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Abstract

Thisthesisexamines theelationships andBorder<)Ysee Castree et al2007)that
existbetweencK A f Rdedgapbids inhe space of everyday lifand formal spaces
of geographicathought (geography as an academic discipline and geograplay as

schoolsubjec).

Theresearchis based on the construction of &orytelling andGeographyGroup

which was convened by the researchsex times betweerseptember and November

2014. The groupconsisted offive participants, with the young peoplebeing

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

their geographies and imaginations of London and their world(s)8TRedzy 3 LIS 2 LJ S
narratives were then interpreted using the work of Henri Lefebvre (1991) and David
Harvey (1990) on thggroduction of paceQAnalysis examined how children are both

shaped by, and shape, social space.

The research has three major findings;stly, theyoung peoplen this study navigate
multiple, sometimes contradictory, social spaces when constructing and
representing hemselves, and their identities, in Lond@acondly, theyoung people
imagine London as a jigsaw of territories with distinct social rules existing in different
spaces and places within the cithirdly, London is perceived by tly@ung people
participaing in the research as a place of opportunity and hope, but also as a place

of inequality and injustice.

This thesis provides 'y 2 NA A Y | f Fyrfeara 2F OKAfRI
production of spacean idea that isalso hitherto underconsidered in education
(Middleton, 2017) The research also presents an original argument as to the value

of border crossing®etween the different spaces of geographical thought. Positing

that the value of such a crossing fechoolgeogaphy lies in enabling geography
GSFOKSNAR G2 0SS Y2NB Ay FARYWIE RSO [AYY 60SKNIIA NI yUR
2010), and arguindurther that providing children with opportunities to examine
OUKSANI 2y 0 3IS23INILIKASE dzia A ydMulerL ZDIOS NJF dzt

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



Impact statement
This thesishowsK 2 ¢ OK A f R NBg/ &oth anSgeadilacadeniicShought,

and as shared by childreheémselves, can be enablinggeographyeachers in their
WOdzNNA Odzf dzY YIF 1 Ay3aQ 6aSS [FYOSNI FyR a2N
futures. Through drawing on ideas from the discipline of geography (specifically
OKAf RNByQa 3IS23INIFLKASE leyH&vey) KOS0;dietvid,P R dzO G A
1991))the researchldemonstrateswhy, and how, it is ofalue to consider the child,

beyond their given identity of studenith school geography. In this way, the research
contributes toacademiaebate about the place dhe child in geographgducation

and the significance of geography education to the child.

In addition to contributing tcacademiadebate, the thesislsohas 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 schoblsough drawingon

al dZRSQ& ounmcO (&Lt B thesB Fas shiawh S\t | Yy 2 &
OKAf RNByQa 3IS23aN)LKASE (2it derdokstrétesthad S 2 3 NJ |
providing children with opportunities to studgheir own)everyday life using what

. 2dzy3 6unny0 GSN¥Ya WLIR2GSNFdzZ (1y26f SRISQ |

their own, everyday knowledge.

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

professional, conferences nationally and internationalith papers including

Mind the Gap! Geography as a discipline,-préversity subject andsapart of
everyday life (NOFA, 2019p&kholm)
/| KAt RNBYyQa DS23INFLKASAE FyYyR GKS DS23INI LK

annual conference, 2019, Manchester)

Why Explore the Production of Space in Geography Classrooms? (Royal
Geographical Society annuznference, 2018, Cardiff)

L2dzy3 tS2L)X SQa DS23INILIKASAY 'y  hLILIR NI
wStldA2yaKALl 0SG6SSy Ga9O@OSNERIFE&E FyR Gt

Geographical Union conference, 2017, Lisbon)



Furthermore, the research has thus fasulted in twopublications
| FYY2YRE [® O0F2NIKO2YAYy3I0 W KAfRNBYy:S /F
Walshe, N. (edsGeography Education in A Digital WdRdutledge: London

| FYY2YRE [® O6HnAnmpL W GAfAAAY3T GKS WLIND
peopft SQa&a dzy RS NA (0 [Gédgraphylio4@)pp2&3t | OSQ Ay
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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 England as in much of the world, formal

SRdzOI A2y F2N¥xa I fFNHS LINIG 2F | OKAf RC
2011 . SO GKS NBflFGA2YyaKALA 060SisSSy G(GKS (
education is much debated. The focus of these debates include philosophical
considerationsas tothe purpose of schooling and its potential for emancipation (see

Freire, 1970) and uman flourishing (see Reiss and White, 2013), as well as the
relationshigs between different forms of knowledge (see Young and Muller, 2016)

YR K2¢g GKSasS YAIKG 6S O2yaiARSNBR o0& (St
Lambert and Morgan, 2010; Younglef = HAMN O ® / 2YAARSNAY 3 338
NEtFdAz2y G2 GKSasS RSordSa Aa 2F @I fdsSs
geographies are significant areas of research in the academic discipline, their place

in compulsory education and schooling has tgebe fully explored (Biddulph, 2011;

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

2 A0K OKAfRNBYyQa 3IS23INFLKASa Fa GKS T2 0dza
quality of school geography there needs to be a much greater understanding of
different spaes of geographical thought and their relationships with one another.

¢KS OKFLIISNI 6S3Aya o0& AYUNRRdAzOAY3IZ | yR LN
that exist between spaces of geographical thought in section 1.1. Following this, it

sets out the needor 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. Followig 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 chéyater

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

section 1.5.

16



1.1 The research problem

Since the 197Qsesearch in the academy has led to the emergence and growth of

0KS &adzo RAAOALI AYyS OKDKRMNEY @K AIF R NIQIK A3
associated fieldshas developed and changed understandings of children and
childhood (see section 2.2). It has also critically examined and developed
methodologieghat can be used to work witrand researchchildren @Aitken, 1994
2001;2018;van Blerk and Kesby, 20a9¢rschelmanrandvan Blerk, 2012; Freeman

and Tranter, 2015see section 2.2 and 3.J. Despite these developments in the
RAGOALI AYS 2F 3IS23aNILKeX (GKSNB NBYIFAya Y
geograples should be considered in geography education in sch(sds for
example,Firth and Biddulph, 200€aling, 2011 2014 Tani, 2011; Biddulph, 2012;

Roberts, 2017).

In the contextof Finnish geography educatiofiani (2011) has conceptualisecete
RSoliSa Ia 620K SYSNHAY3I FTNRYX YR 06SAy13
affectingschoolgeography:
o Firstly, the gap betweegeography as an acadendiscipline andyeography
asschoolsubject;
o { SO2yRfeés GKS 3IIHL) 60SisSSy OKAfRNByQa
and thegeography they study in school
This research seeks to expgffor 6 KI G ¢ Yy R 2R$ I¥3Ia@ | yR GKS
have, and have had, dhe place ofOK A f R NB y Q &n sehSakggolychphykihk S & A
England. To do this it examines the relationshifgtween the three spaces of
geographical thought that Tani highlights (everyday life, the academic discipline and
the school subject)This thesisi¢ Y Ay @Sa G A 3l G Aebgfaptlieg and OKA f

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
F2NXYIFEA&ASR Ay GKS FOFRSYAO RAAOALIAtAYS |y
al., 2007) exist between these spagesaring that the relationships between them

are complex and multifaceted (Bonnett, 2003; Castree et al., 2007; Tani, 2011; Butt
and Collins, 2018utt, 2019. The identification othe need for the research (notably
these borders), and my desire to undertake this doctorate, was born fnoyn
experiencasas ageography teachefnsection 1.2.11 introduce my personal journey

to situate myself in theesearch as who | anis deeply imbued in every stage of this
thesis from its conception to my navigation of the research processainined in
depthin section3.1). 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 letween 2006 and 2014. It focuses specifically on education in England, as
this is where | 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.

| then move on tasituate the need for the researdh academiditerature in section

1.2.2.1t focusses specifically on considerldgrder<ihat can limit, and block, ideas

and methods from the sub discipline of EhRNB Yy Q&4 3IS23INJ LIKAS&a 0S5
school geography. T$sectionhighlighsthat the need for this research goes beyond

the confines of my classroorand experiencesand relates to systemic, and/or
recognised, issues in compulsory schoolingrigland¢ KS dzaS 2F G KS (SN
in this section, and the thesis more broadlydiawn 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 academic discipline and school

subject in England, which they conceptualise as being like two distant relations.
Castree et alargue that although there is nperson thatprohibits relationships

between the discipline and subjeslystematic, institubnal and personatonstraints

such as accountability pressuresten prevent the two spaces of thought having

sustained and significant relationships with one another.

18



I now move on to introduce the personal journey which led me to undertake this

researd in section 1.2.1.

1.2.1 The need for this research: a personal journey

When | began thi®hD, | was working full time as geography teachad head of
department in a secondary school in London. Over the course of eight years, | 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. |
had, and continug¢o 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 | uadstood this to be an important part of my job, | also
had intrinsic interest in the children | taughthildrenwould tell me about their
geographies, imaginations and experiences of the wdddh in geography lessons,

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

the classroom.

Throughinteractions with childrenand also througldiscussionsvith colleagues and

my experiences of the education system in Englawde broadly, beganto question

the relationships betwen OKA f RNBy Qa SOSNEBRFIE fA@Sas |
formal education. The main focus of these question®lated to OKA f RNByYy Qa
geographies; in considering if, how and why, | drew on them in the classroom, and

also in considering whether they were reposed and valued in the same way in the
academic discipline and school subjdataddition, | began to questiomhether not

O2y &aARSNAY 3 OK Antséhoubggagraphafsciedchidcdpialisatidns

of children and childhood in schoolinghesequestions emerged froreeveral inter

related experiences that | now outline:

o CANBRGOf&Z L y204A0SR GKIFG OKAftRNByQa 3S
area of study in the curricula in the schools in which I taught. In questioning
gKe OKHBRERBYOQXKASaE oSNB 2FGSy 2YAGOSREZ
GHnnyv 1jdzSadA2y WgK2aS 3IAS23INF LIKEKQ ¢K
myself as a teacher, and others involiacturriculum desigrfrom the state
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to my colleagues, were sometimes privileging tgeographies of some

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

Further to this, | started to question if the undegpresentation and/or
consideration, of children geographies in scheplmight influence both
OKA f RNB Yy ®élonging ghd their Zohceptualisations of the world. |
perceived this to be pertinent concern as children and their perspectives
are sometimes regarded as less important than adults in mainstream social
and political debates (see Skelton and Valentit@98; Porter et al., 2012;
section 2.1). This led me to question the potential $shoolgeography to
support children in examining their own geographies, and the geographies of

others.

Secondly, in a context of accountability and performativity pressimes
schools (see for example, Jones and Lambert, 2018), | began to feel that there
gl a tAYAGSR GAYS F2NJ YS G2 SELX 2NB

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

political geography andborder disputes with a Key Stage 3 class, a child

NEBfl SR LRftAGAOIET o02NRSNAE (G2 I LI} I OS

Front line represented a row of shops, which the majority of the children in
the class seemed to conceptualise as territorial line between $alools
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. | was both personally
AY G NR I dzS R condmerit, it al€dKek theRevas value in oesting

this personal narrativewhich was imbued with ideas of territaryo the
political geography we were studying to support students in meaning making
(seealsoRoberts, 2013b; 2017). However, | also talnpelled to move on

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

0SG6SSYy GKAa OKAfRQAa ARSIFA 2F GSNNRG2!

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

was pressure to teach students a large volumecofriculumW¥O2 y i Sy G Q
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enable them to access an upcoming exammich was a compulsory part of

the schools assessment policy across all suhjects

Thirdly, | 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 developingy, rolling out, strategies to support staff

in working towards targets related to exam grades for the sththe
(geography) departmenand/or individual classes and children. Apart from
discussions about learning needs (such as dyslexia), | felt teat tvas
limited attention paid to considering questionshich | believed were
important to both my development as a teacher, and to my students
education,such aswhat is a child®ho are the children we teach? How do
we support them in making progress @eography? And how, and why, are
their everyday lives and geographies valuied or of value to school

geographyand education more broad®/

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

supporting and empowering the chilgin in their everyday livesincreasingly

questiored 1 KS NBf Il GA2yaKALIA 0SG6SSy OKAfR

(geographical) education thegngaged with in their schoolindg-or example,
throughout my teaching career | had often made decisions to teasbhinols

in what may be constructed, and perceived, as being located in areas that
face socieeconomic challenges. One of my motivations fos thias to try in

my own small wayto challenge inequality and social injustice through
education. However, the tgger | taughtthe more | questioned the best wa

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

Of FaaNR2yY IyR AYUSNIXOlGA2yaod L o6S3ly G

identity, was often forcibly separated fromefr 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
0S06SSY I OKAfRQ&A S gedNEsR Fréire, LVAFS | YR
example, children annect new knowledge and ideas with their prior
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knowledge as they make meaning (see Roberts, 2028h7. In addition,
children may draw on their formal education in making sense of their
everyday lives and in informing decisions they make both insidepatside,

of the classroom.

These experiences, and the questions they led to, connected to astanging
AYiSNBad L KIFIR RS@St 2thddgh my gwn @ddatioRNS y Qa 3
interest had informed module choice in my undergraduate degree, and led me to
F20dza 2y OKAfRNBYyQa 3IS23aNILIKASAE O6AYy RATT
MastersdissertationsThis interest alsmformedmy motivation to train to €ach and

to work with children, and ultimatelyny decision to leave the classropas | was
increasingly frustrated with the education system | was a parfafthe reasons

outlined above.

When | left the classroom, and began woikas a Lecturer in Geography Edtion

at UCL Instiite of Education(IOE) | found the issues | had perceived to exist in

schools being polarised in debates within the geography education community. With
a2YS O2tftSF3dzSa SEG2ttAy3 (séeSecioRgDEAIE 2
and othersquestioning whether they shouldvenbe explored in(initial) teacher

education

During my last yaa working irschoos, the concerns | outlined abovbeganto form

the basis of my perception of a need for this research, and myelésicontribute

to knowledge and debata the discipline of geography, or as Johnston and Sidaway
(2016)a G I (0YSH 1480 23 S 2A3 Alfirst §ke@ dd My journey to contributing to the
discipline, | examined,iatnd howY & 26y SELISNASYy 0Sa | yR LISNIX
geographies being undeonsidered in school geography, were represd¢ine of

wider academic debatd introduce these debates in section 1.2.2, highlighting the

need for this research as reflected in aeadlc literature.

During this section, and throughout the thesis, the tertbsi OK2 2f ,3S2 A NI
WIS23INI LIKE SRdAzEINIARFS2/ONT 8K E2 A a3 F JO0K2 2§
However, it is recognised thatot all children attend schoodnd compulsory

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

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

So far in this chaptet,havefocussed orproblematizng the relationships between

0KS OKAfRQa SOSNERLI & fahdirfodlcyiRdifféreéa@dind T 2 NI
conceptualisations of children and childhood asademic and school geography
(examined further in section 2.2However,it is of value to recognise that children

are central to education. Not only aohildrenwho teachersteach, they are, aleast

in part, why many people choose to tea@nd why a society educates (see also
section 2.2.5). The centrality of children to soling means that the relationships
between the child and their education are areas of research agloate in the
academy. Examinintihese relationships often requires a mix of philosophical and
practical considerations. For example, if a persmal/or sysem has a philosophy

that school education is about the transmission of knowled(gee for example

Hirsch 2007; 2016 sections 1.2.2, 2.2.4a, 2.2.8his can, and doesaffect the
curriculum that isdesigned, an@é@nacted and choices impedagogy It can &so affect

OKAf RNBYyQa SELISNASyOSa 27F SRdzOdpdcialiged | y R
knowledge their teachersand 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 thehild isoften constructed, and represented, as being central

to teaching geography, there is limited research or theory as to how, or why,
OKAft RNByQa 3S23INIFLIKASE | Nich@ols @I f dzS G2 3

Children are recognised, and represented, in many models and theories about
geography education. Many of ése models relate the student (a term which is
NBE3dzZ NI & dzaSR (2 NBLINKASY (einsdhd®l), Okairt RQa =
teacher and their teachingand to geography as a school subjédiese areas (the
child/student, curriculum and pedagg), and the relationships between them, are

also often then related to, or situated within, the academic discipline of geography.
¢tKSaS Y2RSfa IyR (KS2NARS&a AyOfdzRST . Syy
Y2RSET [FYOSNI | yR a2 NHIWEQNseéd@sissetion ¥/ dzZNN
2.2.4a);the GeoCapabilitiegpproach; and theéDidaktik Tradition, which igidely
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referred to in German, Nordic and South American literature on education (see for

example,Hudson, 2016Bladh et al 2018).

TheGeoCapabilitieapproach is of particular interest to this research, asufggests

that it is of value for geography educators O2 Yy a A RSNJ WgK2 | NB (K.
0§SFOKKQ 6 ST 2WiBn clirycalumimakingexamined B depth in section
2.2.4a) Through this question, the approach appears to brthognise children as
existing beyond their identity as students in schools, aodgests thagetting to

know the childrenthey teach isa primary concern foall teachers. Howevetthere

has been naclear examination in academic literature as to what this meae® (
section 2.2.439. For example, the question could be interpreted as encouraging
geography educators to consid@® K A f RNB y Q & bofh &2 shtddldK &S a o
childrenthemselvesandas an aa of thought ad sub discipline of geography), yet

it might also be interpreted as encouraging teachers to considerQHeA &gR,Q &
and/or their individual and collective learning needsd notions of progression in

geography and education moteoadly.

