the time of data collection. Thus, attending school was a 

central element of their spatial practices and daily lives; 

o Thirdly, the school that the children attended provided the location in which 

the empirical data for this study was collected for reasons related to ethics 

and access to children (this is examined in full in sections 3.5.2 and 3.7). 

Compulsory education, which for most children in England involves attending a 

school, is a major part of ŎƘƛƭŘǊŜƴΩǎ daily lives and geographies. It is also a way in 

which a society inducts their young into the world (Aitken, 1994; Freeman and 

Tranter, 2011; Morgan, 2019). This section considers the place of the child in 

education, examining what this means legally, philosophically and in practice.  

Children and young people are both subject to, and the object of, education. Legally 

children are constructed as physiologically, psychologically and ethically distinct from 

adults (Starratt, 2014; see section 2.2.1). In light of the legal construction of children, 

in England young people are entitled to a full time education between the school 

term after their 5th birthday and the last Friday in June in the school year they turn 

16 (DfE, 2014; DfE, 2018). Furthermore, formal education is a legal expectation (and 

not an option), and parents and/or carers can be prosecuted if they do not enable 

their child/children to access education (DfE, 2018). 

Social expectations, and legal obligations, for children to attend school vary between 

places and across time-space. Mass schooling, and free access to education, began 

in the UK in the latter part of the 19th Century (Morgan, 2019). Changes in the 

conceptualisation of childhood led to both pushes to end child labour (see for 

example, the 1876 Commission on the Factory Act), and to support compulsory 

schooling for those between the ages of five and ten (see for example, 1880 

Education Act). These changes were born out of wider socio-political debates and 

pressures, with people beginning to expect and demand education as part of a push 

ǘƻǿŀǊŘǎ ΨǿŜƭŦŀǊŜ ŎŀǇƛǘŀƭƛǎƳΩ όaƻǊƎŀƴΣ нлмфύΦ ¢ƘŜ ŎƘƛƭŘǊŜƴΩǎ ǊƛƎƘǘǎ ƳƻǾŜƳŜƴǘ, which 

objected to children living and working in harsh conditions during the industrial 

revolution, is one example of this (Freeman and Tranter, 2011).  
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The introduction, and growth, of universal education led not only to changes in the 

formal education that children had access to, and could expect, it also changed the 

physical and social spaces of inhabited areas, childǊŜƴΩǎ ǎǇŀǘƛŀƭ ǇǊŀŎǘƛŎŜǎ ŀƴŘ 

geographies, ŀƴŘ ǎƻŎƛŀƭ ƛƳŀƎƛƴŀǘƛƻƴǎ ƻŦ ŎƘƛƭŘǊŜƴ ǘƻ ǘƘŀǘ ƻŦ ΨŀŘǳƭǘǎ ƛƴ ǘǊŀƛƴƛƴƎΩ 

(Freeman and Tranter, 2011: 57). It also resulted in changes in geographies of 

education (see section 2.2.4b). Further to this, the development of mass schooling 

during the period of industrialisation and economic growth, led to widespread, and 

optimistic, social discourse ƛƴ ǿƘƛŎƘ ΨŎƘƛldren are told that if they work hard and study 

ǘƘŜƴ ǘƘŜȅ ǿƛƭƭ ŀŎƘƛŜǾŜ ǎǳŎŎŜǎǎΩ όIƻƭƭƛƴƎǎǿƻǊǘƘ Ŝǘ ŀƭΦ, 2011: 251). This discourse, which 

is reflective of the emergence of neoliberal thinking, assumes that an individual is not 

constrained by factors such as gender, class, ethnicity and religion, whereas in reality 

at this time, and still today, people(s) often are (ibid.).  

TƘŜ ƴƻǘƛƻƴ ƻŦ ΨƭŜŀǊƴƛƴƎ ǘƘŜ ǿŀȅΩ from those who work within the system, and 

(re)produce it, is also prevalent in these debates. These ideas are important to 

highlight in this thesis, as they still influence state policy ŀƴŘ ŎƘƛƭŘǊŜƴΩǎ ŜȄǇŜǊƛŜƴŎŜs 

of education today. For example, in England the state provides money to schools in 

the form of pupil premium for students from economically poorer backgrounds, to 

try and limit them from being constrained by ǘƘŜƛǊ ŦŀƳƛƭȅΩǎ ŜŎƻƴƻƳƛŎ ŎƛǊŎǳƳǎǘŀƴŎŜǎ 

(Lambert, 2014). These ideas also affect how teachers communicate knowledge to 

students. For example, whether pedagogy reflects ideas of knowledge-transmission 

(see for example, Hirsch, 2007; 2016; Birbalsingh, 2016) which maintain teacher 

ΨŀǳǘƘƻǊƛǘȅΩ ŀƴŘ ǇƻǿŜǊ όǎŜŜ ŦƻǊ ŜȄŀƳǇƭŜΣ Freire, 1970; Foucault, 1978), or support 

students in meaning-making (see Lambert and Morgan, 2010; Roberts, 2013b; 2017; 

Lambert, 2014) and connecting subject knowledge to, and with, their prior 

knowledge and everyday experiences (Catling, 2014). 

The notion of young people as adults in training, and the role of the school in 

inducting children and young people into society, is reflective of both the power 

relations between adults and young people in school contexts, and also of debates 

about the (re)production of social capital and societal values (Holt, 2010; Giddens, 

2016). At a state level, this includes the (re)production of societal norms in the 
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national curriculum. In England, the Department for Education (DfE) articulates the 

aims of the national curriculum as being:  

 Ψ9ǾŜǊȅ ǎǘŀǘŜ-funded school must offer a curriculum which is balanced and 

broadly based, and which:  

o Promotes the spiritual, moral, cultural, mental and physical 

development of pupils at the school and of society, and;  

o Prepares pupils at the school for the opportunities, responsibilities 

ŀƴŘ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ƭŀǘŜǊ ƭƛŦŜΩ ό5Ŧ9Σ нлмпΥ пύΦ 

Whilst the state in England presently leave a large amount of decision-making about 

the construction of the curriculum to schools, and (geography) teachers, they provide 

the structure of education through Key Stage (age-related), and subject-based, 

guidance (see DfE, 2014). This system means that there is some consistency for 

children, but that their experiences may vary dependent on the school they attend. 

This variation has ŀƭǎƻ ƛƴŎǊŜŀǎŜŘ ǿƛǘƘ ŀ ƭŜǎǎƻƴƛƴƎ ƻŦ ǘƘŜ ǎǘŀǘŜΩǎ ǊƻƭŜ ƛƴ ŜŘǳŎŀǘƛƻƴ ƛƴ 

England, including the DfEs promotion of academies and free schools, which are not 

required to follow the national curriculum (see also 2.2.4b). 

Despite the varied nature of the education children in England receive, mass 

schooling reflects a desire for adults to influence, and to some extent control, 

ŎƘƛƭŘǊŜƴΩǎ ǎǇŀŎŜǎ ŀƴŘ ŘŜǾŜƭƻǇƳŜƴǘ όAitken, 2001). The regimented control of time 

and space within a school is both a product of necessity when educating large 

numbers of children, but also reflective of assumptions about child development and 

learning in regards to both curriculum and pedagogy (ibid.). These notions, which 

have often reflected assumptions of linear development from child to adult, have 

been criticised and are increasingly less prevalent within education in England 

(Thomson, 2009). 

Today, debates about knowledge in education are exceedingly widespread (see also 

2.2.4a and 2.2.4b). Young and Muller (2016) argue that the rise of mass education 

led to the emergence of a ΨŦǳƴŘŀƳŜƴǘŀƭ ǇŜŘŀƎƻƎƛŎ ƛǎǎǳŜΩ - the overcoming of 

discontinuity between powerful knowledge and everyday knowledge (p12). Young 

and Muller assert that the former is the purpose of schools; to induct students into 
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the best knowledge available, which has been created and tested in disciplines and 

frames the curriculum in schools (Young and Muller, 2010; 2016; Young et al., 2014; 

see section 2.2.4a). This argument proposes that the teacher is an expert in the 

discipline and is there to induct the child into ΨtheirΩ subject. However, it fails to 

explore the borders between academic disciplines and school subjects, issues related 

to teacher education and knowledge, teacher recruitment and retention and also the 

positioning of teacher education away from geography departments and sometimes 

Higher Education Institutes (HEIs) (see sections 1.2 and 2.2.4). 

In this section, I have considered the relationships between children and education, 

examining debates about how the child is constructed in schooling. These are 

significant areas of research and debate as they can, and often do, ŀŦŦŜŎǘ ŀ ŎƘƛƭŘΩǎ 

experiences of education, and their relationships with adults (including teachers) and 

ΨǘƘŜ ǎȅǎǘŜƳΩΦ /ǊƛǘƛŎŀƭƭȅ ŜȄŀƳƛƴƛƴƎ ǘƘŜ ǿƛŘŜǊ ǎƻŎƛƻ-political landscapes of education, is 

also of value to this thesis as it highlights that ŜȄǇƭƻǊƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ 

classrooms often means challenging, sometimes long standing and ingrained, social 

imaginations of schooling, teacher-student and adult-child relationships. These 

imaginations often position the child engaging in formal education as receiving 

knowledge from the teacher and system, as opposed to engaging in reciprocal 

dialogue and meaning making (Freire, 1970).   

As this research was conducted in an urban environment, I now move on to critically 

consider the relationships between the child and the city in section 2.2.6, before 

concluding this section 2.2.7. 

 

2.2.6 The child in the city (London) 

¢Ƙƛǎ ǎŜŎǘƛƻƴ ƛǎ ŘŜƭƛōŜǊŀǘŜƭȅ ǘƛǘƭŜŘ ŀŦǘŜǊ /ƻƭƛƴ ²ŀǊŘΩǎ (1979) ōƻƻƪ Ψ¢ƘŜ /ƘƛƭŘ ƛƴ ǘƘŜ /ƛǘȅΩ 

ŀƴŘ ŜȄŀƳƛƴŜǎ ǊŜǎŜŀǊŎƘ ǘƻ ŘŀǘŜ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ǿƛǘƘΣ ŀƴŘ ŜȄǇŜǊƛŜƴŎŜs of, 

urban environments. ²ŀǊŘΩǎ ǎŜƳƛƴŀƭ ōƻƻƪ ŜȄŀƳƛƴŜŘ ǘƘŜ ǎƻŎƛŀƭ ŀƴŘ ǎǇŀǘƛŀƭ 

relationships between the child and the city, and considered how, and why, they vary 

across time-space. He argued that shared cultural imaginations of childhood often 

relate to an idyllic rural landscapes. For example, skipping and picking daisies with 

friends and playing in fields where as a child you are safe. These ideas and 



70 
 

imaginations often put the child, and childhood, at odds with the city.  Ward asserts 

that they also inform how children are treated, and perceived, in urban 

environments. 

As the world we live in becomes increasingly urban, this section argues the 

importance of research examining the social and spatial relationships between the 

child and the city. It reviews debates on children and the city, with London, the place 

where the research took place, being examined in greater detail when the research 

is situated in place, and time-space, in section 2.3.2.  

July 2007 marked the first time in history that more people lived in an urban area 

that a rural one (Hall and Barrett, 2012). This event was hailed in both popular, and 

academic, debate as being a momentous occasion which offered opportunities (such 

as increased interconnection and communication between people and places), and 

highlighted enormous challenges (including inequality, poverty, access to energy and 

services), at local, national and international levels (ibid.). Today, more than half of 

ǘƘŜ ǿƻǊƭŘΩǎ ŎƘƛƭŘǊŜƴ ƭƛǾŜ ƛƴ ŎƛǘƛŜǎΦ ¢ƘŜ ǊŜƭŀǘƛƻƴǎƘƛǇs between the child and the city are 

ǿƻǊǘƘȅ ƻŦ ǊŜǎŜŀǊŎƘ ŀƴŘ ŎƻƴǎƛŘŜǊŀǘƛƻƴΣ ƴƻǘ Ƨǳǎǘ ŀǎ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƭƛǾŜǎ ŀƴŘ 

existence, but because they shape, and are shaped by, children (Hörschelmann and 

van Blerk, 2012). At a variety of scales, the physical design of cities can affect whether 

children feel included or excluded, and whether, and how, they are able to 

communicate with others and navigate the city. For example, what may seem like a 

simple decision about how high to make a garden fence, can impact on whether a 

child can interact with their neighbours and see the outside world (Freeman and 

Tranter, 2011). Even places which are marketed as being constructed for children, 

such as playgrounds, can exclude young people and teenagers, with assumptions 

sometimes being made that it is inappropriate for them to use these spaces (Massey, 

1998). 

Although children are increasingly recognised as being distinct social actors, and this 

has been legally acknowledged in the UNCRC (see section 2.2.1), their rights to 

participation in the city, and/or in the society  in which they live, is often contested 

or disregarded by adults as it may make them feel uncomfortable (Matthews, 2011). 

²ƘŜƴ ŎƻƴǎƛŘŜǊƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ǊƛƎƘǘǎ ƛƴ ǘƘŜ ŎƛǘȅΣ ±ŀƴ ±ƛƭŜǘ ŀƴŘ YŀǊǎǘŜƴ όнлмрύ 
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distinguish cƘƛƭŘǊŜƴΩǎ ǊƛƎƘǘǎ ƛƴ ǳǊōŀƴ ŀǊŜŀǎ ŀǎ ƛƴŎƭǳŘƛƴƎ ōƻǘƘ rights in the city (their 

access to ideas and resources), and rights to the city όƻǇǇƻǊǘǳƴƛǘƛŜǎ ŦƻǊ ΨƳŜŀƴƛƴƎŦǳƭ 

ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ǳǊōŀƴ ŘŜǾŜƭƻǇƳŜƴǘǎΩ όǇнύύΦ ¢ƘŜȅ ŀƭǎƻ ƘƛƎƘƭƛƎƘǘ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ŀ Ψ/ƘƛƭŘ 

CǊƛŜƴŘƭȅ /ƛǘƛŜǎΩ όǎŜŜ ¦bL/9CΣ нллпύ ƛƴ ǎǳǇǇƻǊǘƛƴƎ ŎƘƛƭŘǊŜƴ ƛƴ ŀŎŎŜǎǎƛƴg, and enacting, 

these rights.  

Child Friendly Cities are based around the principles of Ψƴƻƴ-discrimination, the right 

ǘƻ ƭƛŦŜ ŀƴŘ ƳŀȄƛƳǳƳ ŘŜǾŜƭƻǇƳŜƴǘ ŀƴŘ ǊŜǎǇŜŎǘƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ǾƛŜǿǎΩ όHörschelmann 

and vŀƴ .ƭŜǊƪΣ нлмнΥ мфнύΦ Ψ¢ƘŜȅ ǇǊƻƳƻǘŜ ŀŎǘƛǾŜ ǇŀǊǘƛŎƛǇŀtion by children and deal 

ǿƛǘƘ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŜŜŘǎ ƘƻƭƛǎǘƛŎŀƭƭȅΩ, and to achieve the UNCRC at a local level, 

ǘƘŜȅ ΨŜƴƎŀƎŜ ƛƴ ƛƴǎǘƛǘǳǘƛƻƴŀƭΣ ƭŜƎŀƭ ŀƴŘ ōǳŘƎŜǘŀǊȅ ǊŜŦƻǊƳǎΩ όƛōƛŘΦύΦ Lƴ ŀŘŘƛǘƛƻƴ ǘƻ 

enabling children to access their human rights (as defined in the UNCRC), Freeman 

and Tranter (2011: 245) argue that Child Friendly Cities are also more robust in the 

face of challenges, and are ΨƘŜŀƭǘƘƛŜǊΣ ƳƻǊŜ ƭƛǾŜŀōƭŜ ŀƴŘ ƳƻǊŜ ǎǳǎǘŀƛƴŀōƭŜ ŦƻǊ ŀƭƭ 

ǊŜǎƛŘŜƴǘǎΩΦ  

However, despite the push for Child Friendly Cities at an international policy level, it 

ƛǎ ǎǘƛƭƭ ǊŜŎƻƎƴƛǎŜŘ ǘƘŀǘ ǘƘŜ ΨŎƘƛƭŘ ŀƴŘ ǘƘŜ Ŏƛǘȅ όŀǊŜύ ŎƻƳƳƻƴƭȅ ǎŜŜƴ ŀǎ ƛƴŎƻƳǇŀǘƛōƭŜ 

ŜƴǘƛǘƛŜǎΩ ό.ŀǾƛŘƎŜΣ нллсΥ оноύΦ Which for Aitken (2001) relates back to the social 

construction of children as wild devils and/or innocent angels (see section 2.2.2). This 

ingrained social imagination of children, along with the increased surveillance of 

people(s) and moral panics about (child) safety in urban areas (Jones, 2000; 

McKendrick et al., 2000; Freeman and Tranter, 2011), have resulted in Aitken 

όнллмΥмсύ ŀǊƎǳƛƴƎ ǘƘŀǘ ΨǘƘŜ ŦǊŜŜŘƻƳ ǘƻ ōŜ ǳƴǎǳǇŜǊǾƛǎŜŘ ŀƴŘ Řƻ ƴƻǘƘƛƴƎ ƛǎ ōŜŎƻƳƛƴƎ 

less and less of a possibility for ŎƘƛƭŘǊŜƴ ƛƴ ǘƘŜ Ǝƭƻōŀƭ ƴƻǊǘƘΩΦ This is an argument 

echoed by Harvey (2013), who posits that public spaces, such as the street, which 

ǿŜǊŜ ƻƴŎŜ ƻŎŎǳǇƛŜŘ ōȅ ŎƘƛƭŘǊŜƴ ǇƭŀȅƛƴƎΣ ƴŜƛƎƘōƻǳǊǎ ǘŀƭƪƛƴƎ ŀƴŘ ǇŜƻǇƭŜΩǎ 

demonstrating etc., have become increasingly devoid of this interaction and almost 

unusable. Harvey problematizes this, ŀƴŘ ŀǊƎǳŜǎ ǘƘŀǘ ǘƻŘŀȅ ΨǘƘŜ ǎǘǊŜŜǘ ƛǎ ƴƻǘ ŀ 

commƻƴΩ όǇтпύΣ ǿƛǘƘ ΨŎǳƭǘǳǊŀƭ ŎƻƳƳƻƴǎΩ becoming increasingly commodified 

through neoliberalism.  

In addition, shared imaginations of children have led to the rise in perceptions that 

ŎƘƛƭŘǊŜƴ ŘƻƴΩǘ ōŜƘŀǾŜ ƛƴ ƭƛƴŜ ǿƛǘƘ ƘŜƎŜƳƻƴƛŎ όŀŘǳƭǘύ ǎƻŎƛŀƭ ƴƻǊƳǎ ƛƴ ǇǳōƭƛŎ ǎpaces 
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(see for example, Ward, 1979; Aitken, 2001; Travou et al., 2008). This has resulted in 

fears developing about children in public spaces (e.g. paedophilia, attacks on 

children, and concerns for their social and physical safety) (see for example, Skelton 

and Valentine, 2008; Harvey, 2013) ŀƴŘ ǘƘŜ ŎƻƳƳŜǊŎƛŀƭƛǎŀǘƛƻƴ ƻŦ ŎƘƛƭŘΩǎ Ǉƭŀȅ ǎǇŀŎŜǎ 

(Mckendrick et al., 2000). When coupled with arguments that children are often 

monitored, and given very little privacy in any sphere of their lives (e.g. in the home, 

the school or in play space) (see Valentine, 2008), significant questions such as how 

does the child view themselves in the city? How does the child perceive that they are 

viewed in the city? Are children given opportunities to develop their social and spatial 

independence? arise.  

These questions are important areas of consideration both in enabling, and ensuring, 

ǘƘŜ ŎƘƛƭŘΩǎ Ψright to the cityΩ όǎŜŜ IŀǊǾŜȅΣ нлмоύΣ and in constructing and (re)producing 

ǎǇŀŎŜǎ ŀƴŘ ǇƭŀŎŜǎ ǿƘƛŎƘ ǎǳǇǇƻǊǘ ŎƘƛƭŘǊŜƴΩǎ ƎǊƻǿǘƘ ŀƴŘ ŘŜǾŜƭƻǇƳŜƴǘΦ !ŘŘƛǘƛƻƴŀƭƭȅ 

for this study, they are significant in considering how, and why, they are explored in 

geography education. aŀǘǘƘŜǿǎ ŀƴŘ [ƛƳōΩǎ όмфффύ argument that the first thing the 

adult ǎƘƻǳƭŘ Řƻ ƛǎ ƭƛǎǘŜƴ ǿƘŜƴ ŎƻƴǎƛŘŜǊƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ƭƛǾŜǎ ŀƴŘ ǇŜǊǎǇŜŎǘƛǾŜǎΣ ǿŀǎ ǳǎŜŘ 

in this research (examined in full in chapter three). Indeed, the research aimed to 

provide a space for children to share their geographies, and imaginations, of London, 

before their value to geography education was considered.  

This section has examined the significance of exploring the relationships between the 

child and the city, in the context of an increasingly urban world. It has also highlighted 

some of the challenges faced by children in cities today (for example, in how they are 

perceived and treated). Introducing these debates is pertinent to this research for two 

reasons; firstly, the young people in the study live in London (a city), and it is of value 

to listen, and respond, to their experiences and imaginations of the city; secondly, in 

questioning whether school geography has fully engaged with academic research 

ŀōƻǳǘΣ ŀƴŘ ŎƘƛƭŘǊŜƴΩǎ experiences of, urban environments.  

I now move on to conclude section 2.2 in section 2.2.7. 
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2.2.7 Conclusion and a note on terminology 

In section 2.2, L ƘŀǾŜ ǊŜǾƛŜǿŜŘ ƭƛǘŜǊŀǘǳǊŜ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΦ .ǳƛƭŘƛƴƎ ƻƴ ǘƘŜ 

research problem, and need for this research, set out in chapter one, I have examined 

the relationships, and borders, ōŜǘǿŜŜƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ŘƛŦŦŜǊŜƴǘ ǎǇŀŎŜǎ ƻŦ 

geographical thought. ¢Ƙƛǎ ǎŜŎǘƛƻƴ Ƙŀǎ ǎƘƻǿƴ ǘƘŀǘ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛǎ ŀ ǊƛŎƘ 

ŀƴŘ ŘƛǾŜǊǎŜ ŀǊŜŀ ƻŦ ǊŜǎŜŀǊŎƘ ƛƴ ǘƘŜ ŀŎŀŘŜƳȅΣ ōǳǘ ƛǘΩǎ ǇƭŀŎŜ ƛƴ ǎŎƘƻƻƭ ƎŜƻƎǊŀǇƘȅ Ƙŀǎ 

yet to be fully considered. Further to this, it has situated arguments for a border 

ŎǊƻǎǎƛƴƎ ōŜǘǿŜŜƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ and geography education in debates about 

powerful knowledge. Before I move on to the second section of this chapter in 

section 2.3, which reviews the literature on place, space and time in the different 

spaces of geographical thought, I comment on the terminology used to represent 

children in this thesis. 

As has been examined throughout section 2.2, childhood is a contested notion and 

different terms are often used to represent children. These terms vary with the social 

purpose of the narrative and the people(s) who are using them. Thus far in the thesis, 

my use of terminology (e.g. children or young people) has reflected the research and 

literature I have reviewed. I continue using this approach throughout the thesis to 

reflect the arguments, and narratives, of those whose work I draw upon. However, 

when discussing the participants in my research, I have taken the decision to refer to 

them as young people. This is to reflect both their age (thirteen at the time of data 

collection), increasing social independence and their role as active agents in the 

research. 

 

2.3 The geographical frontiers of place and time-space 

2.3.1 Introduction  

As introduced in section 2.1, this chapter reviews the literature on two areas of 

research and debate central to this thesis; cƘƛƭŘǊŜƴΩǎ geographies (see section 2.2), 

and this section (2.3), which focuses on place, space and time (or time-space). These 

concepts are pivotal to this thesis, both in situating the research spatially and 

temporally, and also in introducing the Ψproduction of spaceΩ ό[ŜŦŜōǾǊŜΣ мффмύ which 

provides the conceptual framework for analysis.  
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The chapter begins by building on debates introduced in section 2.2.6 about the child 

in the city (London) to situate the research in place and time-space (section 2.3.2), 

thus considering these concepts in the space of everyday life. It then moves on to 

examine how concepts have been theorised, and debated, in formal spaces of 

geographical thought in section 2.3.3, building an argument as to why they are 

central elements of geography. The section then focuses on examining how the 

concepts of place, space and time, have been constructed in spaces of formal 

geographical thought in section 2.3.4, examining differences and borders between 

the academic discipline and school subject. The chapter then introduces the 

production of space in section 2.3.5 and concludes in section 2.3.6. 

 

2.3.2 Situating the research in place and time-space 

As introduced in sections 1.3 and 2.2.6, this research was conducted in London, with 

data being collected between September and November 2014 (see also chapter 

three). London is not only the spatial context of the research, it is also the place in 

which the young people in the study, live, play and attend school. Lƴ ŀŘŘƛǘƛƻƴΣ ƛǘΩǎ the 

place that I as the researcher live, work and study. These factors are worthy of note, 

as both the young people and I are part of the city; we shape, and are shaped by, its 

physical and socio-cultural spaces (Fortier, 1999; Tuan, 1976; Freeman and Tranter, 

2011; Giddens, 2016).  

London is the largest urban area in the UK and acts as the UKs capital city, as well as 

a socio-cultural, political and economic hubΦ [ƻƴŘƻƴΩǎ ǎǇƘŜǊŜs of influence in these 

areas often extend beyond the UKs national borders, with Hall (2007) describing it as 

ƻƴŜ ƻŦ ǘƘŜ ǿƻǊƭŘΩǎ Ψgreat global citiesΩ. Sitting at 8.8 million people in 2016 and 

ŀŎŎƻǳƴǘƛƴƎ ŦƻǊ мо҈ ƻŦ ǘƘŜ ¦Yǎ ǇƻǇǳƭŀǘƛƻƴΣ [ƻƴŘƻƴΩǎ ǇƻǇǳƭŀǘƛƻƴ ƛǎ ǘƘŜ ƭŀǊƎŜǎǘ ƛǘ Ƙŀǎ 

ever been (Trust for London, 2016). It is also a city that is growing, with its population 

increasing 7.5% between 2011 and 2016, and Trust for London predicting that it will 

ƛƴŎǊŜŀǎŜ ǘƻ фΦо Ƴƛƭƭƛƻƴ ōȅ нлнм όƛōƛŘύΦ [ƻƴŘƻƴΩǎ ƛƴŎǊŜŀǎŜ ƛƴ ǇƻǇǳƭŀǘƛƻƴ ƛǎ ǊŜŦƭŜŎǘƛǾŜ ƻŦ 

global patterns of urban growth, with the World Bank noting that urban populations 

have increased from 33.5% in 1960 to 54.7% in 2017. The UN (2018) has predicted 
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that this growth will continue, and that by 2050, су҈ ƻŦ ǘƘŜ ǿƻǊƭŘΩǎ ǇƻǇǳƭŀǘƛƻƴ ǿƛƭƭ 

live in cities.  

[ƻƴŘƻƴΩǎ ƎǊƻǿǘƘ ƛǎ ǊŜŦƭŜŎǘƛǾŜ ƻŦ Ǝƭƻōŀƭ ǇŀǘǘŜǊƴǎ ŀǎ ǿŜƭƭ ŀǎ ǘƘŜ time-space it exists 

within, as urban growth is often representative of the process of people 

concentrating around sites of production (Lefebvre, 2003; Harvey, 2013). The 

relationships between people, place and time-space are worthy of examination as 

places can be conceptualised as collections of stories which exist within the wider 

geometries of space and time (Massey, 2005). They are the physical and social 

embodiments of ideas and stories, which travel through and (re)produce social 

space. In this way, place exists as both ŀ Ǉƻƛƴǘ ƻƴ ǘƘŜ 9ŀǊǘƘΩǎ ǎǳǊŦŀŎŜ and also in our 

(individual and shared) social imaginations (Massey, 2005: Balderstone, 2006).  

Although place is a much debated concept (see for example, Massey, 2005; 

Balderstone, 2006; Jackson, 2006; Cresswell, 2013; Freeman and Morgan, 2014; 

Lambert, 2017; see sections 2.3.3 and 2.3.4), it is widely acknowledged that a place 

ƛǎ ŀ ΨǳƴƛǉǳŜ ŎƻƳōƛƴŀǘƛƻƴ ƻŦ ƭƻŎŀǘƛƻƴΣ ƭŀƴŘǎŎŀǇŜ ŀƴŘ ƳŜŀƴƛƴƎΩ όIŀƳƳƻƴŘ ŀƴŘ 9ƭ 

Rashidi, 2018: 43). Place is thus constructed of a combination of its location on the 

9ŀǊǘƘΩǎ ǎǳǊŦŀŎŜΣ its history(s) and sense of place (which may be individual and shared) 

(Cresswell, 2008). Figure five represents these reciprocal relationships between 

people(s), place and time-space. These relationships are multi-way, as people(s) 

physically, and socially, shape the place and time-space they exist within, and they 

are also shaped by them. In addition, place as humanised space is situated in time-

space (Massey, 2005; Tuan, 1976; 2012).  
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Figure 5: The reciprocal relationships between people(s), place and time-space 

 

If we use these ideas about place to support us in examining [ƻƴŘƻƴΩǎ ǇƻǇǳƭŀǘƛƻƴ 

growth, then we see a history of migration (from both within the UK and globally) 

leading to a socio-culturally, and economically, diverse city. However, the spatial 

distribution of people is not even within the city, as different demographic groups 

have settled in communities, giving London the character of a Ψcity of villagesΩ (see 

Ackroyd, 2000; Massey; 2008; White, 2008; see also chapter five). Thus, [ƻƴŘƻƴΩǎ 

history has led to both social and spatial variation in demographics, and also varied 

imaginations and senses of place amongst its populous.  