Despite these models andtheories recognisingthe centrality of children to

education, there has beerlimited consideration of, or research into, the

NBfl 0A2yaKALIA 0Si(6SS yschoogaograpNgyrtted to @iS 2 3 NI LJ
Catling(2011) provides a stark warning that in the United Kingdom ,(téiighers
oftenhaveat A YAUSR (y2¢6f SRIS 2F OKAf RNByQa 3S2
the geographies of the children they teach often go unnoticed and under considered,

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

for example,DfE, 2038; 2014; section 2.2.4. Catling (2011) asserthat national

policy and currica 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 deconstritiieir own) geographiesas part of their

formal geographical education.

This puts school geography at odds withacademicdebate I 6 2 dziiT OKA f RNXE
geographiesin whichliterature regularlyexpounds the benefits of active citizenship
(see for examplea OYSYRNA O Z HAnndp0I YR NBaASI NOK

experienca and imaginéons of the world to better understand children, childhood
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and society (Aitken, 2002018; Fass, 2013)Although the value of engayy with

OKAf RNBY Q& 3 S§s2ad Wdadeli€id disgidine @rl (ak shared by children
themselveshas been argued by mg in the geography education community (see
T2NJ SEFYLX S5 | 2dzy3d tS2L) SQa DS23aNI LKASE
w20SNIazZ HuamtT 4SS aSO0GA2Y HDHO Jofteh) LJA &l .
SRdzOF 12 NEX (y26fSRI*IS 2F OKAfRNBYQa 3IS23INJ
In situating the need for this research in academic thought, | now introtHareer

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

OKAt RNBY Q& schoRgadgdepik A $& Ay

o CANRGfE@TX OKAfRNByQa 352 3Ndntelkckudldy KI & 0o
some academics interested in geography educationschools(see for
example Standish, 2006 in Biddulph, 2011; Wheelan, 2007 in Firth and
Biddulph, 2009

o Secondly, asighlighted in my own personal reflections on educaticseé
section 1.2.1) OKA f RNBSy Qa 3IS23aNFLKASE KIFIBS 0685
curricula documentation across compulsory geography education (Key Stages
1-3) in England (see Catling, 2011; DfE, 2007; 2013). The impact of the
2YAdaAzy 2F OKAf RNByQa udiGulaBanlalkokbk S& TN
seen as being exacerbated by the waddicumented accountability pressures
on (geography) teachers (Lambert and Mitch2D15; Jones and Lambert,
2018 and nationally recognised concerns about teacher workloRéE (
2018). With limitedtime, increased monitoring and a focus on student results
potentially leading to geography teachers feeling they do not have the time
2N aLI OS G2 SAGKSNI SELX 2NB Qkriid RNBY Q¢

develop their own knowledge of children andIdhiood;

0 ¢KANRE &2 OKAf{ Radalgothaen anSt2dfidin safha Gnitial)
teacher education programmes (Catling, 20I0h)is problem has also been
exacerbated, as it isituated in a context in which there are recruitment and
retention issue®f geography teachens England (Geographical Association,
2015;Foster, 2019). This has resultecamincreasef applicantsandtrainee

teachers without a first degree in geographyrhis, in turn, is situated in
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landscape in which there is alsdessning of university subject specialist

input into initial teacher educatiorfITE)ue to a diversification of routes into
teaching(see also Butt, 2019)This meangeography teachers may never

have had an opportunity to actively consider and/or study ¢kisly Q &
3S23INF LIKASEA Ay SAGKSNI G-g&nan teached K St 2 N.

education programme;

o Fourthly, sub disciplinesften inadvertenty 3 2 YSGAYSa o0SKI @S |
O2YYdzy A G A Sthad knotviedigy” Ang Eesearch is natways shared
with other fields or communitiegexamined further in sections 2.2.4a and
2.2.4b)

o Finally, the sockpolitical construction of the child (see section 2.2.5) and
Wiy2e6f SRIS GdzZNYyQ Ay & OK Ba2e ofteh 88t S R dz
considNBE R (GKS NBflFlA2yaKALA o0SGsSSy (K
specialis knowledge they engage with in their formal educati@xamined

further insections 2.2.4a and 2.2.1b

Section 1.2 has identified a need for this research, highlighting reaséhd OKA f RNB Y
geographies is often not considered in school geography. To do this it has drawn on

my own experiencesas a geography teacher, which has also introduced my
relationship to the research, a theme that will be returned to throughth& thesis.

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

literature, highlighting that although children adten recognised as being central

to geography education in schools, issues with teacher education,adadk of
NEFSNBYOS G2 OKAf RNSasgswal addsdutdbiliydgrasSuies Ay O
on teacherspften leads to them being underonsidered in schools.

Having identified the need for the research, | now move on to introduce the research
enquiry andquedions in section 1.3. Following thisaiguethe significane of this

thesis in section 1.4nd outlire its structure in section 1.5.
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1.3 The research questions
As introduced in section 1.1, thithesis isan Ay @Sad A3 GA2y Ayl?2
geographies andheir value to geography education in school¥he enquiry is

structured around three research questions (RQs), whrehintroducedobelow:
RQ1WhatR2 @&2dzy3 LIS2LJ SQ& yI NN} GABSE NBGYSI
imaginations of London?
RQ2How Ol y WNRRdAZOWA 2y 2F aLl OSQofOK ¥ 6t RNB gzl §
geographiesand imaginations of the world?

RQ3 Hw can geography education use ideas and methodologies from

OK A f Reddaplaes to enhancechoolgeography?

As will be examined further in chapter threand addressed in chapter seven,
researchquestion one aims to enablie young peoplen the studyto share their
geographies and imaginations of London. The value of this lies in collecting a case
study of dad which enables young people to share their experisnead
imaginations ofLondon andheir world(s) Aswill be examined in detaih section

3.2, beginning with the child is amnderpinning philosophy when conducting

resSt NOK Ay OKAf RithMsttieivsadds 2nk @.990)KtAtiGghaT the

FANRG GKAYy3a OKAf RNE ysdsien. TI8s2phiddopldK Sivsiito & K 2 dz
encourage, and enable, young people to share experiencesgandraphies that

matter to them, and not be constrained by adalid/or researchagendas.

Researclguestion two focuses oexamining the value afisingthe Production of
spacé€lseeHarvey, 1990; Lefebvre, 19%ection2.3.5 to analysethe narratives of

the young peopleinvolvedin this researchln the thesis, larguethat using the

production of spac&S y I 6t S& | Y2NB ydzZ yOSR dzy RSNE U y
geographies, andlso enable®2 yy SOl A2ya (G2 6S YIRS 06SisS
lives the discipline of gegraphy and geography in schools.

In researchguestion three | critically considenow geography educatiom schools

might draw upon the methodologieandideaZ 2 F OKAf RNBy Qa 3IS2 3N
those drawn upon, and used, in addressing RQ1 and RQ2) to entmengeality of

school geographyThis 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 sigricance of this research

¢CKAA NBaSIFENOK Ay@SaidAaalrdisSa G Kdgsographyt dzS 2
education in schoolsPrevious research has soughtdonsider the place of, and

promote active consideratioof, OKA f RNBy Qa 352 3aNJI LsnAlGa Ay
the case of thef 2 dzy 3 t S2 LI SQa Mikem@asNihveIBekrSadettoN? 2 S O |
link the three spaces of geographical thought introduced earlier in this chapter (see
section 1.1; Hopwood, 2007; 2008; Firth and Biddulph, 2009y¥u t S2 LJ SQa
Geograhies Projegt However, this researchmakes a distinct contribution to
knowledge through original methodological choices in geography educagian (

beginning with the chiljj and offering aroriginalanalysis of how th@roduction of
spaceOl'y 068 dzaSR (2 LINRPGARS ySg Ayardakia
imaginations of the world.

The value of this lies Mrossingbordel® 06 &S S / | a (edveen différent f @S H
spaces of gegraphical thought (see sectiodsl andl.2). As whilsthe importance

2F adFNILIAY3a gAGK GKS OKAfR KIFHa o60SSy |y &
for example, Matthews and Limb, 1999; Horton &t 2008), and thgroduction of

spacehas offered valuable waysf critically examiningveryday life inhe academic

discipline Middleton, 2017;Hammond, 2019; segectiors 2.3.5and 3.6, they have

received little attention in school (geography) education

Drawing ona review of the literature oO KA f RNBy Qa 3IS23I NI LIKASaX
youngpeople (analysed using the production of space as a conceptual framework),

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

from, OKAf RNBy Qa 3IS23INILIKASE OFly o6S dzaSR (2
informed decisionsn their ¥ O dzZNINJ O dzt (s Larvilert dng” MdRgan, 2010),
ALISOATFAOIEE @ Ay 02y aAgubdiiryied thavdsibga®ndrnoi S E LI
dzy RSNBELX 2NBR (y26fSR3IS | 062dzi OKAf RNBYyQ:
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educators and educationin enacting aGeoCapabilitiesapproach through having a

NAOKSNI {y26ft SRIS 2F K24 YR 6Kex 4SS &K?2

OKAf RNBY ¢ GeoGapabiligskambaeit ar Blorgan, 2010; sectiadhg.2,
2.2.4a, 4.6, chapter sevgnThe thesis also positthat enabling children to use
disciplinary knowledge to study (their own) everyday lives, can support them in being

more informedsocial actors

Furthermore, aghe research is contextualised and situated within place tme-
space(specifically Londomithe 2010s), the research also contributektmwledge
aboutOKAf RNBy Qa 3IS23INILIKASE AYy [2YR2Y AY
the young people in this research are navigating multiple, and sometimes
contradictory social spacesyhen constucting 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 partipating inthe research viewLondon as a place of

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

Whilst this thesis fouses on critically considering the value of these findings to
geography education in schools, they are also of interesth® sub discipline
OK A f RNEB y Q danddté @ideMsbciely, inShatter understanding children and
childhood in thigime-space | now move on tsharethe structure of this thesis in

section 15.

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 twobegins with a critical examination of the spaces of geograpHicaight
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 bordebgtween these different spaces. Following

this, chapter two reviews thiterature published to date on two areas:
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0 ¢KS FTANRBUO T2 O0dza ANskcticDR2)anBRhifkra 3IS2 3
been understood and represented in the different spaces of
geographical thought identified in section 1.1;

0 Thesecond focus is on the geographical concepts of place, space and

time (section 2.3) These concepts areentral to the thesis, both in
situating the researcin place and timespaceand also in introducing
the Production of spac® | & ( KS framawsrid Gsedliirdzhet

analysis of this research

Chapter threeprovides an outline of the research design and methods undertaken
to conduct this research. As the research was conduaiéitl, and for, children this
section also examirsthe methodological and ethical considerations of research with
children. It then draws upon thproduction ofspace(introduced insection2.3.5) in

outlining howthe empirical data was analysed.

Chapter fouris the first of threediscussiorchapters wheth share the findings of the
researchlt focuses on sharing the narratives of the young peaplalysed as relating

to identity.

Chapter fiveis the second of three discussion chapters which share the findings of
the research. This chapter examines tBe2 dzy' 3 LJS2 LJX SQ&a y I NNJI (7

territory and turf, a theme identified duringnalysis

Chapter sixs the third of three discussion chapters which share the findings of the
researchlt examines the youngJS 2 LJt SQa O2y OS LJi dzl flagedot (A 2y a

opportunity and hope but also aplace of inequality and injustice.
Chapter sevenconcludes the thesisaddressng the research questions and

demonstratinghe 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 chapterprovides a systematic review of tHeerature published to date on
research,and debatesthat are central to thighesis(Bourner and Greener, 2016)
The chapter is divided into two sections, which are focussed on examining areas of

debate introduced in chapter one:

0 Section 2.2focusses nchA f RNBy Qa 3IS23aNJ kiKiReB@d ¢ KA 3
section 2.2.Jandintroduces research, and debateabout children and their
geographiedhat exist in different spaces of geographithbught It posits
that the existence obordersbetween thedifferent spaceshave resultedn
NBaSINOK Fo2dzi OKAf RNByQa 3IS23INI LIKASAE
considered in, school geography. Arguing further that this has resulted in
children sometimes being constructed and perceived as merely recipiénts o
knowledge in education. This raises concerns about if, and how, children are
actively engaged in meaning making and recipradialogue with their
teachers, as well as whether they are provided with opportunities to use
Howerful knowledg€lsee Young ahMuller, 2010; section 2.2.4) to critically

examine (their own) everyday geographies and lives.

0 Section 2.3xamines the concepts of place, space and t{mretime-space
(see Hagerstrand, 1975 section 2.3.§), considering how they have been
conceptualised and represented in the different spaces of geographical
thought This is worthy of examinatiamot just because everythingicluding
this researchhappens in a place, which in turn exists wittime-space but
also in introducing thégroduction of spac@(see Lefebvre, 1991; Harvey,
1990) which provides the conceptual framework for analysis used in this
research(see section 1.3 and chapter 7he sectionarguesthat further
exploration of theproduction of spacedn school geography can support
greaer understanding of how peoplehape, and are shaped by, social space.
Arguing further that this is of value in developing knowledge of power
relations and inequalityand how they are produced and sustained in

different placesand time-spaces The value of this ultimately lies in the
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potential for geography to bemore emancipatory, as knowledge of inequality

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

Prior to this, the literature review begins Inytroducing the conceptual backdpao
the thesis in section 2.lexamining 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 criti@amination of the spaces of geographical
thoughtintroducedin section 1.11t is situated here as it is drawn upon throughout
the two major components of the literature review (see sectiéhg and 2.3 in
discussions about the relationships abdrdersbetween the different spaced he
sectionbegins by sharing dsualrepresentation of the three spaces of geographical

thought asa conceptual triad in figure one:

Figurel: Spaces of geographical thought

Geography as
part of
everyday life

Geography as Geography as
an academic a school
discipline subject

Place and time-space
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Lefebvre (1991) whaseda conceptual triad to represent theroduction ofspace

(see section 2.3.5argues 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 reent that each of the spaces of geographicaiught

have relationshipwith one another and are situated in place ande-space This is
something alluded to, but not explicitly examindaly Tani (2011). The inclusion of
place andtime-spacein the diagam is representativeof spaces of geographical
thought beingshaped by, and shamgy, the place andime-spacethey exist within.

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

time-space

The remainder of this sectias dedicated to introducing thepaces of geographical

thought and examining the connections admbrders between them. It begins by
consideringgeography as part of everyday life in section 2.1.1. This is bedaisse

the space in which all people(#Of dzZRAy 3 3IS23ANIF LIKE&@ Q& , aidzRS)
exist within and contribute to (Gregory et.aR009; Johnston an8idaway 2016).

Everyday lifas also the space in which geography as a disciplineseimoolsubject

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 studiedresearched in a formal manner it was part of
everyday life (Bonnett, @8, Murphy, 2018). Geography is everywhere (Matthews
and Herbert, 2008Cresswell2013)and people(s) have alwaysed, and continued

to use, geographical thought in order to surviv@urvival,including the need to
source water, food and sheltdras deerminedthe nature ofgeographical 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 (lbid.).

Although the gegraphical knowledge peopleeed in order to survive and thrive

today varies between peopls® and places (Tuan, 1976jeography remains of
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critical importance to, and a fundamental part of, ptopleQ dves (Tuan, 193;
Massey, 2005; Bonnett, 2008lurphy, 2018)Whetherconscious of it or not, people
ask geographical questions all the time; from union leaders decwdegewould be

the best location to hold a demonstration; to pareitsarersconsidering when, and
GKSNB>Z AlGQa &itFphy dutoNariadd Sye BliotQdakdfuged.making
decisions about where they should go to seek safety and/or opportunities. These
guestions are ones we ask of ourselves, and of those around us (for example to our
families, friends, communities and leagues). The questions, and pedplé
interpretations and representations of them, are alsgignificantarea of research

and debatein the academic discipline of geography (Bonnett, 2008; Gregory,et al
2009; Johnston and Sidaway, 2016).

In this way, gography as part of everyday life has distinct relationskiph spaces

of formal geographical thinking. Indeed, Cresswell (2013: 2) argues that for
3S23INF LIKSNBE wWiadk Gre fjrafpbrd ibdcaugedof, not in spite of, the
SOSNERIFI&dySada 27 I8atEhNI LIKSNE Zy ORKYYOSNY aw3a S
K2dzNE €S0 Ft2yS I RIFEFeX gAlK2dzi O2yFTNRY (A
I NBaagSttQa | NBdesérthiin dedgaphy dad Both &xpldr& and
representeveryday lives and geographi@syd also has the potential to impact upon

them and affect change.