Today London sits within a neoliberal epoch, which Harvey (2007) argues is socially 

accepted ŘǳŜ ǘƻ ƛǘǎ ŎƻƴǎǘǊǳŎǘƛƻƴ ŀǎ ΨŎƻƴŎŜǇǘǳŀƭ ŀǇǇŀǊŀǘǳǎΩ ǿƘƛŎƘ ǊŜƭŀǘŜ ƛǘ ǘƻ ǇƻƭƛǘƛŎŀƭ 

ideas of human dignity and individual freedom. Neoliberalism has increased 

economic inequality within the city (Hamnett, 2005; Harvey, 2013). Indeed, despite 

London being the sixth richest city in the world (Freeman and Tranter, 2011), it 

experiences the highest rate of child poverty in the UK, with around 37% of children 

living in low income families after housing costs are considered (Tyler and 

McGuinness, 2018). Spatially this inequality is uneven and there is more child poverty 

in inner, as opposed to outer, London, and rates also vary substantially by borough 
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(Ibid.). In light of these patterns, Hamnett (2005) describes [ƻƴŘƻƴ ŀǎ ŀƴ ΨǳƴŜǉǳŀƭ 

ŎƛǘȅΩ ŀƴŘ Ψtwo-tier societyΩ, and Massey (2008) argues the existence of communities 

of Ψgreed and needΩ in London, noting that greed regularly out-prices (those in) need. 

Indeed, Hamnett (2005) and Massey (2008) argue that neoliberalism has led to 

several large scale geographical trends in London:  

o The working classes have been forced from the city centre as it becomes more 

expensive due to commercial activities and wealthier groups moving in; 

o The creation of a two tier society - ΨƎǊŜŜŘ ŀƴŘ ƴŜŜŘΩ; 

o Companies now have more power, and the role of the state has changed and 

lessened; 

o [ƻƴŘƻƴ Ŏŀƴ ōŜ ŎƻƴŎŜǇǘǳŀƭƛǎŜŘ ŀǎ ŀ ΨŎƛǘȅ ƻŦ ǾƛƭƭŀƎŜǎΩΤ 

o More forums, such as social media, have emerged which provide different 

opportunities for people to share their stories and perspectives; 

o London can be conceptualised as a ΨǿƻǊƭŘ ŎƛǘȅΩ. This is reflected both in its 

population, and also in its social, political and economic connections to other 

places. 

These trends are represented on figure six, which shows the reciprocal relationships 

between people(s), place and time-space in London during the neoliberal epoch it 

presently exists within and contributes to. 

 

 

 

 

 

 

 



78 
 

Figure 6: The reciprocal relationships between place and time-space - London in a neoliberal 
epoch 

 

 

These trends, and the relationships between place and time-space are worthy of 

consideration as they shape, and are shaped by, people(s). Thus, a child born in 

Bethnal Green (an area of East London that ŎƻǳƭŘ ōŜ ŎƻƴŎŜǇǘǳŀƭƛǎŜŘ ŀǎ ŀ Ψ[ƻƴŘƻƴ 

villageΩ) today, is likely to live in a very different world to a child born 30 years ago, 

who in turn lives in a different world to person born 150 years ago. Their life is also 

likely to be different from a child living in another place in London (for example, 

Richmond). These ideas are of value to consider, as the place (and time-space) in 

which a person lives shapes their lives, and they in turn shape the place and time-

space they live in (Harvey, 1990; Lefebvre, 1991; Massey, 2005; Harvey, 2013; figures 

5 and 6). 

This section has introduced London as the social and spatial context of this study. It 

has examined conceptualisations of London in a neoliberal epoch, suggesting that it 

can be thought of as a world city, a city of villages and a city which has a high level of 

social and spatial inequality. These are ideas which are returned to, and drawn upon, 

in the findings chapters (chapters four, five and six). I now move on to critically 

examine how, and why, concepts are of value to geography as both an academic 
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discipline and school subject in section 2.3.3, before introducing the concepts of 

place, space and time in section 2.2.4. 

 

2.3.3 What is a concept, and why are concepts of value to geography and geography 

education? 

Defining geography is complicated. As considered in chapter one and section 2.1, 

when examining the different spaces of geographical thought (see figure 1), 

geography has a long and debated history. In addition, geographers continuously 

make and remake geography (Bonnett, 2008; Matthews and Herbert, 2008; Clifford 

et al., 2009; Heffernan, 2009; Cresswell, 2013; Johnston and Sidaway, 2016; Murphy, 

2018). Today the discipline spans a variety of methods, philosophies and purposes, 

and encompasses a variety of sub disciplines (Clifford, 2018), and this can make 

defining the discipline, and the roles and methods of its scholars, difficult. 

Considering what is meant by geography is important in developing disciplinary 

identity, and in considering how geography drives and motivates its researchers, 

students and teachers (Brooks, 2016). Indeed, Clifford (2018) argues it is necessary 

in considering what geographers do, and why they would want to do this. 

To support us in conceptualising geography, Clifford (2018) draws upon the work of 

Vernon and her ǳǎŜ ƻŦ .ŜǊƴǎǘŜƛƴΩǎ όмфффύ ǘƘŜƻǊy on the structure of knowledge to 

examine geography as a discipline. Vernon argues that it is helpful to consider 

geography as a horizontal, as opposed to vertical, discipline. With the vast, and 

sometimes disparate, nature of geography meaning that it is the concepts, or 

ΨƎǊŀƳƳŀǊΩ, of the discipline (its big ideas and ways of thinking) that hold it together 

(Vernon, 2016; Clifford, 2018; Geographical Association, 2009; 2012).  

Concepts have been recognised as significant to both school geography, as well as to 

geography in the academy. In the academy, some concepts are highly theorised (such 

as place), and others may be more assumed (e.g. space in physical geography) (see 

Clifford et al., 2009). However, they are nearly always contested both as individual 

concepts and also in debating which concepts are central to geography (Ibid.). In 

school geography, concepts have been used by policy makers to frame previous 
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iterations of the geography national curriculum at Key Stage 3 in England (see DfE, 

2007), by academics, subject associations (see for example, Geographical 

Association, 2009), and teachers to support students in developing their 

ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ŘƛǎŎƛǇƭƛƴŜ ŀƴŘ ƛƴ ΨǘƘƛƴƪƛƴƎ ƎŜƻƎǊŀǇƘƛŎŀƭƭȅΩ όǎŜŜ WŀŎƪǎƻƴΣ нллсΤ 

Taylor, 2008; Lambert and Morgan, 2010; Biddulph et al., 2015; Lambert, 2017; 

Brooks, 2018). However, views on concepts in school geography vary between places 

and across time-space. 

With the emergence of the most recent edition of the National Curriculum for Key 

Stage 31 geography in England in 2014, concepts which took a foundational role in 

the previous curriculum, were completely removed (DfE, 2014; Brooks, 2018). 

5ŜǎǇƛǘŜ ǘƘƛǎΣ ǘƘŜ ŎŜƴǘǊŀƭƛǘȅ ƻŦ ŎƻƴŎŜǇǘǎ ǘƻ ƎŜƻƎǊŀǇƘȅΣ ŀƴŘ ǘƘŜƛǊ ǾŀƭǳŜ ŀǎ ΨŎǳǊǊƛŎǳƭǳƳ 

decision-making tools in the face of any curriculum prescription from central 

ƎƻǾŜǊƴƳŜƴǘΩ ό.ƛŘŘǳƭǇƘ Ŝǘ ŀƭΦ, 2015: 49) has continued to be argued. This call to arms 

by Biddulph et al. reflects the importance placed on the teacher in Ψcurriculum 

makingΩ (see Lambert and Morgan, 2010; Lambert and Biddulph, 2014; see section 

2.2.4a; figure two). For Brooks (2017) the role of the teacher in this process is critical, 

as it is in the classroom in which the ǎǳōƧŜŎǘ ΨŎƻƳŜǎ ŀƭƛǾŜΩ ŦƻǊ ǎǘǳŘŜƴǘǎ. 

The curriculum making model situates ΨǘƘǊŜŜ ŎƻƳǇŜǘƛƴƎ ȊƻƴŜǎ ƻŦ ƛƴŦƭǳŜƴŎŜΩ ό[ŀƳōŜǊǘ 

and Morgan, 2010: 49-50); school geography, teacher choices, and student 

ŜȄǇŜǊƛŜƴŎŜǎΣ ƛƴ ǘƘŜ ΨŎƻƴǘŜȄǘ ƻŦ ǘƘŜ ŘƛǎŎƛǇƭƛƴŜ ƻŦ ƎŜƻƎǊŀǇƘȅΩ (see also figure three; 

section 2.2.4a). In balancing these zones of influence, the model reflects that the 

curriculum made by the teacher is underpinned by notions of progression, thinking 

geographically and key geographical concepts. Discussion of the key concepts might 

be explicit in the curriculum made (for example, in a lesson on changing places or in 

discussions about sustainability), or implicit (for example, place, space and 

environment may be deeply embedded in discussions about inequality). However, 

they are fundamental to understanding geographical processes and ideas and 

making connections across topics. For example, the concept of development might 

                                                           
1 This Key Stage is considered in particular as it is the educational stage the young people who 
participated in the research were working in during the time of data collection (see section 3.5.2). 
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be an underpinning concept in the teaching of geographical topics as varied as 

urbanisation and tectonic hazards and their impacts on people(s).  

The example of development given above shows a concept behaving like the 

ΨƎǊŀƳƳŀǊΩ ƻŦ ƎŜƻƎǊŀǇhy, enabling connections to be made across knowledge (or 

ΨǾƻŎŀōǳƭŀǊȅΩύ and areas of geographical thought (Geographical Association, 2009; 

2012; Lambert, 2017). This process is of value in supporting, and enabling, students 

to think geographically. Indeed, if ƎŜƻƎǊŀǇƘȅ ǘŜŀŎƘŜǊǎ Řƻ ƴƻǘ ŎƻƴǎƛŘŜǊ ƎŜƻƎǊŀǇƘȅΩǎ 

concepts in their curriculum making, there is a risk that knowledge is perceived 

merely as lists to be learnt. This could be conceptualised as a ΨŦǳǘǳǊŜ ƻƴŜΩ curriculum 

(see section 2.2.4a), and could ŀŦŦŜŎǘ ŎƘƛƭŘǊŜƴΩǎ ƻpportunities for meaning making 

and may also have an impact on their understanding of geography. 

This section has introduced concepts as being a central, but much-debated, element 

of geography as an academic discipline. It has also highlighted that concepts have 

been used to frame, and /or, inform the curriculum at all levels (from the national to 

the classroom) in school geography in England. As the concepts of place, space and 

time are of value both in situating the research, and space is used in the analysis of 

data in this thesis, I now move on to introduce these concepts and their relationships 

with one another in section 2.3.4. 

 

2.3.4 Place and time-space in geography as an academic discipline and school subject 

As introduced ƛƴ ǎŜŎǘƛƻƴ нΦоΦоΣ ŎƻƴŎŜǇǘǎ ŀǊŜ ŀƴ ƛƴǘŜƎǊŀƭ ǇŀǊǘ ƻŦ ƎŜƻƎǊŀǇƘȅΩǎ ǿŀȅǎ ƻŦ 

thinking and disciplinary identity. This section considers how the concepts of place, 

space and time, have been theorised, and debated, in the different spaces of 

geographical thought and examines their relationships with one another. The section 

begins by considering place, as everything exists or happens in a place.  

People(s) lives are situated in places, and in turn, place exists within space and time 

(see figure five). Place can be conceptualised as humanised space (see Tuan, 1997, in 

Jackson, 2006); people exist within, experience and imagine place. For Massey (2005: 

130) space can be conceptualised as Ψŀ ǎƛƳǳƭǘŀƴŜƛǘȅ ƻŦ ǎǘƻǊƛŜǎ-so-farΩ ŀƴŘ ǇƭŀŎŜǎ ŀǎ 

Ψcollections of these stories, circulations within the wider power-geometries of 
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ǎǇŀŎŜΩΦ She argues further that people are both affected by, and contribute to, these 

stories and in doing so they (re)produce the place, space and time they exist within. 

In short, as Cresswell (мффсΥ мнύ ŀǊǘƛŎǳƭŀǘŜǎ ΨǎƻŎƛŜǘȅ ǇǊƻŘǳŎŜǎ ǎǇŀŎŜ ŀƴŘ ǎǇŀŎŜ 

ǊŜǇǊƻŘǳŎŜǎ ǎƻŎƛŜǘȅΩΦ  

Discussing place and space in this way, with space being conceptualised as socially 

(re)produced, and with the social and the spatial having clear relationships, is a fairly 

recent phenomenon. Lefebvre (1991: 2) highlights this when he states: 

Ψbƻǘ ǎƻ Ƴŀƴȅ ȅŜŀǊǎ ŀƎƻΣ ǘƘŜ ǿƻǊŘ ΨǎǇŀŎŜΩ Ƙŀd a strictly geometrical meaning: 

ǘƘŜ ƛŘŜŀ ƛǘ ŜǾƻƪŜŘ ǿŀǎ ǎƛƳǇƭȅ ǘƘŀǘ ƻŦ ŀƴ ŜƳǇǘȅ ŀǊŜŀΩΦ 

LefebvreΩǎ ǎǘŀǘŜƳŜƴǘ ƛǎ ǘƘŜ ƻǇŜƴƛƴƎ ƭƛƴŜ ǘƻ Ƙƛǎ ōƻƻƪ Ψ¢ƘŜ tǊƻŘǳŎǘƛƻƴ ƻŦ {ǇŀŎŜΩ 

(examined further in section 2.3.5). In the first passages of this book, he argues that 

space had until then been conceptualised almost entirely as a mathematical concept, 

which had been detached from philosophy and the social sciences, with there being 

a lack of academic debate ŀōƻǳǘ ǿƘŀǘ ƘŜ ŘŜǎŎǊƛōŜǎ ŀǎ ǘƘŜ ΨǎŎƛŜƴŎŜ ƻŦ ǎǇŀŎŜΩ όǎŜŜ 

Lefebvre, 1991). Lefebvre used Marxist philosophies to underpin his argument that 

space needed to be reconceptualised, asserting that if space is not fully and critically 

examined, then we are unable to consider how ruling elites have constructed and 

maintained their hegemony and power through the (re)production of space; for 

example, in relation to capitalism  (Lefebvre, 1991). 

Although I have regularly referred to the concept of time, and time-space, thus far in 

this thesis, time is sometimes not considered, or explicitly referenced, in school 

geography. For example, it was omitted from the previous iteration of the Key Stage 

3 geography national curriculum in EnglandΩǎ ƭƛǎǘ ƻŦ ƪŜȅ ŎƻƴŎŜǇǘǎ (DfE, 2007; see 

section 2.3.3). However, research and debate in the academy has shown that time is 

a valuable concept in geography (see for example, Hägerstrand, 1975; Taylor, 2009b; 

Tani and Surmo-aho, 2012; Giddens, 2016), with Taylor (2009b: 140) arguing that it 

has been ŎƻƴŎŜǇǘǳŀƭƛǎŜŘ ƛƴ ǘǿƻ ǿŀȅǎΤ ŦƛǊǎǘƭȅ ŀǎ ŀ ΨǇƘȅǎƛŎŀƭ ŘƛƳŜƴǎƛƻƴΣ ǎƻƳŜǘƘƛƴƎ ǘƘŀǘ 

Ŏŀƴ ōŜ ǇǊŜŎƛǎŜƭȅ ƳŜŀǎǳǊŜŘΧ ǘƘŜ second view of time is as social change, where the 

ŜƳǇƘŀǎƛǎ ƛǎ ƻƴ ǘƘŜ ΨŎƻƴǘŜƴǘ ƻŦ ǘƛƳŜΩΦ ¢Ƙƛǎ ǊŜǎŜŀǊŎƘ ŎƻƴǎƛŘŜǊǎ ǘƘŜ ǎŜŎƻƴŘ ǾƛŜǿ ƻŦ ǘƛƳŜ, 

agreeing ǿƛǘƘ ¢ŀȅƭƻǊ ǘƘŀǘ ǘƛƳŜ ΨŎŀƴƴƻǘ ōŜ ǎǘǳŘƛŜŘ ƛƴŘŜǇŜƴŘŜƴǘƭȅ ƻŦ ǎǇŀŎŜΩ όǇмпмύΣ 
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and thus using the term Ψtime-spaceΩ. The rationale for this lies in the argument 

articulated in section 2.3.2 that places and people(s) change over, and through, time-

space. Thus, what it means to live in London today, is different from being a Londoner 

in the 1970s. 

Time is also pertinent in considering the production of space, as this idea was 

developed to consider the relationships between spatial practices and late capitalism 

(Harvey, 1990; Lefebvre, 1991). Furthermore, people(s) spatial practices also vary 

across time-space. I now move on to introduce the production of space in section 

2.3.5. 

 

2.3.5 The production of space 

The Ψproduction of spaceΩ provides the conceptual framework for analysis used in this 

thesis, it is also part of the contribution to knowledge it makes (see section 1.4 and 

chapter seven). This section begins by introducing Henri Lefebvre, as the person who 

made the idea famous. It critically examines [ŜŦŜōǾǊŜΩǎ radical motivations for the 

work, before outlining his ideas about the production of space. These ideas are then 

drawn upon, and returned to, later in the thesis as I outline the research design and 

methods (see section 3.6).  

Lefebvre was born in 1901, and died in 1991 and his life, and work, have been 

described by Elden (2004: 1) aǎ ΨǘƘŜ ŀŘǾŜƴǘǳǊŜ ƻŦ ŀ ŎŜƴǘǳǊȅΩΦ Lefebvre had many 

interests, and his works transcended many academic boundaries and disciplines. He 

published in excess of sixty books, in addition to other publications and notes, on a 

Ǿŀǎǘ ŀǊǊŀȅ ƻŦ ǎǳōƧŜŎǘǎ ƛƴŎƭǳŘƛƴƎ ΨǇƘƛƭosophy, political theory, sociology, literature, 

ƳǳǎƛŎΣ ƭƛƴƎǳƛǎǘƛŎǎ ŀƴŘ ǳǊōŀƴ ǎǘǳŘƛŜǎΩ (Kipfer et al., 2008: 2). His interest in such a vast 

array of ideas, and fields of knowledge, links to both his identity and motivation for 

conducting his work. Considering his motivations before examining the production 

of space is significant in cogitating its purpose. Elden, who has written extensively on 

Lefebvre (see for example, Elden, 2004; Elden, 2006; Brenner and Elden, 2009), 

describes him first and foremost as a philosopher and quotes Lefebvre directly in 
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noting that his interest in philosophy relates to Ƙƛǎ ΨŎǊƛǘƛŎŀƭ ŎƻƴǎŎƛŜƴŎŜΩ ƻƴ ŜǾŜǊȅŘŀȅ 

life (Elden, 2006: 190). 

This critical conscience can be seen to ǊŜŦƭŜŎǘ [ŜŦŜōǾǊŜΩǎ ǇƻƭƛǘƛŎŀƭ ŀƴŘ Ǌadical 

motivations for his work, which developed from his interest in Marx and Marxism. 

For Brenner and Elden (2009), [ŜŦŜōǾǊŜΩǎ ǿƻǊƪ ǊŜŦƭŜŎǘs a struggle to affect change, 

and they argue he ŘŜǎƛǊŜŘ ǘƻ ΨƎǊŀǎǇ Ƙƻǿ ǘƘŜ production of space, patterns of the 

state spatial organisation, and geographies of socio-political struggle are being 

ǊŜǎƘŀǇŜŘ ǳƴŘŜǊ ƭŀǘŜ ŎŀǇƛǘŀƭƛǎƳΩ όǇнрύΦ Put another way, Lefebvre was interested in 

the relationships between the social and the spatial, and how this related to time-

space (late capitalism) being motivated to understand systems (e.g. the state) and 

people(s) everyday lives, ultimately to affect change and challenge inequality.  

Although Anglo-American geographers began translating, and considering translated 

elements of, [ŜŦŜōǾǊŜΩǎ ǿƻǊƪ ƛƴ ǘƘŜ мфтлǎ, ƴƻǘ ŀƭƭ ƻŦ [ŜŦŜōǾǊŜΩǎ ǿǊƛǘƛƴƎǎ ƘŀǾŜ ōŜŜƴ 

translated into English (Elden, 2004). This means that Anglophone academics 

(including myself) who do not read French fluently may not have read all of [ŜŦŜōǾǊŜΩǎ 

works, and further work is required in translating his works and considering if, and 

how, meanings vary across languages.  

One of [ŜŦŜōǾǊŜΩǎ most influential ideas, and works, in the discipline of geography is 

the production of space (Elden, 2006; Goonewardena, 2011; Kipfer et al., 2011). 

Although this idea is drawn upon in many of LefebvreΩǎ ǿǊƛǘƛƴƎǎΣ ƛǘ ƛǎ ŀƭǎƻ ŀ ōƻƻƪ 

ǇǳōƭƛǎƘŜŘ ŀǎ Ψ[ŀ tǊƻŘǳŎǘƛƻƴ ŘŜ ƭΩ9ǎǇŀŎŜΩ (1974) ƛƴ [ŜŦŜōǾǊŜΩǎ ƳƻǘƘŜǊ ǘƻƴƎǳŜ (French), 

and first translated into English in 1991. The book can be conceptualised as acting as 

ŀ ΨǘƘŜƻǊŜǘƛŎŀƭ ǎǳƳƳŀǘƛƻƴΩ ƻŦ [ŜŦŜōǾǊŜΩǎ ǊŜǎŜŀǊŎƘ ƻƴ ǘƘŜ ǳǊōŀƴ ŀƴŘ ǘƘŜ ǊǳǊŀƭ (Elden, 

2006). For Elden (2006: 192), Ψ¢ƘŜ Production of SpaceΩ ƛǎ Ψŀ ǿƻǊƪ ƻŦ ǘƘŜƻǊȅ ŀƴŘ ǎǘǳŘȅ 

ƻŦ ǘƘŜ ƘƛǎǘƻǊȅ ƻŦ ǎǇŀǘƛŀƭ ŎƻƴŦƛƎǳǊŀǘƛƻƴǎΩ ǿƘƛŎƘ Ψŀƭǎƻ ƛƴŎƭǳŘŜŘ ǊŜŦƭŜŎǘƛƻƴǎ ƻƴ ŘƛŦŦŜǊŜƴǘ 

placeǎ ŀƴŘ ǎƛǘǳŀǘƛƻƴǎΩΣ ŀǎ [ŜŦŜōǾǊŜ critically examines everyday life, relating it theory 

and philosophy in multi-way dialogue between two spaces of thought (everyday life 

and philosophy). 

For Kipfer et al. (2011), the importance of the production of space lies not only in its 

theoretical consideration everyday life, but also in its addressing of the privileging of 
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time over space in some academic disciplines (such as history) and by some theorists. 

The idea that space has not been fully considered, and has at times been 

misrepresented in both the academy, schooling and in everyday life, is also noted by 

other academics with an interest in space (see for example, Massey, 2005; Thrift, 

2009).  

Critical consideration of the concept of space is of value to this thesis, geography and 

society more broadly, as it allows the examination of the production, and sustenance, 

of power relations, and of ƛƴŜǉǳŀƭƛǘƛŜǎ ǿƛǘƘƛƴΣ ŀƴŘ ōŜǘǿŜŜƴΣ ǎƻŎƛŜǘƛŜǎΦ [ŜŦŜōǾǊŜΩǎ 

contribution to these debates lies in his application of Marxist notions of production 

to social space, in considering how space is produced, evolves and is sustained. His 

philosophy of affecting change is clear when he expresses that no matter what social 

or political forces do to engender, and produce, ǎǇŀŎŜ ǘƘŀǘ ǎǳƛǘǎ ǘƘŜƛǊ ŀƎŜƴŘŀΩǎΣ ǘƘŜȅ 

will never be aōƭŜ ǘƻ ΨƳŀǎǘŜǊ ƛǘ ŎƻƳǇƭŜǘŜƭȅΩ ό[ŜŦŜōǾǊŜΣ мффмΥ нсύΦ ²ƘŜƴ ŀǇǇƭƛŜŘ ǘƻ 

school geography, this philosophy has the potential to empower young people in 

considering how power relations in space are (re)produced and how they might be 

challenged. I posit that this is of value in considering a variety of fields of study in 

geography, inŎƭǳŘƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΣ ǇŀǊǘƛŎǳƭŀǊƭȅ as it is now recognised that 

ŎƘƛƭŘǊŜƴΩǎ ǾƻƛŎŜs have often gone under-explored in the socio-political spaces of 

everyday life and in geography as an academic discipline (see section 2.2), and as 

children have often been subordinated in their formal schooling (see section 2.2.5). 

Thus far in this section, I have introduced the idea of the production of space and 

considered its philosophical underpinnings and potential value for school geography 

ŜŘǳŎŀǘƛƻƴΦ L ƴƻǿ ƳƻǾŜ ǘƻ ƛƴǘǊƻŘǳŎŜ ǘƘŜ ΨŎƻƴŎŜǇǘǳŀƭ ǘǊƛŀŘΩ ǿƘƛŎƘ [ŜŦŜōǾǊŜ όмффмύ 

ǳǎŜŘ ǘƻ ǎǳǇǇƻǊǘ Ƙƛǎ ŎǊƛǘƛŎŀƭ ŜȄŀƳƛƴŀǘƛƻƴ ƻŦ ǎǇŀŎŜΦ Lƴ ǘƘŜ ΨtǊƻŘǳŎǘƛƻƴ ƻŦ {ǇŀŎŜΩΣ 

Lefebvre repeatedly returns to the triad throughout the course of the book, using it 

to consider how space is produced, sustained, understood and evolves. The three 

fundamental pillars of this triad are: 

 ΨмΦ Spatial Practice - which embraces production and reproduction and the 

particular locations and spatial sets characteristics of each social formation. 

Spatial practice ensures continuity and to some degree cohesion. In terms of 

ǎƻŎƛŀƭ ǎǇŀŎŜΣ ŀƴŘ ŜŀŎƘ ƳŜƳōŜǊ ƻŦ ŀ ƎƛǾŜƴ ǎƻŎƛŜǘȅΩǎ ǊŜƭŀǘƛƻƴǎƘƛǇ ǘƻ ǎǇŀŎŜΣ ǘƘƛǎ 
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cohesion implies a guaranteed level of competence and specific level of 

performance; 

2. Representations of space - which are tied to the relations of the production 

ŀƴŘ ǘƻ ǘƘŜ ΨƻǊŘŜǊΩ ǿƘƛŎƘ ǘƘƻǎŜ ǊŜƭŀǘƛƻƴǎ ƛƳǇƻǎŜΣ ŀƴŘ ƘŜƴŎŜ ǘƻ ƪƴƻǿƭŜŘƎŜΣ ǘƻ 

signs, to codes, anŘ ǘƻ ΨŦǊƻƴǘŀƭΩ ǊŜƭŀǘƛƻƴǎΤ 

3. Representational spaces - embodying complex symbolisms, sometimes 

coded, sometimes not, linked to the clandestine or underground of social life, 

as also to art (which may come eventually to be defined less as a code of space 

than a code of representational spaces)' (Lefebvre, 1991: 33). 

For Lefebvre the triad is significant in conveying his ideas, as it enables a person to 

move between each of these pillars with ease (Lefebvre, 1991; see section 2.1). Thus, 

facilitating the consideration of the relationships between lived and conceived space. 

For example, in my everyday spatial practices I may vote in a general election, this is 

also part of the conceived space of British democracy, which will in turn be 

represented through both media and art.  

[ŜŦŜōǾǊŜΩǎ ǿƻǊƪǎΣ ƛƴŎƭǳŘƛƴƎ ǘƘŜ production of space, have been widely considered, 

and appropriated in the academy in disciplines such as geography, philosophy and 

urban studies (see for example, Harvey 1990; Goonewardena, 2011; Elden, 2004; 

2006; Middleton, 2017).  One academic to take a large interest in Lefebvre is David 

IŀǊǾŜȅΣ ǿƘƻ DƻƻƴŜǿŀǊŘŜƴŀ όнлммΥ сύ ŀǊƎǳŜǎ ΨƘŀǎ never hidden his admiration for 

[ŜŦŜōǾǊŜΣ ŀƴŘ ŀŎƪƴƻǿƭŜŘƎŜŘ ǘƘŜ CǊŜƴŎƘƳŀƴΩǎ ǊƻƭŜ ƛƴ ǇƻƭƛǘƛŎƛȊƛƴƎ ŀƴŘ ǊŀŘƛŎŀƭƛǎƛƴƎ 

ƘƛƳΩΦ IŀǊǾŜȅ ǿŀǎ ƛƴǘǊƛƎǳŜŘ ōȅ [ŜŦŜōǾǊŜΩǎ ǿƻǊƪ ƻƴ ǘƘŜ ǳǊōŀƴΣ ŀƴŘ ǘƘŜ ǊŜƭŀǘƛƻƴǎ 

between the social and the spatial, and how this could be used to affect socio-

political, and academic, change (ibid.). Indeed, as will be examined in detail in section 

оΦсΣ IŀǊǾŜȅ ŘǊŜǿ ƻƴ [ŜŦŜōǾǊŜΩǎ ǿƻǊƪ ǿƛŘŜƭȅ ƛƴ ŎƻƴǎƛŘŜǊƛƴƎ ƛŘŜŀǎ ǎǳŎƘ ŀǎ ǘƘŜ ΨǊight to 

the cityΩ (Charnock, 2014; see also 2.2.6) and in examining the complexities of urban 

practices (Harvey, 1990; Harvey, 2013; see sections 2.2.6 and 2.3.2). 

However, [ŜŦŜōǾǊŜΩǎ ǿƻǊƪ Ƙŀǎ ǊŜŎŜƛǾŜŘ ƭƛǘǘƭŜ ƛƴǘŜǊŜǎǘ ƛƴ the field of education 

(Middleton, 2017). Middleton (2017) argues that this should change, and asserts that 

greater consideration of Lefebvre in the field of education could enable consideration 
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of how inequality is socially produced through education; the everyday experiences 

of people(s) who work and study within educational systems; and pedagogies of 

appropriation. Following Middleton, in an article informed by work to date on this 

doctorate, I argue the production of space can also be used to enhance 

ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ŎƘƛƭŘǊŜƴΩǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǎǇŀŎŜ in 

school geography (Hammond, 2019).  

Significantly to this thesis, ŎƻƴǎƛŘŜǊŀǘƛƻƴ ƻŦ ƎŜƻƎǊŀǇƘȅΩǎ ŎƻƴŎŜǇǘǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ 

geographies are an area that McKendrick (2000) argues to be missing from the 

burgeoning field (see section 1.3). Space is also a concept which is been 

conceptualised differently in the academic discipline to school subject (Hammond, 

нлмфύΦ Lǘ ƛǎ ǘƘǳǎ ǇŜǊǘƛƴŜƴǘ ǘƘŀǘ ǎǘǳŘƛŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŦǳǊǘƘŜǊ ŜȄŀƳƛƴŜ Ƙƻǿ 

geographical concepts can be used to ŜƴƘŀƴŎŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ 

experiences and imaginations of the world (see research questions in section 1.3). I 

return to these ideas in chapter three when I outline how they have been used in this 

research, focussing specifically on examining how the production of space can 

enhance knƻǿƭŜŘƎŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ (see also RQ2). Prior to this, I conclude 

the literature review in section 2.3.6. 

 

2.3.6 Conclusion 

In section 2.3, I have examined conceptualisations and representations of place and 

time-space in different spaces of geographical thought. This has included situating 

the research in place and time-space (London in the 2010s) in section 2.3.2, and also 

critically examining the value of concepts in, and to, geography. Throughout the 

section I have highlighted relationships, and borders, between concepts in the 

different spaces of geographical thought.  

The section finished ǿƛǘƘ ŀ ŘƛǎŎǳǎǎƛƻƴ ƻŦ [ŜŦŜōǾǊŜΩǎ ǿƻǊƪ ƻƴ the production of space, 

in which he draws upon Marxist thought to examine the (re)production of inequality 

and power relations in social space. Section 2.3 has also shown that to date this idea 

has received limited attention in school (geography) education. I argue that this is 

problematic for the school ǎǳōƧŜŎǘ ŀƴŘ ƛǘΩǎ ǎŎƘƻƭŀǊǎΣ ŀǎ ŦŀƛƭƛƴƎ ǘƻ ŘǊŀǿ ƻƴ ǘƘŜ ǊƛŎƘ body 
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of knowledge in the discipline has resulted in key ideas and debates about social 

space (including power relations and inequality) being omitted from the subject. This 

thesis aims to contribute to debates as to how these borders can be crossed, 

considering how the production of space can enhance our knowƭŜŘƎŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ 

geographies, and ultimately considering how, and why, this is of value to geography 

education in schools. I now move on to examine the research design in chapter three. 
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3. Chapter three: research design, methodology and 

methods 

Chapter three critically examines the process of research design that was undertaken 

as part of this doctorate; it discusses how I conducted the research and why. As the 

researcher both shapes the research, and is shaped by it, I begin this chapter by 

building on section 1.2.1, considering my relationships to the research in section 3.1. 

Following this, in section 3.2, I examine the importance of research design and 

methodology when conducting research with, and for, children and young people. 

This section is of value as young people are often conceptualised as being legally and 

socially different to adults (see section нΦнύΦ ¢ƘŜǎŜ ΨŘƛŦŦŜǊŜƴŎŜǎΩΣ ŀƴŘ Ƴȅ aim of using  

ideas and methods drawn from ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ (e.g. conducting research 

with, and for, young people; see sections 2.2.2 and 2.2.3), influenced the decisions I 

made when designing, and conducting, the research. 

Following this, I restate the research enquiry and questions in section 3.3, before 

introducing my choice of narrative methodology in section 3.4. I argue that the use 

of narrative methodology enables young people to share their geographies in a way 

that is concurrent with everyday life, that they are familiar with and also allows 

relationships between a person and the place, and time-space, they exist within to 

be examined. In section 3.5, I provide a detailed outline of the research methodology 

used. This section includes an examination of how I used narrative methodology, an 

introduction to the participants in the research and an outline of the methods used 

in data collection.  

In section 3.6, I set out the methods of analysis used in this research. This section 

draws upon ideas about the production of space introduced in section 2.3.5, and 

critically considers ǿƘȅΣ ŀƴŘ ƘƻǿΣ ǘƘƛǎ ƛŘŜŀ Ŏŀƴ ŜƴƘŀƴŎŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ 

geographies and is of value to geography education in schools. This section also 

introduces key themes that were identified in the analysis and which are examined 

in detail in the findings chapters (four, five and six). I then outline potential ethical 

issues involved with conducting this research, and the ethical processes undertaken, 

defending the decisions I made to ensure the research was ethically sound in section 
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3.7. Finally, I examine questions of validity in section 3.8, also considering the 

limitations of the research, before concluding the chapter in section 3.9.  

 

3.1 The researcher in the research 

In this section, I situate myself as the ΨǊŜǎŜŀǊŎƘŜǊ in the researchΩ. To do this, I build 

on section 1.2.1 in which I set out the professional journey that led me to conduct 

this research. I begin by introducing ǘƘŜ ƛŘŜŀ ƻŦ ƳȅǎŜƭŦΣ ŀǎ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΣ ΨƴŀǾƛƎŀǘƛƴƎΩ 

the research process. The use of the term navigation ƛǎ ŘǊŀǿƴ ŦǊƻƳ .ǊƻƻƪǎΩǎ όнлмсύ 

ƴƻǘƛƻƴ ƻŦ ŀ ΨǇǊƻŦŜǎǎƛƻƴŀƭ ŎƻƳǇŀǎǎΩΣ ǿƘƛŎƘ ǎƘŜ ŘŜǾŜƭƻǇŜŘ ŦǊƻƳ ƘŜǊ ǊŜǎŜŀǊŎƘ ǿƛǘƘ 

geography teachers. Exploring teachers narratives of their subject stories, Brooks 

examined how, and why, they used geography (their disciplinary background and the 

subject they taught) to help them navigate their professional, and sometimes 

personal, lives.  

The idea of a professional compass resonates with me; as someone with a deep sense 

of intrigue about the world and the people(s) who call it home, I feel that studying 

geography has helped me to both make sense of my own life, and geographies, and 

of the wider world. Furthermore, my interest in geography has, in part, informed 

professional decisions that I have made, such as my motivation to teach the subject 

and to support children in exploring the world through, and using, disciplinary 

thought.  

However, as outlined in section 1.2.1, after teaching for several years my frustrations 

with the education and school system in England eventually led me to leave my job 

as a teacher. On reflection, this was because the system I was a part of seemed at 

odds with my personal philosophies and values about both geography and education. 

L ŦŜƭǘ ǘƘŀǘ L ǿŀǎ ΨŜƴŎƻǳǊŀƎŜŘΩ ǘƻ ǘŜŀŎƘ elements of geography in certain ways and 

prioritise student attainment, ŀƴŘ ΨŎƻƴǘŜƴǘ ŘŜƭƛǾŜǊȅΩΣ ƻǾŜǊ ǘŜŀŎƘƛƴƎ ƎŜƻƎǊŀǇƘȅ ƛƴ ŀ 

way that I believed was powerful to, and for, children and society (see also section 

2.2.4a). For example, I believed that it is of value for children to explore their own 

geographies using disciplinary thought, but in a context of accountability agendas in 

schools (see also section 1.2.1 and 1.2.2), this was often very challenging as there 

ǿŜǊŜ ǇǊŜǎǎǳǊŜǎ ǘƻ ΨǘŜŀŎƘ ǘƻ ǘƘŜ ǘŜǎǘΩΦ LƴŘŜŜŘΣ Ƴȅ ŜȄǇŜǊƛŜƴŎŜǎ ƭed me to I perceive 
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that there was often an over-focus on consistency across teachers and subjects, 

ǿƘƛŎƘ ƭŜŘ ǘƻ ǎŎƘƻƻƭ ƭŜŀŘŜǊǎ ŜƴŎƻǳǊŀƎƛƴƎ ǘƘŜ ΨŘŜƭƛǾŜǊȅΩ ƻŦ ŦƻǊƳǳƭŀƛŎ ƭŜǎǎƻƴs.  

Despite choosing to leave the classroom, what could be conceptualised as my 

professional compass led me to want to be a part of the academy and to contribute 

further to debates in geography and education through doctoral research. On 

reflection, this was a deeply personal and values-led process, born from my desire to 

affect change and do something I believed in. These experiences are highlighted 

here, as who I am, and my relationships to the young people and the research, 

influenced methodological and ethical decisions I undertook throughout the research 

process. These include conducting research with young people who I had previously 

taught (examined in detail in sections 3.5 and 3.7 and chapter 7). Furthermore, as 

research design is the space in which the researcher links theory and ideas to 

methodology and method (Bondi, 2005; Delyser, 2010; Clifford et al., 2016), in doing 

so they situate themselves in an academic field as decisions made are informed by, 

ŀƴŘ ŦŜŜŘ ƛƴǘƻΣ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΩǎ ƛŘŜƴǘƛǘȅ ŀƴŘ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ǿƛǘƘ ǘƘŜ ŘƛǎŎƛǇƭƛƴŜΦ Put 

another way, this could be conceptualised as the researcher using their professional 

compass to support them in designing research that they believe is meaningful to 

both the discipline, and as is often the case in geography, everyday life. 

In this section, I have introduced myself as the researcher in the research. I now move 

on to consider the importance of research design when conducting research with, 

and for, children and young people in section 3.2. However, the ideas introduced in 

this section, will be drawn upon throughout chapter three, as I defend the decisions 

I made when designing, and conducting, this research. 

 

3.2 Conducting research with, and for, children 

Building on section 2.2, which examined how understandings of children and 

childhood have changed since the 1970s, this section considers the significance of 

research design when researching (with) children and young people. The section 

begins by considering why research with children is important, before outlining how 

research with children has changed over time.  
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Research conducted with, and for, children and young people is valuable for many 

reasons. These reasons include the development of academic, social and political 

debate about children, childhood and society, and also representing children, and/or 

empowering and enabling them, to share their lives and views (Kay et al., 2009). 

Methodological design and the choice of research method(s) is of critical importance 

when conducting research with children (van Blerk et al., 2009; Morrow, 2009; 

Beazley et al., 2009; Alderson, 2012). Not only are there power dynamics, and ethical 

questions, to consider when working with children and young people, but the choice 

of methodology and methods also impact on the type data that is yielded, which may 

ultimately influence conceptions of childhood and children (Hemming, 2008; 

Gallagher, 2009; Alderson, 2012; see section 2.2). These choices also affect whether 

the children involved in the research are empowered and/or enabled in, and through, 

the research process (Kay et al, 2009; Alderson, 2012). 

Until fairly recently, most research with children focussed on child development and 

ǿŀǎ ōŀǎŜŘ ƻƴ ΨƭŀōƻǊŀǘƻǊȅ ŜȄǇŜǊƛƳŜƴǘŀǘƛƻƴ ŀƴŘ ǇǊŜŎƛǎŜ ƳŜŀǎǳǊŜƳŜƴǘΩ ό!ƛǘƪŜƴΣ мффпΥ 

31). This methodology meant that children were removed from their real world 

contexts and has been extensively critiqued as it limited opportunities to develop 

knowledge of how children relate to the world(s) that they both live in and contribute 

to (Ibid.). With Aitken (1994) noting the challenges, and perhaps, the impossibility of 

ŀŘǳƭǘǎ Ŧǳƭƭȅ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ŀ ŎƘƛƭŘΩǎ ǿƻǊƭŘΣ ƻŦǘŜƴ ƘŀǾƛƴƎ ƭŜŘ ǘƻ ǊŜǎŜŀǊŎƘ ƳŜǘƘƻŘǎ 

reflecting adult centric perspectives and ideas, that may not reflect a childΩǎ, or 

ŎƘƛƭŘǊŜƴΩǎΣ ǿŀȅόǎύ ƻŦ ǘƘƛƴƪƛƴƎΦ   

Debates about how research can enable children to share their lives and perspectives 

have led to the researchers engaging in different ways of researching children. 

!ŎŀŘŜƳƛŎǎ ǊŜǎŜŀǊŎƘƛƴƎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΣ ƴƻǿ ǊŜŎƻƎƴƛǎŜ ǘƘŀǘ ƳŜǘƘƻŘƻƭƻƎƛŎŀƭ 

decisions about how one researches children not only facilitate the collection of data 

for analysis, but can also be a tool which allows ŎƘƛƭŘǊŜƴΩǎ voices to be heard (Beazley 

et al, 2009; van Blerk et al.Σ нллфύΦ ¢ƘŜǎŜ ŘŜōŀǘŜǎ ƘŀǾŜ ŀƭǎƻ ƭŜŘ ǘƻ ƎǊƻǿƛƴƎ ΨŎǊƻǎǎ 

fertilisation of ideas between reseaǊŎƘŜǊǎ ƛƴ ŀ ǾŀǊƛŜǘȅ ƻŦ ǎƻŎƛŀƭ ǎŎƛŜƴŎŜ ŘƛǎŎƛǇƭƛƴŜǎΩ 

(Holloway and Valentine, 2000: 764) about how to research children and childhood.  
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The emergence of what James and Prout (2005) described ŀǎ ŀ ΨƴŜǿ ǇŀǊŀŘƛƎƳΩ ƛƴ 

studying children and childhood (the New Social Studies of Childhood (NSSC)) in 

around 1996 (McNamee and Seymour, 2012), received significant interest in 

geography (see for example, Holloway and Valentine, 2000b). The NSSC called for 

ΨǊŜǎŜŀǊŎƘ ǿƛǘƘΣ ǊŀǘƘŜǊ ǘƘŀƴ ƻƴΣ ŎƘƛƭŘǊŜƴΩ όaŎbŀƳŜŜ ŀƴŘ {ŜȅƳƻǳǊΣ нлмнΥ мрсύΣ ŀƴŘ 

asked researchers to critically consider their choice of methodology and if, and how, 

it enables children to be recognised, and respected, as social actors in the research 

process (ibid.). James and Prout summarise the NSSC as having four major principles:  

o Firstly, the NSSC views childhood as a social construction, which means that 

it varies across time and space; 

o {ŜŎƻƴŘƭȅΣ ƛǘ ŀǊƎǳŜǎ ǘƘŀǘ ŎƘƛƭŘƘƻƻŘ Ŏŀƴ ƴŜǾŜǊ ōŜ ΨŜƴǘƛǊŜƭȅ ǎŜǇŀrated from 

ƻǘƘŜǊ ǾŀǊƛŀōƭŜǎ ǎǳŎƘ ŀǎ ŎƭŀǎǎΣ ƎŜƴŘŜǊ ƻǊ ŜǘƘƴƛŎƛǘȅΩ όǇоύΤ 

o Thirdly, it believes that childhood is a significant area of study in its own right 

and that children are viewed as social actors who are actively involved in the 

construction of their own social worlds; 

o Finally, it supports engagement in the process of reconstructing childhood in 

society (James and Prout, 2005). 

These principles can be seen to have led to an increased engagement amongst 

geographers with the methodological and ethical issues of research with, and for, 

children (Thomson, 2007; van Blerk et al., 2009).  

However, debates about the NSSC have raised questions as to whether there has 

been an over-emphasis on ethics and access to children, which Thomson (2007) 

argues has been to the detriment of research methodology. Furthermore, concerns 

have also been raised that participatory advances in research with children have 

been side-lined to specialist conferences and publications (van Blerk et al., 2009; see 

also section 2.2.3), and whether abstract ideas (e.g. social justice) have been 

neglected as young children are often unable to access, and/or speak about, these 

ideas (Ansell, 2009).  
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Whilst recognising these concerns, the NSSC is introduced here as a valuable element 

in the theoretical grounding of my research methodology as it both recognises 

children and young people as distinct social actors who construct their own worlds, 

and promotes critical consideration of the relationships between children, and 

childhood, and the place and time-space they exist within.  Furthermore, I argue that 

the philosophies shared in the NSSC are also helpful ideas for geography education 

in schools in considering different, and more reciprocal, relationships between 

teacher and student than presently often exist (see section 2.2.5).  

In this section, I have drawn on literature to show the significance of research design 

when conducting research with, and for, children. I have highlighted that choices of 

methodology can empower, and enable, children in the research process and reflect 

the complexities of childhood and society. I now move on to restate the research 

enquiry and questions in section 3.3, before outlining the choice of methodology, 

and methods undertaken, as part of this research. 

 

3.3 Restating the research questions 

In this section I restate the research questions. These questions were developed 

through an examination of the need for this research and a review of the literature 

published ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƛƻƴ (see sections 1.2. and 

1.3 and chapter two). The research enquiry was stated in full in section 1.3, with the 

research questions being restated here as part of the research design. This thesis is 

ŀƴ ƛƴǾŜǎǘƛƎŀǘƛƻƴ ƛƴǘƻ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ǘƘŜƛǊ ǾŀƭǳŜ to geography education 

in schools. The investigation is constructed of three research questions: 

RQ1 What Řƻ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎ ǊŜǾŜŀƭ ŀōƻǳǘ ǘƘŜƛǊ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ 

imaginations of London? 

RQ2 How can the production of space contribute to knowledge of ŎƘƛƭŘǊŜƴΩǎ 

geographies and imaginations of the world? 

RQ3 How can geography education use ideas and methodologies from 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǘƻ ŜƴƘŀƴŎŜ school geography? 
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These research questions are addressed in chapter seven, following a discussion of 

the research findings in chapters four, five and six. 

As the data collected in this study (see RQ1) was drawn from the use of narrative 

methodology, I now move on to introduce narrative research in section 3.4. 

 

3.4 Narrative methodology 

In this research, I used narrative methodology to explore, and examine, young 

ǇŜƻǇƭŜΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ƛƳŀƎƛƴŀǘƛƻƴǎ ƻŦ [ƻƴŘƻƴ (see RQ1, sections 1.3 and 3.3). 

The purpose of this was to collect data that ƛƭƭǳƳƛƴŀǘŜǎ ǘƘŜ ǊƛŎƘƴŜǎǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ 

everyday lives and geographies, and to empower the young people in the study to 

share their experiences and imaginations of the world, whilst enabling them to 

discuss areas and ideas which they raised as being significant to them (see Matthews 

and Limb, 1999; section 1.3). The data collected was a case study of young people 

sharing their geographies in a ΨStorytelling and Geography GroupΩ. This section 

examines what is meant by the ΨnarrativeΩΣ before considering why narratives are of 

value to research in the social sciences. Finally, the section outlines why narrative 

research was chosen for the methodology in this research.  

Communication is a fundamental part of being human, and communicating gives 

humans a unique opportunity to both convey and transform the world (Tuan, 1998; 

Bruner, 2004). One of the central ways people communicate is through narratives, 

which people use to connect themselves to other people and/or their environment 

(Tuan, 2012). The centrality of narratives to everyday life, and how and why people(s) 

use them to represent, and to transform, have led them to become a significant area 

of research and debate in geography and the social sciences more broadly.  

Narrative is a term that is used in both everyday social dialogue and in academic 

debate (Andrews et al., 2011). It is a term that has multiple meanings in both research 

and everyday life (Ibid.), and which vary between cultures and across time-space 

(Shuman, 1986; Gee, 2008). For Jerome Bruner: 
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Ψ[ƛŦŜ ŀǎ ƭŜŘ ƛǎ ƛƴǎŜǇŀǊŀōƭŜ ŦǊƻƳ ƭƛŦŜ ŀǎ ǘƻƭŘ ς ƻǊ ƳƻǊŜ ōƭǳƴǘƭȅΣ ŀ ƭƛŦŜ ƛǎ ƴƻǘ άƘƻǿ 

ƛǘ ǿŀǎέ ōǳǘ Ƙƻǿ ƛǘ ƛǎ ƛƴǘŜǊǇǊŜǘŜŘ, reinterpreted, told and retoldΩ (Bruner, 2004: 

708). 

.ǊǳƴŜǊΩǎ ǎǘŀǘŜƳŜƴǘ ƛǎ ǇǊƻŦƻǳƴŘ and it implies links between the nature of being 

(Heidegger, 1962; Mulhal, 2013; see section 2.2.2) and narrative. In his 2004 paper, 

Ψ[ƛŦŜ ŀǎ bŀǊǊŀǘƛǾŜΩ ƘŜ argues ΨŎǳƭǘǳǊŀƭƭȅ ǎƘŀǇŜŘ ŎƻƎƴƛǘƛǾŜ ŀƴŘ ƭƛƴƎǳƛǎǘƛŎ ǇǊƻŎŜǎǎŜǎΩ ǘƘŀǘ 

ǿŜ ǳǎŜ ǘƻ ƻǊƎŀƴƛǎŜ ƳŜƳƻǊƛŜǎ ŀƴŘ ŜǾŜƴǘǎ ƭŜŀŘ ǳǎ ǘƻ Ψbecome the autobiographical 

narratives which we άǘŜƭƭ ŀōƻǳǘέ ƻǳǊ ƭƛǾŜǎΩ όǇсфпύΦ Indeed, people(s) narrate their 

experiences of their lives, and the world, on an almost continual basis. For example, 

people often tell the story of their day to loved ones when they return home from 

work or school in the evening. They do this both to narrŀǘŜ ǘƘŜ ŜȄǇŜǊƛŜƴŎŜǎ ǘƘŜȅΩǾŜ 

had, but also to support them in organising, and making sense of, these experiences 

and ultimately their life. Narratives can be seen as so ingrained in the nature of our 

being that it can be easy to ignore their purpose and centrality to our lives.  

For Squire et al. (2014) narratives build up human meanings. Significantly for this 

thesis, narratives are socially and historically situated, and this can impact on where 

they are understood and by whom. In their definition of narrative, Squire et al. draw 

upon the idea of meaning making, which I will return to throughout this section as I 

examine the value of narratives for research with people: 

 Ψ! ōǊƻŀŘΣ ƛƴŎƭǳǎƛǾŜ ŘŜŦƛƴƛǘƛƻƴ ƛǎ ǘƘŀǘ ŀ ƴŀǊǊŀǘƛǾŜ ƛǎ ŦƛǊǎǘ ƻŦ ŀƭƭ ŀ ǎŜǘ ƻŦ ǎƛƎƴǎΣ ǿƘƛŎƘ 

may involve writing, verbal or other sounds, or visual, acted, built or made 

elements that similarly convey meaning. For a set of such signs to constitute a 

narrative, there needs to be movement between signs, whether this occurs in 

sound, or reading, or an image sequence, or via a distinct spatial path, that 

generates meaning. Because a narrative progresses in this way, it does not only 

expound, but explains; it is therŜŦƻǊŜ ŘƛǎǘƛƴŎǘ ŦǊƻƳ ŘŜǎŎǊƛǇǘƛƻƴΩ όSquire et al., 

2014: 6). 

As well as considering what a narrative is, their definition highlights the multiplicity 

of ways narratives can be used by people, from the written to the verbal. Echoing the 

works of Bruner, and Tuan, meaning-making is at the centre of their definition. 
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Goodson and Gill (2014: 30) argue that studying narratives, and narrative research, 

ǇǊƻǾƛŘŜǎ ŀƴ ƻǇǇƻǊǘǳƴƛǘȅ ŦƻǊ ǊŜǎŜŀǊŎƘŜǊǎ ǘƻ Ǝŀƛƴ ΨƛƴǎƛƎƘǘǎ ŀōƻǳǘ ǘƘŜ ǿƻǊƭŘ ŀƴŘκƻǊ 

ƻǘƘŜǊ ǇŜƻǇƭŜΩǎ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ƛǘΩΦ ¢Ƙƛǎ ŀǊƎǳƳŜƴǘ ƛǎ ŜŎƘƻŜŘ ōȅ .Ǌƻƻƪǎ όнлмсōύ ǿƘƻ 

argues that it is the meaning, or sense making, process that it is significant to social 

research. This is because it offers insights into people(s) lives, and decisions, in a way 

which other methodologies, which may only focus on factual recall, are unable to do 

(ibid.).  

The research community with the greatest interest in narratives is the social sciences, 

including human geography, due to their concern with human experience (Clandinin 

and Connelly, 2000; Shacklock and Thorp, 2005; Goodson and Gill, 2011). However, 

the type of narrative that research in the social sciences studies, and/or uses, has 

evolved over time ŀǎ ǉǳŜǎǘƛƻƴǎ ǎǳŎƘ ŀǎ ΨǿƘƻǎŜ ƎŜƻƎǊŀǇƘȅΚΩ όsee Massey, 2008; 

section 2.2) have changed ways of thinking in both the academy and the socio-

political spaces of everyday life. This has led to a growing interest in the lives, 

experiences and geographies of all people(s).  

Goodson (2013) considers this change in the study of narratives, when he asserts that 

we presently ƭƛǾŜ ƛƴ ŀƴ ΨŀƎŜ ƻŦ ƴŀǊǊŀǘƛǾŜǎΩΣ ŀǊƎǳƛƴƎ ǘƘŀǘ ǘƘŜ ŦƻŎǳǎ ƻŦ ǘƘŜǎŜ ƴŀǊǊŀǘƛǾŜǎ 

is now on life histories and small scale narratives as opposed to the grand narratives 

of the 18th and 19th centuries. These grand narratives were often constructed by 

ǘƘƻǎŜ ƛƴ ǇƻǿŜǊ ƛƴ ŀƴ ŀǘǘŜƳǇǘ ǘƻ ΨǊŜƴŘŜǊ ŦǳƴŘŀƳŜƴǘŀƭ ǘǊǳǘƘǎ ŀƴŘ ƳƻǊŀƭ ƎǳƛŘŀƴŎŜΩ 

(p11). For Goodson, focussing on life histories and researching the narratives of 

individuals, and groups, can provide a voice to some people(s) whose voices have 

been, or continue to be, obscured by some qualitative, and/or government, data 

(ibid.).  

Both the idea that narratives are part of everyday life, and the philosophy that they 

can be used provide people with opportunities to share their voices and lives, are 

fundamental to this research. As examined in chapter two, people occupy ΨǳƴŜǉǳŀƭ 

Ǉƻǎƛǘƛƻƴǎ ƻŦ ǇƻǿŜǊ ŀƴŘ ŀǳǘƻƴƻƳȅΩ ǿƛǘƘƛƴ ŀ ǎƻŎƛŜǘȅ (Matthews and Limb, 1999: 62), 

and children and young people are a social group who have often been marginalised 

(Aries, 1973; Skelton and Valentine, 1998; see sections 2.2.2 and 2.2.3). These 
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unequal power relationships mean that any research with, and for, children requires 

careful consideration of the methodology used (see sections 3.2). 

However, despite increasing academic interest in the value of narratives to research, 

it has been argued that both written and oral narratives have been under-explored 

in both geography (Barnes and Duncan, 1992) and geography education (Rawling, 

2010). With narrative research sometimes being depreciated in comparison to other 

forms of knowledge that are deemed more scholarly (Hymes, 1996). These 

arguments often reference the scale, scope and validity of narrative research, raising 

questions of representation and scalability (see also section 3.8). In addition, Cope 

and Kurtz (2016) argue that with qualitative research (including narratives) the 

researcher must also consider what is absent from the stories told. This is because 

research design, or social imaginations of appropriateness, sometimes leave some 

things unsaid. Considering this argument is pertinent to this research, due to the 

relationships between the researcher and the participants (see sections 3.5, 3.7 and 

chapter seven).  

Despite the arguments against the use of narrative research, stories and narratives 

are increasingly recognised in geography as a valuable area of research and 

methodology (see Cameron, 2012). I now outline the three reasons why I chose 

narrative methodology for this research: 

o Firstly, when researching with children and young people it can be 

exceedingly difficult to create a space which is separate from the imaginations 

of childhood and power relationships that exist within society (Jones, 2009; 

Thomson, 2009; see section 2.2). As narratives are continuous with everyday 

life, ŀƴŘ ǘƘǳǎ ǇŀǊǘ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ŜȄǇŜǊƛŜƴŎŜs of ΨōeingΩ and making sense of the 

world, narrative research can be used to support the construction of, as far 

as possible, a non-hierarchical relationship between the researcher and 

participants in the research (Beazley et al., 2004; Langevang, 2009); 

o Secondly, I wanted to develop a rapport with the young people who 

participated in the research. Oral narratives, and conducting the research in 

a group context, was used to support the development of a space which 
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aimed to enable young people to speak openly, and freely, and also to 

facilitate multi-way conversation (Bushin, 2009);  

o Thirdly, the use of narratives in research can enable the participants to have 

ƻǿƴŜǊǎƘƛǇ ƻŦ ǘƘŜ ΨŎƻƴǘǊƻƭ ŀƴŘ ŦƭƻǿΩ ƻŦ ǘƘŜƛǊ ǎǘƻǊƛŜǎ (Langevang, 2009: 48). 

Thomson (2009) ŀǊƎǳŜǎ ǘƘŀǘ ŘǳǊƛƴƎ ǘƘŜ ƛƴŘǳǎǘǊƛŀƭ ŀƴŘ CƻǊŘƛǎǘ ŜǇƻŎƘΩǎ, 

people(s) ǿŜǊŜ ΨŜȄǇŜŎǘŜŘ ǘƻ Ŧƻƭƭƻǿ ŀ ǎŜǘ ǘǊŀƧŜŎǘƻǊȅΩ όǇмууύΣ ƘƻǿŜǾŜǊ ǿƛǘƘ 

globalisation, peopleΩǎ ƭƛǾŜǎ ƘŀǾŜ ōŜŎƻƳŜ ƛƴŎǊŜŀǎƛƴƎƭȅ ΨŦǊŀƎƳŜƴǘŜŘΩ ŀƴŘ ǘƘŜǊŜ 

have been significant changes in social identities and groups. In the case of 

children and young people, it is now recognised that children should be 

enabled, and empowered, to share their voices and to contribute to socio-

political debates about their lives and the world(s) they inhabit (Fraser, 2004; 

Porter et al., 2012). 

As well as providing a methodology which enables active participation in the research 

by children, narratives are also a way that social space is (re)produced. This is 

significant to this thesis, as the production of space provides the conceptual 

framework for analysis used in the research (see sections 2.3.5 and 3.6). 