This philosophy, and soepwlitical changes which savgociety(s) becoming
increasingly aware of ineqglibes between people(s) and placaes the 1960s,

informed motivations for the radical turn in geography (see Cresswell, 2013; Peet,
HaMpT ASOGA2Y HOPHDPOUOLD® ¢KAA fSR (G2 3IS23INIL
(See Massey, 2008) was researcheddistd, represented, valued and shared. One

of the groups which were recognised as being urttarsidered in geography at this

time, were children and young peop(eee for example, Aitken, 2001; 2018; Freeman

and Tranter, 2011)The emergence and growth 8fS 2 A NJ LIK& Q& | OF RSY A C

children is examined idetail 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 lié is an area of research in the academic discipline, and the desire to
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research everyday life and inequalitg often born from the desire to affect socio
political change. | now move on farther examine geography as a space of formal
study and thoughtin section 2.1.2. This sectiantroduces both geography as an

academidiscipline anda school subject.

2.1.2 Formal spaces of geographical thought

In this sectionl begin by considering what is meant by an academic discipline. | then
examine the relationships betweethe discipline of geographgnd everyday life,
O2yaARSNAY3I 3IS23INFLKeEeQa KAAG2NER a LI NI
in academic debateThis 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 gedgydp attend to

this inequality Building @ the bordersbetween different spaces of thought set out

in chapter one, | 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 knogdde. As highlighted in discussions in chapter

one, which refer to two sub disciplines of geography (nan@Ig A f RNBy Qa 3IS2 3|
and geography education)disciplines are madap of sub disciplines and
communities. Howevedisciplinesare rot isolated fran everyday lifdé Yy R (G KS& Wy S
0KS &dzLJLI2NII 2F GARSNI a20ASGe& Ay 2NRSNJI 4
Academics and researchers exist within, and contribute to, so@atyrequire
employment and/or funding to research and teach. In additiorseagch priorities

are sometimesmplicitly, or explicitly driven by external economic or sogmlitical

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

Ay GKS FOlIRSY& YR SOSNEBRIE& fAFS Ay o021
education. For example, they both involve easch into everyday life. In addition,
academics in both sub disciplines often have a desire to affect societal, professional
and/or policychangethrough their research and teaching (see for example, Morgan,

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

impossible to separate an academic discipline ftbmexternal worldg (including the
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place andime-spac@ they exist within and contribute to (Gregory et al., 208it,
2019.

DS23aNI LIK& Qa A Y ibrSmdS t,ihé woklg/a¥ourld i (RdebdSthelward
geographyA 1 a St F YSIya WOIFINIK 2NAGAYIQ O6DNBI2N
mean that dating when it became an academic discipline is much debated (Matthews

and Herbert, 2008Heffernan, 2009Jcdnston and Sidaway, 2016jor example, in

the United Kingdom (UK)geography had been investigated, and taught, by
WEYlFGdSdzNE 2N a0ASydAada GNIXAYSR Ay 20GKSI
2016: 38) for several centuries before it gainedseparate disciplinary and
departmental identity in universities (lbid.). According to Johnston and Sidaway
(2016), geography departmentand the disciplinewere first established in German
universities in around 1874. They argue that traders and commerciaésttefunded

expeditions aiming to benefit from the knowledge, and at times, the land and
people(s) theexpeditions provided access tWith geographical thought being

central to thisgrowth, geographical societies and academic departments began to
developin a number of major trading posts and capital cities (ibid). The development

of geographical societies (such as tReyal Geographical SocietRGE The
Geographical Association (GA) in the UK), led to promotion of geography as both an

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

Geography as a school gatt in Englan@xpanded alongside the British Empire and

the evolution of mass schooling in the late™@entury (Bonnett, 2008see 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 abouwthat is taught,

and how it is taugh, as well as debates about the purpose of schooling and
educationvarybetweenpeople(s) anglaces and acrossme-space(Walford, 2001;

Lambert and Morgan, 2010; Morgan, 2018). Bonnett (2008) exemplifies this when
discussing the first school studentsgeography durig the age of empire in Britain,

noting that students $ SNB SELISOGSR G2 WNBOFtt GKS 1
G2L12ANI LIKAO FSI{idzNBad FyR SGKYAO 3INRdJzLIA 2
R2YAYIFGSR o0& I LISRIFII2A LavinnWNBF R | YR NBY:
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{ OK22f 3S23NI LKeE& QacaddBidiscipliheis/carfplexandnulii K (1 K S
faceted. Althoughi KS RAAOALX AYyS KIFa&a |4 GAYS&a LI I @
AS23ANI LIK& OdzNNA Odzf dzy |4 | aoOKz22f fS@StQ
varied between places aratrosgime-space Overthe past decade iboth 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 ingeasing disconnect between the academic discipline and school subject (see for
example, Castree et al., 2007; Lambert and Morgan, 2010; ButCatichs, 2018;

Butt, 2019;see sections 1.11.2.1, 1.2.2 2.2.43. Recognising, and examining, this
disconnectis significant to this thesis in considering questions about which
knowledge is taught, and how, in geography. Furthermore, it is of value in considering
WgK2aS 3IS23INILKEKQ dalaasSes uwnnyo Aa SELI
in sections 2.2.4and 2.2.4b).

In addition to the changing relationships between the different spaces of forma
3S23ANI LIKAOKE K2 dzd kedognisdhat Bciderhid dis@plingshadd) A T A O
school subjectbave distinct functins when it comes to knowledge. Examinthese

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 examineddetail in section 2.2.4a).

Academic disiplines continuously evolve as new knowledge is created and tested
(Bonnett, 2003; Caste et al., 2007; Lambert, 201dhd according to Johnston and
Sidaway (2016) have three fundamental pillars of knowledge; its propagation,
preservation and advancementhereas school geography education focusses

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 relationshygtween curriculum and pedagogy

in the age of empireThis example from Bonneit 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 hoferthermore, it can

also be seend highlight that what is taught, and how) schoolsis influenced by
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both its social and spatial context, aftd varying degreesjisciplinary though{see

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

Before concluding this section, itagso worthy of note that the two spaces also teach
RAFTFSNBY G a20AFf ANRAzZLIAE gAGK IS23INI LK@ ¢
OdzNNA Odzf dzY 6SG¢SSy YSe {dFr3SQa m FyR o 6
accessible to only some, for academpglitical, and in the case of university
geography in Englandgociceconomic reasonsafter this point. This means that

geography as part of compulsory schooling is potentially tilg time when a person
istaughtto Wi KAy 1 3IS23INFLIKAOFEEtE@Q oWFO1&2Yy > HA
2012 in a formal space of geographical thoughtereforeif we consider geography

Fda oSAy3a 2F @l tdzS G2 | LISNBER2YQad SRdzOl G A2
then thesignificance and opportunitgf this time should not be undegstimated by

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

GeoCapabilities websitsgection 2.2.4a).

In this section | haveutlined the distinctions between differérspaces of formal
geographicathinking, andintroducedtheir relationshig with one another and with
geographical thought in everyday life. The purpose of this has bedregin to
contextualise the relationships andborders that presently exist betweerthe
different spaces. These ideas will be drawn upon, and fudiegeloped throughout
the literature review.l now move on to review literature abothe sub discipline of

OKAf RNByQa 3IS23aNILIKASE Ay aSO0GA2Y HODOHO

HPH [/ KATfTRNBY QA | yRese2dzy3d LIS2L) SQa 3S2:
HPHOM LYUNRRdAzZOAYy3a OKAf RNBYyQa FFyR @&2dzy3 LI
As introduced in chapteone, children areéboth the focus of,and active agents in

this research. This section begins by engaging in a theoretaddiza a A 2y | a (2
A& | inGéctioh RXK2@onsiderindiow, and why, conceptions of childhood and
childrenvary. Arguing that conceptualising children as a homogenous grauas a

purely biological constructis deeply problematic for bottschool (geography)

educdion and society mare broadly. Following this, it builds on the debates
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AYGNRRdAdzZOSR Ay OKFLIWISN) 2yS Fo2dzi GKS SY
geographies as an area of academic interest in section .2&ving on wider
RSoF(iSa Ay 63S23INILKe0 &SRIDITAR yiheh $ 2 828 O
examineghe relationships and borders between the concegisation and study of

OKAf RNBYy Qa 3IS23NJ LKA S and dchyool dukj&tinlséatio”RsS YA O F
2.2.4aand 2.24.

Thechapterthen moves on to consider theonstruction, and representation, te
childin formal educationand schoolingnore broadly in section 2.2.5. This is worthy

of examination as geography as@hoolsubject is taught within, and exists as a part

of, a wider educational system influencdyy both sociepolitical and economic
factors.Finally in section 2.2.6examine the relationshgbetween the child and the

city, specifically considering London as the context of this research and the home of
the children who participated in thistudy. Sections 2.2.5 and 2.2.6 help to situate
the study in place andme-spaceas per figure one. The chapter is concluded in
section 2.2.7with a note being offered on the terminology used to represent the

young people in this research.

2.2.2 What is a ¢l?

This section begins by & { KA WA & | OKAf RKQ ¢KNRdAZAK i
guestion, it also considers another related questi#hat is childhoo@X he decision

to begin with what may seem like obvious quesi@a conscious one, for although

children and childhood are constructs that are familiar to most peopte word

constructis highly significant in developing our understanding of both. In hi§ bod¥ !

I NAGALdzS 2F] QDSNERS conpdSORIvMn 0 F NHdzSa (K
wh- & A& KIFLILISYAYy3 | NRdzyR dzas GAUKAY dzas ¢
argue that whilst we live on familiar terms with many people(s) (for example, our

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

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

themselves in the same wdipid.).
LF¥ 6S | LX) & [ S Tihedidéastdichildren aNdauM®gtlthen it
reason br askingWhat is a child@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 thatit seemsWy I (i dzNJ(Malénting, Z996tz5hapiro; 199Ajtken

2001; Skelton, 2008H06rschelmann andran Blerk, 2012 Freeman and Tranter,

20195. This section aims to critically examine these perceptions of familiarity, an
consider how different peopleand ideas, have shaped and influenced imaginations

of children and childhood-urthermore the section examinedebatesabout power
relationships in the construction of social identity, whiinA Y LJ- OG dzLJ)2y OKA f
experienca and imaginatios of the world, and how they view themselvesd are

viewedby others (Aitken, 2001; Sken, 2008; Kellet, 2014

Inthe academyd 2 G K W (afdShildhéoshrfe Ro@ widely recognised to lmaore

than biologically defined, andsbeing socially constructeand historically situated

(see for example, Hendrick, 1997; Valentine et al, 1998; Aitken, 2001; Freeman and
Tranter, 2011;Ho6rschelmannand van Blerk, 2012; Fass, 2013; Holloway, 2014).
Indeed, the childxan be seen as a social identity (Holloway and Velen2000)

that is, in part, constructed by the child and children themseliisken, 1994;
Skelton, 2008)However as introduced in chapter one, although these debates are

exceedingly prevalent in the academy, their placedhoolgeography is contested

Despitearguments calling for geography teachers to engage with these debates (see
for example,Yarwood and Tyrell2012; Biddulph, 2012; Catling, 2Q1Roberts,
2017), and the recognition of students experiencasd/or everyday knowledgen

many models and approaches about teaching geograpbg €ection 1.2)2they

have been largely omitted frorgeography education in schoolReviewing these

debatesis of value to thishesisfor two reasons:

o Firstly, unlesschool geographgonsiderghese debateschildren risk being
conceptualised as a homogenogi®up by those who teach themaspecially
given the landscape of educational accountabdibd performativity which
presently exists in schools in England (see sedti@rl andl.2.2; Mitchell
and Lambert, 2015; Jones and Lambert, 20T8iscould lead to children
feeling misunderstood and not represented, with thevoices and
geographies beingnder-considereduy their teachers. The potential impacts

of this are both educational and sat 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
ofwhatCNBANBE ompTtnd GSN¥Ya W olylAy3d Y2FR

o { SO2yRfeéx (KS 2YAaairzy 2F OKAftRNBYyQa
national, and often classroom, levels may mean that children raoe
provided with opportunities to examingho they are, and what it means to
be a child or young person in the pla@nd time-space they exist within.
This could lead tahildren feeling, obeing disempoweredas sociabgents
in their own livesthrough lack of access twhat Young (2008) terms
W2 g SNF dzf | PFAzat ORA § @ NBeeQectiomds 2.2.ZaMidLIK A S &
2.2.4b) Furthermore, this hashe potential to result in teachers having a
limited knowledge of children and childhood, whichuld impact onthe
decisions they make wheurriculummakin@ 6 [ I YO SNI | YR a2 NEF

Whilst these ideas are examined in greater deptiseation 2.2.4 and 2.2.4bthey
are highlighted here to argue the importance of questioning what Lefebvre (1992)
RSaONAROGSa a4 WTFFYATAFINRGEQ Ay &a20Alf O2y:

to consider the question aivho definesthe child

As previous concepns of childhood and childresich as childhood being defined

in solely biological terms) have become destabilised (Holt, 2011; Freeman and
Tranter, 2015), the idea that conceptualisatsdmve been mostly constructeahd
dominated by adult perspectivelas been raised as being particularly problematic
(Aitken, 1994; Valentine, 1996; Hendrick, 1997; Jeffrey, 2010; Skelton, 2008;
Freeman and Tranter, 201Hdrschelmanrand van Blerk,2012). This concern is
LISNIAYSY G 3IAGSYy GKFG | Rdzf G LISNRERLISOGAGBSA
LI2f AGAOFf RA&O2dzNEA S adHodsofiRmakayid vanfBierR, REB.2 A O f
MMUOYS YR GKSaS aLl O0Sa KI @S lives$andizuseS)NI (2 |
and how they are perceived, represented and treated (ibid.). However it is now
recognised that children, like all peopt®ntribute to, and are affected by, the social

space they exist within and igoduction (see section 2.3.9n this way, children are

not passive recipients of tlesocial identity, they (in part) construct it themselves
(Aitken, 1994 Skelton, 2008).
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wSO023ayArAaAy3ds yR SEIFIYAYAyYy3aS OKAftRNByQa N

their own social identigs, is a central aspect of developing knowledge of children,
childhood and society more broadly (Fass, 2013). It can also enhance
understanding of the nature oBeing? NOI- & S(5eg leicegger, 1962; Mulhal,
2013), which Helegger (1962) paits ispeculiar to being human, aneépresensthe
notion of being aware, or (self) conscious, as we exist within the waitds is
because thesdebatesreflect an understanding that children exest'BeingQandyet
school geographyand schooling more broadlyR2 Say Qi | f gl &a
conception of child (sealsosectionl.2.2).

5SALIAGS GKS o0SyST¥Ada 2F O2yaARSNAy13
identities outlined above, it is worthy of note that it can also be asamfortable
process for some adultsAcceptingthat childen, in part, construct their own

identities andchildhoodsmeans that it makes it difficulif not impossiblefor adults

(2 FdzA & dzy RSNA (I saRd imfaginafioR e woid (SkeiddS NA& Sy O

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

OKAf RNBYQad LISNRLISOGADGSE ¢g2dd R Ay@2ft 3S ON.

relationships between adult and child (for example, between teacher andiesii)
that often exist and cansubordinate children, in schoo(seefor example; Freire,
197Q Foucault, 1978Giddens, 2016; examined in detail 2.2.5).

LY FRRAGAZ2Y (2 G(GKS OKAf RQA ideH(sSadilty O2y a

conceptualisatins of children have also influencedcial imaginationsf children
and childhood Examining adult perspectivésof valug asthey can, and often do,
have varying degrees of socigpatial,economic and politicgbower over children.

In the next part dthis section, €xamineadult constructions ofhe child in two ways

Firstly, | consideryrand narrative® 0aSS D2 2whick? gifEct secialm o 0

imaginationsof children,before examiningpolicy discourse

For Goodson (2013yrand narratives are widespread popular imaginations that also

affect policy and practice. Critically considering grand narragwables examination

of how shared socid@imaginationofOK A f RNBY KIF @S FyR O2y (Ayc

everyday livesand adult viewson, and actions towardschildren. 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
WY 2dz RQ OKA fld&, Ndhgeptualycdrastruttiondoimél@ daem easier to be
sock £t £ & | yR LJf A ok éarhple@eachiersiudent Fedatofsivips C
(Aitken, 199, 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 irdebatesabout children and their lives in spaces
such ashe media anctanalso impact upon dw they are treated in society (Freeman
and Tranter, 2011)For example, childreare increasindy absen from cityscapes,

and encourage to play in specific placeshere they are easily managed and even
commercialisedsee for example, Massey, 1998cKendrick, 2009Freeman and

Tranter, 2011; Harvey, 2018ee section 2.2)6

Sociaimaginations and grand narratives related to children @fectthe language

used to describe them in the space of everyday life. @mldire often described
using different social labels (e.g. child, youth, adolescent, teenager, young person
etc.), with the use of these labelegularlyvarying with the social purpose of the
narrative and reflecting (implicit or explicit) cultural imagiions (Valentine et al
1998; Aitken, 2001; Holt, 2011). Valentine et al. (1998) exemplify this when they
adza3asSad GKIda GKS dzaS 2F GKS GSNY Wwe2dzi¢r
constructed as troublesomi, andto, society. They also note that en within a
specific placeand group of people, terms such as youth are hard to defirfes is
becausehey have often beensedand constructed over a long period of tipwith
different people(s) using and understanding the term differently (ibid.) 0$e of
these social labels also impacts on how children view and represent themsaides
how they are vieved and represented by othe(¥alentine et al.1998; Aitken, 2001;

Horschelmanrandvan Blerk, 2012).