Furthermore, a fundamental aim of the research is to address RQ2 ΨƘƻǿ can the 

ΨǇǊƻŘǳŎǘƛƻƴ ƻŦ ǎǇŀŎŜΩ ŎƻƴǘǊƛōǳǘŜ ǘƻ ƻǳǊ ƪƴƻǿƭŜŘƎŜ of ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ 

ƛƳŀƎƛƴŀǘƛƻƴǎ ƻŦ ǘƘŜ ǿƻǊƭŘΚΩ (See sections 1.3 and 3.3). The relationships between 

narratives and the (re)production of space are highlighted by Goodson et al. (2010) 

when they argue that people(s) live their lives in, and through, stories. These stories 

Ŧƛƭƭ ǎƻŎƛŀƭ ǎǇŀŎŜ ǿƛǘƘ ΨƴŀǊǊŀǘƛǾŜ ŦǊŀƎƳŜƴǘǎΣ ŜƴŀŎǘŜŘ ǎǘƻǊƛŜǎ ƛƴ ǘƛƳŜ ŀƴŘ ǎǇŀŎŜΩ 

(Clandinin and Connelly, 2000: 17) which people are then influenced by, and 

(re)produce, through sharing their own narratives. 

In this section, I have examined what is meant by narrative, and considered how it 

both an integral part of everyday life and fundamental to ΨōeingΩ (see section 2.2). 

The centrality of narrative to everyday life has resulted in narratives developing into 

a significant area of study, and research methodology, in the social sciences. I have 

developed a case for the use of narratives as the primary research method in this 

study, both as it offers an opportunity for children, and young people, to actively 

participate in the research and it is also a fundamental way in which space is 
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(re)produced. In the next section (3.5), I introduce the research methods used, 

before going on to outline methods of analysis in section 3.6, ethical considerations 

in section 3.7, and questions of validity and the limitations of the research in section 

3.8. 

 

3.5 Research methods 

Thus far in chapter three, I have considered research design, situated myself as 

researcher in the research, examined how, and why, research with children is of 

value and set out a case for the use of narrative research. Following Delyser (2010), 

in section 3.5, I draw on theory and ideas examined so far in the thesis, to inform and 

outline the methods used in the research. I begin by setting out the research 

methodology developed in section 3.5.1. Following this, I introduce the young people 

who participated in the study in section 3.5.2. In this section only, young people are 

ǊŜŦŜǊǊŜŘ ǘƻ ŀǎ ΨǎǘǳŘŜƴǘǎΩ ǿƘŜƴ ǘƘŜȅ ŀǊŜ ŘƛǎŎǳǎǎŜŘ ƛƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ǘƘŜƛǊ ŦƻǊƳŀƭ 

educational environment. Consideration of the young people who participated in the 

study as students, is of value as the research was conducted in the school they 

attended. It also enables critical consideration of the differences and relationships 

between the young peƻǇƭŜΩǎ ŘƛŦŦŜǊŜƴǘ ǎƻŎƛŀƭ ƛŘŜƴǘƛǘƛŜǎ όŜΦƎΦ ǎǘǳŘŜƴǘ ŀƴŘ ȅƻǳƴƎ 

person), and also of the school as a formal educational environment (see section 

2.2.5) and the space in which the research took place. Finally, I outline how the data 

was collected in section 3.5.3. 

 

3.5.1 From research design to research methodology 

This section begins by introducing oral narratives, considering both their value and 

limitations in research. Following this, the section examines how Ψlife historiesΩ (see 

Goodson, 2013) informed the development of the methodologies used in this thesis, 

setting out a case for their value. In addition, the section defends the decision not to 

engage the young people in the research design process, instead encouraging and 

empowering them to actively engage in the enactment of the research. Finally, the 

section introduces the context in which data collection was conducted, examining 
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why a formal educational space was chosen and outlining some of the challenges this 

brings. 

As examined in section 3.4, the term narrative can be representative of many forms 

of exchange, including both oral and written communication, which may be 

constructed and shared for many reasons and in many forms (see for example 

Andrews et al., 2011; Cameron, 2012). This research focussed on oral narratives, as 

this is a primary form of everyday communication for most people, including children 

and young people. Although oral narratives are something we share on an almost 

continual basis, it is recognised that communication, in all its guises, represents a 

symbolic exchange of power (Bourdieu, 2012; Cameron, 2012). Language is imbued 

with power, and for Bourdieu (2012: 45) the ultimate example of this is the language 

ƻŦ ǘƘŜ ǎǘŀǘŜΣ ǿƘƛŎƘ ΨōŜŎƻƳŜǎ ǘƘŜ ǘƘŜƻǊŜtical norm against which all other linguistic 

ǇǊŀŎǘƛŎŜǎ ŀǊŜ ƳŜŀǎǳǊŜŘΩΦ 

The language of the state is encountered differently by different young people, who 

may speak different languages or dialects in the home or during play or leisure time, 

to the language which is spoken in school (Shuman, 1986). However in England, 

young people spend a significant proportion of their waking hours in formal 

education when they are of school age (Aitken, 1994; see section 2.2.5). In schools, 

which are mainly state run or funded, teachers are directed with the task of using 

this official language, and state controlled examinations also use this language. 

Children and young people have varying degrees of knowledge and competence in 

accessing, and using, state language. This can, and does, vary with their age, history 

(e.g. whether they have migrated from a place with a different state / local language) 

and social background. In addition, children and young people often construct their 

own dialects, which can, and often do, deviate from the state norm. The significance 

of this, is highlighted by Shuman (1986), who when arguing for storytelling rights 

(which she conceptualises as a way of discussing oral narratives in terms appropriate 

for young people) argues: 

ΨCǊƻƳ ǘƘŜ ŀŘƻƭŜǎŎŜƴǘ ǇŜǊǎǇŜŎǘƛǾe, Standard English was the equivalent of adult 

ǿƘƛǘŜ ŎƻƳƳǳƴƛŎŀǘƛƻƴΤ ŦǊƻƳ ǘƘŜ ǇŀǊŜƴǘǎΩ ǇŜǊǎǇŜŎǘƛǾŜΣ ƛǘ ǊŜǇǊŜǎŜƴǘŜŘ 

schoolworkΩ (Shuman, 1986: 13). 
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These debates are introduced here to highlight some of the challenges, and nuances, 

of oral narratives. They are also significant to this research, as it was conducted in a 

school; a space which is imbued with hierarchies of power which may influence 

ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƛŘŜŀǎ ŀōƻǳǘ Ƙƻǿ ǘƻ ǎǇŜŀƪ ŀƴŘ ōŜƘŀǾŜΦ 

The decision was made to use oral narratives in the methodology of this research as 

they are concurrent with everyday life. Despite the challenges considered above, oral 

narratives can be conceptualised as offering an opportunity for participatory 

research with, and active engagement by, young people. In the next part of this 

section I introduce the methodologies used, which are outlined further in section 

3.5.3. 

The research was structured around a ΨStorytelling and Geography GroupΩ. The group 

was constructed using ǘƘŜ ǇƘƛƭƻǎƻǇƘȅ ǘƘŀǘ ƴŀǊǊŀǘƛǾŜǎ ŀƴŘ ǘŜȄǘǎ Ŏŀƴ ōŜ ΨǊŜŀŘΩ ōȅ 

different people(s) in different ways, and that interaction and discussion can support 

meaning-making (Yap, 2011). Although I acknowledge that a group context may also 

inhibit people from sharing their personal narratives, ƻǊ ŜƴŎƻǳǊŀƎŜ ǇŜƻǇƭŜ ǘƻ ΨǎƘƻǿ 

ƻŦŦΩΣ the group context also has advantages in facilitating discussion about shared, 

and individual, narratives, and in peer support. It also has value in facilitating 

discussion about shared narratives and the different experience(s) of individuals, and 

these ideas will be returned to in the findings chapters. 

The research design was informed by DƻƻŘǎƻƴΩǎ όнлмоύ ǿƻǊƪ ƻƴ life histories (see 

also section 3.5.3). Goodson views life history research as triangulating oral data from 

research participants with the historical context and other narratives. The 

relationships ōŜǘǿŜŜƴ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΩǎ ǎǘƻǊȅ, and wider social narratives, are 

significant to life histories as private and public narratives interweave (Jackson and 

Russell, 2010).  These relationships, between public and private narratives, are 

significant as they enable geographers to ΨƳŀƪŜ ŎƻƴƴŜŎǘƛƻƴǎ ōŜǘǿŜŜƴ ǘƘŜ ǎŜŜƳƛƴƎƭȅ 

ǎƳŀƭƭ ŀƴŘ ƛƴǎƛƎƴƛŦƛŎŀƴǘΧŀƴŘ ǘƘŜ ōǊƻŀŘŜǊ ǎƻŎƛŀƭ ŀƴŘ ŎǳƭǘǳǊŀƭ ǇǊƻŎŜǎǎŜǎ ǿƛǘƘƛƴ ǿhich 

ǘƘŀǘ ǎǘƻǊȅ ǿŀǎ ŀǊǘƛŎǳƭŀǘŜŘΩ ό/ŀƳŜǊƻƴΣ нлмнΥ рттύΦ Put another way, they can be used 

to consider how social-political grand narratives affect the individual and vice versa. 

This is of value in considering how children both construct their own social worlds, 

and are shaped by the worlds they exist within (see also section 3.2). 
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Although my research did not ŘƛǊŜŎǘƭȅ Ŧƻƭƭƻǿ DƻƻŘǎƻƴΩǎ ǿƻǊƪΣ ŦƻǊ ŜȄŀƳǇƭŜ L ŘƛŘ ƴƻǘ 

ask ǇŀǊǘƛŎƛǇŀƴǘΩǎ ǘƻ ǘŜƭƭ ǘƘŜ ǎǘƻǊȅ ƻŦ ǘƘŜƛǊ ƭƛǾŜǎΣ in some sessions I used contextual data 

sources (e.g. newspaper articles) to both reflect, and stimulate discussion, about the 

relationships between the narratives of individuals and the group, and wider societal 

narratives (outlined in detail section 3.5.3 and figure 8). The group context of the 

study enabled both immediate dialogue about these relationships and also for 

analysis by myself the researcher at a later date (as detailed in section 3.6). The 

spatial-temporal context of the study is London in 2014, the place where the young 

people lived and attended school, and as such the societal narratives considered in 

the research, reflect London in this time-space. 

It is significant to note, that although the young people were encouraged to be active 

participants in the research and were encouraged to share their experiences, and 

imaginations, of London (see section 3.5.3), they were not included in the research 

ŘŜǎƛƎƴ ǇǊƻŎŜǎǎΦ !ǎ ŜȄŀƳƛƴŜŘ ƛƴ ǎŜŎǘƛƻƴ нΦнΣ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ƎŜƻƎǊŀǇƘŜǊǎ 

have sought to find ways to diminish power relations (e.g. between adult and child 

and the researcher and researched), engage children in research processes and 

encourage them share their experiences and concerns (van Blerk et al., 2009). As this 

ǘƘŜǎƛǎ ƛƴǾŜǎǘƛƎŀǘŜǎ ƘƻǿΣ ŀƴŘ ǿƘȅΣ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀǊŜ of value to geography 

education in schools, it is of important to defend my decision not to engage young 

people in the research design.  

This decision was made as I was concerned that engaging young people in a research 

design process after school had the potential for it to become burdensome to them. 

This ultimately had the potential implication that they would fail to engage in the 

research at all.  As examined in detail later in this chapter (see section 3.5.3), I wanted 

the young people to be active agents in enacting the research and to tell their stories, 

and share their geographies and imaginations of the world, with myself as the 

researcher and their community(s). As such, I designed research that aimed to 

facilitate this and empower the young people in the research. However, when 

reflecting on the research and how it might be built upon in future (see chapter 7), I 

consider how engaging children and young people in the process of research design 

might further enable and empower them in telling their stories. 
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As will be considered further in the next section (3.5.2), the spatial location of the 

research was to some extent determined by access to young people and child 

protection (Robinson and Kellett, 2004). The school the students attended was 

chosen as the location to hold the Storytelling and geography group. Given that a 

school is a formal educational space, with distinct social rules which young people 

often have limited/no control over (Aitken, 1994; Barker and Weller, 2003; Freeman 

and Tranter, 2011; see section 2.2.5), I decided to conduct the research after school 

to support the construction of a space that was different to that which young people 

experienced during the school day as students. However, during the research design 

process, my conducting of the research, and analysis of the data, I recognise and 

examine power relationships in the research (see also sections 3.5.2, 3.5.3, 3.6 and 

3.7). 

 

3.5.2 Introducing the young people who participated in the research 

As introduced in section 1.2.1, when I began this doctoral research I was working full 

time in a secondary school. In light of this, I made the decision to conduct the 

research with young people who attended the school I was working in, because I had 

rapport with the student community (Bushin, 2009). Furthermore, as an employee 

of the school, I had relationships with the leadership team, who also had access to 

my Disclosure and Barring Service (DBS) report, meaning that they were comfortable 

with me conducting research with students from the school. These considerations 

are pertinent in a time-space in which gaining access to children and young people 

can be difficult, due to social concerns about power relationships and a landscape 

embedded with legal policies aiming to protect children (Porter and Abane, 2009; 

examined in detail in section 3.7).  

To advertise the opportunity to participate in the research, I talked to year seven and 

eight students (Key Stage 3) in assemblies and during tutor time in the summer term 

of 2014, stating that anyone cƻǳƭŘ ΨƻǇǘ ƛƴΩ ǘƻ ǘƘŜ ǊŜǎŜŀǊŎƘΦ Following the initial 

advertisement of the research, I provided any young person that expressed an 

interest in taking part, with a letter which outlined the purpose and structure of the 

ǊŜǎŜŀǊŎƘΣ ŀƴŘ ŀƴ ΨƻǇǘ-ƛƴΩ ŦƻǊƳ ŦƻǊ ōƻǘh the student and their parents/carers to 
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complete. I wanted students to choose to participate in the research and have agency 

to do so (Lloyd-Smith and Tarr, 2000; Porter et al., 2012; see sections 3.2 and 3.7). 

However, I also required parental consent for the research as the young people were 

legally minors. Alderson (2014) highlights that although participation rights are an 

integral element of research with children and young people (see also UNCRC), the 

researcher also has a responsibility to protect the child from harm, abuse or 

discrimination. As I was asking young people to stay after school, and I was unsure 

what narratives the young people would share, I had an ethical responsibility to 

ŎƻƴǾŜǊǎŜ ǿƛǘƘ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǇŀǊŜƴǘǎ / carers about the research (this is examined in 

full in the ethics section (3.7)). 

This initial interaction with the students, ǘƘǊƻǳƎƘ ǘƘŜ ƭŜǘǘŜǊ ŀƴŘ ΨƻǇǘ-ƛƴΩ ŦƻǊƳΣ ŀƭǎƻ 

enabled me to collect some background demographic data on the young people who 

participated in the research. As I was unaware of the number, and backgrounds, of 

the young people who would choose to participate, I made the decision to collect 

this data in case certain demographic variables significantly correlated with the 

narratives (Lee and Schuele, 2010). For example, if children had been in different 

school years, their narratives may have varied and having this data would have 

enabled analysis of this variation. However, I made the decision not to draw on the 

background demographic data in the analysis, due to the small number of 

participants in the research. In addition, the young ǇŜƻǇƭŜΩǎ ǊŜƭƛƎƛƻǳǎ ŀƴŘ ŜǘƘƴƛŎ 

backgrounds, and the narratives they shared about them, were identified as 

prominent areas of discussion in the analysis and are examined throughout the 

findings chapters.  

The background data the participants chose to share is shown in figure seven. 

Initially, eight students signed up for the study, however five participants attended 

the sessions. The ǇŀǊǘƛŎƛǇŀƴǘǎΩ names have been changed for ethical reasons and 

pseudonyms for the young people are used throughout this thesis (see section 3.7). 
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Figure 7: The participants in the research 

Pseudonym: Jack 

Collected or make their own way home: Own way home 

School year: 8 (year 9 when the research was 

conducted) 

Age: 13 

Gender: Male 

Ethnicity: White Iraqi 

Religion: Islam/ Muslim 

 

Pseudonym: Jessica 

Collected or make their own way home: Own way home 

School year: 8 (year 9 when the research was 

conducted) 

Age: 13 

Gender: Female 

Ethnicity: ΨaƛȄŜŘ LǊƛǎƘ ŀƴŘ /ŀǊƛōōŜŀƴΩ 

Religion: Ψ/ƘǊƛǎǘƛŀƴκ /ŀǘƘƻƭƛŎΩ 

 

Pseudonym: Rachel 

Collected or make their own way home: Own way home 

School year: 9 

Age: 13 

Gender: Female 

Ethnicity: Ψ.ǊƛǘƛǎƘΩ 

Religion: Islam 

 

Pseudonym: Alex 

Collected or make their own way home: Own way home 

School year: 9 
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Age: 12 

Gender: Male 

Ethnicity: Left blank 

Religion: Ψ/±Ω 

 

Pseudonym: Tilly 

Collected or make their own way home: Own way home 

School year: 9 

Age: 13 

Gender: Female 

Ethnicity: Mixed Race 

Religion: WŜƘƻǾŀƘΩǎ ²ƛǘƴŜǎǎ 

 

It is significant to note that I had taught, and/or tutored, all of the young people 

previously, meaning that I already had relationships with them. This had both 

benefits and limitations, with advantages including that the students were able to 

approach me, and that I had some awareness of their backgrounds (both academic 

and social). However, it also meant that it was at times difficult to shake off my 

previous identity as a teacher (see also chapter seven).  

In this section I have introduced the young people who participated in the research. 

This section has also introduced some ethical questions about research with young 

people, which will be examined in greater depth in the ethics section (3.7). I now 

move on to outline the process of data collection in section 3.5.3 and modes of 

analysis in section 3.6. 

 

3.5.3 The process of data collection 

As informed by the research design and methodology, data was collected in six 

Storytelling and Geography Group meetings between September and November 

2014. The group meetings lasted for 90 minutes, running between 15:30 (fifteen 

minutes after the end of the school day) and 17:00 on alternate Thursdays. The 
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timings aimed to make the session accessible to the young people, encourage 

participation and also ensure the young people did not have to go home too late in 

the evening, so as to still have time for play and to support a safe journey home (see 

sections 3.5.2 and 3.7).  

In figure eight, I outline the planned data collection process on a session by session 

basis. Although the analysis of the research, through coding, is examined in depth in 

section 3.6, as Miles et al. (2014: 71) recommend conducting analysis concurrently 

ǿƛǘƘ Řŀǘŀ ŎƻƭƭŜŎǘƛƻƴ ǘƻ ƘŜƭǇ ΨǘƘŜ ŦƛŜƭŘǿƻǊƪŜǊ ŎȅŎƭŜ ōŀŎƪ ŀƴŘ ŦƻǊth between thinking 

about the existing data and generating strategies for collecting new, often better, 

ŘŀǘŀΩΣ L ōŜƎŀƴ ǘƘŜ ǇǊƻŎŜǎǎ ƻŦ ŀƴŀƭȅǎƛǎ ŘǳǊƛƴƎ Ƴȅ Řŀǘŀ ŎƻƭƭŜŎǘƛƻƴΦ ¢Ƙƛǎ ƛƴǾƻƭǾŜŘ taking 

field notes on the Storytelling and Geography Group, which I recorded after each 

session. My notes include; discussion of my relationships with the participants, key 

themes that emerged in the session and suggestions for the next session. I 

transcribed each interview between the sessions, and added any additional notes to 

my field notes, which are included in appendix one. However, due to the part time 

nature of my doctorate, I was unable to begin the coding, or any deep analysis, until 

after the data had been collected. 

 

Figure 8: The process of data collection 

Stage of data collection and description Date/ 

Timeline 

Storytelling and Geography Group ς meeting one 

Key areas of planning and consideration: 

o Expectations, such as confidentiality, and the purpose of 

the study are shared at the start of the session to support 

the construction of a space in which children are 

empowered to share their geographies (Goodson and Sikes, 

2001; Longhurst, 2016; see also section 3.7). 

Thursday 

11th 

September 

2014 
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o The first interview is semi structured and focussed on the 

young people(s) life histories. It follows Goodson et al. 

(2010: 6) strategy of using ǉǳŜǎǘƛƻƴǎ ǎǳŎƘ ŀǎ ΨŎŀƴ ȅƻǳ ǘŜƭƭ 

ƳŜ ŀōƻǳǘ ȅƻǳǊ ƭƛŦŜΚΩ ǿƛǘƘ ǘƘŜ ƻǇŜƴƴŜǎǎ ƻŦ ǉǳŜǎǘƛƻƴǎ ŀƛƳŜŘ 

at enabling the young people to tell their stories. Questions 

ǎǳŎƘ ŀǎ ΨƘƻǿ ŘƻŜǎ ǘƘƛǎ ƭƛƴƪ ǘƻ [ƻƴŘƻƴΚΩ are to be asked to 

encourage the participants to consider how their narratives 

related to the city and grand narratives. 

o To facilitate the change in relationship from teacher-

student to researcher and participants, following Goodson 

and Sikes (2001) ŀǊƎǳƳŜƴǘ ǘƘŀǘ ŀ Ψuseful way to start life 

history work is by inviting respondents to construct a time-

line of key events in their life with, if appropriate, an 

emphasis on those experiences which relate to any focus 

the project may haveΩ (p30), the session begins with a 

ΨƎŜǘǘƛƴƎ ǘƻ ƪƴƻǿ ȅƻǳΩ ǘŀǎƪ ƛƴ ǿƘƛŎƘ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ 

construct, and share, a timeline of their life. 

o The data collected in the meeting will be: 

¶ Timelines from the getting to know you task; 

¶ Recording of the session. 

Storytelling and Geography Group ς meeting two 

Key areas of planning and consideration: 

o Young people are asked to map their geographies with 

Ψ[ƻƴŘƻƴΩ ŀǎ ŀ ǎǘŀǊǘƛƴƎ ǇƻƛƴǘΦ They are able to add 

photographs or other objects to their maps if they choose. 

o The data collected at this meeting will be: 

¶ aŀǇǎ ƻŦ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƎŜƻƎǊŀǇƘƛŜǎ; 

Thursday 

25th 

September 

2014 
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¶ Recording of the sessions. 

o Discuss with participants the ideŀ ƻŦ ŀ ΨǊŜǎŜŀǊŎƘ ǎƘƻǿΩ, to 

enable the young people to share their geographies with, 

and to perhaps affect change in, their communities. For 

example, the head teacher (may be) invited, and he could 

be encouraged to consider how the research might be used 

by the school. 

Storytelling and Geography Group ς meeting three 

Key areas of planning and consideration: 

o This is a semi-structured interview in which young people 

are encouraged to share narratives on their life 

experiences. They will be encouraged to talk about their 

geographies and places they have indicated on their map. 

vǳŜǎǘƛƻƴǎ ōŀǎŜŘ ƻƴ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƻǊƛƎƛƴŀƭ ǎǘƻǊƛŜǎΣ 

using other data sources and representations of young 

people in London are included in the interviews 

(triangulation of data, Goodson (2013)).  

o The young people are to be given three maps of London 

(one of its boroughs, one of the tube map, and one from 

google maps) and will be encouraged to map their 

geographies and discuss them.  

Note: These maps were chosen as they related to themes 

which emerged in the previous session (territory and 

transport), and this supported the triangulation of data 

(see appendix one). 

o The data collected at this meeting will be: 

¶ Maps; 

Thursday 9th 

October 

2014 
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¶ Recording of the sessions. 

Storytelling and Geography Group ς meeting four 

Key areas of planning and consideration: 

o Young people are encouraged to share their narratives and 

experiences with one another. They are given some 

newspaper articles, photos and clips to help them to 

contextualize where their ideas came from. This is based on 

Goodson (2013) process of triangulation, where life stories, 

documentary resources and other testimonies are 

considered of equal weighting in the creation of a life 

narrative. 

o The data collected at this meeting will be: 

¶ Recording of the sessions. 

Thursday 

23rd October 

2014 ς 

moved to 

Thursday 6th 

November 

due to a 

school trip 

(see 

appendix 

one) 

Storytelling and Geography Group ς meeting five 

Key areas of planning and consideration: 

o A semi-structured interview in which young people are 

asked to reflect upon where their imaginations of the city 

come from. 

o Participants refer back to their timelines and maps of 

London to support these discussions. 

o The data collected at this meeting will be: 

¶ aŀǇǎ ƻŦ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƎŜƻƎǊŀǇƘƛŜǎ; 

¶ Recording of the sessions. 

Thursday 

20th 

November 

2014 

Storytelling and Geography Group ς meeting six 

Key areas of planning and consideration: 

Thursday 

27th 
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o Engage in a discussion with the young people to gain 

feedback on the experience of participating in the research. 

This might include asking questions about if they have 

learnt about their geographies and imaginations of London, 

and whether they have found the Storytelling and 

Geography Group a useful methodology in exploring these 

ideas. 

o The fact that there are several sessions, over a period of 

time reflects the long-term relationship element of the 

research (Squire, 2011). This enables the researcher to 

expand the contexts of the study with the participant, for 

example in regards to triangulation. 

o Draw the study to an end, thanking the participants and 

discussing next steps in the research (as no research show). 

o The data collected at this meeting will be: 

¶ aŀǇǎ ƻŦ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƎŜƻƎǊŀǇƘƛŜǎ; 

¶ Recording of the sessions. 

November 

2014 

Storytelling and Geography Group ς research show 

Note: This did not occur following a unanimous decision from the 

group in session five (see appendix one and section 3.7). 

Key areas of planning and consideration: 

o This session aims to engage the young people(s) 

communities with the research, and the young people(s) 

geographies. It also has the potential to affect change. It 

will be invite only, with the participants leading the 

process, but suggestions for invitation will include parents/ 

carers, their peers, school colleagues and the local council. 

Thursday 

11th 

December 

2014 
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Once the data was collected, and transcribed, I began the process of analysis which 

is detailed in section 3.6. 

 

3.6 Coding the data 

This section examines the process of analysing the data. Qualitative research in the 

social sciences can often result in data which is relatively unstructured (Bryman, 

нлмсύΦ !ƴ ŜȄŀƳǇƭŜ ƻŦ ǘƘƛǎ ƛǎ ŀ ȅƻǳƴƎ ǇŜǊǎƻƴΩǎ ǊŜǎǇƻƴǎŜ ǘƻ ŀƴ ƻǇŜƴ ŜƴŘŜŘ ǉǳŜǎǘƛƻƴ 

asked in my ǊŜǎŜŀǊŎƘΣ ǎǳŎƘ ŀǎ ΨǘŜƭƭ ƳŜ ŀōƻǳǘ ȅƻǳǊ ƭƛŦŜκ [ƻƴŘƻƴΩ (see section 3.5.1 and 

figure 8). This type of data requires interpretation to make it meaningful to, and for, 

the research (Willig, 2013). Coding data is a way that the researcher can draw out 

areas of interest from the data and is a form of analysis in which the researcher labels 

ǘƘŜ Řŀǘŀ ǘƻ ΨŀǎǎƛƎƴ ǎȅƳōƻƭƛŎ ƳŜŀƴƛng to the descriptive of inferential information 

ŎƻƳǇƛƭŜŘ ŘǳǊƛƴƎ ŀ ǎǘǳŘȅΩ όaƛƭŜǎ Ŝǘ ŀƭΦ, 2014: 71). It is used for both data condensation, 

ŀƴŘ ŦƻǊ ƘŜǳǊƛǎǘƛŎ ǇǳǊǇƻǎŜǎΣ ŀǎ ǊŜŘǳŎǘƛƻƴ ŀƴŘ ǊŜŦƭŜŎǘƛƻƴ ƻƴ ǘƘŜ ΨŎƻǊŜ ŎƻƴǘŜƴǘ ŀƴŘ 

ƳŜŀƴƛƴƎ ƻŦ ǘƘŜ ŘŀǘŀΩ όp3). 

Coding is an Ψintrinsically selectiveΩ ǇǊƻŎŜǎǎ (Miles et al., 2014), in which the 

researcher uses codes to draw attention to areas of commonality and difference in 

the data set (Harding, 2013). There are at least thirty documented approaches to 

coding (Saldana, 2011) and the choice the researcher makes in regards to coding 

depends on the research question, type of data collected, and conceptual framework 

(ibid.). Coding is usually divided into at least two major stages, with first cycle coding 

usually being used to assign meaning to parts of the data and then second cycle 

coding working within these codes (Miles et al., 2014) 

The remainder of this section sets out how coding was used in this research, it begins 

by outlining the process of first cycle coding in section 3.6.1, before examining the 

second cycle coding in section 3.6.2. The sections ends by outlining the final stage of 

analysis and identifying key themes which are used to structure the findings chapters 

(four, five and six) in section 3.6.3. 
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3.6.1 First cycle coding 

As outlined in section 3.5.3, coding began after data had been collected and 

transcribed. However, some of the ideas which informed this coding, had begun 

during the data collection and transcription process (see section 3.5.3 and appendix 

1).  In the first cycle of coding, I aimed to identify themes in the data that could be 

used to categorise the data into similar chunks for further analysis (Miles et al., 2014). 

The first cycle of coding was conducted inductively, using Nvivo to create nodes 

which enabled me to view narratives coded under a theme together (Bryman, 2016). 

I made the decision to code the narratives inductively in the first cycle of coding for 

two reasons: 

o Firstly, it allowed me to assign narratives to a number of codes, meaning that 

the same narratives could be analysed in different ways during the second 

cycle of coding (Schreier, 2014); 

o Secondly, it allowed new ideas, and themes, to emerge from the narratives 

as I interpreted them (Gibbs, 2014). 

These benefits were of value for my research as I wanted to both listen to, and 

represent the voices of, the young people in the study (see section 2.2.3 and 3.2). I 

aimed to both identify themes in the young peopleΩǎ narratives, and to limit the 

extent my perspectives were imposed on to the narratives (as would have been more 

prevalent had the data been initially coded deductively in response to hypotheses). 

Using inductive coding was also beneficial in analysing group narratives in which 

multi-faceted conversations were occurring, as I could code and analyse the 

narratives in different ways.  

During the first cycle of coding, fourteen main codes were assigned. Within these 

codes, I used sub codes to facilitate in-depth analysis of the narratives. These codes, 

and sub, codes are shown figure nine.  
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Figure 9: First cycle codes 

Code Main code Sub codes 

Code 1 Religion ǊΦƧǿ όWŜƘƻǾŀƘΩǎ ²ƛǘƴŜǎǎύ 

r.islam (Islam) 

r.convert (Converting to Islam) 

r.terror (Terrorism) 

r.chris (Christianity 

Code 2 People p.parents (parents) 

p.sib (siblings) 

p.cousin (cousin) 

p.headte (head teacher) 

p.fam (family) 

p.gangs (gangs) 

p.ethni (ethnicity) 

p.old (old men) 

p.fri (friends) 

p. responsibility (responsibilities) 

p.auth (authority, police, council, government) 

Code 3 Place Pl.obirth (place of birth) 

Pl.fherit (family heritage) 

Pl.move (moved house) 

Pl.house (house) 

Pl.floca (location of family) 

Pl.hol (Holiday) 

Pl.ldn (London) 

Pl.ldnspec (specific place in London) 

Pl.WL (West London) 

Pl.influ (influence of place) 

Pl.desiretoleave (Desire to leave) 

Pl.food (food) 
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Pl.park (park) 

Pl.safe (safety) 

Pl.territ (territory) 

Code 4 Identity i.gende (gender) 

i.sex (sex and sexuality) 

i.voice (voice) 

i.cloth (clothing) 

i.futurecareer (future career) 

i.brit (British) 

Code 5 Relationships Rel.resear (relationships with me) 

Re.groupdy (group dynamics) 

Rel.links (group links) 

Rel.self (relationship to self) 

Code 6 School s.schx (school x) 

s.arabsch (Arab school) 

s.play (school plays) 

s.trip (school trips) 

s.valu (value of education) 

Code 7 Media m.socmed (social media) 

m.media (media) 

Code 8 Language l.eng (English) 

l.street (Street language) 

l.arab (Arabic) 

Code 9 Personal 

development 

Pd.free (freedoms) 

pd.future (future career) 

Code 10 Hobbies  

h.hob (hobbies) 

Code 11 Young people Yp.provis (provision for young people) 

Yp.music (Music and the arts) 

Code 12 Safety Saf.drug (drugs) 
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Saf.violence (violence) 

Code 13 Transport t.trans (transport) 

Code 14 Money Mo.money (financial reasons) 

 

The first cycle of coding enabled me to cluster and categorize themes in my data. 

However, I still had a large amount of data and when I began to reduce the data by 

code again, I found that new themes emerged which often occurred across a range 

of the first cycle codes. For example, in relation to religion I identified several new 

cross-code themes. These were: 

o Perception of religion 

o Religion and worship 

o Religion, upbringing and identity 

o Religion and culture 

o Religion, sexuality and love 

o Religion and terrorism 

In considering this issue, and how to proceed with the second cycle of coding, I 

became concerned about losing shared narratives if I continued to code the data 

inductively. For example during the first Storytelling and Geography Group, Tilly 

discusses the ŦŀŎǘ ǘƘŀǘ ǎƘŜ ǿŀǎ ōǊƻǳƎƘǘ ǳǇ ŀǎ ŀ WŜƘƻǾŀƘΩǎ ²ƛǘƴŜǎǎ, explaining that 

she feels this is part of her identity, before noting that she feels people make fun of 

this religion. The rest of the group then engage in a discussion about this, and this 

leads to further conversation about the perception of religion overall, and the 

experiences of other individuals in the group (e.g. Rachel as a convert to Islam). If this 

narrative was coded by religion (r.jw and r.islam), and then by the secondary code of 

Ψperception of religionΩ, then the group narrative would have been lost and so would 

the structure of the discussion. As such, to enable deeper analysis of the initial codes, 

and exploration of cross-code themes I developed a second cycle of coding which 

aimed to mitigate these potential issues, and this is outlined in section 3.6.2. 
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3.6.2 Second cycle coding 

In the second cycle of coding, I worked within the codes assigned in the first cycle 

(Miles et al., 2014) aiming to examine the geographies and imaginations of 

individuals within the group, whilst trying to mitigate the loss of the group narratives 

and ensuring that I was able to explore the nuances within the codes (e.g. in relation 

to the perception of religion, as explained in section 3.6.1). Ensuring that analysis of 

both group narratives and discussions, and the narratives of individuals, was possible 

was significant to this research in enabling examination of the process of group 

discussion in meaning-making. It was also of value in considering if, and how, 

narratives were shared and/or varied between the young people and the grand 

narratives of the place, and time-space, they exist within and contribute to (see 

section 3.5.2). To facilitate my examination of how the participants in the study 

experience and imagine London, I used the production of space (Introduced in 3.5.3 

and as a RQ in sections 1.3 and 3.3) as part of the conceptual framework for analysis 

to consider how the young people were both producing social space, and being 

affected by it. 

To do this, I used IŀǊǾŜȅΩǎ όмффлύ ΨƎǊƛŘ ƻŦ ǎǇŀǘƛŀƭ ǇǊŀŎǘƛŎŜǎΩ (see figure ten). Harvey 

used, and developed, [ŜŦŜōǾǊŜΩǎ ŎƻƴŎŜǇǘǳŀƭ ǘǊƛŀŘ ŦǊƻƳ ǘƘŜ Ψproduction of sǇŀŎŜΩ (see 

section 3.5.3) to further explore the subtleties and complexities of spatial practices 

in urban settings (Watts, 1992). Harvey expresses his radical motivation for doing 

this, arguing that to transform society, we must critically explore, and seek to 

understand, the complexities of spatial practices. He contextualises his motivation in 

the time-space of neoliberalism, which he argues is a ΨǇŜǊƳŀƴŜƴǘ ŀǊŜƴŀΩ of social 

conflict and struggle, stating that ΨǘƘƻǎŜ ǿƘƻ ƘŀǾŜ ǘƘŜ ǇƻǿŜǊ ǘƻ ŎƻƳƳŀƴŘ ŀƴŘ 

produce space, possess a vital instrumentality for the reproduction and 

ŜƴƘŀƴŎŜƳŜƴǘ ƻŦ ǘƘŜƛǊ ƻǿƴ ǇƻǿŜǊΩ όp256). Thus, for Harvey, it is significant to 

examine how inequality is produced, and sustained, in neoliberalism before 

challenging it. This argument appealed to me in the context of this research, in 

examining the geographies of children and young people, who have at times been 

under-represented, and/or subordinated, in both education and society.  
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Figure 10: David Harvey's (1990:257) 'grid of spatial practices' 

 

 

On his grid of spatial practices, Harvey adds three dimensions to [ŜŦŜōǾǊŜΩǎ 

conceptual triad. These dimensions, as seen on the x axis of figure 10, are used by 

Harvey with the aim of further examining the nuances of spatial practices. He defines 

these dimensions as: 

o ΨAccessibility and distanciation ς ǎǇŜŀƪǎ ǘƻ ǘƘŜ ǊƻƭŜ ŀƴŘ άŦǊƛŎǘƛƻƴ ƻŦ 

ŘƛǎǘŀƴŎŜέ ƛƴ ƘǳƳŀƴ ŀŦŦŀƛǊǎΦ 5ƛǎǘŀƴŎŜ ƛǎ ōƻǘƘ ŀ ōŀǊǊƛŜǊ ŀƴŘ ŀ ŘŜŦŜƴŎŜ ǘƻ 

human interaction. It imposes transaction costs upon any system of 
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production and reproduction (particularly those based on any elaborate 

social division of labour, trade, social differentiation of reproductive 

functions). Distanciation is simply a measure of the degree to which 

space has been overcome to accommodate social interaction; 

o The appropriation of space - examines the way in which space is used 

and occupied by individuals, classes, or other social groupings. 

Systematised and institutionalised appropriation may entail the 

production of territoriality founded forms of social solidarity; 

o The domination of space - reflects how individuals or powerful groups 

dominate the organisation and production of space so as to exercise a 

greater degree of control over the friction of distance or over the 

manner in which space is ŀǇǇǊƻǇǊƛŀǘŜŘ ōȅ ǘƘŜƳǎŜƭǾŜǎ ƻǊ ƻǘƘŜǊǎΩ 

(Harvey, 1990:258). 

In the second cycle of coding, I mapped themes identified in the first cycle of coding 

ƻƴǘƻ IŀǊǾŜȅΩǎ ƎǊƛŘΦ !ƴ ŜȄŀƳǇƭŜ ƻŦ ǘƘƛǎ ƛǎ ǎƘƻǿƴ ŦƻǊ ǊΦƛǎƭŀƳ όǊŜƭƛƎƛƻƴ ŀƴŘ LǎƭŀƳύ ƛƴ 

figure eleven. The numbers are used to identify different themes which were drawn 

out of analysis to enable comparison between the different members of the 

Storytelling and Geography Group (see also figure twelve). 
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Figure 11: R.islam (Religion and Islam) mapped on to Harvey's 'grid of spatial practices' 

 Accessibility and 

distanciation 

Appropriation 

and use of space 

 Domination and 

control of space 

Material spatial 

practices  

 

Flows of people ς 

family heritage and 

religion (Islam) (1) 

 

 Religion and its 

links to language, 

culture, political 

jurisdictions and 

racial groups (3) 

Representation 

of space 

     

Feeling a friction of 

distance due to 

religion (Islam) (2) 

 Geopolitics and 

Islam (6) 

Spaces of 

representation 

Representation of 

Islam (media and 

social media) (5) 

 

 

 

Constructed spaces 

of ritual (4) 

 

I then compared if, and how, these themes varied between individuals in the group, 

so as to develop a comparative picture as to whether narratives were individual or 

shared. An example of religion and Islam is shown below in figure twelve. 

 

Figure 12: Shared and individual narratives on r.islam (religion and Islam) 

Young 
person 

Theme one: Narratives of religion and identity 

Sub themes: 

o Flows of people ς family heritage (1) 

o Experience / perception of a friction of distance against their 

religion (2) 

o Religion and its links to language, culture, political jurisdictions 

and racial groups (3) 
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o Conversion (4) 

o The representation of Islam in the media (5) 

o Geopolitics and Islam (6) 

Jack o Flows of people ς family heritage (1) 

o Experience / perception of a friction of distance against their 

religion (2) 

o Religion and its links to language, culture, political jurisdictions 

and racial groups (3) 

o The representation of Islam in the media (5) 

o Geopolitics and Islam (6) 

Rachel o Experience / perception of a friction of distance against their 

religion (2) 

o Religion and its links to language, culture, political jurisdictions 

and racial groups (3) 

o Conversion (4) 

o The representation of Islam in the media (5) 

Jessica o Religion and its links to language, culture, political jurisdictions 

and racial groups (3) 

o The representation of Islam in the media (5) 

Tilly o Religion and its links to language, culture, political jurisdictions 

and racial groups (3) 

o The representation of Islam in the media (5) 

o Geopolitics and Islam (6) 

Alex o No narratives about Islam 
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The mapping of the narratives on figure twelve, shows that four out of five young 

people in the study discuss negative representations of Islam in the media, thus 

suggesting that this can be conceptualised as a shared narrative in the group. 

However, some of the narratives are more individual. For example, Rachel is the only 

person in the group who has converted to Islam.  

During this process I continued to recognise that some themes transcended multiple 

codes. An example of this is ΨidentityΩΣ which was identified as a theme during the 

analysis of several codes. The system of coding also meant that experiences (such as 

feeling a Ψfriction of distanceΩ όǎŜŜ IŀǊǾŜȅΣ мффлύ because of your religion) could not 

be analysed across different religions. Aiming to address this issue, and to examine 

themes that transcended codes, I began the final stages of coding which is outlined 

in section 3.6.3. 

 

3.6.3 The final stages of coding and identifying key themes for discussion 

In the final cycle of coding I identified themes that cut across codes, reducing data to 

three overarching themes which were constructed of inter-related, but distinct, sub 

themes which connected to the overarching theme. During this process, I removed 

several of the codes which I had established in the first cycle (relationships, language, 

safety, transport and money). This was because the narratives assigned to these 

codes were also identified, and examined, in other codes. This is an issue which 

emerged from one of the motivations for my first cycle of coding - to enable sections 

of narrative to be coded several times (see section 3.6.1). Although the motivation 

for this was to enable narratives to be interpreted in different ways, it resulted in 

repetition in the data analysis.  

The three overarching themes identified in the analysis of the data, and their sub 

themes, are outlined in figure thirteen. As these themes are used to structure the 

findings chapters, I have included the chapter the data is examined in, in figure 

thirteen. There are some relationships between, and ideas that run across, these 

themes and these are examined throughout the findings chapters and in the 

conclusion (chapter seven). 
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Figure 13: The main themes which identified during data analysis 

Theme Sub themes Chapter the 

findings are 

examined in 

Identity 1. Religion and identity 

2. Sex, sexuality, gender and 

identity 

3. The state and oneself 

4. Voice and identity 

4 

Territoriality and turf 1. Gangs and turf 

2. Ethnicity and territory 

5 

London: a place of 

opportunity and hope as 

well as inequality and 

injustice 

1. The opportunity of education 

and language 

2. London as home 

6 

 

In this section, I have examined the analysis (through coding) of the data collected in 

the research. I now outline the ethical considerations, and processes undertaken, as 

part of this research in section 3.7. 

 

3.7 Ethical considerations 

Conducting research in an ethical manner is a principle concern for researchers 

(Abebe and Bessell, 2014). It is also a prominent part of the current landscape of 

academia, in which discourse about integrity, and academic malpractice, feature in 

debates in universities and in everyday life (for example, in the media and political 

debate) (Robson, 2018). These debates are especially pertinent when researching 

people who are deemed to be vulnerable or having less of a voice than others (for 

example, children and young people). The section begins by examining the 

importance of research ethics with young people, before outlining the ethical 

processes undertaken as part of this research. It draws on previous chapters of the 



126 
 

thesis, specifically focussing on contextualising the research in wider literature about 

research with, and for, children. 

The principle role of research ethics is to promote high standards (for example, in 

ǊŜƎŀǊŘǎ ǘƻ ŀŎǘƛǾŜ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ōȅ ŎƘƛƭŘǊŜƴύΣ ǘƻ ŘǊŀǿ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΩǎ ŀǘǘŜƴǘƛƻƴ ǘƻ 

potential dangers, and problems, and to examine their responsibilities in addressing, 

and/or mitigating, these dangers (Alderson, 2014). Morrow (2009) echoes this 

philosophy, positing that the three most important values that underpin research 

ethics are justice, respect and avoiding doing harm.  These principles are used to 

underpin both research design and methodology, as well as research ethics 

committees and structures within academic institutions (Morrow, 2009; Clifford et 

al., 2016).  

Research ethics has had a long history both as a field of philosophical debate, as well 

as a field of political and practical enactment. These debates have continuously 

evolved across time and space as research ethics responds to new research, and 

events, requiring attention and action (Alderson and Morrow, 2011; Alderson, 

2014.). In research with, and for, children and young people, research ethics have 

evolved with changing understandings of children, and childhood, and the enactment 

of key political events and policies such as the UNCRC (see section 2.2.2; Alderson 

and Morrow, 2011).  

Today those who research children and young people, and those who work with 

children in professional contexts, have different duties of care towards the children 

depending on their role and where they work and live (Lloyd-Smith and Tarr, 2000; 

Alderson, 2014; Robson, 2018). These considerations may involve research ethics 

ŀƴŘ ŎƘƛƭŘǊŜƴΩǎ ǊƛƎƘǘǎΣ ŀƴŘ ǘƘŜ ǎƻƳŜǘƛƳŜǎ ŎƻƳǇƭŜȄ ƛƴǘŜǊǇƭŀȅ ōŜǘǿŜŜƴ ǘƘŜƳ όǎŜŜ .ŜƭƭΣ 

2008). They also involve considering how the child is constructed, and represented, 

both within research and during the data collection (Alderson and Morrow, 2011). 

These debates informed the ethical processes I went through when designing, and 

conducting, this research.  

To conduct research as a student or staff member in a HEI in England, ethical 

permission through the university must be granted (Morrow, 2009). As a student at 
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what was then the Institute of Education (IOE), I applied for ethical approval via IOE 

systems. I used ǘƘŜ .ǊƛǘƛǎƘ 9ŘǳŎŀǘƛƻƴŀƭ wŜǎŜŀǊŎƘ !ǎǎƻŎƛŀǘƛƻƴΩǎ ό.9w!ύ ethical 

guidelines (2011) to inform my research design and application. The application was 

approved by review by my supervisor (Dr Clare Brooks) and (then) Professor and chair 

of Geography Education at IOE, David Lambert. 

Drawing on MorrowΩǎ (2009) principles for research ethics (justice, respect and 

avoiding doing harm), I now outline ethical considerations, and actions taken, as part 

of my research: 

1. Access to children who could participate in the research 

As outlined in section 3.5, I made the decision to conduct the research in a school I 

had worked in. This is because I was legally cleared to work with children in this 

environment through my DBS check and the school, young people and some of their 

parents/carers were familiar with me. In addition, I shared my completed ethics 

form, and approval, with the head teacher and met with him to discuss the research 

and he granted permission for me to conduct the research with young people in the 

school. Furthermore, as outlined in section 3.5, I wrote to the parents/carers of 

young people who had shown an interest in participating in the research, to ask for 

their permission for the children to take part in the Storytelling and Geography 

Group. 

 

2. Child safety (including the risk of disclosure and supporting the young people 

to get home safely after the research took place) 

Considering, and endeavouring to ensure, child safety in this research involved 

practical considerations as to where the research took place. Although there are 

limitations with conducting research on school grounds (see section 3.5), there are 

also advantŀƎŜǎ ƛƴ ǊŜƎŀǊŘǎ ǘƻ ΨŀǾƻƛŘƛƴƎ ƘŀǊƳΩΦ Conducting the research on school 

grounds meant that there was access to other educational professionals should an 

issue with a young person or a disclosure arise. To further support child safety, both 

the young people who participated in the research, and their parents/carers, were 
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asked to identify how participants were travelling home. This is because the research 

involved staying at school beyond the normal school day (until 5pm). The decision to 

finish relatively early, also meant the young people were travelling home during the 

working day when London is still busy and also to help prevent the young people 

from becoming over tired from additional ΨworkΩ. 

In addition to practical considerations about child safety, there were also social 

considerations to attend to. These included, the risk of students expressing prejudice 

(Longhurst, 2016) or making a disclosure (Alderson, 2014). Further to this, they also 

involved the researcher considering power relations, and whether the researcher 

could truly understand the cultural contexts the children lived in and social spaces 

they contributed to (Longhurst, 2016). Whilst these considerations could not be 

eliminated, awareness and critical consideration of them, meant that I was able to 

try and mitigate them. This was done in the following ways: 

o I attempted to create a space which the young people felt was different to the 

formal educational environment the research was conducted in. I asked the 

young people ǘƻ Ŏŀƭƭ ƳŜ Ψ[ŀǳǊŜƴΩΣ ŀǎ ƻǇǇƻǎŜŘ ǘƻ Ψaƛǎǎ IŀƳƳƻƴŘΩ, and 

encouraged them to speak openly, honestly and respectfully, in the 

Storytelling  and geography group; 

o The series of sessions ǿŀǎ ƛƴŦƻǊƳŜŘ ōȅ DƻƻŘǎƻƴΩǎ όнлмоύ ǿƻǊƪ ƻƴ life histories 

(see section 3.5 and figure 8), this meant that I was able to return to ideas or 

areas the young people had shared and to ask questions to encourage them 

to discuss areas and ideas further if it was perceived valuable; 

o The group context also meant that young people, and I, were able to query 

one another in an open and supportive manner. This was discussed, and 

agreed, with the young people at the start of the first Storytelling and 

Geography Group, where we shared and agreed principles for the research 

(see figure 8); 

o The school context meant that should a young person make a disclosure, or it 

was perceived that they at risk, and/or a risk to others, I had access to, and 

knowledge of, their support systems. 
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3. Opportunities to participate in the research 

As introduced in section 3.5.2, young people were provided with opportunities to 

ΨƻǇǘ ƛƴΩ ǘƻ ǘƘŜ ǊŜǎŜŀǊŎƘΦ The completion of the Ψopt inΩ form by participants (who had 

been given information about the research group through assemblies and a letter) 

aimed to give the young people choice and agency. However, I also asked for 

informed consent from their parents/carers via a letter and form (Morrow, 2016). I 

did this to try and avoid doing harm, and to ensure parents and carers were aware of 

ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ŀŎǘƛǾƛǘƛŜǎ ŀƴŘ ƳƻǾŜƳŜƴǘǎΦ ¢ƘŜ ΨƻǇǘ ƛƴΩ ǇǊƻŎŜǎǎ ŀƭǎƻ ŀƛƳŜŘ ǘƻ avoid 

young people feeling excluded, as the opportunity to participate in the research was 

offered to all students in year seven and eight at the school (Alderson and Morrow, 

2016).  

 

4. Confidentiality 

Both the school, and the young people who participated in the study, have been 

treated as confidential in all dissemination of this research. Longhurst (2016) conveys 

the importance of protecting ǇŀǊǘƛŎƛǇŀƴǘǎΩ confidentiality, and highlights the 

complexity of this in group discussions, suggesting that this is made an explicit area 

of discussion and participants are asked to treat all discussions as confidential. 

CƻƭƭƻǿƛƴƎ [ƻƴƎƘǳǊǎǘΩǎ ǊŜŎƻƳƳŜƴŘŀǘƛƻƴΣ ŀ ƎǊƻǳǇ discussion was held at the start of 

the Storytelling and Geography GǊƻǳǇΣ ŀǎƪƛƴƎ ǇŀǊǘƛŎƛǇŀƴǘǎ ǘƻ ǊŜǎǇŜŎǘ ƻƴŜ ŀƴƻǘƘŜǊΩǎ 

viewpoints and to treat ƻƴŜ ŀƴƻǘƘŜǊΩǎ ƴŀǊǊŀǘƛǾŜǎ ŀǎ confidential (see figure 8). In 

addition, these expectations were shared with both the young people via the letter 

given to prospective participants as they considered opting-in to the research and 

the school through the sharing of my ethical approval documents. 

However, due to the small scale of the research, and the nature of the research 

design (young people were encouraged to share stories of their experiences and 

imaginations of London (see section 3.5)), the participants cannot be made 

completely confidential. This concern is especially pertinent as I used to work in the 

school in which the research was undertaken, and my relationships to the research 
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and participants are examined as part of the thesis. To prevent any of the participants 

being identified, they have been given pseudonyms and the school is known as school 

x. The names of any other people mentioned in the research by the young people 

όŜΦƎΦ ǘŜŀŎƘŜǊǎ ƻǊ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ŦǊƛŜƴŘǎ ŀƴŘ Ŏƭŀǎǎ ƳŀǘŜǎύΣ ŀǎ ǿŜƭƭ ŀǎ ǇƭŀŎŜǎ / 

schools, which might result in connections to individuals being made by readers of 

this thesis, have also been changed. Using my knowledge of the young people, their 

school and communities (see section 3.1), I have taken care in writing this thesis to 

share, and honestly and openly represent the narratives of the participants in the 

research, but also to ensure that no personal detail is shared which is not 

representative of the communities they exist within.  

As part of the methodology (see figure 8 and section 3.5), young people were asked 

to map their London and draw timelines of their lives. I made the decisions not to 

share these in the thesis ǘƻ ŀǾƻƛŘ ΨŘƻƛƴƎ ƘŀǊƳΩ ōȅ making the young people more 

identifiable. This is because the maps the young people produced included a lot of 

personal information about them and their families, including school names and 

where they lived. I have also taken this decision with regards to the transcribed 

scripts for the same reason.  

It is also worthy of note that I had planned a research show (see section 3.5.3, figure 

8 and appendix 1) as part of the research design. The show was included to provide 

the young people with an opportunity to share their geographies with invited 

members of their community (e.g. parents and carers and teachers). This was 

included as part of the research design with the aim of empowering young people 

within their communities and was a key part of the methodology informed by 

philosophies of participation, and empowerment, whiŎƘ ŀǊŜ ǇǊŜǾŀƭŜƴǘ ƛƴ ŎƘƛƭŘǊŜƴΩǎ 

geographies (see sections 2.2 and 3.5). However, a discussion arose in which young 

people expressed that they did not wish to share their geographies beyond the 

group.  

When I explored the reasons for this decision with the participants, Jessica and Jack 

stated that they felt that the head teacher disliked them, with Tilly and Rachel 

ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘ ǘƘŜȅ ǘƘƻǳƎƘǘ ƘŜ ǿŀǎ ǘǊȅƛƴƎ ǘƻ ΨōǳƛƭŘ ǳǇ ǘƘŜ ǎŎƘƻƻƭΩ. As the discussion 

continued, the entire group expressed a perspective that no matter what they said 
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to the head teacher, nothing would change the school or their experiences of it. 

Indeed, Tilly stated ΨƘŜ ǿƻǳƭŘ ƘŀǾŜ ǘƻ ŀŎǘ ŀǎ ƛŦ ƘŜ ŎŀǊŜŘΣ ōǳǘ ƛǘ ŘƻŜǎƴΩǘ ƘŜƭǇ ƘƛƳ ƛƴ ŀƴȅ 

ǿŀȅΩ. When I asked the group how they would like to move forward, the participants 

expressed that they were happy talking to me, with Jack, Tilly and Rachel offering to 

attend more sessions, but unanimously decided that the show should not go ahead 

if any of the group were uncomfortable with it. This suggests that the group felt 

comfortable sharing their narratives with some people and not others. It also 

demonstrates that creating a safe, and open, space when conducting research with 

children and young people is of the upmost importance. Although the young people 

were happy speaking openly with me, they were not comfortable sharing their 

geographies with (some) other colleagues in the school. 

¢Ƙƛǎ ƳŜŀƴǘ ǘƘŀǘ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǿŜǊŜ ƴƻǘ ŦƻǊƳŀƭƭȅ ǎƘŀǊŜŘ, through 

a research show with their communities. This is worthy of consideration for several 

reasons related to ethics: 

o CƛǊǎǘƭȅΣ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎ ŀǊŜ ƴƻǿ ƭŜǎǎ ƛŘŜƴǘƛŦƛŀōle by members of 

their communities as they did not share them in the research show;  

o Secondly, it raises questions about empowerment as part of my research 

design. As young people were not encouraged to be part of the research 

design process (as explained in section 3.5), it results in questions as to 

whether I had imposed ideas of empowerment on to the participants in the 

research by including a research show without discussing this with them. 

However, the young people repeatedly expressed that they enjoyed the 

Storytelling and Geography Group and were content in talking about their 

geographies with me. Analysis of the young ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎΣ ǎǳƎƎŜǎǘǎ ǘƘŜ 

ƎǊƻǳǇΩǎ ǊŀǘƛƻƴŀƭŜ ŦƻǊ ƴƻǘ ƘŀǾƛƴƎ ŀ ǊŜǎŜŀǊŎƘ ǎƘƻǿ ǳƭǘƛƳŀǘŜƭȅ ƭŀȅ ƛƴ ǘƘŜƛǊ 

concerns about sharing their geographies with (some) others, such as the 

head teacher (see also section 4.5); 

o Thirdly, as this research is about the ǾŀƭǳŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǘƻ 

geography education in schools, it raises significant questions about if, and 

how, young people are comfortable with sharing their geographies in formal 
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educational spaces and how teachers are supported in navigating issues 

which might arise during this process (see also Hammond, 2019; chapter 7). 

 

5. Voice, respect and inclusion 

This research aimed to encourage young people to actively participate in the 

research and to share their geographies and voices. However, the group context 

sometimes resulted in me haǾƛƴƎ ǘƻ ΨŎƘŀƛǊΩ ŘƛǎŎǳǎǎƛƻƴǎ and to lead conversations 

about respect, and communication, with the group. Although I am aware that this 

altered power dynamics within the group (see appendix 1 and chapter 7), especially 

ŀǎ L ƘŀŘ ōŜŜƴ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǘŜŀŎƘŜǊ ƛƴ ǘƘŜ ǇŀǎǘΣ L ƳŀŘŜ ǘƘŜ ŘŜŎƛǎƛƻƴ ǘƻ ƳŀƴŀƎŜ 

these debates to encourage social cohesion. 

As is exemplified in the findings chapters, Alex is a lot quieter than other members of 

the Storytelling and Geography Group. In addition, the group also often questioned 

Alex about his identity (for example, about his nationality). Having taught Alex, in my 

experience, this was representative of his personality as a quiet character who often 

chooses not to engage with debate. Whilst encouraging group discussions and 

debate, if I felt that ǘƘŜ ƎǊƻǳǇ ǿŜǊŜ ΨǇǳǎƘƛƴƎΩ !ƭŜȄΣ or anyone else, too much, I made 

decisions to manage the situation to avoid doing harm. This is often a challenge of 

group discussions, in that some people are more eager to speak and/or wish to 

dominate.  

 

6. {ƘŀǊƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ǾƻƛŎŜǎ ŀƴŘ ǘƘŜ ŘƛǎǎŜƳƛƴŀǘƛƻƴ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘ 

This research is part of a thesis, and thesis will be published and accessible to those 

who wish to read it. I am, however, aware that this may be a small number of 

individuals. In addition to concerns raised above (for example, confidentiality (point 

4)), this also raises questions as to the extent to which my research has an impact. 

This is a question of ethics as it is about the representation of people(s). To share my 

research, I have presented at academic conferences (e.g. IGU, RGS), and also 

professional conferences (e.g. Geographical Association and Geography Teacher 
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Education (GTE)), and I have published aspects of it (see Hammond, 2019; 

forthcoming). I hope I will also build on this work in future, and have begun to do so 

ƛƴ ŜȄǇƭƻǊƛƴƎ ƎŜƻƎǊŀǇƘȅ ǘŜŀŎƘŜǊ ŜŘǳŎŀǘƻǊǎ ǇŜǊǎǇŜŎǘƛǾŜǎ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ 

(see Hammond and McKendrick, 2019). In addition, I aim to develop a research bid 

ǘƻ ŦǳǊǘƘŜǊ ŜȄŀƳƛƴŜ ǘƘŜ ǾŀƭǳŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǘƻ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƛƻƴ όǎŜŜ 

chapter 7) and L ǊŜƳŀƛƴ ŘŜŘƛŎŀǘŜŘ ǘƻΣ ŀƴŘ ƳƻǘƛǾŀǘŜŘ ōȅΣ ŜȄǇƭƻǊƛƴƎ ŎƘƛƭŘǊŜƴΩǎ 

geographies and, where appropriate, trying to affect change. 

 

In this section, I have considered the importance of research ethics, and outlined how 

I have considered both policy, and philosophy, about ethics in informing my research 

design. I have also raised questions that emerged during the process of conducting 

the reseaǊŎƘ ŀōƻǳǘ ǘƘŜ ŎƘŀƭƭŜƴƎŜǎ ƻŦ ŜȄǇƭƻǊƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǘƘŀǘ ŀǊŜ 

pertinent to geography education. In the next section (3.8) I critically consider 

questions of validity and rigour in (this) research. 