Thus far in this section, | haegaminedthe value of asking’ ¢ K I (G A Bothfor OKA f R
this research and for society more broadlyollowing this, | examinedhy it is
significantto recognisethat children (in part) construct their own social identitjes

before beginning texploreadult consructions and social imaginations ofiildren.
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In the final part of this section, | examine palél constructions of childhoods they

canA YLI Ol dzLJ2y Ithe OgpdrttinRi€s they havd &vaildbly ® them
Indeed,Shapiro (1999: 717) urges to considethe impact of defining childhood in

quasit St GSN¥ya o6& lalAay3a WegKLFGT SEFOGte |
S | OO2NR KSNJ GKS adlddza 2F I OKAfRKQ a
consideration of legally constructing atibod® { KII LIANR Qa g Ny Ay 3
pertinent, when considering laws and ideas when transcend national boundaries
and/or sociaespatial contexts, andHorschelmann and van Ble(R012 assert that

relational perspectives are needed to avoid doing harrattiddren.

One particularly powerful examplef the legal construction of childhood ife

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 AmgtitsA)
meaning it has an almost global political reach. Matthews and Limb (1998s&&it

AG G2 0SS WIiKS FANRG dzy A OStNE I OSRI ®HKA T RENIEY
2y (KS L2t Atbhas @dofnfluenges th&kdpaeebof UK policy (formpla

the Children Act, 2004), which is significant to this study as it provides tlitecglbol
context of the researchin addition, it has also been widely debated in the epistemic
context to this studythe subdiscipline oftk A f Rdedsaghies(see for example,
Horschelmanrand van Blerk, 2012; Evans and Holt, 2014; Freeman and Tranter,
2015; Aitken, 2018).

In the preamble to the UNCRC, tbeited Natios (UN)statetheir ideologcal vision

for the convention LINR Of | A YAYy 3 Wi Kiledito $pécimlicR& and R A &
FdaAaidl yOSQ @ifordndemationalée2 LIS RI ENR gz G2 AYLINR O
O2yRAGAZ2Yya 2F OKAfRNBY Ay SOSNE O2dzyi NEQc
philosophy for the support androwth of childen, and oulines 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 differebeéveen the

planned and enacted. In the case of the UNCRC, these differemeefurther
exacerbatedby the diverse nature of all of the countries that have ratified the

convention (Freeman and Tranter, 20Hgrschelmanrand van Blerk, 2012)For,
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example whilst the UNCRC asigsvernmentsto protect childrenfrom child labour

(see UNCRC, article 31), this might be essential to some cliddi@vival. Thus
AONROGEE SYyF2NOAYy3I GKS dzyAGSNEIFf RSOf I NI
denied the veryd dzLJLJ2 NIi (i K S @& HygrScBeRnaniekdyan BRrE, 2002: 6

11).

In this section) have considered some of the complexities in defirihg &niiQ
examininga variety of perspectiveso support the discussionsChildren and
childhood remain debatedocialconstructs, which will continue to vatyetween
people(s),places andacrosstime-space | agree withFass (2013) that examining

these debates is of value in developing damowledgeof children, childhood and
society.LY GKA&A (GKS&aiarasx L | NHdzS GKIFIG O2yaiRe
geography education in schools, both in developing teac®enslerstanding of

children and childhood, and also in supporting children inn@rang (their own)
geographies. In doingp, throughout the thesisdften refer tothe childr & Wo SAy 3 Q
reflect their existence as a person beyond thgiren identity inschool as a student.

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

and selfconsciousn the world, and contributing to both the construction of their

own identity and social spacé.K S dzaS 2F | t26SNJ O asS WwWoQ
0KS (S NasodibvSoh ytRefideaand theoristswhen consideringhe child

as beingFor examplelalso draw upon, and examindebates about children being

shaped by, and shaping, social space (examined in depth in section 2.3.2 and 2.3.5)
YR RSolFdSa Ay O&sitd wBgchld comsBusIhbit dwk A S &
identity (section 2.2)

| now move on to examine the emergence and growth of the-digbipline of

cK A f Rdedysambi@s in secti®R.2.3 and 2.2.3b

HPH®Pol [/ KAfRNBYQa 3IS23aNI LIKASAY GKS SYSNH:
Children and young people were conspicuously absent for mafclhe early
development ofgeography as an academic discipline (Matthews and Limb, 1999;

Aitken, 2001; Horton et gl2008; Freeman and Tranter, 2015). With one of the early
advocates of the study ofK A f R deBgyaghiés, Roger Hart, arguing in his 1982

46



paper at the Association of American Geographers confergheg¢ despite human

geography beginning in childhopdhildren hae6 SSy Wt | NHp)fagart A 3y 2 NI
from in relation toresearch ingeography educationHe argued furtherthat this

research wasargely centredn the study ofchildrenin formal school settingshus

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

movement inthe discipline of3$2 I NJ LIK& WwWi2 F3iG6SyR G2 SE
geographies of chdren and young people hitherto overlooked by human

3S 2 3N LIKSNE Q, 2008: 2388). Ayese Sdhcerhsf dnd actiaowards

addressing them, formed a major element of the groundwork of the sub discipline of
OKAf RNByQa 3IS23aNILIKASE O0AO0ARDO O

Thissectior dzii f AySa GKS SYSNHSYOS FyR aAINRSOK 2
discipline It begins inthis section (2.2.39 by considering the philosophicahnd
socicepolitical, ideas that stimulated the emergence of the sub discipline, before
outlining key everd and ideas that supported its growth in 2.2.3b. Throughout these
sections, links are drawn to the different spaces of geographical thdsgkfigure

one), positingthat there should be increasedonsideration of everyday lifegnd
disciplinarythought on this spacein schoolgeography Following this, the section
examine O KA f RNBy Qa 3S23NI LKAt &halleryeslit tages. 2 dzii £ Ay

Contemporary geography recognises that people(s) and plaag/ acrosstime-
spaceandthatS @Sy A G KAY |,sodld iNddtidds)dayaFy ahdSisange S

(see for example, Lefebvre, 1992; Jackson, 1992; Massey, 2005; see sectipn 2.2.2

t I NI 2F O0KA& NBO23AyAGA2Y Aa |y Oly2eéf SR
unequal position2 ¥ L2 gSNJ I YR | dzizy2YeQ odal 0GKSga
powerful groups attempt to (re)produce their power spatially, seoaditically and
economically gee for exampleHarvey, 19902013;Lefebvre, 19911992; Massey,

2006; 2008;see section 2.24). As a discipline that seeks to understand, represent,

and even affect change (s€&resswell 2013; Bonnett2003;see sectior.l), this

recogniton K & NB&dz 6§SR Ay SELRaAy3I WwWKS3IASY2Yy)
differential positionings and to raise consciousness that within Western societies

many aspects of life are the outcome of white, ableist, adult, male, middles
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RSOAAAZ2Y  YI 1 A yddImb,61899:( 62K Heréming a fundamental

motivation forsomegeographers.

As this argument became more established in the discipline, people(s) who had been
previously undefresearchedandor underrepresented in geography were sought

out as areas ointerest andenquiry (Matthews and.imb, 1999). With geographers,
such as David Harvepushing for a move away from conservative traditions of
geography(see also section 2.1.2and for geography to consider, study, and
represent the geographies of gleoplgs) This included a focus amomen, children,

anR  WSUGKYAO YAy 2WNioihadQradiichallyy lzghAniarigiSalisEd by
geography and/or society (Peet, 2018)ne such group that was identified as being

underresearchedwas that of children and young people.

Research ito cK A f Rgedgpiias began in 1970s America with the work of Bunge

and Bordessa (sddunge, 1973Bunge and Bordessa, 197d&mes, 1990; Holloway

and Valentine, 2000; Aitken, 2001; Freeman and Tidi#ie H A mp 0 ® usedzy IS Qa
W3IS23aNI LIKA@AIQf (8EISERX BNBY 1KS SOSNERF & f A
children (Aitken, 2001)This research can be seen as representative of emerging
debates in geography about the social construction of identiiplibway and

Vakntine, 2000), and wider debataés the space of everyday life in whiphejudice

and inequality, environmental destruction angeopoliticd issues guch asthe

Vietnam War)pecameA Yy ONB I aAy It & LINBGIt Syid Ay WeKS

Ealyv NJ & Ay OKAfRNByQa 3IS23aNILIKASE | faz2 o
conduct researchwith, and for, children (Hart, 1984; Moore, 198@&xamined 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 Valenfif@0h. However,
despite increased research and publications in thigl fitor many years the work was
largely ignored in théddultistdiscipline (Holloway an¥alentine, 2000b). Leading
to James (1990) being compelledto agkh & (G KSNBE | W pS2r 30T QIKFe2KND
arguing:
WeKS @1 adG YI 22 NA ( dveRofFany@ySoyrapky colksd Wllalfi 0 2 2 |
soon make us realise that geography is / has been dominated by the study of
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WYFYyQS Yy FTRdzE G YIYy yR fFTG0SNI e 462YSyo
children simply do not exist in the spatial world, since so mgebgraphic
NE&aSIkNOK A& dzyRSNII 1Sy Ay GSN¥Ya 27F | Rdz
Jamesarguedthat although the discipline had begun to consider the geographies of
WHiKS 20KSNJ KI f &Q digcipline\ itRv@s) stillfajling do2réééagth and
represent the geographies of all peopiecluding those of children. For James, this
limited the breadth and depth of knowledge that thdiscipline geography was
producing, propagating and advancinggsJohnston and Sidaway, 2016; section
2.1.2). It also limitedyeographers understanding of everyday life, and thus how the
discipline might engagenisociepolitical debate, and where appropriate/possible,

affect change

In the next section (2.2.3),cbrtinue to outline the growth of the sukdisciplineof

OKA f RNB Y Qaln dbissa, Mibhligkt xh8paildsophical and sociepolitical,
significanceof the developmentshat thed (i dzR & 2 FgeddfaphieFhhsBed 0.2

| also begin to suggestsorie2 NRSNE 6 KA OK Yl & KI @S LINBGSYy

geographies being considered in school geography.

HPHDPOO [/ KAfRNBYQa 3IS23INFLKASAY GKS IANRgG
Since its emergence in the 197@se sub discipline 0O KA f RNBSy Qa 352 3NJ
conth YdzZSR (G2 3INBg YR S@2ft0Sd | AG1SY OHnAmy
edge of this work, often springing from feminism and the margins of Marxism,
AYy@2t SR a2YSGKAY3 (KIFG LWzZ2KSR GKS | 3Sy Ot
Aitkensuggess thatthis push wasrom academic research and debat&s spaces of
politics and everyday lifand goes on to highlight two events which he argues
WILIINR LISt SR (KS 02y OSLI2 ZKSOWKRINR NRS et d 352 .
events were:

o Thesignng of the UNCRG@vhich Aitkenassertsforced geographers to

critically condR SNJ ¢ K| ( théchidBee\sdction 22.2)y

o The rise of the New Sociology of Childhoséefalsosection 3.2)which

questioned singular Western ingrained imaginations of childhood, and
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explored power relations between age, and other social differences,
acrosdime-space(Horschelmanmndvan Blerk, 2012). It also encouraged
geographers to consider the importancef interdisciplinary and

international research on children

These changes reflected an increased understanding in cultural geography that all
peopleare not the same, and that diversity and difference are important (Matthews
and Limb, 1999).

I KAt Ré&daplidasrelationships with political discourse reflected an increasing

j dzZSaGA2yAy3 2F WgK2aS 3IS23INI, bodagewing al aa$s
sociopolitiOF f Sy 3t 3SYSy (i ands huin&y right& Anf the NsBageQai =
everyday life (Matthews and Limb, 1999¢rschelmanrandvan Blerk, 2012; Aiken,

2018; UNCRC). Aitken (2018: 4) considers this to be the second phase in the
WS@2ft dzi A2y | yRBNVYA2 G&2ANY LKA SGikgthiétfigst | O2 y
phase from its emergence inthe 197Asphna | & WIy AYLINBA&AA2YQ
(1900sh nnnad |4 60SAy3d WO2KSNByidfte LRtAGAOL T
0KS LINBaSyid RFreo la o6SAy3a Wk OKIt@gSy3as |
LIS2LJX S FYR GKSANI 3S23INFLIKASAQOD

Another seminal moment in the evolution of the sdiscipline was the launch of the
AYOGSNYLFGA2YFE 22daNYFE W/ KAf RNBYyQa DS23INI
this was spurred by both increased resegrahddebate, in the sub discipline, and

also he network of excellence funded by the Royal Geographical Society and
Institute of British Geographers (RGS DO WgK2aS F20dza ¢ a dzLi2
Tl YA A Sidc@thidalpQKdA f RNBSyYy Qa sddthuiddd gtiirBoda K I &
diverse sub discipline of geographyvith international am interdisciplinary
connections both within the academand also with noracademic organizations and

individuals such as poliapakers, Non-Governmental Organizations (NGOs) and

service providergGregory et al 2009;Holloway andPilmott-Wilson, 2011 Holt;

Holloway, 2014; Robson et @2015;Freeman and Tranter, 201Ajtken, 2018).

However, @spitethe advances in the sub disciplirteere remainsdebate amongst
geographersin the academyas to thed 02 LJS 2 F OKAf R&BigQa 3

w
N

relationshigs with the wider discipline(Evans and Holt, 2014; Horton et,&008).
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Holt (2011) argues that one of the reasons for the division between the sub discjpline
andgeography morebroadjp & G KS ONXBIF (A 2y (&Falsbsetighr i SR
1.2.2) which she positsd dzZNNE dzy Ra OK A f .RHeBayg@esthadtii2 3 NI LIK
communityhas been createdand sustainedby a network of dedicated conferense

and journalghat academis oftenstay within.Holt goes on tasuggesthat the sub

discipline needs to be aware of these challenges to enthakit engage with the

wider discipline arguingthat this is necessary botio supportits growth and share

research, andilsoto help ensure thatit is not sidelined or gtettoized (ibid.). These
RSolGdSa INB AA3IYAFTAOFIYG G2 GKAA GKSaraz
Castree e al., 2007) between sub disciplines, and also in developing the argument for
increas® O2YYdzyAOF A2y 06S0G6SSy OKAfRNByQa 3S
for mutual benefit (see also section 2.2.4).

Sections 2.2.3aand 2.23h K S SEIFYAYSR K2g OKAf RNBY
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, McKendrit)O; Horton et al., 2008; Aitken,

2018). However amtroducedin chapter one, these developments have not always

been considered or recognised in geography educatiosthoolsPut another way,

school geography has not consistently used disciplinaydht to exploreOD K A f RNB Yy Q &
everyday lives and geographjesie to borders existing between the two spaces. The

next section (2.2.4) moves on gxaminethese debates futher, by reviewing the

literature on the relationship I YR 02 NRSNHA geSgiapheSiyi theO KA f RN

academy and geography asaheol subject.

2.24aSituatinghe debate:theNB f | G A 2y & KA LJa | gédgraphinzhel R S NE& Q
academy and geography asa@noolsubject

As introduced and problematized thapter one,there are disconnects between
knowledget 6 2 dziT OKA f R NX tficasadednts distiplinef dedgraghyanid y
geography as achoolsubject.These disconnects can be conceptualised as part of a

wider contemporaryconcern in geography educatioabout the existence of

Horder<)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 idivided into two intefrelated, but distinctsubsections:

0 Thissection,2.2.43 builds on the debatestroduced in section 2.1, which
consideredthe different functions of academic and school geographye
section beginsby examining the relationships, and differencdsetween

geography educadn and school geography. Itargues 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 subjgebllowing this, | examine ¢hidea of

WLJ2 ¢ SNF dzf  (3e¥ 2Ysunds RADS;QYoung and Muller, 2010)

considering how, and whyhis idea is of value to school geograpByilding
onthese ideasthe section then examines how tlii&eoCapabilitieapproach
has aimed to attend to the question of how powerfidographicaknowledge
WOlFyYy O2yiNRO6dzGS (2 GKS GKAYy{Ay3
the 21t OSy (i dedley et ah,2017: 18).The inclusion, and critical
consideration, bboth powerful knowledge and th&eoCapabilitieapproach

in this sectionand the thesis more broadlgituates the borders between

OKAf RNBy Qa 3S2 3N LdKgedgraphidalytholhiF WideMNIS y (i

debates ingeography education.

0 Section224bSEF YAy Sa K2g OKAf RNEBnIad ahé 2 3 NI

considered in school geographyFollowing this,the section examines
F NBdzYSyda F2NJ INBFGIGSNI AyOfdzarzy

subject before drawing on the arguments introduced isection 2.2.4a to

(0p))

@)

argueT2NJ I 02NRSNJ ONRPaaAy3a o0SisSSy OKATf |

educatia.