 

3.8 Validity, rigour and addressing limitations of this research 

This section begins by examining what is meant by validity, outlining why it is a pivotal 

consideration when undertaking research. The section then addresses questions of 

validity that could be raised in the case of this research, specifically focussing on the 

relatively small scale of the research that was undertaken (a case study), and 

considering the potential implications of this on the significance, limitations and 

rigour of the thesis. The importance of addressing questions of validity and rigour in 

research lie in designing and conducting research that results in more trustworthy 

findings (Saumure and Given, 2012). Put another way, it is of the upmost importance 

in creating powerful knowledge, which is the best knowledge we have thus far 

created and tested (see section 2.2.4a). 

The concept of validity is integral to research design, and the integrity of both the 

research and researcher. For Ahlqvist (2009: 320), in this strictest sense validity 

ƳŜŀƴǎ ΨǘƘŜ ŘŜƎǊŜŜ ǘƻ ǿƘƛŎƘ ŜƳǇƛǊƛŎŀƭ Řŀǘŀ ǘǊǳǘƘŦǳƭƭȅ ƳŜŀǎǳǊŜ ŀ ŎƻƴǎǘǊǳŎǘ ƻŦ 

ƛƴǘŜǊŜǎǘΩ. Ahlqvist argues further that the constructs referred to can be very tangible 
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(for example, the wind speed at a specific point) or far more theoretical (for example, 

how threatened a person feels by terrorism). The notion of measurement in validity 

is worthy of consideration, as how a researcher would measure validity varies with 

the focus and method of the research. To return to the examples given above, a 

researcher would measure wind speed, and how threatened a person feels, in very 

different ways.  

When considering validity, the researcher has to make decisions about how to 

analyse data, which depend on the research design and theoretical framework of the 

research. HarŘƛƴƎ όнлмоΥ рύ ŀǊƎǳŜǎ ǘƘŀǘ ǘƘŜǎŜ ŘŜŎƛǎƛƻƴǎ ŀǊŜ ΨƛƴǾŀǊƛŀōƭȅ ǎǳōƧŜŎǘƛǾŜΩ ƛƴ 

qualitative research. Miles et al. (2014) echo this argument, noting that validity is 

often much debated in qualitative research, with some researchers such as Wolcott 

(1990) even rejecting validity and arguing for Ψdeep understandingΩ instead. However, 

both Harding (2013) and Miles et al. (2014) suggest measures which can be taken by 

ǊŜǎŜŀǊŎƘŜǊǎ ǘƻ ƛƴŎǊŜŀǎŜ ǘƘŜ ǾŀƭƛŘƛǘȅ ƻŦ ǘƘŜƛǊ ŦƛƴŘƛƴƎǎ ōȅ ŜƴǎǳǊƛƴƎ ǘƘŀǘ ǘƘŜ ΨǿǊƛǘǘŜƴ 

account of the fƛƴŘƛƴƎǎ ŀŎŎǳǊŀǘŜƭȅ ǊŜǇǊŜǎŜƴǘǎ ȅƻǳǊ ŘŀǘŀΩ όIŀǊŘƛƴƎ, 2013: 171). I now 

consider these debates with reference to my research, I begin by outlining my 

decision to use a case study approach, addressing questions of internal, and external, 

validity. Finally, I outline measures taken to increase the validity of this research. 

This research involved engaging a small group of five young people in a Storytelling 

and Geography Group (see section 3.5). The decision to use a case study was made 

for two reasons: 

1. Firstly, as a researcher that has worked full time, and been self-funded for 

most of my PhD, practical and resource considerations meant that I had to 

develop research which was realistically possible whilst still being ethically 

sound, rigorous, and making a valuable contribution to debates in the field 

(Harding, 2013); 

2. Secondly, the use of a case study was to focus on contributing to the 

development of theory, and deep understanding, ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ 

geographies and geography education, and not to make generalisations (Yin 

(2003) in Harding, (2013)). 
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The second reason introduced above, considers the generalisability of research. For 

Hammersley (2009) this refers to the external validity of research, whereas internal 

validity focusses on the reliability of the research and methods. I now examine, and 

defend, the external validity of my research, before moving on to consider its internal 

validity. 

Questions of external validity are often prevalent in Geography Education Research 

(GER). Lambert (2010) argues that this is because GER is often small scale and self-

funded, and this can limit the scope and generalisability of the research. Drawing on 

Mathematics Education Research (MER), Lambert sets out an ideal situation for GER, 

which he argues should be never-ending and do three things to enable consequential 

validity: 

1. Ψ¢ƻ ƳŀƪŜ ŎƭŀƛƳǎ όάƛƴŦŜǊŜƴŎŜǎέύ ŀōƻǳǘ aŀǘƘŜƳŀǘƛŎǎ ǘŜŀŎƘƛƴƎ ŀƴŘ 

ƭŜŀǊƴƛƴƎ ǘƘŀǘ Ŏŀƴ ōŜ ōŀŎƪŜŘ ǳǇ όάǿŀǊǊŀƴǘŜŘέύ ōȅ ǎƻƳŜ ŜǾƛŘŜƴŎŜ; 

2. To be able to justify such claims as being more warranted than others 

(on the base of the strength of evidence); 

3. To show that such claims are ethically ς and practically ς ŘŜŦŜƴǎƛōƭŜΩ 

(p84). 

Lambert suggests that GER is a long way from achieving the above, but asserts that 

considering consequential validity is significant to the sub discipline as it means that 

ΨǘƘŜ ǊŜǎŜŀǊŎƘŜǊ Ŏŀƴƴƻǘ ŀōǎƻƭǾŜ ǘƘŜƳǎŜƭǾŜǎ ŦǊƻƳ ǘƘŜ ŎƻƴǎŜǉǳŜƴŎŜǎ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘΩ 

(p84). Elliot et al., (2016) define consequential validity as asking researchers to 

consider the extent to which society benefits from the research. However, they go 

on to note that this is a contested idea, not least as it is debated as to whether, and/or 

how, social consequences should be considered in questions of validity (Ibid.) 

These debates are pertinent to this research as, as a researcher, I must consider the 

social consequences of my research. For example, in decisions I make about research 

ethics (see section 3.7), how I share the research and also how I build on the research 

and take it forward (chapter 7). These concerns are particularly significant, as my 

ǊŜǎŜŀǊŎƘ ƛǎ ǊŜŦƭŜŎǘƛǾŜ ƻŦ [ŀƳōŜǊǘΩǎ ŎƻƴŎŜǇǘǳŀƭƛǎŀtion of GER, in that it is small scale. 
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It is therefore of value to highlight that the aim of this research was not to construct 

generalisations ŀōƻǳǘ ƎŜƻƎǊŀǇƘȅ ŜŘǳŎŀǘƛƻƴΣ ƻǊ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΣ but to 

contribute to knowledge and debate ŀōƻǳǘ ǘƘŜ ǾŀƭǳŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ǘƻ 

geography education in schools (see chapter 1). I now move on to problematize the 

concept of generalisability, before examining the value of a case study approach and 

defending the choices I made when designing, and conducting, this research. 

Harding (2013) argues it is commonly quantitative research which aims to generalise. 

For example, by collecting data from an entire, or representative, population. 

However, constructing generalisations also has potential issues. Miles et al. (2014) 

identifies that these issues include; making links between non-representative 

participants; generalising between non-representative events; and drawing 

inferences from non-representative processes. For the purposes of this research, 

which is grounded in the methods, and philosophies, ƻŦ ŎƘƛƭŘǊŜƴΩǎ geographies, 

creating generalisations was not a primary concern. Instead, I chose a case study 

approach, agreeing with Clifford et al. (2016) that case studies have many benefits, 

including enabling in-depth, and thick, description. Thus, the use of intensive 

research design (such as case studies) is different from extensive research design in 

ǿƘƛŎƘ ΨǘƘŜ ŜƳǇƘŀǎƛǎ ƛǎ ƻƴ ǇŀǘǘŜǊƴ ŀƴŘ ǊŜƎǳƭŀǊƛǘȅ ƛƴ ŘŀǘŀΩ όClifford et al., 2016: 11).  

Although a limitation of an intensive research design is that relationships discovered 

are unlikely to be generalizable, they enable in-depth examination of social systems 

and structures (ibid.). Harding (2013) posits that the relationships between society 

and the people(s) in the research are often examined in greater detail in case studies. 

These arguments are central to my research enquiry and design, which examines 

ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ [ƻƴŘƻƴ using the narrative methodologies, and 

analyses them using the production of space as a conceptual framework. 

Significantly, both narrative methodologies and the production of space, consider a 

personΩǎ relationships with, and to, the place and time-space they exist within and 

contribute to. However, in chapter seven, I return to these debates and suggest 

further research is conducted in this way to help to develop a more nuanced 

ƪƴƻǿƭŜŘƎŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΦ CƻǊ ŜȄŀƳǇƭŜΣ in considering if, how, and why 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ vary between places and across time-space. 
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Having considered external validity, I now move on to examine questions of internal 

validity in this research. In considering these questions a researcher must be aware 

of, and address, concerns and issues which may affect the claims the research makes 

(Taylor, 2013). The selection of the young people in this research has been defended 

throughout chapter three, with the research being open to all young people in two 

ȅŜŀǊ ƎǊƻǳǇǎ ǘƻ ΨƻǇǘ ƛƴΩ ǘƻ ǘƘŜ ǎǘǳŘȅ όǎŜŜ ǎŜŎǘƛƻƴǎ оΦр ŀƴŘ оΦтύΦ IƻǿŜǾŜǊΣ ŦǳǊǘƘŜǊ 

questions of internal validity, such as what ¢ŀȅƭƻǊ όнлмоύ ǘŜǊƳǎ ΨǇŜǊǎƻƴ ŦŀŎǘƻǊǎΩ ǎǳŎƘ 

as bias are now addressed.  

CƛǊǎǘƭȅΣ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊ Ƴǳǎǘ ƳƛƴƛƳƛǎŜ ǘƘŜ ŘŀƴƎŜǊ ƻŦ ǘƘŜƛǊ ƻǿƴ ōƛŀǎΩǎ ŘƛǎǘƻǊǘƛƴƎ ǘƘŜ 

data (Fraser et al., 2014). In the case of this research, young people were encouraged 

to lead the discussions about their experiences, and imaginations, of London and the 

world (see section 3.5). Where I, as a researcher, have commented on, or stepped-in 

to, any discussion, I have been open about this and defended this decision (see 

sections 3.5 and 3.7; appendix 1 and chapter 7). The majority of these decisions are 

the result of a blurring of the boundaries between teacher and student, and 

researcher and participant the research. The blurring of these boundaries was often 

due to the young people being playful with one another and my stepping in to 

mediate, or my asking clarifying questions. I argue they are also a result of my own 

relationships to the research and participants, as someone who previously taught the 

young people (see sections 3.5 and 3.7; appendix 1). 

Secondly, the researcher must endeavour to truthfully replicate the data they have 

collected (Fraser et al., 2014), which in the case of this research is the narratives of 

the young people. The process of research design, as ƛƴŦƻǊƳŜŘ ōȅ DƻƻŘǎƻƴΩǎ όнлмоύ 

ideas on life histories (see section 3.5 and figure 8) supported this. This is because it 

enabled ideas and narratives to be returned to, and discussed, if I wished to ask any 

clarifying questions. It is worthy of note, that I have taken the decision not to share 

transcripts of the interviews, or the thesis, with the children that took part in the 

study (see also section 3.7). As Costley (2000) articulates in relation to her own 

research, due to the time frame taken to conduct the research and write up the 

thesis, some of the participants may have left school or significantly changed their 

perspectives and ideas. Although consƛŘŜǊƛƴƎ ƘƻǿΣ ŀƴŘ ǿƘȅΣ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƛŘŜŀǎ 
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change is of value, this was not the focus of the research. In addition, the age of the 

young people in the research, will likely have meant that they would have struggled 

to access the thesis. 

Thirdly, as is defended in section 3.6, which outlines the methods of analysis used in 

this research, coding and correlation methods are always to some extent subjective 

(see Harding, 2013; Taylor, 2013; Miles et al., 2014). However, I have endeavoured 

to ensure that the youƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜs, and my perception of their meaning, 

are honestly and openly represented. This has been done through careful 

transcription and coding. In addition, if I was unsure of what participants meant in 

their narratives, I asked clarifying questions during the Storytelling and Geography 

Group. 

Before concluding this section, I now outline measures taken to further ensure 

validity of the research. The measures outlined below are informed by Miles et al. 

(2014): 

1. I have made explicit, and openly examined, my role in the research and my 

relationship(s) to the research and the young people who participated in it 

(see sections 1.2.1, 3.1, 3.5 and 3.7). This is of value in examining how I, as 

the researcher, may influence the research through my own personal 

assumptions and biases; 

2. The methods and procedures used to collect, and analyse, data in this study 

ƘŀǾŜ ōŜŜƴ ŎƭŜŀǊƭȅ ŀǊǘƛŎǳƭŀǘŜŘ ƛƴ ŎƘŀǇǘŜǊ ǘƘǊŜŜΦ ¢Ƙƛǎ ŜƴŀōƭŜǎ ǊŜŀŘŜǊǎ ǘƻ ΨŦƻƭƭƻǿ 

the actual sequence of how the data were collected, processed, condensed/ 

ǘǊŀƴǎŦƻǊƳŜŘΣ ŀƴŘ ŘƛǎǇƭŀȅŜŘ ŦƻǊ ǎǇŜŎƛŦƛŎ ŎƻƴŎƭǳǎƛƻƴ ŘǊŀǿƛƴƎΩ όMiles et al., 311). 

Drawing on academic literature, it rationalises decisions made when 

designing and conducting the research, and this enables the researcher to 

both justify, and defend, their decisions and to analyse any impacts on the 

data collected;  

3. Areas of uncertainty and changes to the data collection have been made 

explicit, examined and defended. For example, changes to the research show 

(see sections 3.5.3 and 3.7); 
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4. In the thesis, I examine the relationships between the data, data analysis and 

the drawing of conclusions, ensuring they are visible to readers (see chapter 

3). 

This section has examined the steps, and measures, I have taken to ensure the 

internal and external validity of this research. It has also highlighted some of the 

challenges of undertaking part time, self-funded, doctoral research and related this 

to challenges faced by the wider geography education community (see also Lambert, 

2010; Butt, 2019). The section shows that this research is rigorous in defending the 

claims it makes, with the research design and my relationships to it, being made as 

transparent. I am also self-analytical throughout the thesis, aiming to both ensure 

rigour and also to identify areas for future research in the field. Furthermore, this 

section shows the value of this research lies not in making large scale generalisations 

ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΣ ōǳǘ ǇǊƻǾƛŘƛƴƎ ŀ ǊƛŎƘ ŎŀǎŜ ǎǘǳŘȅ ƻŦ Ƙƻǿ narrative 

methods, and analysis using the production of space, can be used to enhance 

ƪƴƻǿƭŜŘƎŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ŎƻƴǎƛŘŜǊƛƴƎ ƘƻǿΣ ŀƴŘ ǿƘȅΣ ǘƘƛǎ ƛǎ ƻŦ ǾŀƭǳŜ 

to geography education in schools. I now move on to conclude this chapter in section 

3.9.  

 

3.9 Conclusions 

In this chapter, I have examined the different facets of research design. This has 

involved considering my relationship to the research and those who participated in 

it; examining debates about conducting research with children and young people; 

introducing narrative research and outlining the research methodology and 

processes of data analysis. I have also addressed questions of validity, and considered 

ethical questions in regards to the research.  In section 3.6.3, I identified key themes 

identified during data analysis, which I now examine further in the three findings 

chapters.  

Chapter four examines the theme of identity, chapter five territory and turf, and 

chapter six ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƛƳŀƎƛƴŀǘƛƻƴ of London as a place of opportunity and 

hope, but also a place of inequality and injustice. As the themes were drawn from 
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data analysis, each of the findings chapters begins with a brief academic discussion 

to the field of interest. This is because the young people in the study were 

encouraged to lead the discussions, and share ideas, experiences and imaginations 

that are significant to them. As such, I could not predict which topics or areas they 

would focus on. The chapters then share the narratives of the young people, 

examining how, and why, the modes of analysis have led to the findings. Each chapter 

concludes with an examination as to how, and why, the findings are, and the research 

more broadly is, of value to geography education in schools. 
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4. Chapter four: identity  

The previous chapter (chapter three) set out the research design of this study, 

introducing three themes in section 3.6.3 around which the findings chapters are 

structured. This chapter (four) is the first of the three chapters that examine these 

themes, focussing on identity. It is constructed of four sub themes that were 

identified during data analysis. These sub themes, which are stated below, are used 

to structure the chapter through sections: 

o Religion and identity (section 4.2) 

o Sex, sexuality, gender and identity (section 4.3) 

o The state and oneself (section 4.4) 

o Voice and identity (section 4.5) 

Relationships between the sub themes are highlighted, and examined, throughout 

the chapter. 

As stated in section 3.9, each section begins with an introduction, or academic 

grounding, to the sub theme. This is because the participants in the study were 

encouraged to share their geographies and voices, and as a researcher, I could not 

predict their areas of discussion (see also sections 2.2.5 and 3.2). The introduction to 

ǘƘŜ ǎǳō ǘƘŜƳŜ ŀƛƳǎ ǘƻ ǎƛǘǳŀǘŜ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎ, and the theme, in 

academic debate. CƻƭƭƻǿƛƴƎ ǘƘƛǎΣ ŜŀŎƘ ǎŜŎǘƛƻƴ ŜȄŀƳƛƴŜǎ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ 

narratives that analysis identified as relating to the sub theme, enabling critical 

examination of data relevant to addressing research questions one and two: what do 

ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎ ǊŜǾŜŀƭ ŀōƻǳǘ ǘƘŜƛǊ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ƛƳŀƎƛƴŀǘƛƻƴǎ ƻŦ 

London? (RQ1) and how can the production of space contribute to knowledge of 

ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ƛƳŀƎƛƴŀǘƛƻƴǎ ƻŦ ǘƘŜ ǿƻǊƭŘΚ όwvнύΦ 

¢ƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎ ŀǊŜ ǎƘŀǊŜŘ ŀǎ ŀ ŘƛǎŎǳǎǎƛƻƴΣ ǿƛǘƘ ǎƘŀǊŜŘ ƎŜƻƎǊŀǇƘƛŜǎ 

and imaginations examined alongside differences between individuals in the group. 

The narratives are presented in this way to ensure that group discussion is not lost 

(see sections 3.5 and 3.6).  In addition, critically considering the notion of individual, 

and shared, narratives allows examination of how individuals are shaped by, and 
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shape, the places and time-space they exist within. The chapter begins by introducing 

identity as an area of geographical consideration and research in section 4.1. 

 

4.1 What is identity? 

ΨLŘŜƴǘƛǘȅ ƛǎ ŀ ǇƻǿŜǊŦǳl organizing presence in social life todayτ a social fact, or 

so it would, at least, seem. Whether measured by the amount of energy 

individuals expend claiming, cultivating, expressing, or bemoaning the lack of it 

or by the amount of attention devoted to it by institutions that profess to 

address or are said to reflect popular interests and issues, it is clear that being, 

in the sense of belonging - to ethnic, national, religious, racial, indigenous, 

sexual, or any of a range of otherwise affectively charged, socially recognizable 

corporate groups - is among the most compelƭƛƴƎ ƻŦ ŎƻƴǘŜƳǇƻǊŀǊȅ ŎƻƴŎŜǊƴǎΩ 

(Leve, 2011: 513). 

In the quotation above, Leve reflects on both the variety of ideas, and relationships 

with others, that people use to construct their identity(s). She also suggests that 

identity can be perceived, and experienced, as both a positive element of being (see 

section 2.2), and a challenge. For example, we might perceive that aspects of our 

identity, that we may be uncomfortable with, are imposed upon us.  

Identity is an important part of being, and being human, and on a personal level it 

can affect our happiness, whether we feel a sense of belonging to world(s) we exist 

within and how we represent ourselves to others. On a much larger scale, identities 

may be constructed at a national level, and this can lead to both inclusion and 

exclusion, and also to socio-ǇƻƭƛǘƛŎŀƭ ŎƻƴŦƭƛŎǘΦ !ǎ [ŜǾŜ ŀǊǘƛŎǳƭŀǘŜǎΣ ƛǘΩǎ ŀ ǇǊƛƳŀǊȅ 

contemporary concern not only for academics in geography, and the social sciences 

more broadly, but also in the socio-political spaces of everyday life. 

Although now widely debated in geography (Gregory et al., 2009), the most radical 

shift to considering the self, and identity, in the discipline began with humanistic 

geography (McKinnon, 2011). This ǎƘƛŦǘ ŦƻŎǳǎǎŜŘ ƎŜƻƎǊŀǇƘŜǊǎΩ attention to exploring 

ΨǎǳōƧŜŎǘƛǾŜ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ǇƭŀŎŜΩ ŀƴŘ ΨƎƛǾƛƴƎ ŀ ŎŜƴǘǊŀƭ ŀǿŀǊŜƴŜǎǎ ǘƻ ƘǳƳŀƴ 

awareness, human agency, and the power for human ŎǊŜŀǘƛǾƛǘȅΩ όǇофύΦ CƻǊ aŎYƛƴƴƻƴ 
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the value of this lies in the idea that in the modern world, we are identified by others 

(for example, in legal documents by our ethnicity and age), or by those around us 

who may judge us. Aitken (2001) exemplifies this using the example of biases in 

workplaces related to race, gender, age and class, which can constrain notions of self-

identity and cultural capital.  

Lƴ ǘƻŘŀȅΩǎ world of neoliberalism, hyper-communication and globalisation, Graves 

and Rechniewski (2015) argue that considering identity is significant in examining 

people(s) geographies, and how relationships to place(s) have changed. For example, 

diaspora from Mexico may live in the USA, but feel that Mexico is their home, and 

identify as Mexican. Considering these geographies is significant both for individuals, 

but also for society, in respecting, and recognising, the identity(s) of all people who 

live in a place or (choose to) leave. These debates are worthy of consideration in this 

research, both as themes which were identified in the analysis of the ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ 

narratives, and also more broadly in ŎƻƴǎƛŘŜǊƛƴƎ Ψwho are the children we teach?Ω 

(See GeoCapabilities; sections 1.2.2, 2.2.4 and figure 4). For geography teachers, this 

may involve questioning how they teach topics such as migration, which are imbued 

with ideas such as identity and home in the discipline, but often much simplified and 

focus on discussions of push and pull factors in the school subject (see for example, 

Casinader et al., 2019). 

I now move on to introduce the sub theme of religion and identity in section 4.2. All 

quotes from young people are written in italics to make them more identifiable 

throughout chapter four, the findings chapters and the thesis as a whole.  

 

4.2 Religion and identity  

Religion emerged as an area of discussion in the Storytelling and Geography Group. 

The young people talked of religion as part of their spatial practices and daily lives. 

They also spoke of spaces of ritual and places of worship, and about religion as part 

of who they are, and as an element of their own, and sometimes their families and/or 

people(s), identity. This section begins by introducing the relationships between 

religion, identity and geography. It examines how these concepts, and the 
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relationships between them, have been considered in the academy. It then moves 

on to examine geographies of religion in the UK and London, before sharing the 

narratives of the young people in the study analysed as relating to this theme, in 

section 4.2.1. 

CƻǊ ¢ǳŀƴ όмфтсύ ΨǘƘŜ ǊŜƭƛƎƛƻǳǎ ǇŜǊǎƻƴ ƛǎ ƻƴŜ ǿƘƻ ǎŜŜƪǎ ƳŜŀƴƛƴƎ ƛƴ Ƙƛǎ ǿƻǊƭŘΣ ŀƴŘ ŀ 

ǊŜƭƛƎƛƻǳǎ ŎǳƭǘǳǊŜ ƛǎ ƻƴŜ ǘƘŀǘ Ƙŀǎ ŀ ŎƭŜŀǊƭȅ ǎǘǊǳŎǘǳǊŜŘ ǿƻǊƭŘ ǾƛŜǿΩ όǉǳƻǘŜŘ in Park, 

2004: 1). The strength, and nature, of the impact that religion has on a person varies 

both between people and cultures. Tuan suggests that whilst socio-cultural 

ŜƴǾƛǊƻƴƳŜƴǘǎ ƛƴŦƭǳŜƴŎŜ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ǊŜƭŀǘƛƻƴǎƘƛǇ ǿƛǘƘ ǊŜƭƛƎƛƻƴ, how they respond 

to these environments will depend on the individual. In addition to being an aspect 

of an individuaƭΩǎ ƛŘŜƴǘƛǘȅΣ ŦƻǊ tŀǊƪ (2004), religion also has close links to our, often 

shared, ƛƳŀƎƛƴŀǘƛƻƴǎ ƻŦ ΨǊŀŎƛŀƭ ƎǊƻǳǇǎΣ ŎǳƭǘǳǊŜǎΣ ǇƻƭƛǘƛŎŀƭ ǎȅǎǘŜƳǎ ŀƴŘ ƭƛŦŜǎǘȅƭŜǎΩ όp2). 

Indeed, the relationships between religion and identity are sometimes chosen and 

sometimes enforced.  

Over the past decade, increasing globalisation and meta-narratives of religion in 

geopolitics (e.g. Islamic extremism) have led to an increased focus on religion in the 

academy, including in the discipline of geography, and by the state (Dwyer, 2016). 

This is a significant change from previous debates in geography, in which Park (2004: 

3) argues religion had often ōŜŜƴ ΨǎǘǳŘƛƻǳǎƭȅ ŀǾƻƛŘŜŘΩ, asserting ΨƎŜƻƎǊŀǇƘȅ ǊŀǊŜƭȅ 

appears in books on religion, and religion rarely appears in books on geography (ibid.)  

However, it is now recognised that religion has played, and continues to play, a 

significant role in the formations of some people(s) identity. Religion affects peopleΩǎ 

everyday lives, their spatial practices, views, identity(s) and beliefs, as well as the 

social and physical environments they live within and (re)produce (Bergmann, 2014). 

wŜƭƛƎƛƻƴΩǎ relationships with identity occur at individual, as well as group, and 

sometimes societal, levels. As Bergmann (2014) articulates, religion is geographical, 

socio-cultural and historical; it (re)produces spaces and places that are constructed 

from actions and ideas in space (see Massey, 2005; 2008; 2013; see section. 2.3). The 

relationships between religion and space have been a significant area of 

consideration in French philosophy, with Lefebvre, Foucault and de Certeau all 

considering the role of religion and religious institutions in producing space, and 
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exploring narratives of power and authority that religious institutions construct and 

sustain (Knott, 2008). However, these ideas have largely been omitted from modern 

Anglophone geography (ibid.). 

The post-modern, neoliberal, urban environment provides an interesting context to 

examine religion and identity. 5ǿȅŜǊ όнлмсΥ труύ ŀǊƎǳŜǎ ŀǎ ΨǇǊƻŎŜǎǎŜǎ ƻŦ 

globalisation and geopolitics have shifted critical attention to religious narratives and 

networks, while globalised immigration flows have given religious identifications 

greater visibility tƘǊƻǳƎƘ ǘƘŜƛǊ ƳŀǘŜǊƛŀƭƛǎŀǘƛƻƴ ƛƴ ǳǊōŀƴ ǎǇŀŎŜΩΦ 9ȄŀƳƛƴƛƴƎ ǊŜƭƛƎƛƻƴ ƛƴ 

urban contexts can enable consideration of how the city affects the integration of 

religious practices and identities. This is especially pertinent in a context of 

globalisation and hyper-connection, in which peopleΩǎ lives are increasingly moving 

from being place-ōŀǎŜŘ ǘƻ ōŜƛƴƎ ŎƘŀǊŀŎǘŜǊƛǎŜŘ ōȅ ΨƳǳƭǘƛǇƭƛŎƛǘȅΣ ƘȅōǊƛŘƛǘȅΣ ƳŀƭƭŜŀōƛƭƛǘȅΣ 

ŦƭŜȄƛōƛƭƛǘȅΣ ŎƻƴǘƛƴǳŜŘ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴ ŀƴŘ ŜǾŜƴ ƛƴŎƻƘŜǊŜƴŎŜΩ όwȅŀƴΣ нлмпΥ ппуύΦ 

In the case of London, the socio-spatial context of this study, a period of rapid change 

in regards to religion is occurring. Before introducing the narratives of the young 

people on identity and religion in section 4.2.1, I examine large-scale trends of 

geographies of religion in the UK and London. This is to contextualise the study, and 

is of value to this research because, as reflected in the choice of methodology, young 

people(s) lives feed into, and are affected by, wider grand narratives of a society (see 

sections 2.3.2, 3.4 and 3.5).  

According to the UK census between 2001 and 2011 there was a significant decrease 

in the proportion of the population who identified as being Christian from 71.7% to 

59.3% in England and Wales (Office for National Statistics, 2015). Christianity has 

(previously) been the religion associated with the monarchy and the state in the UK, 

so this change represents a significant socio-cultural shift. In addition, the proportion 

of the population who identity as having no religion increased from 14.8% in 2001 to 

25.1% in 2011 (ibid.) Furthermore, the census shows London to be the most 

religiously diverse region in the UK, with the largest proportion of people identifying 

ŀǎ aǳǎƭƛƳΣ .ǳŘŘƘƛǎǘΣ IƛƴŘǳ ŀƴŘ WŜǿƛǎƘΦ IƻǿŜǾŜǊΣ ƛǘΩǎ ǿƻǊǘƘȅ ƻŦ ƴƻǘŜ, that whilst the 

ŎŜƴǎǳǎ ŀǎƪǎ ǇŜƻǇƭŜ ΨǿƘŀǘ ƛǎ ȅƻǳǊ ǊŜƭƛƎƛƻƴΚΩ ǘƘŜ hŦŦƛŎŜ ƻŦ bŀǘƛƻƴŀƭ {ǘŀǘƛǎǘƛŎǎ ǊŜŎƻƎƴƛǎŜǎ 

ǘƘŀǘ ΨǊŜƭƛƎƛƻƴ ƛǎ ŀ Ƴŀƴȅ ǎƛŘŜŘ ŎƻƴŎŜǇǘ ŀƴŘ ǘƘŜǊŜ ŀǊŜ ƻǘƘŜǊ ŀǎǇŜŎǘǎ ƻŦ ǊŜƭƛƎƛƻƴ ǎǳŎƘ ŀǎ 
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religious belief, religious practice or belonging which are not ŎƻǾŜǊŜŘ ƛƴ ǘƘƛǎ ŀƴŀƭȅǎƛǎΩ 

(2015).   

There are geographies of religion within London, as well as across the UK more 

broadly. These geographies vary both between boroughs (see for example, London 

Data Store, 2015) and within boroughs (see for example, Hammersmith and Fulham, 

2018). In their borough profile for 2019, Hammersmith and City state the ward where 

school x (the school in which this research was conducted) is located, has the lowest 

proportion of the population identifying as White British (30.9%), and the highest 

proportion identifying as Muslim (21.3%). The profile also states that this ward has a 

large proportion of the population who have migrated into the area. 

Following this introduction to the relationships between religion and identity, and an 

overview of trends in religion in the UK and London, I now move on to share, and 

examine, the narratives of the participants in the study analysed as relating to this 

theme. In doing so, where narratives reflect debates introduced in either the 

academic grounding to this chapter, or the review of the literature, I highlight these 

to illuminate discussions. This process also enables consideration as to how the 

young people are shaped by, and shape, the social spaces they exist within. 

 

4.2.1 Narratives of religion and identity  

This section presents a discussion of the narratives of the young people in the 

research that have been analysed as relating to the theme of religion and identity. 

This research has identified that the young people in the study are navigating 

multiple, sometimes contradictory, social spaces in London in regards to their 

identity. Analysis suggests that the young people feel a Ψfriction of distanceΩ όIŀǊǾŜȅΣ 

1990) from parts of society due to their religious and/or ethnoreligious identity, with 

there being a shared perception in the group that ethnoreligious minorities are not 

accepted by the white Christian majority in the UK. The use of the group discussion 

shows that young people have their own religious identity(s), but that they share 

values and ethical perspectives as to how people should be treated if they identify as 

having a religion. 
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In exaƳƛƴƛƴƎ ǘƘŜǎŜ ŦƛƴŘƛƴƎǎ ŦǳǊǘƘŜǊΣ L ōŜƎƛƴ ōȅ ǎƘŀǊƛƴƎ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ narratives 

that were coded as Ψreligion and identityΩ ƳŀǇǇŜŘ ƻƴǘƻ IŀǊǾŜȅΩǎ (1990) ΨƎǊƛŘ ƻŦ 

ǎǇŀǘƛŀƭ ǇǊŀŎǘƛŎŜǎΩ όƛƴǘǊƻŘǳŎŜŘ ƛƴ ǎŜŎǘƛƻƴ оΦс.2) in figure fourteen. This representation 

enables consideration of how the production of space can be used to develop 

ƪƴƻǿƭŜŘƎŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎ όǎŜŜ wvнύΦ ¢ƘŜ ƭŀƴƎǳŀƎŜ ǳǎŜŘ ƛƴ ǘƘŜ ƎǊƛŘ ƛǎ 

drawn from Harvey (1990) and is clarified before the narratives of the young people 

are shared. This section ends with a discussion about the differences between 

individual, and shared, narratives. 

 

Figure 14: Narratives of religion and identity mapped on to Harvey's grid of spatial practices 
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distanciation 
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use of space 
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control of space 
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Representation 

of space 

 

Friction of distance 
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 State, community 
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Geopolitics (4) 
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Media (5)  Constructed 
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As expressed in figure fourteen, several themes related to religion and identity were 

identified during ŀƴŀƭȅǎƛǎ ƻŦ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎΦ L ƛƴǘǊƻŘǳŎŜ ǘƘŜǎŜ ōŜƭƻǿΣ 

but as will be drawn out in discussions throughout the findings chapters, 

relationships between the different themes also exist: 
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1. Flows of people - represents migration of family members and groups of 

people(s) to London. This movement can lead to a friction of distance as 

people(s) navigate, and produce, different and new social spaces; 

2. Friction of distance - represents the distance that has to be overcome to 

facilitate social interaction. In the case of religion, this might represent socio-

cultural differences, and differences in social or spatial practices, of religious 

groups and individuals; 

3. State, community and religion - represents that religion can, and does, have 

links to other aspects of identity such as ethnicity, culture, nationality and 

language; 

4. Geopolitics - represents the relationships between religion and the socio-

political domination of space. For example, by nation states and organisations 

such as Islamic State of Iraq and Syria (ISIS); 

5. Media - represents how religion has been represented in the space of media, 

and how this has impacted on people(s) experiencing a friction of distance 

related to religion; 

6. Spaces of communication and worship - represents ǊŜƭƛƎƛƻƴΩǎ ŎƻƴǎǘǊǳŎǘƛƻƴ ƻŦ 

physical, and social, spaces to convey its ideas and messages (e.g. mosques 

or preaching); 

7. Exclusive communities of education and religion ς represents the social 

reproduction of religion through education, and the potential of this to result 

in inclusion or exclusion; 

8. Constructed spaces of ritual ς refers to the representation of religion through 

symbols in the physical and social environment (e.g. religious buildings and 

also wearing religious symbols such as a hijab); 

5ǊŀǿƛƴƎ ƻƴ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎΣ L ƴƻǿ ŜȄŀƳƛƴŜ ǘƘŜǎŜ ǘƘŜƳŜǎ ƛƴ greater 

detail. Where links to the above themes are noted in the findings chapters, I use the 

language defined above, for ease of reference.  
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As introduced in section 4.2, [ƻƴŘƻƴΩǎ ǊŜƭƛƎƛƻǳǎ ǇǊƻŦƛƭŜ Ƙŀǎ ŎƘŀƴƎŜŘ ŀƴŘ ŎƻƴǘƛƴǳŜǎ ǘƻ 

change due to migration. Flows of people, both in to, and out of, London change how 

space is socially (re)produced at a variety of scales (e.g. locally, nationally and 

internationally).  Analysis shows that the young people in this study feel that these 

trends have resulted in them feeling a friction of distance due to their religion and/or 

ethnoreligious identity. Out of the five young people who participated in the 

research, only one (Jack) is a first generation migrant to London. As such, he is the 

only young person who is not legally a citizen of the UK (see also section 4.4). I begin 

by sharing his experiences, before examining how others in the group echo and 

contest his perceptions. 

Almost immediately in the research, Jack identifies as Muslim. In the first session of 

the Storytelling and Geography Group, Jack was asked to draw a timeline of his life 

and share this with the other young people (see section 3.5.3 and figure 8). When 

Jack narrates his timeline, he begins by sharing his birthdate and that he was born in 

IƻƭƭŀƴŘΣ ōŜŦƻǊŜ ǎǘŀǘƛƴƎ ΨŀƴŘ LΩƳ ŀ aǳǎƭƛƳΩ. Religion can be seen as a recurring, and 

pivotal, theme ƛƴ WŀŎƪΩǎ ƴŀǊǊŀǘƛǾŜǎ, with Jack regularly expressing the importance of 

his religion to him. An example of this is shown in the narrative below: 

WŀŎƪΥ aƛǎǎ ȅƻǳ ŎŀƴΩǘ ǘƘǊƻǿ ǘƘƛǎ ƛƴ ǘƘŜ ōƛƴ 

wŜǎŜŀǊŎƘŜǊΥ L ǿƻƴΩǘ 

WŀŎƪΥ ōŜŎŀǳǎŜ ƛǘΩǎ ǘƻ Řƻ ǿƛǘƘ Ƴȅ ǊŜƭƛƎƛƻƴΦ hƴ Ƴȅ ŦƭŀƎ ƛǎ ǎŀȅǎ Ψ!ƭƭŀƘ !ƪōŀǊΩΣ ŀƴŘ 

ȅƻǳ ŎŀƴΩǘ ǘƘǊƻǿ ǘƘŀǘ ŀǿŀȅ 

Researcher: what does that mean? 

WŀŎƪΥ ƛǘ ƳŜŀƴǎ ΨDƻŘ ƛǎ ǘƘŜ ƎǊŜŀǘŜǎǘΩΣ ōǳǘ ƛŦ ȅƻǳ ǎǇŜŀƪ !ǊŀōƛŎΣ ŀƴŘ ŘƛŘƴΩǘ ƪƴƻǿ 

ŀōƻǳǘ ƴƻ ǊŜƭƛƎƛƻƴΣ ƛǘ ǿƻǳƭŘ ƳŜŀƴ ΨGƻŘ ƛǎ ǘƘŜ ōƛƎƎŜǎǘΩΣ ōǳǘ ƛǘ ƳŜŀƴǎ ΨDƻŘ ƛǎ ǘƘŜ 

ƎǊŜŀǘŜǎǘΩ, so I need this on there 

Researcher: so is your religion quite important to you? 

Jack: yeah, Islam.  
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This narrative can be interpreted as Jack expressing the importance of religion to him, 

ŀƴŘ ƭƛƴƪƛƴƎ ǊŜƭƛƎƛƻƴ ǘƻ ǎǘŀǘŜ ōȅ ǿǊƛǘƛƴƎ Ψ!ƭƭŀƘ !ƪōŀǊΩ ƻƴ ǘƘŜ {ȅǊƛŀƴ ŦƭŀƎ2. This is a 

ǊŜŎǳǊǊƛƴƎ ǘƘŜƳŜ ƛƴ WŀŎƪΩǎ ƴŀǊǊŀǘƛǾŜǎ, and he speaks not only of his own experiences 

of Islam, but also his perception of the experiences and representations of other 

Muslims. The major focus of his narratives on this theme is Arabic people(s) and the 

Arabic world. In this way, JackΩǎ narratives can be seen as linking religion to ethnicity, 

community and state, ǿƛǘƘ ΨōŜƛƴƎ !ǊŀōΩ represented as an ethnoreligious identity. 

This can also be seen as representative of debates, and grand narratives, introduced 

ƛƴ ǎŜŎǘƛƻƴ пΦнΣ ŀōƻǳǘ ǇŜƻǇƭŜόǎύ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ǘƻ ǇƭŀŎŜ ŎƘŀƴƎƛƴƎ ƛƴ ǘƻŘŀȅΩǎ ƴŜƻƭƛōŜǊŀƭ 

and globalised world, as people are increasingly mobile and connected (see also 

Graves and Rechniewski, 2015). 

WŀŎƪΩǎ narratives about Arabic people(s) often focus on the everyday experiences of 

Muslims, and they include discussion of racism and geopolitical issues presently 

occurring in the Arabic world. He also considers the relationships between his own 

everyday experiences, and geopolitical issues, when discussing the representation of 

Arabic people(s) in the media. This narrative is personal to Jack, who is of Arabic 

descent with both his father and mother being born and raised in the Middle East. 

IƻǿŜǾŜǊΣ ŘǳŜ ǘƻ ƎŜƻǇƻƭƛǘƛŎŀƭ ƛǎǎǳŜǎ ŀƴŘ ǿŀǊ ƛƴ ǘƘŜ ǊŜƎƛƻƴΣ WŀŎƪΩǎ ŦŀǘƘŜǊΩǎ ŦŀƳƛƭȅ ƘŀǾŜ 

ƳƛƎǊŀǘŜŘ ŦǊƻƳ LǊŀǉ ǘƻ ǿƘŀǘ WŀŎƪ ǘŜǊƳǎ Ψsafe ŎƻǳƴǘǊƛŜǎΩ in Europe and America. 

Whereas Ƙƛǎ ƳƻǘƘŜǊΩǎ ŦŀƳƛƭȅ ǊŜƳŀƛƴǎ ƛƴ ǘƘŜ aƛŘŘƭŜ East, which Jack states Ψƛǎ Ƴƻǎǘƭȅ 

ǿƘŜǊŜ ŀƭƭ ǘƘŜ ōƻƳōǎ ŀƴŘ ǎǘǳŦŦ ƘŀǇǇŜƴǎΣ ōǳǘ ƴƻƴŜ ƻŦ Ƴȅ ŦŀƳƛƭȅ ƘŀǾŜ ŘƛŜŘ ȅŜǘΩΦ  

Jack repeatedly expresses concern for his family living in the Middle East, and how 

the region is represented in the media, education and society more broadly. In the 

narrative below, Jack articulates some of his concerns: 

Jack: I have two statements yeah, number one is you see when they say Asia 

yeah, they always think of theΧ ǘƘŜȅ ŘƻƴΩǘ ǘƘƛƴƪ ƻŦ ǘƘŜ !Ǌŀō ǎƛŘŜ ƴƻǊƳŀƭƭȅΣ ǘƘŜȅ 

always think of China and Japan and stuff 

Tilly: yeah 

                                                           
2 Timelines are not shared in the thesis, as they contain personal data which may result in a participant 
being identifiable (see section 3.7) 
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Jack: they never think of Arabs and stuff, and then when you say Middle East 

yeah, they always think of bombs and stuff 

Researcher: do you think that everyone does? 

¢ƛƭƭȅΥ L ŘƻƴΩǘ ǘƘƛƴƪ ƻŦ ōƻƳōǎΣ ŘƻƴΩǘ ǿƻǊǊȅ 

Jack: I know, I know 

Tilly: but most people do 

Researcher: so why do you think the Middle East is seen like this? 

Tilly: wasΧ 

WŀŎƪΥ ōŜŎŀǳǎŜ ƭƛƪŜ ǘƘŜ ƎƻǾŜǊƴƳŜƴǘǎ ŀǊŜ ƛŘƛƻǘǎΣ ŀƴŘ ǘƘŜǊŜΩǎ ƭƛƪŜ ǘƘŜ ǘŜǊǊorists. The 

thing is yeahΧ 

Tilly: when people say Middle East they never say about specific places. 

WŀŎƪΩǎ ƴŀǊǊŀǘƛǾŜ Ŏŀƴ ōŜ ƛƴǘŜǊǇǊŜǘŜŘ ŀǎ ƘƛƳ ŜȄǇǊŜǎǎƛƴƎ a perception that the Middle 

East is often hidden from social and political debates, and the attention afforded to 

other places, a sentiment which is alǎƻ ŜŎƘƻŜŘ ƛƴ ¢ƛƭƭȅΩǎ ƴŀǊǊŀǘƛǾŜǎΦ 

WŀŎƪΩǎ ƴŀǊǊŀǘƛǾŜs also express his perception that there is a shared cultural 

imagination of the Middle East as a homogenous region dominated by war and 

terrorism. They can be interpreted as him perceiving that this shared imagination is 

born from poor governance, geopolitical unrest and terrorism in the name of religion 

(e.g. ISIS). He expresses that this shared cultural imagination has an impact on his 

everyday life, not only in his concern for the region and his maternal family, but also 

in how he feels that he is perceived. For example, Jack states on several occasions 

ǘƘŀǘ ƘŜ ŦŜŜƭǎ ǘƘŀǘ ǇŜƻǇƭŜ ǘƘƛƴƪ ƘŜΩǎ ŀ ǘŜǊǊƻǊƛǎǘ ōŜŎŀǳǎŜ ƘŜ ƛǎ Arabic. This raises 

questions as to whether Jack feels excluded and/or a sense of belonging in, and to, 

the place in which he lives. These are significant areas of consideration, as they can 

ƛƳǇŀŎǘ ōƻǘƘ ƻƴ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ǿŜƭƭōŜƛƴƎ ŀƴŘ ǎƻŎƛŜǘȅ ƳƻǊŜ ōǊƻŀŘƭȅΦ They can also be 

seen to be representative of 5ǿȅŜǊΩǎ όнлмсύ ŀǎǎŜǊǘƛƻƴ ǘƘŀǘ ƎŜƻǇƻƭƛǘƛŎǎ Ƙŀǎ ƛƴŎǊŜŀǎŜŘ 

the focus on religion in geography and the social sciences (see section 4.2). 
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Others in the group, such as Tilly in the narrative above, express messages of support 

to Jack, and one another, when they share narratives that express a feeling of a 

friction of distance due to their religion. All of the group, apart from Alex who does 

not mention the region, ŜȄǇǊŜǎǎ ǘƘŀǘ ǘƘŜȅ ŀƎǊŜŜ ǿƛǘƘ WŀŎƪΩǎ ǇŜǊŎŜǇǘƛƻƴ ƻŦ ǘƘŜ 

representation of the Middle East and Arabic people(s). The group are regularly 

supportive towards each other when they express concern or upset about the 

representation of religion. An example of this is shown in the narrative below:   

Jessica: To be honest L ŘƻƴΩǘ ǘƘƛƴƪ ƛǘΩǎ ŦŀƛǊ ŦƻǊ ǇŜƻǇƭŜ ǘƻ ƎŜǘ ōǳƭƭƛŜŘ ōŜŎŀǳǎŜ ƻŦ 

ǘƘŜƛǊ ǊŜƭƛƎƛƻƴΣ ōŜŎŀǳǎŜ ǘƘŀǘ ǘƘŜ ŜƴŘ ƻŦ ǘƘŜ ŘŀȅΧ 

WŀŎƪΥ ȅƻǳ ǿŜǊŜ ōǊƻǳƎƘǘ ǳǇ ƭƛƪŜ ǘƘŀǘΣ ƛǘΩǎ ƴƻǘ ȅƻǳǊ Ŧŀǳƭǘ 

Jessica: at the end of the day, they was born to follow that religion unless they 

converted 

Rachel: like me (laughing), and I still get it 

WŜǎǎƛŎŀΥ ŀǘ ǘƘŜ ŜƴŘ ƻŦ ǘƘŜ ŘŀȅΣ L ŘƻƴΩǘ ǘƘƛƴƪ ƛǘΩǎ ŦŀƛǊΣ ōŜŎŀǳǎŜ ŜǾŜǊȅƻƴŜ ŜƭǎŜ Ƙŀǎ 

their own religion and their own opinion on it, and will find out one day whether 

ƛǘΩǎ ǘǊǳŜ ƻǊ ƴƻǘ 

Rachel: like me, cos I converted. 

Despite the shared sense of injustice towards bullying against religion, all of the 

young people in the study share that they have experienced people expressing a 

friction of distance towards them and their religion.  

wŀŎƘŜƭ ŜŎƘƻŜǎ WŀŎƪΩǎ ŜȄǇŜǊƛŜƴŎŜǎΣ ŀƴŘ states that she has experienced abuse due to 

her religion (Islam), and the representation and (perceived) cultural imagination of 

Muslims as terrorists: 

WŀŎƪΥ ǘƘŜ ǘƘƛƴƎ ƛǎΣ ƭƛƪŜ LΩƳ !Ǌŀō ȅŜŀƘΣ and L ŦŜŜƭ ƭƛƪŜ ǇŜƻǇƭŜ ǎŀȅ ΨȅƻǳΩǊŜ ŀ ǘŜǊǊƻǊƛǎǘΩ 

and stuff like that yeah 

Researcher: does anyone say that to you? 

Rachel: lots of people say it ŀƴŘ LΩƳ ƴƻǘ ŜǾŜƴ !Ǌŀō, man. 
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Rachel also expresses that her experiences of bullying due to her religion are more 

than day-to-day encounters, and states that she feels that she has been a victim of 

institutionalised discrimination due to her religion.  

Rachel has a passion for sport and she has engaged in one sport since she was four 

years old. She has excelled in the sport, and states that in one competition earlier in 

the year she came high in the rankings for her age group in Great Britain (GB).  She 

also notes on two occasions she has been spotted for trials for the national team. 

Rachel tells the story of going to GB trials with three friends, Misba (who is a Muslim 

and, like Rachel, wears a hijab) and Alissa and Cathy (who are not Muslim). Rachel 

expresses that neither her nor Misba were chosen for the team and she has begun 

to think that this is to do with racism. 

Institutionalised discrimination is discussed by the group further when they consider 

a YouTube video in ǿƘƛŎƘ ŀƴ !ǊŀōƛŎ Ƴŀƴ ƛǎ ǎŜŀǊŎƘŜŘ ǘƻ ΨŎƘŜŎƪ ŦƻǊ ōƻƳōǎΩ (Jack) in an 

American airport. Tilly and Rachel express that they feel that this is racist behaviour, 

with Jack stating that he feels the man was stopped, just because he was Arabic. The 

group state that this alǎƻ ƘŀǇǇŜƴǎ ƛƴ [ƻƴŘƻƴΣ ǿƛǘƘ WŀŎƪΩǎ ƴŀǊǊŀǘƛǾŜǎ ǎǳƎƎŜǎǘƛƴƎ that 

he perceives the police in London to be institutionally discriminatory against Arabic 

people(s). All three of these young people then express that they feel that they are 

unable to report this behaviour to those in power.  

Analysis of the data shows that the young people in this research share a perception 

that social imaginations of religion, which result in bullying and discrimination, are 

generally acknowledged and accepted as a social norm in London. For example, when 

ǘŀƭƪƛƴƎ ŀōƻǳǘ ǇŜƻǇƭŜ ƳŀƪƛƴƎ Ŧǳƴ ƻŦ WŜƘƻǾŀƘΩǎ ²ƛǘƴŜsses (her religion), Tilly states 

ΨƭƛƪŜ ƛǘΩǎ ŀ ƪƴƻǿƴ ǘƘƛƴƎΩ and ΨŎƻǎ ǘƘŀǘΩǎ ǿƘŀǘ ǇŜƻǇƭŜ ŀǊŜ ƭƛƪŜΩΦ ¢ƛƭƭȅΩǎ ǊŜƭƛƎƛƻƴ can be 

seen as a central aspect of her everyday life, identity and spatial practices. For 

example, she explains that she worships twice a week and preaches on a Saturday. 

Tilly also attends large-ǎŎŀƭŜ ŜǾŜƴǘǎ ŦƻǊ WŜƘƻǾŀƘΩǎ ²ƛǘƴŜǎǎŜǎ ǎǳŎƘ ŀǎ ΨǘƘŜ ƛƴǘŜǊƴŀǘƛƻƴŀƭ 

ŎƻƴŦŜǊŜƴŎŜ ŦƻǊ WŜƘƻǾŀƘΩǎ ²ƛǘƴŜǎǎŜǎΩ in which she meets people from across the 

ǿƻǊƭŘΦ ²ƘŜƴ ǘƘŜ ƎǊƻǳǇ ŘƛǎŎǳǎǎ ōǳƭƭȅƛƴƎ ǘƻǿŀǊŘǎ WŜƘƻǾŀƘΩǎ ²itnesses, Jack states 

ǘƘŀǘ ǇŜƻǇƭŜ ΨƭŀǳƎƘ ŀǘ Ƙƻǿ ǘƘŜȅ ƪƴƻŎƪ ŀǘ ƘƻǳǎŜǎΩ, a statement that Tilly and Rachel 

agree with. This can be read as representing a social imagination of a friction of 
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distance against a space of ritual, ŀƴŘ WŜƘƻǾŀƘΩǎ ²ƛǘƴŜǎǎŜǎ ǿŀƴǘƛƴƎ ǘƻ ǎƘŀǊŜΣ ŀƴŘ 

preach for, their religion. 

Jessica also considers the relationships between religion and other aspects of a 

ǇŜǊǎƻƴΩǎ ƛŘŜƴǘƛǘȅΦ WŜǎǎƛŎŀ ƛŘŜƴǘƛŦƛŜǎ ŀǎ Ψ/ƘǊƛǎǘƛŀƴ ǎƭŀǎƘ /ŀǘƘƻƭƛŎΩ, stating that she is 

unsure which one she is and that she is unclear of the relationships, and/or 

differences, between the two. In her narratives, Jessica regularly considers 

Christianity and English/British national identity (see section 4.4) in the same 

sentence. For example: 

Jessica: people that are born in England and who are Christians, I think they can 

marry whoever they want 

Rachel: no 

WŜǎǎƛŎŀΥ ƻōǾƛƻǳǎƭȅΣ LΩƳ ƴƻǘ Ŧǳƭƭ English, LΩƳ ƴƻǘ ǿƘƛǘŜ 9ƴƎƭƛǎƘΣ ǎƻ L ǿƻƴΩǘ ƪƴƻǿ 

but, in my opinion they can marry whoever they want. In movies, and 

documentaries, they ŘƻƴΩǘ have to marry a British person. 

In the narrative, Jessica distances herself from her English citizenship due to her 

ethnicity, expressing a perception that there are relationships between religion, 

nationality and ethnicity, and that these relationships affect what people are able to 

do (see also section пΦпύΦ WŜǎǎƛŎŀ ŀƭǎƻ ŜȄǇǊŜǎǎŜǎ ƛƴ ǊŜƭŀǘƛƻƴ ǘƻ ƳŀǊǊƛŀƎŜ Ψyou can marry 

ŀƴȅƻƴŜΣ ōǳǘ ȅƻǳ ƘŀǾŜ ǘƻ ŎƻƴǾŜǊǘΩ, giving the example of her cousin who converted 

from Christianity to Islam for this purpose. These narratives suggests that Jessica 

feels there are distinct social rules and imaginations about what a person can do, 

which depend on their religion, citizenship and ethnicity, as well as the law. Rachel 

ŎƻƴǘŜǎǘǎ WŜǎǎƛŎŀΩǎ argument, but does not expand further on why. 

Alex is the quietest member of the group, who also experiences some criticisms and 

debate from others. Like Jessica, Alex links religion and nation. He also identifies as 

being Christian/Catholic, stating he is from Ireland/Northern Ireland. Alex uses the 

terms Christian and Catholic intermittently throughout the study, and the rest of the 

group regularly question him about his religion and nationality (see sections 3.7 and 

4.4). The group question Alex about his heritage and whether he would have to date 

someone from an Irish Catholic background. During this discussion, Jessica states that 
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ΨƘŜ ƛǎ ƴƻǘ ŀ ǇǊƻǇŜǊ ǘǊŀǾŜƭƭŜǊΩ, although Alex himself never mentions any traveller 

heritage. Alex firmly identifies as Irish throughout the study (see national identity, 

section 4.4) and often debates his feelings on this with the group. 

Thus far in this section, I have shown that the young people in the study often feel a 

friction of distance due to their religion. This can be seen as representative of London 

ŀǎ ŀ ΨǿƻǊƭŘ ŎƛǘȅΩ (see Massey, 2008; section 2.3.2), and the complexities of navigating 

religion and identity in such a neoliberal urban environment (Dwyer, 2014; section 

4.2). Whilst the reasons for, and type of, friction of distance the young people feel 

varies, this is something all members of the group experience and perceive is 

embedded in popular social imaginations and behaviour, and argue is morally wrong. 

I now examine the narratives of religion and worship, before moving on to discuss 

religion and territory. 

Spaces of worship often play a pivotal role in religions, and the lives and spatial 

practices of those who identify as being religious. As noted earlier in this chapter, as 

ŀ WŜƘƻǾŀƘΩǎ ²ƛǘƴŜǎǎΣ ¢ƛƭƭȅ ǿƻǊǎƘƛǇǎ ƻƴ ŀ ǘǿƛŎŜ-weekly basis and preaches every 

Saturday. ¢ƛƭƭȅ ƴƻǘŜǎ ǘƘŀǘ ōŜƛƴƎ ŀ WŜƘƻǾŀƘΩǎ ²ƛǘƴŜǎǎ Ƙŀǎ Ψŀƭǿŀȅǎ ōŜŜƴ ǘƘŜǊŜ ǿƛǘƘ ƳŜΩ 

ŀƴŘ ƛǘΩǎ ǎƻƳŜǘƘƛƴƎ ǎƘŜ ŦŜŜƭǎ ǎƘŜ ǿƻǳƭŘ ŀƭǿŀȅǎ ǊŜǘǳǊƴ ǘƻΦ ¢ƘŜ ŦƛǊǎǘ Storytelling and 

Geography Group happened on her 14th birthday. When Tilly stated she was 14 on 

that day, ƴƻǘƛƴƎ ΨƛǘΩǎ Ƴȅ ōƛǊǘƘŘŀȅ!Ω ǘƘŜ ƎǊƻǳǇ ōŜƎŀƴ ǘƻ ǎƛƴƎ ΨƘŀǇǇȅ ōƛǊǘƘŘŀȅΩΣ and part 

way through the song Jessica asked Tilly Ψcan I sing it to youΚΩ ǿƛǘƘ ¢ƛƭƭȅ ǊŜǇƭȅƛƴƎ Ψoh, 

L ŘƻƴΩǘ ǘƘƛƴƪ ǎƻΩ. Tilly then explains that she is not able to celebrate Christmas, Easter 

or her birthday, with Jessica showing an understanding of the religion noting ΨƛǘΩǎ 

ōŜŎŀǳǎŜ ǎƘŜΩǎ ŀ WŜƘƻǾŀƘΩǎ ²ƛǘƴŜǎǎΩ. In the narrative, Tilly chooses to share that it is 

her birthday, but also expresses that it cannot be celebrated in a way that is socially 

familiar to others in the group. This group discussion again highlights some of the 

discussions that can emerge when there is a mixture of different people(s) and 

religions sharing a place.  

Rachel is another member of the group who has to navigate different perceptions of 

her religion in different spaces. A convert to Islam, Rachel lives with her parents who 

ƘŀǾŜ ƴƻǘ ŎƻƴǾŜǊǘŜŘΦ wŀŎƘŜƭΩǎ ƴŀǊǊŀǘƛǾŜǎ Ŏŀƴ ōŜ ǊŜŀŘ ŀǎ ƘŜǊ ƴŀǾƛƎŀǘƛƴƎ ǘƘŜ ŘƛŦŦŜǊŜƴǘ, 

sometimes contradictory, ǎƻŎƛŀƭ ǎǇŀŎŜǎ ƻŦ ƘŜǊ ǊŜƭƛƎƛƻƴ ŀƴŘ ƘŜǊ ŦŀƳƛƭȅΩǎ ōŜƭƛŜŦǎ ŀƴŘ 
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social practices. For example, when discussing her choice to fast for Ramadan, Rachel 

notes that she does not celebrate Eid, and continues to attend school during the 

festival, ōŜŎŀǳǎŜ Ψmy family ŀǊŜ ƴƻǘ ōǊƻǳƎƘǘ ǳǇ ǘƻ ōŜ aǳǎƭƛƳΩ.  