Different conceptualisations of geography education exist. Gregory et al. (2009: 187)

stateAy GKS WS5AOGA2YINB 2F | dzYISYNaDF2DNBLIK&Q

LINE DA &A2Y YR yIFEGdzNE 2F AyaidNHzO0ATRY AY
perception can be seen to be echoed by the R@8&antly renamd WD S 2 3 NJ LK &

9 RdzO I (i A 2 Y QoupNBhose IndkisKof geographgnd education includes
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Pedagogy, teaching and learning in geograplgeographies of educatidand

Yeographical educatiddand encompasses both formal and informal spaces of

education(seefigure twa). However, as articulated in the International Geayhical

''YA2Yy Q& OLD! 0O OHAamMcO WLYOGSNYI GAh6dlf / Kl

geography ioften the primary focus of the suldiscipline Indeed, much of the

teaching and researcldone in geography educatiorfocuses on (initial) teacher

educationand school geographyvith academic# this fieldoften being situated in

education,as opposed to geographgiepartmentsin universitieqButt, 2019)

Figure2: The Geographgnd Education nexus: as shared by the Royal GeKgkaP I f

{20AS0G

Geography and Education Research Group by email to its member$ 8egt2mber 2019

The Geography & Education Research Group (GeogEd)

Application of Place of education in
pedagogic research society, nation-state,
to practice globalised world

Enhancing teaching and
learning in geography

Spatio-temporal
educational inequalities

Pedagogy, teaching and Geographies of
learning in geography education
Scholarship of Contemporary & historic
teaching and learning spaces of education
The im) of
Reflective practice eduatlonplandﬂ\e
(related to UKPSF) present and future

Considering how geography education is conceptualised, and how this is enacted in

practice (e.g. via research and teaching), worthy of examinationas it has
sometimes ld to geography educatiobeing sociallyand physicallyseparatefrom

geography departmentsn Higher Education InstitutesHEI3. This risksgt being

difficult for geographyeducation, and educators, t&{ S S®J @jfL} YO SNIL =X H

Morgan, 2018) with the discipline as new knowledge is created and tested. This issue

can also be seen tbe exacerbated by theoften limited research time given to



geography educators in univergs,andor increasinghother settinggsuchas Multi
Academy Trust@MATS), who have often career changed from being a teached
require social and economic investment to support them in developing as academics
and/or geography teacher educatofsee also Butt, 2019t can also result ihmited
discussions about the relationships between geograptiycationin the different
spaces of geographical thouglior example, both in regards to transitions in formal
education andalso in actively considering the relationsbijetween geography as a

discipline and school subject thats geographersye would most like to construct.

In countering these borderd,ambert (2014: 157) argues the need fgrography

education to re-engage with disciplinary { y2 6t SR3IS (2 ioNaONB I

SyO2dzy i SNE 27T Zséhdojjstusients ITyed&tion off renyagingiisi
significant here as drawing onwider debatesabout powerful knowledge (see for
example, Young and Muller, 2010; Young, 2013; Roberts, 2013; Young2éu4!;
Lambet and Biddulph, 2015Butt, 2017; Young and Muller, 2016; Maude, 2016;
Roberts, 2017; Counsell, 2018ambertassertsboth the importance of subjects
framing the curriculum, and their role in providing students with access to the best
possible knowledgeavailable. 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 secigtural norms (sealso
Young et al., 20148utt, 2017; Morgan2019), it is the closest to truth that humanity
has thus far created. The importance of teehoold dzo 2 SOG W] SS LAy 3
knowledge liesrot onlyin the maintenance and growth of academic disciplirees,
providing social impact facademicgfor example,n sharing theiresearchbeyond

the academy)but primarily in providing all school students with access tthis

Howerful knowledg®

As such, sociglistice is givotal element irdebates aboupowerful knowledgeFor

example Butt (2017: 16passerts

S

dz

Wt NPGARAY3I a0GdzRSyia oAGK | O0Saa (G2 RAaO,.

¢ itis an issue of social justice, because people need such knowledge to conduct
debates, to address problems and to inform decisions within theeses they
ftAgSoQ
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When theseideas are contextualised in the widesociopolitical, and temporal,
contexts in which geography education exists, they can facilitdebate about
power, inequality and access to education (see also section 2.2.5). Put amaiie
these debates enable critical consideration as to whether access to powerful
knowledge has been provided to all students, and examinati@ngbarriers which

may have prevented this from happeninfroung et aJ 2014; Morgan, 2019).
Examining thes landscapes is of value both in developing a clearer pictdire
geographies of educatiofsee also sectio.2.4h, andalsoinforming decisions as to
how inequality in access to qualiggeographical educatiomight be addressed at a
multitude of scaleska example, in government policgurricula choiceand also in
RSPSt 2LIAY 3 (S OKS NEee Lambew endzMNFar) 2800dzY Y I 1 S NJ

Michael Youngwho coined the term powerful knowledgésee Young, 2008),
introduces the idea of three futures for education (ss@soYoung and Muller, 2010;
Young et al., 2014; Young and Muller, 2016). The three futures conceptualises, and
represents, the different relationships school education (and itackers and
students) have, and have had, with knowledd@éey aresummarised by Morgan
(2019: 173ps

o FutureoneW|{y2¢f SRIS Aa oKIG Aa 2F0Sy (SN
with fixed subject boundaries and a body of content considered worth

learningforA 0 & 24y &l 1{SQ

o Future woW{y2¢tf SRIS Aa (KI{d 6KAOK FI @2 dzNI
boundaries, and more generally, suggests that the generic competences
associated with being a learner are to be stressed over acquisition of
1y26£ft;SR3ISQ

o Future threel yorieWtation to knowledge assumes that where subject

boundaries are maintained, knowledge matters, yet content is not fixed

YR A& 2Ly G2 OKFIy3aSQod

In England,uture onecan belinked to early evolution of mass schooling, a period in
which studentsoften recalled the knowledge that they were taugfsee also section

2.1.2) This ideology impacted upon curriculumpedagogyand studentteacher
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relationshis (Morgan, 2019)An example of this was highlighted in section 2.1.2,

RNJ gAYy 3 2y umehtfht$hiithé @ of enaliethe primary pedagogy in
geography education was ofteahat of WNB | R I Y R FiNEeYT®&oremerder ¢

from sociepolitical discourses which wanted all students gain access to
qualifications,no matter what it did to the social vaduof saidqualifications and in

GKAOK WiSINYyAy3 G2 tSFENYyQ ¢l a LISNOSAOSR
education than subject knowledge (Lambert, 2014; Morgan, 281&, 2019. Thus,

[ I YO0 S NI Qa-engddeawith kiioviedyd and ultimately, constructa future

three curriculum lies in pnading all students with accedbyough the school subject

to the everevolving powerful knowledge that is created in academic disciplines.

Powerful knowledge has been much debated in geogragghycation For example,

in a debate with Youngt UCLInstitute of Educationin 2013, Roberts echoekls

concerns about a focus agenericskills in (geographyeducation(see Young, 2013;

Roberts, 2013)HoweverRobertsalsoargued thatsubjectknowledge is not pwerful
GAGK2dzi WL 6 SNF dz  LISRI 3 2 Spatatio bf ederyddy |j dzS a
knowledged 6 KA OK Ay Of dzZRS & @rid pdwBrNEnoWedgemtng 3 NI LIK A
that everyday knowledge is a distinct area of research and debatademic

geography geealsosection 2.2.4h Further to this, geography educators have also
qguestioned what powerful knowledge is, and how a future three curriculum might

be enacted(see for example, Maude, 2018018; Bustin, 2019; GeoCapabilities

website).

Maude (201672KI a3 Ay KA A 246y ¢ 2 Ndwéarkl kiowledgeR (2 U
debates by A RSY GAFT@AYy 3 WwWielLlSa 2F 3IS23aNI LIKAOI f
LJ2 ¢ S NDFadzhg®the work of ambert andyoung, Maude argues that powerful

1y26fSR3IS yERSLYYSsiE typdlogy of knowledge that is powerful to,
and for, geograph@ students:

o Type one¢ knowledge that provides students with new ways of thinking

about the world

o Type twog knowledge that provides students with powerful ways to analyse

explain amn understand the world
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o Type three¢ knowledge that gives students some power over their own

knowledge

o Type four¢ knowledge that enables young people to follow and participate

in debates on significant local, national and global issues
o Type fiveq knowledge of the world

These ideas have been drawn on by others in the geography education community.

For example, Bustin (2019) positait the typology is ofalueas it offersbroadideas

as b how geographical knowledge is powerfuhus also enabling gecaphy

teachers to make decisions abonhat to teach, and how to teacih. Conceptually,

GKAA | NBdzYSyid SYLR2gSNE (&aSsroonSandréciehl) | &4 W<
However, Bustin also heedsvarning thatonits2 6 Y > al dzRS Qaotableé LJ2 f 2 3
to WSyl oftS | YSIyYyAy3ITdzZ | yRr tisy ladvacdtes O dzNN
[ FYOSNI |yR a2NHIYyQa 06Hn mMsediguedhied.2y 2F WO

Figure3: The 'curriculum making' model: as published in Lambert and Bld¢2qi4) and
developed from Lambert and Morgan (2010)
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Through this model, theeacher is empowered as a curriculum maker as they balance
WaidzRSYy i SELISNASYOSaoHS AHINLIKAAY Tk K SISRdzA 2
assertgthat it is in this modethat the potential to create a future three curriculum

is truly present This is because tonnects ideas opowerful knowledge and

WLI2 ¢ S NF dzf , aniSalRd récBgaideS éhifdrand their experienceglbeit via

their given identity in school as¥ & (i dzR Beaigdeshatdt is in balancing these

0KNBS IINBFas YR RNIgAy3d 2y 3IS23ANI LKeEQA
3S23ANI LIKAOFffeQx WESENYyAY3a OGABAGASEAQ |y
gKEFEG GKS@& I f NBI REF YoySNAIQ =0 SiNavtal  WSKRIdEOF G A 2 Y
AAAYATFTAOIYOSQ | NB  Mubgfinéxplanstiat id Stiting BedzNI K S N
curriculummakingmodel$ Ay G KS O2y G SEG 27T ,thec@nplexi & OA LI
processes afecontextualisationgee Berstein, 2000; Firth, 20)&re highlightedIn

this wayit can be seen to represent theslationshis between geography as an

academic discipline and the school subject.

One project thathasdrawn o these ideas, and aimed witically examine if, how,

and why, a futurethree curriculum might beconstructed and enacteth geography

education, as well as considering the barriers to doing so, iSGtheCapabilities

project (see GeoCapabilities website introduced in section 1.2)2 The
GeoCapabilitiesapproach has applied the ideas etonomist Amarta Sen, and
philosopher Martha Nussbaun2 y @KLl 64A £ A (0 A GeeNussbauiNEnd O K Q
Sen, 1993) to educatio.hecapabilitied LILINR | OK KA 3IKf AIKiGa WikKS
human being needs to have ander to pursue hisorherw@lSAy3Q 0! Kt Sy g A
al.,2016:238) gAGK OFLIOATAGASE 0SAy3a WO2y OSLI:
for human development and capacite€oCapabilitiesvebsite). When applied to

education, Bustin (2019: Fositsthat it provides] WYY SIFya (2 O2yaiR
OdzNNA Odzf dzy Aa FotS G2 SyloftS || adGddRSyid U
S R dzO | Arduidg/f@tker that it provides a framework for considering the value of

a subject based curriculum, to consider havdzo 2 S0Ga I NB 2F @ f dzS |
GKFEG LIS2LX S INBE WOlFLIoftS 2F R2AYy3IT GKAY]
affords themto live lifeinthg @ GKIF 0 (KS8) OK22a4SQ 0 Lipd
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Lambert has applied theapabilities approach to geography eduicetin particular
(Uhlenwinkel et al., 2016Bustin, 2019 critically considering the contribution
geography makes thJS NB 2 Y Qa S R deQucaied gergon [HgwWey et \al.,

2017). Lambert et al.,, (2015) explain one of the theoretical underpinnings of
GeoCapabilitigst & 06 SAy 3 GKS WINIYyaAT2NXIGADS LGS
through disciplinary knowledge which changes, and broadens, how a person thinks

about the world. They argue that it is a mattersucial justice that all people, and

not just those who are able to access university level educatsee also section

2.1.2) have opportunities to engage with disciplinary knowledge and thinking, to

enable them to develop theiigeokapabilities through schooling.

Debates aboutpowerful knowledg, and future three have informed the
development of the GeoCapabilities projeetyich iscurrently in its third phasésee
GeoCapabilitiewebsite). The project has aimed to consid®iS 2 3 NJpdidiitil ®a

RS@PSt 2L) | LIS Niy,2xaficngfCandibwg durfeit @ducational policy

and practice portray geography and its value to young people; and also in considering

WA Y 4Y¥sik the capabilities approach potentially helpful in shaping approaches

to curriculummaking and developing teachdrsa f S RSNBR Ay &aOK22f &
al., 2016: 329).

As well as drawing on ideas of curriculum making, the GeoCapabilities project also
RSOSt2LISR | Y2RSt T 2 NILINPEOIDdEoyirIsectionsO I LI 6 A
1.2.2 and 4.5 which they shared viareemailednewsletter sent on 8 March 2016

The modelexpresseghat geography educators should consider three questions

starting from the outer concentric circlen the modeland moving inwardsn their

curriculum making

o Who ae 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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Figured: Adopting a capabilities approacsis shared in the GeoCapabilities electronic
newsletter on 8 March 2016

Adopting a capabilities approach

What should we
teach, and how
shall we do this?

Why teach
geography? (in
this day and age)

Who are the
children we
teach?

This model is worthy of examination as part of the conceptual framework for this
research, as iaissertsthat geography educatorshouldconsider the children they
teach before anything elsdn doing so, the model also represents children as
children,and not only students, thus appeag to acknowledge and valuke child
asWdandIsee alssections 1.2.1 and 2.2.Following this, thenodelexpresseshat
teachersshould critically consider thpurposeof geography education in the place
and time-spacethey exist within and contribute tpbefore 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 chitdi, the purposs of a
geographicakducation the questions of curriculum and pedagogy become under

informed.

However, although shared in 2016, the model haseivedlimited attention in
published literature. | have drawn upon it in a chapter on fieldwork in geography
education (see Hamomd, 2018 177-178), arguingli Kl 4 A G WLINR OA RS2
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representation of the considerations that teachers need to make as they begin to
LIX Iy FTASEtRG2N] Ayidz2 {LéeoSunplbliShezbsfusedrindzy Q® L
her work with geography teacheia Cd A F2 Ny Al 2y WOdzNNR Odz dzy

Leonis yet to publish this work.

Exploringdebates about powerful knowledge, future three and GeoCapabilities
situatesmy argument that thereare borderso SG 6 SSy 1y 2¢6f SR3IS | 62
geographies in geography as an academic glisei and school subject, in wider

debatesin geography educatianPut another way, examining these debatesn

enable critical questioning as to why whole sub disciplinesQ8u I a OKAf RNJ
geographies,have been undeexplored in, and by, the school subject. When
O2y&aARSNBR f2y3aARS [ YOSNI YR a2NBHI yQ:
hasattimeso SSy Wa2O0Al ff& asSt SO lpowkSubkniwedgdzi ¢ K|
debatecan support theargumentli K| & OKAf RNBy Qa 3IS23aNJ LKAS
omitted because it is either not valuedyr known about by those who make

decisions about what is included in the curriculum at different levels (Catling, 2011).

Its omissiorcan also be argued to be an issue of social juséisproviding children

with access to disciplinary knowledge thiiey can use toconsider (their own)
geographies in a formal educational space, could support their dpredat as

informed social actorandthus develop theiGeoCapabilities.For example, by giving

students power oer their own everyday knowledgend new ways of thinking about

their worlds (see Maude, 2016) through powerful knowled@alzZNIi K SNJ G2 (KA a
I NB (GKS OKA fisRdiddnsidesed bylgébgrapKyKeAchers, this could result

in their curriculum making being undarformed.

Drawing onthese ideas| now move on to arge for a border crossing between

OKAf RNByQa 3IS23aNJI LKA S ection2R.4bITh@tamNbotd&ré S R dz
crossing is usetb representan argument for increased communicatiaesearch
(sharing)and knowledge exchangéetween the two sub disciplines of geography

with the greatest interest in children and young people.
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22.4b Arguind 2 NJ || Yo 2B RS BHISONP ®EAYRBRNBYy Qa 3IS23INI
education
Two major strands of research, anddebate about the relationshis between

OKAf RNBYQad 3IS23INILKASA YR 3IS23IN)LKE SRdz

o Firstly debatesasth ¥> YR K2g3X OKAf RRNByQa 3S23N
studied and represented in school geography (see for example, Firth and
Biddulph, 2009; Tani, 2011, tag, 2011; Biddulph, 2012; Roberts, 2017;

L 2dzy3 t S2L) SQa DS23INFLIKASAE tNR2SOGoLT

o Secondly, the critical examination &jeographies of educatid(see for
example, Butler and Hamnett, 2011; Holloway et al., 2010; Holloway and
Jons, 2012; Mills and Kraftl, 2016)he primary focus of geographies of
education is to examine theole, and relationshigs, of education and the
(re)production of inequalities between individuals, groups and schools. In
I RRAGAZ2YZ AlG O2yaARSNBR GKS NRfS GKI
Odzt GdzNF £ YR SO2y2YAO O LA G khisGared | 2 € 2 ¢

between contexts and placesd acrossime-space

Although the primary focusf this research is the formeas this thesisnvestigates

0KS @I fdzS 2F OKAfRNBYyQa 3AS23INktkHaiia (2 3
to note that there ae relationships between the twbelds.For example,K A f RNBy Q&
geographies are affected by, armhn alsoaffect, geographies of educatiorin

addition, as considered in section 2.2.4a, geographies of education cahaftess

to powerful knowledgeFuthermore, $J- OS 'y R AGQ&a a20Alf oNB
of debate and research in geographies of education, which are in turn central
elements of thighesis(see sectior 2.3.5 and.6). The young people in thresearch

alsoshow awareness ajeographies of educatioand their narratives on this are

examinedn the findings chaptergsee chapter 6)

Beginning with the national layer of the curriculum, thextion now examines how

OKAf RNBYyQa 3IS23aN) LIKASA KI geogasghpas sshgoDf dzR SR
subject KA f RNBy Qa 3IS23INFLKASE INB 2YAGGSR FN
Stages (K9 in geography (see DfE, 20 nmMmnuo ® ¢KAA YStkya (K
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geographies is not an explicit area of study directed by the stefmglandHowever,

it is worthy of note that althougloftenNS F SNNBER (2 & | Wbl A2y
schools are required to follow it (see DfE, 2014). Insteadpftes left to geography
teachersand theirschool/ departmentatontext to choose if, ad how, they engage

with the sub disciplineThey may consider this in relation tbe purposes of a
geographical education, and/or @dzNNA Odzf dzyY 6 So®3d o6& KI GAy 3
as an area obktudy as recommended by Robel®017), and also in relaion to

LISRIF 3238 6SdId o0& O2yySOUAYy3T spacdR&Sly (i Q&
knowledge they are studyings highlighted byennetts 2005 as being a central

FaLS OO0 2F KAa WNdbElia 2F dzy RSNREGIF YRAY3IQ

Inheru nmn SRAG2NRALFET Ay WeSHOKAY3I DS2ANI LIK & ¢
for geography teachers), Biddulph (2010: 45) extols the benefits of including
OKAf RNBY Q& séhGoPgadgdaphiktdtitgd A Yy

W1 O1ly26ft SRIAY A | YR Olirigdakhg eurriéukirh i oné 2 dzy' 3 L.

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, thegeography that they learn, is a vehicle through which

they make sense of their own lives as well as those beyond their immediate

K2NRT 2y ®Q

Biddulphassertghatthe benefits2 ¥ O2y aA RSNA Y3 OKAf RNBy Qa =
subject include; enhancing teachers knowledge of the children they tpach
supporting students in meaniagaking by connecting geography to their own
experiences and imaginations of the world and prior knowledge (see also Bennetts,
2005;Roberts, 2010; 2013;ambet, 2014: Biddulph and Lambert, 2014); aaldo
supporting students to better understand both their own lives and the lives of others.
. ARRdzf LIKQ& I NBdzySyida INBE SOK2SR IyRk2NJ &
education community (see for examplBirth and Biddulph, 2009; Catling, 2011;
2014;Catling and Martin, 2011; Tani, 2011; Roberts, 2@03;7;Hammond, 2019;
forthcoming. However as problematizedin chapter one, tis perspective has also
been contested, and there ar®?3 | LJA Q 6 & S ®at hday the plasesoi m O
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OKAf RNBYyQa 3IS23aNILIKASE Ay 3IS23INI LKeE& SRdzO
unmmy G2 KSSR | gFNYyAy3d GKFIG AF OKAfRI
geography, then a deficit model which views yoyspple as passive recipients of

knowledge, and disrespects their experiences and prior knowladgg emerge.

These debates are not new to geography education, and they have been considered

in previous research and debafButt, 2019) Indeed, a majoproject aimed to bring

together the different spaces of geographical thought (Egare one)in regards to

OKAf RNBY QaTh3 prajettNdashdkfA Sy 3 t S2 L) SQa DS2 3INT |
which was led by Mary Biddulph (University of Nottingham) and Réigéér (Oxford

University) Theproject began in 200Geceiving funding fromBfES Action Plan for
Geography and also The Academy for Sustainable Comnudiutiés firsttwo years

(Biddulph and Firth, 2009). The project aimed to:

Y. EstablishO2y @SNBE I A2y a | o2dzi @&2dzy3 LIS2Lx S
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 teacollaboratively ca 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

SELISNASYyOSa (2 RSOSt2L) GKSANI 3386HNI LKA OF
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 thprojectT |yl fe@aAy3d ATFTI YR K2¢
participation inthe project developed their geographical understanding; and also in
NEIFNRa (2 GKS FFOd GKIG y2 ySisseedd&K22f &
yeari Kdza f AYAUGAY 3 AdGa WNBIFOKQ 61 2LW22RI H.
Sinceit ended in 2011there have beennomapl LINR 250034 F20dzaa SR
@2dzy3 LIS2LI SQa 3S23NI EiglAns Howdvef, researki?aad 352
RSOIGS KFra O2ydAydzSR | a (2graptkdes Ehouldpdk K2 & 3

explored, and consideredn school geography (sefor exampe, Lambert and
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Biddulph, 2014; Roberts, 2017; Hammond, 2019). Indeed, Roberts (2017) draws on
GKS LINRP2SOG G2 FNBdSS (KIFI{i WSOSNBRI& (y2¢
geography and that it should not be omitted from conceptiofisand debateslaout,

powerful knowledgestatingthat:

o Everyday geographiese an area of academic study in geograpnd should

therefore be considered in school geography

o Students bring in to school their experiences and imaginations of the world

and school geography both drawpon,and builds onthese

o Connecting everyday and powerful knowledge enables students to gain a

deeper understanding of concepts such as place.

w2 0 S NI a Qisdighififatzvidtlyidhesis as it reflects recognisealationships

between differenttypesof knowledge andpaces of geographical thought. It also
rationalises how, and whyctively considering these ideas is beneficial to school
3S23ANI LIKE YR OKAfRNBYQa fSINYAYyHete | 26S D¢
are presently borderdetween the different spaces of geographical thougd

that these borders and gagsn affect curriculum and pedagogy.

This section has continued to build an argument for a bordessirgbetween
OKAf RNBY Qa&andgeagmplly kdidatthdn the next section (2.2.5), |
consider howthe child isconstructedin formal educationto situate thedebates

raised so far in this thesis education and schooling more broadly.

2.2.5 The construction and representation of the chiktimoleducation
This section examines how young peopkve been, andire, conceptualised and
represented informal education and schooling England This isof value to the

thesisfor three reasns:

o Firstly,schoolgeography exists as part of a broader educational system

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 reseavedre allattendinga
secondary schodt the time of data collectionThus attendingschoolwasa

central element of their spatial practicemddaily lives

o Thirdly,the schoolthat the childrenattended providedthe location in which
the empirical data for this study was collected for reasons related to ethics

and access to childrefthis is examined in full in sections 3.5.2 and 3.7).

Compulsoryeducation, which for most children in England involves attending a
school, is a major part d K A f Ri&l§liyeQ and geographies. It is also a way in
which a society inducts their young into the world (Aitke®94; Freeman and

Tranter, 2011;Morgan, 2019). This section considers the place of the child in

education examining what this means legalphilosophically 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 (Starr#t, 2014;see section 2.2). Inlight of the legal construction of children

in Englandyoung peopleare entitled to a full time education between the school
term after their 8" birthday and the last Friday in June in the school year they turn
16 (DfE, 2014DfE, 2018 Furthermore formal education is a legakpectation (and

not an option), andoarents andor carers can be prosecuted if they do not enable
their child/childrento accesgducation (DfE, 2018

Social expectations, and legal obligations, for children tenat school vary between

placesand acrosgime-space Mass schoolingand free access teducation,began

in the UK inthe latter part of the 19 Century (Morgan, 2019). Changes in the
conceptualisation of childhood led to both pushes to end child labsee (for

example, the 1876 Commission on the Factory),Aamd o support compulsory

schooling forthose between the ages of five and teseé for example, 1880

Education Agt These changes were born out of wider semititical debatesand

pressures, with peoplbeginning to expect and demand education as part of a push

G26F NRa WgStFINBE OFLAGIEAAYQ Oaz2Mih Yy Hi
objected to children living and working in harsh conditions during the industrial

revolution,is one example of this (Freeman and Tranter, 2011).

66



Theintroduction, and growthpf universal education led not only to changes in the

formal education tha childrenhad access taand could expectt also changed the

physical and acial spaces of inhabited areashildNBSy Q& & LJ GALFf  LINI
geographiest YR &2 O0ALFf AYIF3IAYylLGA2yad 2F OKAf RNJI
(Freeman and Tranter,021: 57) It also resulted inchanges ingeographies of
education(see section 2.2.4b). Further to this, the development of mass schooling

during the period of industrialisation and economic grow#d to widespread, rad

optimistic, social discoursey” ¢ K Krérkare #[d thakt if they work hard and study

GKSYy GKS& gAfft | OKAS @801k 220 dBisidiEcurse wRicht A y 3 2
is reflective of theemergence of neoliberal thinking, assumes that an individual is not
constrained by factors such gender, class, ethnicity and religionh&reas in reality

at this time,and still today people(s)often are (ibid.).

TKS y20A2y 27T WonsSthadd/ vihg Forkiwihin thé Isyst€rand

(re)produce if is also prevalent in thesdebates Theseideas are important to

highlight in this thesis, as they still influence state palicy R OKA f RN&sy Qa SE
of education today. For example, Eingland the state provides money to schools in

the form of pupil premiunfor students from economically poer background, to

try and limitthem from beingconstrained byi KSANJ FI YAf @8 Qa SO02y 2 YA
(Lambert, 2014)These ideasilsoaffect how teachers comranicate knowledge to

students. IBr examplewhether pedagogy reflectsleas ofknowledgetransmission

(see for example, Hirsch, 2007; 2016; Birbalsingh, 2016) whieimtan teacher

Wl dzi K2NAGE&Q | yR LEre&r& N970FauSadlt, 1978)d sGppart Y LI S =
students in meaningnaking (see Lambert and Morgan, 20R@iberts, 203b; 2017;

Lambert, 2014) andconnecting subject knowledge to, and withheir prior

knowledge anceverydayexperiencea (Catling, 2014).

The notion of young people as adults in training, and the role of the school in
inducting children andyoung peopleinto society, is reflective of both the power
relations between adults and young peopteschool contexts, and alf debates
about the (re)production of social capital asdcietal values (Holt, 201@iddens,

2016). At a state level, this includes the fr@duction of societal norms in the
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national curriculum. In England, the Department for Education (DfE) articulates the

aims of the national curriculuras being

W9 @S NIundadisthiofmust offer a curriculum which is balanced and
broadly based, andhich:

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

YR SELISNASyOSa 2F fFGiSNIftATSQ 65F9%
Whilst the sate in Englangbresentlyleave a large amount of decisionaking about
the construction of the curriculum to schogénd(geography) teachers, they provide
the structure of education through Key Stage (agkated) and subjectbased
guidance (see DfE, 2014). This system means that there is some consistency for
children, but that their experiencanay vary dependent on the school they attend.
This variatiorhasl f 82 AYONBlFaSR gAlGK || fSaaz2yiay3a 2
Englaml, includingthe DfEspromotion of academies and free schools, which are not

required to follow the national curriculum (see also 2.2.4b).

Despite the variednature of the education children inEnglandreceive mass
schooling reflects a desire for adulte influence, and to some extent control,
OKAf RNBy Qa alLJ O S&itken 2060R. TheSagithénted £or8rgl of time
and space within a school is both a product of necessity when educating large
numbers of children, but also reflective of assumptiabsut child development and
learning in regards to both curriculum and pedagogy (ibid.). These notions, which
have oftenreflected assumptions of linear development from child to aduiave

been criticised and are increasingly lgs®valent within educabn in England
(Thomson, 2009).

Today, debates about knowledgeeducationare exceedinglyidespread (see also

2.2.4a and 2.2.4h)Young and Muller (2016) argue that the rise of mass education

led to the emergence o W dzy Rl YSy (i | f LI8eRdvelcpraidg@f A & & dz€
discontinuity betweernpowerful knowledgeand everyday knowledge (p12). Young

and Mullerassert thatthe former is the purpose of schogl® induct students into
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the best knowledgevailable which has been @ated and tested in discipksand
frames the curriculum in schoo{¥oung and Muller, 201@016;Younget 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 chiidto $heirQsubject However, it fails to
explore thebordersbetween academic disciplines aadhoolsubjects, issues related

to teacher education and knowledgacher recruitment and retentioand also the
positioning of teacher education away from geography departmentssangetimes
Higher Education Institutes (HEIsg¢€¢ sections 1.2 and 2.2.4).

In this section, | haveonsideredhe relationshi betweenchildrenand education
examiningdebates about how the child is constructed in schooling. These are
significantareas & research and debatas they can, and often do, F F SOG | OKA
experiences of educatigandtheir relationshigwith adults(including teachersand

WHiKS a2aidSyYQao / NA (A Opdititadlan§seabe¥ afdidayodis (G KS 6/
alsoof value to thisthesisas it highlights thaS ELJ 2 NAy 3 OKAf RNByYy Qa
clasrooms often means challengirgpmetimeslong standing and ingrainedocial
imaginations of schoolingteacherstudent and adukchild relationships. These
imaginationsoften position the child engaging in formal educatias receivng

knowledge from the teacher and system, as opposed to engagingciprocal

dialogueand meaning makingFreire, 1970).

Asthisresearch was awducted in an urban environmerithow moveon to critically
consider the relationshipbetween the chidl and the city in section 2.2.6, before

concluding this section 2.2.7.

2.2.6 The child in the cifiondon)

CKAA aSO0A2Yy Aa RSt AOo®MY2SA1e UWCAKIS S RK AFTFRI SAI
YR SEIFYAySa NBaSIENOK (2 RIGS 2y s@KAf RNB
urban environments.2 | NRQa &SYAyY!l f 0221 SEI YAYSR
relationshigsbetween the child and the city, and considered hawdwhy, they vary
acrosstime-space He argued that shared cultural imaginations of childhood often

relate to an idyllic ruralandscaps. For exampleskipping &d picking daisies with

friends and playing in fields where as a child yate safe These ideasand
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imaginatiors often put the child, and childhood, at odds with the cityardasserts
that they also inform how children are treated, and perceived in urban

environments.

As the world we live in becomes increasingly urban, gestion argues the
importance of research examining tlsecial and spatial relationshifpetween the
child and the citylt reviewsdebateson children and the city, withondon the place
where the research took placbeing examined in greater detail when thesearch

is situated in place, aniime-spacein section 2.3.2.

July 2007 marked the first timi@ historythat more people lived in an urban area

that a rural one (Hall and Barrett, 2012). This event watail both popular, and

academic, debatas being a momentous occasion which offered opportunities (such

as increased interconnection and communication between peapi@ places), and

highlighted enormous challenges (including inequality, poverty, access to energy and

services)at local, natioml and international levels (ibid.J.oday, more than half of

0KS 62NI RQa OKATft RNXB Yy sbetivagdrbthekchld aDditlieXitp areb ¢ K S
g2NIKe 2F NBaSIFENOK yR O2yaARSNIGAZ2YI y?2

existence but beause they shape, and are shaped by, childiedr¢chelmanrand
van Blerk, 2012)At a variety of scales, the physical design of ca@saffect whether
children feel included or excluded, andwhether, and how they are able to
communicate with others and navigate the cigor example, whatnay seem like a

simple decision about how high to make a garden fela® impact on whether a

child can interact with their neighbours and see the outside world (Freeman and

Tranter, 2011).Evenplaces which arenarketedas being constructefbr children
such as playgrounds, can exclude young people and teenagéhsassumptions
sometimes beingnadethat it is inappropriate for them to use these spa¢btassey,

1998).

Although chidren are increasingly recognisedl@sngdistinct sociabhctors and this
has been legally acknowledged in the UNC&¥@ Eection 2.2.1), theirights to

participation in the cityand/or in the society in whichthey live is often contested

or disregarded by adults as it may make them feel uncomfortable (Matthews, 2011).

2 KSy O2yaARSNAYy3I OKAfRNBYyQa NARIK(GA
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distinguish € A f RNBY Q& NAIKGA Ay rdgNGnithé city (dBrl a4+ &
access to ideas and resourceam)drightsto the cityd 2 LILI2 NIl dzy A G A S& T2 NJ
LI NOAOALI GA2Y AY dz2NBFyYy RS@OSE2LIVYSY(iaQ 0O LM
CNASYRf& /AGASAQ 6488 ! bL/ 9Cgandenacting, Ay &
these rights.