Rachel expresses that she feels her parents are very accepting of her decision to 

convert and that they do not eat pork around her out of respect. However, she also 

notes that she, in turn, supports their celebrations, shŀǊƛƴƎ ΨƭƛƪŜ ǎƻƳŜ ǘƘƛƴƎǎ LΩƭƭ ǎǘŜǇ 

ōŀŎƪ ƻƴΣ ƭƛƪŜ bŜǿ ¸ŜŀǊΩǎΣ ǿƘŜƴ ǘƘŜȅΩǊŜ ŀƭƭ ŘǊƛƴƪƛƴƎΣ LΩƭƭ ŘŀƴŎŜ ŀƴŘ ǎǘǳŦŦΣ ōǳǘ L ǿƻƴΩǘ 

ŘǊƛƴƪΩ. She explains that because she was brought up with people eating bacon and 

drinking, both of which are considered to be haram (forbidden) in Islam, she still 

understands and enjoys that culture. This narrative can be read as Rachel celebrating 

and supporting her family and heritage. However, the note that she dances may well 

be a significant social consideration for her, as music and cinema are prohibited in 

more orthodox forms of Islam (Ryan, 2014). 

Rachel conveys that spending time with her aunty and uncle influenced her decision 

to convert: 

Rachel: my aunty and my uncle, they like converted before me, like 30 years 

before I was born. I used to go over to their house a lot, I used to go to mosque 

with them, I used to pray in the middle of the street (laughing), because I used 

to enjoy that type of culture, that type of religion. So when I did convert, I was 

successful in a way, ōǳǘ ŀŦǘŜǊ ǘƘŀǘ L ŘƛŘƴΩǘ ǊŜŀƭƛȊŜ ǘƘŀǘ L ǿƻǳƭŘ ǎǘƛƭƭ ōŜ ƪƴƻŎƪŜŘ 

down for it. Even now, all the time, all the time, like my English side of the 

ŦŀƳƛƭȅΣ L ƘŀǾŜƴΩǘ ƳŜǘ Ƴȅ {ŎƻǘǘƛǎƘ ǎƛŘŜΣ ōǳǘ ǎƻƳŜ ƻŦ ǘƘŜƳ ŀǊŜ ƭƛƪŜ 95[Σ ǎƻ ǘƘŜȅ 

ŘƻƴΩǘ ǊŜŀƭƭȅ ƭƛƪŜΧ 

Researcher: EDL? 

wŀŎƘŜƭΥ ¸ŜŀƘΣ 9ƴƎƭƛǎƘ 5ŜŦŜƴŎŜ [ŜŀƎǳŜΣ ǎƻ ǘƘŜȅ ŘƻƴΩǘ ǊŜŀƭƭȅ ƭƛƪŜ aǳǎƭƛƳ ǇŜƻǇƭŜ 

in a way. So, erm, ǿƘŜƴ L ŦƛǊǎǘ ǎŀƛŘ ǘƘŀǘ L ǿŀǎ ŀ aǳǎƭƛƳΣ ǘƘŜȅ ǿŜǊŜ ƭƛƪŜ ΨǿƘŀǘΚΩ 

they were all confused, cos like it takes a while for them to adapt. And even I 

get it, you get abuse from Muslim people, which is like the most shocking of all, 

ǎŀȅƛƴƎ ƭƛƪŜ Ψȅƻǳ ǿŜŀǊ ƘƛƧŀō ŦƻǊ ŦŀǎƘƛƻƴΩΣ ΨȅƻǳΩǊŜ ŀ ŦŀƪŜ aǳǎƭƛƳΩΣ ǎŀȅƛƴƎ ŀƭƭ ǘƘƛǎΦ 
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In the narrative above, Rachel expresses that both her extended family and other 

Muslims have discriminated against her. However, Rachel also shares that she feels 

that London has offered her a space in which she feels she can convert, noting ΨƭƛƪŜ ƛŦ 

I was brƻǳƎƘǘ ǳǇ ƛƴ {ŎƻǘƭŀƴŘ ƻǊ ǎƻƳŜǘƘƛƴƎΣ L ŘƻƴΩǘ ǘƘƛƴƪ L ǿƻǳƭŘ ƘŀǾŜ ŎƻƴǾŜǊǘŜŘΩΦ This 

ƴŀǊǊŀǘƛǾŜ Ŏŀƴ ŀƎŀƛƴ ōŜ ǊŜŀŘ ŀǎ ōŜƛƴƎ ǊŜǇǊŜǎŜƴǘŀǘƛǾŜ ƻŦ [ƻƴŘƻƴ ŀǎ ŀ ΨǿƻǊƭŘ ŎƛǘȅΩΣ ƛƴ 

which exposure to different people(s) provides opportunities for an individual to 

express, and in this case alter, their identity (see Massey, 2008; see section 2.3.2). 

wŀŎƘŜƭΩǎ ŎƘƻƛŎŜ ǘƻ ǿŜŀǊ ŀ ƘƛƧŀō ƛǎ ǎƻƳŜǘƘƛƴƎ ǎƘŜ ǊŜƎǳƭŀǊƭȅ ǊŜǘǳǊƴǎ ǘƻΣ ŜȄǇƭŀƛƴƛƴƎ ǘƘŀǘ 

it was a big decision for her and it is how she expressed her conversion to her family 

and friends. Rachel also expresses that she feels it represents discipline and is a 

symbol of her religion. When Rachel shares that she has received abuse for wearing 

a hijab, Jessica states  ΨL ǘƘƛƴƪ ǘƘŜȅ ǎŀȅ ƛǘ ōŜŎŀǳǎŜ ǎƘŜΩǎ ǿƘƛǘŜΣ ŀƴŘ ōŜŎŀǳǎŜ ƻŦ ǘƘŜ 

country ǎƘŜ ƛǎ ŦǊƻƳΣ ǘƘŜȅ ǇǊƻōŀōƭȅ ǘƘƛƴƪ ǎƘŜΩǎ ǘŀƪƛƴƎ ǘƘŜ ǇƛǎǎΣ ǘŀƪƛƴƎ ǘƘŜ ƳƛŎƪΩΦ Rachel 

states that she agrees with WŜǎǎƛŎŀΩǎ perception. These narratives can be interpreted 

as representing ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ǇŜǊŎŜǇǘƛƻƴ ƻŦ ǘƘŜǊŜ ōŜƛƴƎ shared cultural 

imaginations related to Islam and ethnicity in the UK.  

In other discussions about wearing a hijab, Rachel conveys that she feels that it puts 

men off talking to her due to the fact it represents discipline. For example she states, 

ΨƳȅ ŦǊƛŜƴŘǎ ǿƘƻ ŘƻƴΩǘ ǿŜŀǊ ƘŜŀŘǎŎŀǊŦ and cover up as much, they get more attention 

off guys than I do, but I want to talk to guys!Ω This narrative can be read as Rachel 

expressing that she is navigating a complex relationship between wanting to wear 

the hijab, a symbol of modesty and piety in the Islamic faith, and her socio-sexual 

desires for attention from men (see also section 4.3).  

Another theme identified during analysis of ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎ ŀōƻǳǘ 

religion and identity, is education and religion. All of the group engage in a discussion 

ŀōƻǳǘ ŀ ƴŜƛƎƘōƻǳǊƛƴƎ ǎŎƘƻƻƭ ǘƘŀǘ !ƭŜȄ ǎǘŀǘŜǎ ƛǎ ΨŜƴŜƳƛŜǎΩ with school x. Tilly expresses 

that she dislikes the neighbouring school because they ΨŘǊŜǎǎ ƭƛƪŜ ƎǊŀƴƴƛŜǎΗΩ The 

ƴŜƛƎƘōƻǳǊƛƴƎ ǎŎƘƻƻƭ ƛǎ ŀ /ŀǘƘƻƭƛŎ ǎŎƘƻƻƭΣ ƛƴ ǿƘƛŎƘ !ƭŜȄ ǎǘŀǘŜǎ Ψyou have to learn RE, 

you have no choice, you have to learn RE!Ω ǘƻ ǿƘƛŎƘ wŀŎƘŜƭ ǊŜǎǇƻƴŘǎ Ψah yeah, they 

ƳŀŘŜ Ƴȅ Ŏƻǳǎƛƴ ōǳȅ ŀ ōƛōƭŜΗΩ, with Tilly stating Ψthey force them, they just force them 

to do thatΗΩ The group discusses students who identify as being Muslim, or another 
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religion, attending this school and express a shared sense that it is morally incorrect 

for formal education to enforce religion and religious education (RE) on to children. 

These narratives can be read as the young people questioning the ethics of an 

education system, which offers parents/carers an opportunity to segregate their 

children, by their religion.  

The final narrative analysed as relating to religion and identity, is one that links 

religion to territory on a local scale. Jessica shares her experiences of a group 

dominating space (see also section 5.3), and in the narrative below, she ΨƻǘƘŜǊǎΩ ŀ 

group of Saudi Arabian Muslims who appropriate a local park: 

Jessica: Me and my friends, we was playing on the park and there was like this 

this big group, this family of Muslims, I'm not being racist or nothing (said to 

Rachel, who laughs). And like, theyΩǊŜ really, really rude, if you get ǿƘŀǘ LΩƳ 

trying to say. And they lived in the towers, and we would go to the park and 

play, but they would think the park is theirs. 

Jessica expresses her perception that this group of Muslim people, who she notes 

only one of whom could speak English, were dominating the local park. She goes on 

to state this resulted in her feeling ǘƘŀǘ ǎƘŜ ŎƻǳƭŘƴΩǘ Ǉƭŀȅ ƻƴ ǘƘŜ ǎǿƛƴƎǎ, before 

explaining that this resulted in a big argument, which a gang eventually mediated 

ǘƘǊƻǳƎƘ ŜƴŎƻǳǊŀƎƛƴƎ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜ ǘƻ ΨǘŀƪŜ ǘǳǊƴǎΩ ŀƴŘ ǎƘŀǊŜ ǘƘŜ ǎǇŀŎŜΦ WŜǎǎƛŎŀΩǎ 

story can be read as representing some of the local scale conflicts that emerge from 

different people(s) with different religions sharing space and claiming and contesting 

ǘŜǊǊƛǘƻǊƛŜǎ όǎŜŜ aŀǎǎŜȅΣ мффуύΦ Lƴ ŀŘŘƛǘƛƻƴΣ WŜǎǎƛŎŀΩs application of a social identity on 

to the group (in this case as Ψ{ŀǳŘƛΩsΩ) can be seen as being representative of the 

potential conflict and feelings of exclusion that can emerge from this sharing of space 

by different people(s) (see sections 4.1 and 4.2). 

In this section, I have shared the narratives of the young people in the study analysed 

as relating to religion and identity. I have drawn links to theoretical discussions about 

the importance of identity and religion in geography, and also to wider grand 

narratives about London as the context of this research. In figure fifteen, I provide an 

overview of the different themes identified in the analysis by person. The numbers 
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next to the themes, link to the numbers on figure fourteen, where the themes are 

ƳŀǇǇŜŘ ƻƴ ǘƻ IŀǊǾŜȅΩǎ (1990) grid of spatial practices. 

 

Figure 15: Shared and individual narratives of religion and identity 

Young 

person 

Key themes 

Jack o Muslim through family heritage (Arabic) and 

upbringing (1) (3) 

o Has experienced a friction of distance against his 

religion (2) 

o States that bullying due to religion is wrong (2) 

o Expresses that there is a friction of distance against 

Arabic peoples. Stating that Arabic peoples are often 

represented as terrorists due to geopolitical issues 

which are represented in the media (2) (3) (4) (5) 

o Links community, state and religion (ethnoreligious 

identity) (3) 

o Expresses that there are social ideas outside of religion 

that affect decisions and identity (e.g. in relation to 

marriage) (3)  

o Expresses that schools should not enforce with religion 

on its students (7) 

o Attends Arabic school, speaks Arabic and attends 

mosque, celebrating religious festivals (6)  

Rachel o Converted to Islam, and expresses a friction of distance 

against her by Muslim people(s) and others (2) (3) 
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o Expresses that being bullied due to your religion is 

wrong (2) 

o Expresses that schools should not enforce with religion 

on its students (7) 

o Expresses that Arabic people are represented as 

terrorists due to geopolitical issues (2) (3) (4) 

o Expresses that there are social ideas outside of religion 

that affect decisions and identity (3) 

o Has worshipped in the street and engages with 

religious observation through Ramadan. However she 

lives with non-Muslim parents and so has to navigate 

differences related to food, culture, worship and 

religious celebration (6) 

o Constructed spaces of ritual (wearing a hijab) (8) 

Jessica o Expresses that being bullied due to your religion is 

wrong (2) 

o Expresses that Arabic people are represented as 

terrorists due to geopolitical issues (2) (3) (4) 

o Expresses that there are social ideas outside of religion 

that affect decisions and identity (e.g. in relation to 

marriage) (3) 

o Expresses that schools should not enforce with religion 

on its students (7) 

Tilly o Has experienced a friction of distance due to her 

ǊŜƭƛƎƛƻƴ όWŜƘƻǾŀƘΩǎ ²ƛǘƴŜǎǎύ όнύ όоύ 

o Expresses that being bullied due to your religion is 

wrong 
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o Expresses that Arabic people are represented as 

terrorists due to geopolitical issues (2) (3) (4) 

o Worship and preaching are part of her spatial practice 

(6) 

o 5ƻŜǎ ƴƻǘ ŎŜƭŜōǊŀǘŜ /ƘǊƛǎǘƳŀǎ ŀƴŘ ōƛǊǘƘŘŀȅΩǎ ŘǳŜ ǘƻ 

religion (6) 

o Expresses that schools should not enforce with religion 

on its students (7) 

Alex o Has experienced a friction of distance against his 

religion (2) 

o The group debate whether Alex has traveller heritage 

(3) 

o Expresses that schools should not enforce with religion 

on its students (7) 

 

Figure fifteen shows how ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎ ŎƻŘŜŘ ŀǎ ǊŜƭƛƎƛƻƴ ŀƴŘ 

identity, are sometimes shared and sometimes individual. It has identified the 

following shared themes: 

o The young people in this research share a belief that it is wrong for someone 

to be discriminated against for their religion; 

o Young people in this study are navigating different social spaces in regards to 

their religion and religious identity in London; 

o The young people share a perception that Muslim people are often 

represented as terrorists due to large scale geopolitical issues in the Middle 

East; 

o The young people share a belief that the social reproduction of religion 

through schooling is ethically problematic. 
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However, all of the young people have individual life histories and experiences that 

ƳŀƪŜ ǘƘŜƛǊ ƴŀǊǊŀǘƛǾŜǎ ǳƴƛǉǳŜΦ !ƴ ŜȄŀƳǇƭŜ ƻŦ ǘƘƛǎ ƛǎ wŀŎƘŜƭΩǎ ƛƴǘŜǊƴŀƭ ŘŜōŀǘŜǎ ŀbout 

the benefits and challenges of wearing a hijab.  

I now move on to examine the theme of sex, sexuality, gender and identity in section 

4.3. However, themes discussed in this section (4.2), are returned to in section 4.6 

where their value to geography education in schools is critically considered. 

 

4.3 Sex, sexuality, gender and identity 

¢ƘŜ ǎŜŎƻƴŘ ǘƘŜƳŜ ƛŘŜƴǘƛŦƛŜŘ ŘǳǊƛƴƎ ŀƴŀƭȅǎƛǎ ƻŦ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ narratives is that 

of sex, sexuality, gender and identity. Before I examine the ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎΣ 

I introduce this field as an area of geographical interest and concern, specifically 

ŎƻƴǎƛŘŜǊƛƴƎ Ƙƻǿ ƛǘ Ƙŀǎ ōŜŜƴ ŎƻƴŎŜǇǘǳŀƭƛǎŜŘ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƎŜƻƎǊŀǇƘƛŜǎΦ 

Sex, sexuality and gender are often central to ŀ ǇŜǊǎƻƴΩǎ ƛŘŜƴǘƛǘȅΦ IƻǿŜǾŜǊΣ .Ǌƻǿƴ 

and Browne (2016) assert that despite the fact they have often been present, they 

have rarely been explicitly addressed in human geography. This argument is echoed 

by Jackson (1992: 104) who argues that gender and sexuality are rarely considered 

ŀǎ ǇŀǊǘ ΨƻŦ ǘƘŜ ŎŜƴǘǊŀƭ ŀƎŜƴŘŀΩ ƻŦ ƘǳƳŀƴ ƎŜƻƎǊŀǇƘȅΣ ŀƴŘ ǘƘŀǘ ƛƴ ŎǳƭǘǳǊŀƭ ƎŜƻƎǊŀǇƘȅ 

ΨǘƘŜȅ ŀǊŜ ŜǾŜƴ ŦǳǊǘƘŜǊ ŦǊƻƳ ǘƘŜ ƳŀƛƴǎǘǊŜŀƳ ǊŜƎŀǊŘŜŘ ŀǎ ǇŜǊƛǇƘŜǊŀƭΣ ǇǊƛǾŀǘŜΣ ŀƴŘ 

personal issues, not suitable for academic debate or public discusǎƛƻƴΩΦ .Ǌƻǿƴ ŀƴŘ 

Browne (2016: 1) use the examples of the Demographic Transition Model and 

population dynamics to exemplify this, noting that whilst they imply human sexuality 

ΨǘƘŜȅ ǘŜƴŘ ǘƻ ǇǊƛƻǊƛǘƛǎŜ ŀƴŘ ƻƴƭȅ ŀǘǘŜƴŘ ǘƻ ŀǎǇŜŎǘǎ ƻŦ ƘŜǘŜǊƻǎŜȄǳŀƭ ŎƻǳǇƭŜŘƻƳΣ 

pŀǊŜƴǘƘƻƻŘ ŀƴŘ ŦŀƳƛƭȅ ŀǊǊŀƴƎŜƳŜƴǘǎΩΦ ¢ƘŜȅ Ǝƻ ƻƴ to highlight that normative ideas 

of sexuality vary between people(s) and places, and suggest that this is, and should 

be, an important focus of human and cultural geography.  

/ƘƛƭŘǊŜƴΩǎ ŜȄǇŜǊƛŜƴŎŜs, and imaginations, of sex, sexuality and gender are often 

ǇŜǊŎŜƛǾŜŘ ŀǎ ŀƴ ΨǳƴŎƻƳŦƻǊǘŀōƭŜΩ ǘƻǇƛŎ ŦƻǊ Ƴŀƴȅ ǇŜƻǇƭŜ(s) (ibid.). Anglo-European 

cultures often socially repress discussions about sex, and sexuality, and children 

(Foucault, 1978), with puberty itself being a Western conception (Aitken, 2001). 

LƴŘŜŜŘΣ ǘƘŜǊŜ Ƙŀǎ ōŜŜƴ ΨǾŜǊȅ ƭƛǘǘƭŜ ŎƻƴǎƛǎǘŜƴǘ ǊŜǎŜŀǊŎƘ ƻƴ ǉǳŜǎǘƛƻƴǎ ƻŦ ǎŜȄΣ ǎŜȄǳŀƭƛǘȅ 
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ŀƴŘ ƎŜƴŘŜǊΩ ǊŜƭŀǘŜŘ ǘƻ ȅƻǳƴƎ ǇŜƻǇƭŜ ό±ŀƭŜƴǘƛƴŜ Ŝǘ ŀƭΦ, 1998: 24). Valentine et al. go 

on to note, that the research that has been undertaken, often relates to preventing 

the spread of Sexually Transmitted Infections (STIs) or stopping teenage pregnancies, 

ŀǎ ƻǇǇƻǎŜŘ ǘƻ ŜȄǇƭƻǊƛƴƎ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ǇŜǊŎŜǇǘƛƻƴǎ ŀƴŘ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ǎŜȄ, sexuality 

and gender. 

Adolescence tends to be perceived as the time when young people become 

physically and emotionally mature, and that sex and sexuality can be discussed 

(Aitken, 2001). However, adolescence is a complex, and debated, construct (see 

section 2.2.2). In navigating the social and physical changes they go through at this 

ǎǘŀƎŜΣ ȅƻǳƴƎ ǇŜƻǇƭŜ ƻŦǘŜƴ ŜƴƎŀƎŜ ƛƴ ΨǇǊƻǘǊŀŎǘŜŘ ǎǘǊǳƎƎƭŜǎ ŎƻƴŎŜǊƴƛƴƎ ŀ ƳǳƭǘƛǇƭƛŎƛǘȅ 

ƻŦ ǉǳŜǎǘƛƻƴǎ ŀōƻǳǘ ǘƘŜƛǊ ŘŜǾŜƭƻǇƳŜƴǘ ŀǎ ǎŜȄǳŀƭ ōŜƛƴƎǎΧ ƛƴ ǘƘŜƛǊ ŀǘǘŜƳǇǘǎ ǘƻ 

construct such meaning, youth often look to their social contexts for clues about 

ǿƘŀǘ ŎƻƴǎǘƛǘǳǘŜǎ ŀŎŎŜǇǘŀōƭŜ ǎƻŎƛŀƭ ōŜƘŀǾƛƻǳǊΩ ό{ƘƻǾŜƭƭŜǊ Ŝǘ ŀƭΦ, 2004: 473). 

The social spaces that a young person inhabits are therefore significant to their 

emerging sexual and gender identities. For young people in urban areas, the spaces 

they inhabit are rarely mono-cultural (Freeman and Tranter, 2011). Culture(s) can be 

ΨŜȄǇŜǊƛŜƴŎŜŘ ǇƻǎƛǘƛǾŜƭȅΣ ƴŜƎŀǘƛǾŜƭȅ ƻǊ ōƻǘƘ ƛƴ ŘƛŦŦŜǊŜƴǘ ǇŀǊǘǎ ƻŦ ǘƘŜƛǊ όȅƻǳƴƎ ǇŜƻǇƭŜǎΩ) 

lives. Cultures can differently ǾŀƭǳŜ ŎƘƛƭŘǊŜƴΩǎ ƴŜŜŘǎΧ ŀƴŘ ǇŜǊǎƻƴŀƭ ŎƘŀǊŀŎǘŜǊΩ όǇмоуύΦ 

Thus, a young person in London may well be navigating a complex maze of watching 

open access pornography, a deeply Catholic family background who forbid sex before 

marriage and who do not discuss masturbation, as well as grappling with their own 

sexual and gender identity(s). 

I now examine the narratives of the young people which were identified during 

analysis as relating to sex, sexuality and gender in section 4.3.1. 

 

4.3.1 Narratives of sex, sexuality, gender and identity 

This research has identified that the young people in the study are navigating 

multiple, sometimes contradictory, social spaces in London in regards to their 

identity. In addition, it shows that young people are engaging in discussions about 

the representation of sex and gender in the media to inform their own identities and 
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opinions. Lƴ ŜȄŀƳƛƴƛƴƎ ǘƘŜǎŜ ŦƛƴŘƛƴƎǎ ŦǳǊǘƘŜǊΣ L ōŜƎƛƴ ōȅ ǎƘŀǊƛƴƎ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ 

narratives which were coded as sex, sexuality, gender and identity, mapped onto 

IŀǊǾŜȅΩǎ (1990) ΨƎǊƛŘ ƻŦ ǎǇŀǘƛŀƭ ǇǊŀŎǘƛŎŜǎΩ ƛƴ ŦƛƎǳǊŜ sixteen, before sharing the 

narratives of the young people. 

 

Figure 16: narratives of sex, sexuality, gender and identity mapped on to Harvey's grid of 
spatial practices 
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I now clarify the language used on the grid, which ŘǊŀǿǎ ƘŜŀǾƛƭȅ ƻƴ IŀǊǾŜȅΩǎ όмффлύ 

terminology: 

1. Social control related to sex and sexuality ς represents how dominant 

individuals and groups exercise control over gender, sex and sexuality in social 

space; 

2. Forbidden spaces of sex and sexuality ς refers to how some aspects of sex 

and sexuality are represented and constructed as being forbidden or wrong; 

3. Media ς refers to how the media generates meaning and represents sex, 

sexuality and gender; 

4. Social media - refers to how social media generates meaning and represents 

sex, sexuality and gender; 
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5. Spaces of sex ς represents how young people communicate their experiences 

and ideas about sex, sexuality and gender, and how they are appropriating 

space through this process. 

I now examine these themes, drawing on the young peoǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎ ǘƻ ƛƴŦƻǊƳ 

discussions. 

A theme identified during analysis of the data was how sex, sexuality and gender are 

represented in the media, and via social media, and how the young people in the 

study felt about this. In the first part of this section, I examine narratives related to 

media and sex, music videos, access to pornography through the Internet, and sex 

and violence. Music videos were an area of discussion for all of the young people in 

ǘƘŜ ǎǘǳŘȅ ŀǇŀǊǘ ŦǊƻƳ !ƭŜȄΦ Lƴ ǘƘŜ ƴŀǊǊŀǘƛǾŜ ōŜƭƻǿΣ ǘƘŜ ƎǊƻǳǇ ŘƛǎŎǳǎǎ bƛŎƪƛ aƛƴŀƧΩǎ 

ǾƛŘŜƻ ŦƻǊ ƘŜǊ ǎƻƴƎ Ψ!ƴŀŎƻƴŘŀΩ ŜȄǇǊŜǎǎƛƴƎ a perception that Minaj has exposed her 

body to get views on YouTube and ultimately to become famous. All three of the 

female participants in the research express a perception that there is a social 

pressure for women to use their body to achieve fame: 

Jack: it was just a smoking guy, some old guy. Miss, you see when Jessica was 

talking about the guy, and people rapping about stuff, and people talking about 

sex, you ǎŜŜ ǘƘŀǘ ǇǊƻōŀōƭȅ Ǝƻǘ ŀ Ƴƛƭƭƛƻƴ ǾƛŜǿǎΣ ΨAƴŀŎƻƴŘŀΩ ǘƘŜ ƴŜǿ ǎƻƴƎΣ ǎƘŜϥǎ 

just showing her cleavage and her arse 

Jessica: her arse! 

¢ƛƭƭȅΥ ǎƘŜΩǎ ŦŀƳƻǳǎ ŀƭǊŜŀŘȅ 

Jack: that got, that got, in two hours that got 300, 3 million views, sorry! 

WŜǎǎƛŎŀΥ ȅƻǳ ŘƻƴΩǘ ƘŀǾŜ ǘƻ ǎƘƻǿ ȅƻǳǊ ŀǊǎŜΣ ŀƴŘ ȅƻǳǊ ōƻƻōǎΣ ŀƴŘ ȅƻǳǊ ŎƭŜŀǾŀƎŜ 

and everything, and your belly and your legs! 

¢ƛƭƭȅΥ L ǘƘƛƴƪ ƛǘΩǎ ƪƛƴŘ ƻŦ ǎŜȄƛǎǘΗ  

WŀŎƪΥ ǘƘŜ ǾƛŘŜƻ ƛǎ ǎƻΧ the video is so bad! 

WŜǎǎƛŎŀΥ ¸ƻǳ Ƨǳǎǘ ŘƻƴΩǘ ƘŀǾŜ ǘƻ ǎƘƻǿ ȅƻǳǊ ƭŜƎǎ ŀƴŘ ǎǘǳŦf, just to get famous and 

just to get loads of views on it 
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Rachel: nowadays the majority of people do 

Tilly: yeah, you do kind of have to do that! 

These narratives can be read as being reflective of music videos providing a popular 

form of entertainment for young people. Due to their popularity, and representation 

of gender norms and sexual relationships, music videos often play a part in the sexual 

socialisation of young people as they shape social norms (Martino et al., 2006; Zhang 

et al., 2008; see section 4.3).  

Zhang et al. (2008: 638) argue that music videos regularly portray gender roles 

related to sex in a stereotypical manner, with men being represented as ΨŀƎƎǊŜǎǎƛǾŜ 

ŀƴŘ ŘƻƳƛƴŀƴǘΩ ŀƴŘ ǿƻƳŜƴ as ΨŘŜǇŜƴŘŜƴǘ ŀƴŘ ǇŀǎǎƛǾŜΩ. Furthermore, they posit that 

women are often dressed in a provocative manner so as to attract the attention of 

the man/men in the video. These ideas can be read as being reflected in the young 

ǇŜƻǇƭŜΩǎ ƴŀǊǊŀǘƛǾŜǎ ŀōƻǳǘ bƛŎƪƛ aƛƴŀƧΣ ǿƘŜǊŜ ǘƘŜȅ ŀǊŜ ōƻǘƘ ŘƛǎŎǳǎǎƛƴƎ Ƙƻǿ ǎƘŜ 

behaves in the video and why. Furthermore, the young people are engaging in 

discussions about the ethics of this behaviour. For example, whether a woman 

should, or has to, use her body to achieve fame in this day and age.  

²ƘŜƴ L ŀǎƪ ǘƘŜ ȅƻǳƴƎ ǇŜƻǇƭŜ ƛŦ ǾƛŘŜƻǎ ƭƛƪŜ ΨAƴŀŎƻƴŘŀΩ ƛƴŦƭǳŜƴŎŜ ȅƻǳƴƎ peoplesΩ 

understanding of, and attitudes towards, sex and gender, their responses suggest 

that they perceive that they encourage young people to access free, online, 

pornography websites: 

wŜǎŜŀǊŎƘŜǊΥ ǎƻ Řƻ ȅƻǳ ǘƘƛƴƪ ǘƘŀǘ ƛƳǇŀŎǘǎ ƻƴ ȅƻǳƴƎ ƳŜƴΩǎΣ ŀƴŘ ȅƻǳƴƎ ǿƻƳŜƴΩǎΣ 

attitudes? 

Rachel: yeah 

Tilly: yeah, definitely 

WŜǎǎƛŎŀΥ ŀƴŘ ŀƭǎƻΧ ŀƘ Ŏŀƴ L Ƨǳǎǘ ǎŀȅ ƻƴŜ ǘƘƛƴƎΣ ǇƭŜŀǎŜΚ 5ƻ ȅƻǳ ƪƴƻǿ ǘƘŀǘ 

Anaconda video? If young boys see it, that might influence them, they might 

ƎŜǘ ǘǳǊƴŜŘ ƻƴ ŀōƻǳǘ ƛǘΣ ŀƴŘ ǘƘŜƴ ǘƘŜȅΩǊŜ Ǝƻƴƴŀ Ǝƻ ƻƴ ǇƻǊƴ! 

(Jack laughs) 


























































































































































































































































































