Child Friendly Cities are based andithe principlesof Wy -@ligtrimination, the right

G2 ftAFS | yR YIEAYdzY RS@St 2 LI BofsthelmafR NI a L.
andvlk y . £ SN] Z HAMHY M@HUO O tiohbKchiRirenldhdPdyae G S | C
GAUK @2dzy3 LIS2 LY S@io aghtedRe UNMCRCE ata bdalQdvdl £ & Q
GKSe WwWSy3aAlF3aS Ay AyaluAaddziazylrtz €S3rt Iyl
enabling children to access their human rights (as definddlenUNCRC), Freeman

and Tranter (2011: 245) argue that Child Friendly Cities are also more robust in the

face of challenggsand are# K S| f i KASNE Y2NB A @Sl oftS |y
NEaARSyGaQo

However despite the push for Child Friendly Citiesaatinternational policy level, it

Ad adGAaftft NBO23IyAaAaSR GKFG GKS WOKAfTR | yR
SYyGAGASaQ o. | @HicR BiARkenH2001) r¥lates bBackitsbthe social
constructionof children as wild devils andf innocent angelssee section 2.2.2This

ingrained social imagination of childrealong withthe increased surveillance of

people(s) and moral panics about (child) safety in urban areas (Jones, 2000;
McKendrick et aJ 2000; Freeman and Tranter, 2011gvke resulted in Aitken
SHnnmYmcO FNBdZAYy3 (GKIFG WiKS FTNBSR2Y G2 0
less and less of a possibility forK A f RNBY Ay {THsSs adl argumént Yy 2 NJ
echoed by Harvey (2013)ho posits that public spacesch as ke street which

GSNE 2y0S 200dz2LIASR o0& OKAfRNBY LI Ie@Aay3d
demonstrating etc., have becomecreasinglydevoid of this interaction and almost

unusable. Harvey problematizes thisy R | NHdzS&a GKI 4G 0G2RI& Wi
comn2 y Q 0 LJr ®aZ (i dzNIi K bad@mihy ngréasingly commodified

through neoliberalism.

In addition, shared imaginations of children have led to the rise in perceptions that
OKAf RNBY R2Yy Qi o0SKIFI@S Ay tAYS gApacks KSISY
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(see for example, Ward, 1979; Aitken, 2001; Travou.e@08). This has resultéal

fears developing about children in public spaces (e.g. paedophilia, attacks on
children,and concerns fotheir social and physical safety) (see for exam@lelton

and Valentine, 2008; Harvey, 20183)y R G KS O2YYSNDAlFt A&l GAzZY
(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 tineeho

the school or in play space) (see Valentine, 208i§)ificantquestions suclas how

does the child view themselvasthe city? How does the child perceive that they are

viewed in the city? Are children given opportunities to develop their sociaspatial

independencerise.

These questions alieportant areasof consideratiorboth in enabling, and ensuring,

0KS GHgmttbtRer®m 6aSS | laNddhSeénStruatingrddré)@roducing

aLJ 0Sa yR LI OS&a 6KAOK &adzllll2NIL OKAf RNBY
for this study, they araignificantin considering how, and why, they are explored in
geography educatiora | 1 G KS ¢ & I y Rarduevitch@tdhe trsi tiidatie0

adultd K2dzf R R2 A& fAadtSy 6KSy O2yaiARSNAy3a O
in this research (examined in full ainapter threg. Indeed, the research aimed to

providea space for children to shatkeir geographies, and imaginations, of Longon

before ther value to geography education wasnsidered.

This sectiorhas examinedhe significancenf exploring the relationships between the
child and the city, ithe context ofan increasingly urban world. s also highlighted
some of thechallengsfaced by children in citie®day (for examplein how they are
perceived and treated Introducing these debates is pertinent to this research for two
reasonsfirstly, the young peoplé the studylive in London (a ci)y and it is of value

to listen,and respongdto their experiences and imaginations of the city; secondly, in
questioning whetherschool geography has fully engaged with academesearch

I 6 2dzi = | yéxpefekckdf,Rilidh ¢risonments.

| now move on to concludsection 2.2n sction 2.2.7.
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2.2.7 Conclusion and a note on terminology

Insection2.2L KIF @S NBZASSHGSR fAGSNI GdzNB 2y OKAf

research problemand need for this resear¢ket outin chapter one, | have axined

the relationships, anttorders6 St 6 SSy OKAf RNBy Qa 3IS23INI LKA

geographical thoughtt KA a aSOQ0A2y KlFa akKz2gy GKIQ

YR RAOGSNES | NBIF 2F NBaSINOK Ay GKS |

yet to be fully consideredFurther to this, it has situated arguments for a border

OK

oI R

ONRaaAy3ad 0SG6SSy dKdedgRphipedWadtiondshates MiowtIK A S a

powerful knowledge.Before | move on to the second section of this chapter in
section2.3, which reviewsthe literature on place, space and time the different
spaces ofgeographical thought, | comment on the terminology usedepresent

children in this thesis.

Ashas beerexamined throughout section 2.2, childhood is a contested notion and
different terms are oft@ used to represent childrehese termyary with the social
purpose of the narrativand the people(s) who are using them. Thugrighe thesis,

my use of terminology (e.g. children or young people) has reflatiedesearch and
literature | have reviaved. | continueusing this approaclhroughout thethesisto

reflect the argumentsand narratives of those whose work diraw upn. However,

when discussing the participants in my research, | have taken the decision to refer to

them as young people. This to reflectboth their age (thirteenat the time of data
collection), increasing social independenead their role as active agents ithe

research.

2.3 The geographicdtontiersof place andime-space

2.3.1 Introduction
As introduced in sectioR.1, this chapte reviews the literature on twoareas of
research and debateentral to thisthesis cK A f Rdédysaghies (see seot 2.2),
and this section (2.3yvhichfocuseson place, space and tin{er time-spacg. These
concepts are pivotal to thishesis, both in situating the research spatially and
temporally, and also in introducing thgroduction of spac®@ 6 [ S F S oMaithS =

provides the conceptual framework for analysis
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The chapter begins by building debates introducedh section2.2.6 about the child

in the city (London) teituate the research in place antime-space(section 2.3.2)

thus considering these concepts in the space of everyday life. It then moves on to
examine how concepts have begheorised, and debatedin formd spaces of
geographical thoughin section 2.3.3 buildingan argument as to why &y are
central elements of geographyrhe sectionthen focuses on examining hothe
concepts of placespace and timghave be@& constructed inspaces offormal
geographicathought in section 2.3.4examiningdifferences andordersbetween

the academic discipline and school subje@ihe chapter then introduceshe

production of space isection2.3.5and concludes in section 23.

2.3.2 Situating the research in place énte-space

As introduced in sectia@1l.3 and2.2.6 this researclwas conductedn London, with

data being collected between September and November 2@&B& also chapter

three). London is not only the spatial context of the research, @lsethe place in

which the young people in the studive, playand attend schoolL y | RRAhé A 2y = A
place that | as the researcher live, work and study. These factomsathy of note,

as both the young people and | are part of the city; we shapeaaadhaped by, its

physical and socitoultural spaces (Fortier, 1999; Tuan, 1976; Freeman and Tranter,

2011, Giddens, 2016

London islhe largest urban area in the UK aacts as the UKs capital city, as well as

a sociecultural, political and economicub® [ 2 Yy R 2 \§ 61 influéntdknShede

areasoften extend beyondhe UKsational borderswith Hall (2007) describgit as

2y S 27 ( Wbat ghopaNgitie&Siting at 8.8 million people in 201&nd

I O02dzyiAy3a F2NI Moz 2F GKS !'Ya LUz GAzy
ever been (Trust for London, 2016). It is also a city that is growing, with its population
increasing 7.5% between 2011 and 2046d Trust for London predicting thatwill
AYONBlIasS 2 ¢do YAETEtA2Y 0& HAHM OAOAROO® |
global patterns of urban growth, with the World Bank noting that urban populations

have increased from 33% in 1960 to 54.7% in 2017. The UN (20&8)predided
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that this growth will continugand that by205Qc ys2 2F (0KS 62 NI RQa

live in cities.

[ 2y R2yQa 3IAINRSGK Aa NBTf SOI( tm@Spaceitfexisist 2 0 | f

within, as urban growthis often representative ofthe process of people
concentrating around sites of productiofLefebvre, 2003; Harvey, 2013). The
relationshigs between people, placeand time-spaceare worthy of examinationas
placescan be conceptualised a®llections of stories which exist withinghwider
geometries of space and time (Massey, 200B)ey are the physical and social
embodiments of ideas andtories which travel through and (re)produce social
space. In this way, place exists asboth L2 A y i 2y (i K8l alSoh dlii K Q &

(individual and sharedjocialimaginations (Massey, 200Balderstone, 2006).

Although place is a much debated concept (see for example, Massey, 2005;
Balderstone, 2006; Jackson, 20@resswell 2013; Freeman and Morgan, 2014;
Lambert, 2017seesections 2.3.3 and 2.3.4),is widely acknowledged that a place
Ad | WdzyAljdzS O2YoAyliAzy 2F t20FGA2y >
Rashidi, 2018: 43). Place is thus construaitd combination of its location on the

9 I NJi K Q 3its hismNd) and<erase of place (which may be individual and shared)
(Cresswell, 2008)Figure five represents tkese reciprocal relationships between
people(s), place and timgpace.These relationshis are multi-way, as peoples)
physicallyand sociall, shapethe placeand timespacethey exist within, andhey

are alsoshapedby them In addition,placeas humanised spadas situated intime-
space(Massey, 2005; Tuan, 1976; 2012).
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Figureb: The reciprocal relationship&tween people(s), place and tirapace

Time-space

{——> People(s) <——>

If we usethese ideasabout place tosupport us inexamiring[ 2y R2y Qa LJ2 LJdzt |
growth, then we see a history of migration (from both within the UK and globally)

leading to a sockaulturally, and economicallydiverse city However, thespatial

distribution of peopleis not evenwithin the city, as differentdemographicgroups

have settled in communitiegivingLondon the character of @ity of villageSsee

Ackroyd, 2000; Massey; 2008; White, 2088e alsochapter five. Thus|[ 2 Y R2 Yy Q&
history has led to botlsocial andspatial variation in demographics, and also varied

imaginations and senses of plaamongst its populous

Today London sits within a neoliberal epoathich Harvey (2007grgues isocially
acceptedRdzS (2 A0a O2yadNMzOGA2Y |a wO2yOSLdz
ideas of human dignity and individual freedom. Neoliberalism has increased
economic inequality withihe city (Hamnett, 2005; Harvey, 2013). Indeekspite

London béng the sixth richest city in the world (Freeman and Tranter, 2011), it
experiences the highest rate of child poverty in the Wkh around 37% of children

living in low income families after housing costs are considerBgef and
McGuinness, 2008Spaiallythis inequality is uneveand thereis more child poverty

in inner, as opposed touter, London and rates also vary substantially by borough
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(Ibid.). In light of these patternsHHamnett (2005) descried 2 Y R2y & |y
O A ( &wwvo-tiey/sBeietyQand Massey (2008arguesthe existence of communities

of Yreed and neef@n Londonnoting thatgreed regularly ouprices(those ir) need.

Indeed, Hamnett (2005) and Massey (2008) argue that neoliberalism has led to

several large scale geograpal trends in London:

o0 The working classes have been forced from the city caagliebecomes more

expensive due to commercial activities and wealthier groups moving in
0 The creatiorof atwo tier society- WINB SR |} YR ySSRQ

o Companies now have mopmower, and the role of the state has changed and
lessened

o [2yR2y OFy 06S 02y OSLJidzt t AASR Fa |

o More forums,such as social medihave emerged which provide different

opportunities for peopleo share their stories and perspectse

o Londoncan be conceptualised as¥ag 2 NI . RhisOdeffeéted both in its
population, and alsin its social, political and economic connections to other

places

These trends are represented on figure six, wislsbws the reciprocal relationships
between people(s), place anime-spacein London during theneoliberal epocht

presently exists within and contributes.to
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Figure6: The reciprocal relationships between place and t#pace- London in a neoliberal
epoch

Time-space Place

Neoliberal epoch —~—  Time-space T~ *London as a ‘world city’

*London as a ‘city of
villages’

\ *Companies have more
% power and the role of the
state is changing

*A society of ‘greed and
need’

*Working classes moved
from the city centre

People(s)
*Social media has
changed people(s)

N
-
abilities to share their

~ stories and voices

l-\

These trends, and the relationships between place and ‘#p&ce are worthy of
consideration as they shape, and are shaped by, peopl€fs)s, a childorn in

Bethnal Green (an area of East Londoat O2 dzf R 6 S 02y OSLJidzl £ A & ¢
village today,is likely to live in a very different world # childborn 30 years ago,

who in turn lives in a differentvorld to personborn 150 years agd heir life is also

likely to bedifferent from a child living in another place in Londdar (example,

Richmond). These ideas ané valueto consider, as the place (ariobne-space in

which a person lives shapes their lives, and they in turn shape the placenasd

spacethey live in(Harvey, 1990; Lefebvre, 1991; Massey, 2005; Harvey, 8QLBes

5 ard 6).

This section has introduced Londas the social and spatial context of this study. It
hasexamined conceptualisations of London in a neoliberal epoch, suggesting that it
can be thought of aaworld city, acity of villagesnd a city which has adh level of
social and spatiahequality. These are ideas which are returned to, and drawn upon,
in the findings chapters (chapters four, five and six). | now move on to critically

examine how, and why, concepts are of valuegengraphy as both an acad&n
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discipline and school subjeat secton 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 complicate8ls considered in chapter orend section 21,

when examining the different spaces of geographical thou@dge figure 1),
geography has a long and debated histolry addition, geographers continuously
make and remake geography (Bonnett, 2008; Matthews ldatbert, 2008; Clifford

et al, 2009; Heffernan, 200€resswe]l2013; Johnston and Sidaway, 2016; Murphy,
2018). Today the discipline spans a variety of methods, philosophies and purposes,
and encompasses a variety of sdisciplines (Clifford, 2018and 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 watés its researchers,
studentsand 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 geograp@iifford (2018) draws upotine work of
Vernonand herdza S 2 F . S NJY & (iySoh yh@siructirs df ndwiledgiok S 2 NJ
examine geography as a discipline. Vernon argues that it is helpful to consider
geography as a horizontalas @posed to verticaldiscipline. Vith the vast, and
sometimes disparate, naturef geography meaning that it is the concepts

W3 NJ Yof theNdidciplineifs big ideas and ways of thinking) that hold it together
(Vernon, 2016; Clifford, 201&eographical Association, 20@912.

Concepts have been recognised as significant to bolimolgeographyas well aso
geography in the academiyn 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 (lbid.). In

school geography, concepts have begsed by policy makers to frame previous
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iterations of thegeography national curriculum at Key Stage Englandsee DfE,

2007), by academics, subject associationsed for example, Geographical
Association 2009, and teachers to support students in developing their

dzy RSNBEGIFIYRAY3I 2F (KS RAAOALAEAYS YR Ay U
Taylor, 2008; Lambert and Morgan, 2010; Biddulph et 2015; Lambert, 2017;

Brooks, 2018However, views on concépinschoolgeographyary between places

and acrossime-space.

With the emergence of the most recent edition of the National Curriculum for Key

Stage 3 geography in England in 2014, concepts which took a foundational role in

the previous curriculumwere completely removed OfE, 2014;Brooks, 2018).
5SaLIAGS (KA&aX GKS OSyaGNrtAide 2F 02y OSLiia
decisionmaking tools in the face of any curriculum prescription from central

32 PSNYYSyiQ ,8015 ORadztohikuedtd be argued. This call to arms

by Biddulph et al. reflects the importance placed ore tteacher in\Burriculum
makingXsee Lambert and Morgan, 2G10ambert and Biddulph, 2014ee section
2.2.4ajfiguretwo). For Brooks (2017) the role dfe teacheiin this processs critical,

as it is in the classroom in whithe & dzo 2 SO0 WwWO02YSa |t AGSQ F2NJ

The curriculum making model situatésii KNS S O02YLISGAy 3 T 2ySa 27
and Morgan, 2010: 480), school geography, teacher choices, and student
SELISNASYOSazr Ay (KS WO2YNISBEIso@dghrenie& S RA & C
section 2.2.4a In balancing these zones of influence, the model refl¢iatt the

curriculum madeyy the teacheiis undepinned by notions of progression, thinking
geographically and keyeographicatonceptsDiscussion of the key concepts might

be explicitin the curriculum madéfor example, in a lessoon changing places or in
discussions aboutsustainability, or implicit (for example, place, space and
environment may be deeply embedded in discussions about inequattyyever,

they are fundamental to understanding geographical processes and ideas and

makingconnections across topics. For examples concept ofdevelopment might

! This Key Stage is considered in particulaitds 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 impamtspeople(s)

The example of development given above shaavsoncept behaving like the

WI NI YY I NI hy?éhablihgéhaeblibnslto be made acrogmowledge ¢r

W2 O oanrd dred® a geographiceiought (Geographical Asciation,2009;

2012; Lambert, 2017). This process is of valuipporting, and enabling, students

to think geographicallyindeed, f3 S2 ANJ LIK& (Sl OKSNA R2 y2i
conceps in their curriculum making, there is a risk thiahowledge is perceived

merely as lists to be learnThis could be conceptualised a®’& dzii dzbliBicuiiyi S Q

(see section 2.2.9aandcould FF SO0 (pokunitesIdry@a@ning2making

and mayalsohave an impact on their understanding of geography

This section has introduced concepts as bairgntral but muchdebated,element

of geography as an academic disciplitidhas also highlighted that concepts have
been used to frame, and /or, inform the curriculum at all levels (from the national to
the classroom) irschool geographin EnglandAs the concepts of place, space and
time are of vale both in situating the reearch, and spads used in the analysis of
data in this thesisl now move on to introduethese concepts and their relationships

with one another in section 2.3.4.

2.3.4 Place antime-spacein geography as an academic disciplinesaimolsubject
AsintroducedAy a4SQO0A2Y HdodPo>X 02y OSLIia I NB |y
thinking and disciplinary identitylhis sectiorconsidershow the concepts of place,

space and time, have beetheorised, and debatedin the different spaces of
geographical thoughndexamines their relationships with one anoth&he section

begins by considering place, as everything exists or happens in a place.

Peopl€s)lives are situated in plasgandin turn, place exists withirspace and time

(seefigure five. Placecan be conceptualised as humanised space (see Tuan,ith997

Jackson, 2006peopleexist within,experience and imaginagace.ForMassey (2005:

130) spacean be conceptualisedsWIl & A Ydzf O s&far@d e 2 H 1312 QNS S

Wollections of these stories, circulations within the wider powyeometries of
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a LJ- St @rdues further thgdeopleare both affected by, red contribute to, these

stories and in doing so they (re)produce the place, spaceiar@they exist within.

In chort, as Cresswelldpdpc Y MHO | NUAOdzZ  1Sa WwWazOAShe
NBELINE RdzOSa a20ASGeQo

Discussing place and space in this wagh space beingonceptualisedas socially

(re)produced, and with the social and the spatial having clear relatipgskia fairly

recent phenomenonLefebvre (1991: A)ighlights this when he states

Wh2{ a2 YlIyeé &SI NE& dadrety gednieBicalareaniRg: Wa LI OS
0KS ARSI AlG S@21SR ¢la arvyLxe GKFHG 27F |
Lefebvr@a G 6 SYSYy G Aa GKS 2LISyAy3 tAyS (G2 K

(examinedfurther in section2.3.5). In theirst passages of this bopke argues that

space had untthenbeenconceptualised almost entires amathematical concept,

which hal beendetached from philosophy and the social sciences, with there being

a lack of academidebatel 6 2 dzi ¢ KI G KS RSaONARO6Sa | a af
Lefebvre, 1991). Lefebvre used Marxist philosophies to underpin his argument that

space needed to be recoeptualised assertinghat if space is nofully and critically
examined,then we are unable to consider how ruling elites have constructed and
maintained their hegemony and power through the (re)productwinspace;for

exanple, in relation to capitalisn{Lefebvre, 1991).

Although | have regularly referred to the concept of time, and tspacethus farin

this thesis, ime is sometimes not considergar explicitly referencedin school

geography. For examplé,was omitted from the previous iteration of the Key Stage

3 geography national curriculum Englan@ & f A &ad 2 ¥DfE] e7; se2 y OS LJi
section2.3.3) However research and debatm the academy hashownthat time is
avaluableconceptin geograply (see for exampleilagerstrand1975; Taylor, 2009b;

Tani and Surmaho, 2012; Giddens, 201&yith Taylor (2009b: 140) amgngthat it
hasbeenO2 y OSLJidzl t AASR Ay (g2 gFeaT FANBROGEE |
OF'y 0SS LINBOA a Sécend WedlofiineNdSaR ocial ¢gh&hge, where the
SYLKIFIaAra Aa 2y (KS WwO2yiSyd 2F GAYSQD ¢ KA
agreeingg A UK ¢l &f2NJ 0KIFIG GAYS wOryy2d o6S aid
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and thus using the termime-spaceé The rationale for this lies in the argument
articulated in section 2.3.2 that plasand people(s) change oveand throughtime-
space Thus, what it means to live in London today, is different from being a Londoner

in the 1970s.

Time is also pertinenin considering theproduction of spaceas thisidea was
developed to consider the relationstapetween spatial practicgand late capitalism
(Harvey, 1990; Lefebvre, 199FBurthermore people(s) spatial practice also vary
acrosstime-space | now moveon to introduce the production of space in section

2.3.5.

2.3.5 Theproduction of space

TheProduction of spac&rovides the conceptual framework for analyssedin this
thesis, it is also part of the contribution to knowledge it maks=e section 4. and
chapter seven). Tk section begins by introducing Henri Lefebvre, as the person who
made the idea famous. It critically examinesS F S or&ids fddivations for the
work, before outlining his ideas about the production of spatieese ideas aréen
drawn upon and returned toJater in the thesisas | outline the research design and

methods(see section 3.6)

Lefebvre was born in 1901, and died in 19891d hislife, and work have been
describedby Elden (2004: 134 Wi KS | RSy (i telBvre dall many OSy G d
interests and his works transcended many academic boundaries and disciplines. He
published in excessf sixty booksin addition to other publications and notesn a

g ad FNNF¥e 27F acuapBySpliical theofyQdodpdyy |Eeratdte K A
Ydza A O f Ay 3dzA & i (Kipfér et lal2008: AyNibirteyest msuckzRvast a Q

array ofideas, and fields of knowledgknks to both his identity and motivation for
conducting his work. Consideg his motivations before examining tipeoduction

of space isignificantin cogitating its purpose. Eldewho has written extensively on

Lefebvre (see for example, Elden, 2004; Elden, 2006; Brenner and Elden, 2009)

describeshim first and foremost as philosopherand quotes Lefebvrealirectly in
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noting thathisinterest in philosophy relates td{ A & WONRA GA Ol f 02y a8 OA &
life (Elden, 2006: 190)

Ths critical consciencecan be seen toNEFf SO0 [ STSo JadiBaha LJ2 f
motivations for hiswork, which developed from his interest in Marx and Marxism.

For Brenner and Elden (2009)S ¥ S 6 @ NB Q asa stragdlk to AMBCE dhah@ei

and hey arguehe RSa A NS R (2 pratidntiod afspece,dattéris Sf the

state spatial organisation, and geographies of squbtical struggle are being

NB &Kl LISR dzy RSNJ f Putiabothérlwhykdiebviewas Yit@resteddn p 0 @
the relationshis between the social and the spatiand how this related tdime-

space(late capitalismpeing motivated to understand systems (e.g. the sjaand

people(s) everyday livesltimatelyto affect changeand challenge inequality

AlthoughAngloAmerican geographers began translating, and mering translated
elementsof[ STS0 ONB QA g2AMNI Ay (i RSF MdSTFLHD ONB QA
translated into English (Elden, 2004). This means that Anglophone academics
(including myself) who do not read French fluently may not have readalBof S 6 GNB Q &
works, and further work is required in translating his works and considering if, and

how, meanings vary across languages.

One off S T S onm@stiRfieatial ideas, and works, the discipline of gography is

the production of spacgElden,2006; Goonewardena, 2011; Kipfer et, &011).

Although this idea is drawn upon in many of Lefeltv& g NRA GAYy Ia> A G A
LJdzof AAKSR a W[l (19MRKdzDEX 8¢ GRS QErendng iIK S 81D (
and first ranslated into English in 3. The book can be conceptualisedaating as

I WGKS2NBUGAOFE adzyYriadrazyQ 2F [ STERGNGNE Qa
2006). For Elden (200692, W ¢ Rr&ductionof Spadd & Wl ¢g2NJ] 2F (GKS?2
2T 0KS KA&aO02NER 2F aLIl dAlLt O2yFAIAdzNI GA2ya
placei I YR & A dzl § érigcsll e@amiekeieryfla§ FeSetatthiyBtheory

and philosophy imulti-way dialogue betweervio spaces of thought (everyday life

and philosophy).

For Kipfer et al. (2011fhe importance of theproduction of spacdies not only in its

theoreticalconsideratioreveryday life, but also in its addrésgof the privileging of
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time over space in somecademic disciplines (such as history) and by some theorist
The idea that space has not been fully considered, and has at times been
misrepresented in both the academschoolingand in everyday life, is also noted by
other academics with an interest space (see for example, Massey, 2005; Thrift,
2009).

Critical considetion of the concept of spads of value ¢ this thesis, geography and

society more broadlyas it allows the examination tie production,and sustenance

of power relations,and of A Yy SljdzZt t AGASE gAGKAYS yR 0Si;
contribution tothese debatedies in his application of Marxist notierof production

to social spacen considering how space is produced, evolves and is sustained. His
philosophy of affecting change is clear when he expresses that no matter what social

A

or political forcesioto engenderand produced LJ OS (Kl G &adzAi da GKSA
wilneverbeatf S G2 WYFadSNI Al O2YLX SGSteqQ o6[ ST
schoolgeography, 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| posit that thisis of value in considering a variety of fields of study in
geographyjinOf dzZRAy 3 OKA f RNB Y Q adas BiSrdH mddodriketl ®at > LI N
OK A f R NBsyhava ofteh 2)an® Sndeexploredin the sociepolitical spaces of

everyday lifeand in geogrphy as an academic disciplifgee section 2.2)and as

children have often been subordinated in their formal schoo(segesection2.2.5).

Thus far in this section, | have introduced the idea of pheduction of spacend

considered its philosophical underpinnings and potential valusé¢boolgeography

SRAzOF A2y L y28 Y2@0S (G2 AYyUuNRBRdzZOS (KS
dz& SR (2 adzLI2 NI KA& ONRGAOFE SEFYAYFGAZ
Lefebve repeatedly returns to the triad throughout the course of the bpaing it

to consider how space is produced, sustained, understood and evolves. The three

fundamental pillars of this triad are:

W Nvegatial Practice which embraces production and regtoction and the

particular locations and spatial sets characteristics of each social formation.
Spatial practice ensures continuity and to some degree cohesion. In terms of
a20ALf &L} OST FyR SIFOK YSYOGSNI 2F | 3IAGS
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cohesion implies a guaranteed level of competence and specific level of

performane;

2. Representations of spacavhich are tied to the relations of the production

FYR (2 (GKS W2NRSND gKAOK (K2aS NBftlFOGAZ2Y
signs,tocdes,alR (12 WFNRY(GlfQ NBtLFGA2YAT

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 ode of representational spacegl.efebvre 1991: 33)

For Lefebvre the triad is significant in conveyimgjideas as it enables a person to
move between each of these pillars with ease (Lefebvre, 1884 sectior2.1). Thus,
facilitatingthe consideration of the relationshgbetween lived and conceived space.
For examplein my everydayspatial practice | mayvote in a general election, this is
also part of the conceived space of British democracy, which will in turn be

represented through bth media and art.

[ STSoONBQa ¢ 2 pbdackon af gpade daRveegriwidélKcdnsidered

and appropriatedin the academyin 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

| F NBSes> gK2 D22y Sgl NR&yer hidden hisvadnviratiorvfor I NA dzS
[ STSOONBE YR |0ly26f SRAISR (GKS CNBYOKY!I Yy
KAYQd | FNBYSe ¢l a AYdNARIdzSR o6& [STFSoONBQ
between the social and the spatial, and how this couldused to affect socie

political,and academiachange (ibid.). Indeed, aslilbe examined in dethin section

odcI | I N¥Se RNBg 2y [STSoONBQa WghNd oA RSH
the cityCYCharnock, 2014see also 2.2)@and in examining the complexities of urban

practices (Harvey, 1990; Harvey, 201ste sections 2.2.6 and 2.3.2).

However,| STS0ONB Q& ¢2NJ] KI & theHi@dSH escationt A GGt S
(Middleton, 2017). Middleton (2017) argues thhis should chnge, andassertghat

greater consideration of Lefebvretime field ofeducation coul@gnable consideration
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of how inequality is socidy produced through education; the everyday experiesice

of people(s) who work and study within educational systeand pedagogies of
appropriation. Following Middleton, in an article informed by work to datettun
doctorate, | argue theproduction of space camalso be used to enhance

dzy RSNREUGIF YRAY3I 2F OKAfRNBYQa 3IS23aINILIKASA
school geographyHammond, 2019).

Significantly to this thesisD2 Y aA RSNJ G A2y 2F 3IS23INIF LIKE Q&
geographies are an area that McKendrick (20@fuesto be missing from the
burgeoning field (see section 1.3) Space is also a concept wini is been
conceptualised differently in the academic discipline to school subject (Hammond,
HAaMpL® LG Aada GKdza LISNIAYSYyd GKFG addzRASa
geographical concepts can be used Y Kl yOS dzy RSNAUGI yYRAY 3
experiences and imaginations of the wa (see research questions in section 1.3). |

return to these ideas ishapter threewhen | outline how they have been used in this
research, focussing specifically on examinimay the production of spacecan
enhancekg 6t SRIS 2F OKA {s€NBoyRQZPricAtS thig Nobntliidd S a

the literature review in section 2.3.6

2.3.6 Conclusion

In section 2.3, | have examined conceptualisations and representations of place and
time-spacein different spacesof geographical thought. This has included situating
the research in place artine-space (London in the 2010s)section 2.3.2, andlso
critically examining the value of concepts and to, geographyThroughout the
section | have highlightedelationships, and bordersbetween concepts in the

different spaces of geographictought.

The sectioriinishedg A G K | RA & Odza a A 2 the @ctluctjo’sof pace® NB Q &
in which he draws upon Marxist thought to examine the (re)production of inequality

and power relations in social space. Section 2.3atssshown that to date this idea

has received limited attention ischool(geography education.l arguethat this is

problematic for theschoold dz6 2 SO0 ' yR A G Qa AOK2ftbodyh> | &
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of knowledge in the discipline has resulted in kdgas and debateabout social

space (including power relations and inequality) being omitted from the subject. This

thesis aims tocontribute to debates as to how these borders can be crossed,
constlering how the production of space eaenhance our knovSR3IS 2F OKAf F
geographies, andltimately considering how, and why, this is of value to geography

educationin schoolsl now move on to examine thegearch design in chapter three.
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3. Chapter three: research design, methodology and

methods

Chapter threecritically examineghe process of research design that was undertaken

as part of this doctorate; it discusses how hdacted the researcland why.As the

researcher both shapes the research, and is shaped by it, | begin this chapter by
building on section 1.2,Tonsideringny relationships to the research in secti®mn.

Following this,in section 3.21 examine the importance of research design and
methodology when conducting research with, and fchjldren andyoung people

This section is of value as young people are often conceptualised as being legally and
socially different to adults (see sectien®H 0 @ ¢ KSa S WYWRImHASANGESY OS & ¢
ideas and methodsirawn fromOK A f RNB y Q & (e.(@®iatinl teeardh i

with, and for, young people;see sections 2.2.2 and 2.2.3), influed¢ke decisions |

made when designing, and conductinte research.

Following this, | restate the research enquiry and questions in section 3.3, before
introducingmy choice of narrative methodology in section 3lérguethat the use

of narrative methodology enables young people to share their geographiesay a
that is concurrent with everyday lifehat they are familiar withand also allows
relationships between a person and the plaeadtime-space they exist within to

be examined. In section 3.5, | provide a detadetline of the research methodology
used. Thisectionincludes arexaminationof how lusednarrative methodologyan
introduction tothe participantsin the researctand an outline ofthe methodsused

in data collection.

In section 3.6l set outthe methods of analysis used this researchThis section

draws upon ideasbout the production of space introduakin section 2.3.5and
criticallyconsiderss K& = ' yR K2g3X GKA&a ARSI OFy SyKl )
geographies and is of value to geography educatioschools This section also

introduces keythemesthat were identifiedin the analysisand which are examined

in detail in thefindingschapters (four, five and six)then outline potential ethical

issues involved witkonductingthis researchand the ethical processes undertaken,

defending the decisiongthadeto ensure the research was ethically soundection
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3.7. Finally, lexamine questions of validity in section 3&so considering the

limitations of the research, before concluding the chapter in section 3.9.

3.1 The researcher in the research

In this section, | situate myself as theNS & S ih th&r&s8alktlTo do this, | build

on section 1.2L in which Iset out the professional journeyhat led me toconduct

this research.begin byintroduangi KS ARSI 2F YeéaSt ¥ Ia GKS
the research proces3he use of the term navigatiohd RNJ 6y FTNRBY . NB2°
y20A2y 2F | WLINRTFSaaAzylf O2YLI 4aQX @KAC
geography teachersExploring teachey narratives of their subject stories, Brooks
examined how, and why, they used geography (their disciplipackground and the

subject they taught) to help them navigate their professional, and sometimes

personal, lives.

Theidea of a professional compass resorsatéth me; assomeone with aleep sense

of intrigue aboutthe world and the people(s) who call ibime, | feel that studying
geography habkelped me to both make sense of my own lé@d geographiesand

of the wider world.Furthermore, myinterest in geography & in part,informed
professional decisions that | have made, sucmgsnotivationto teach the subject
and to sipport children in exploring the world through, and using, disciplinary

thought.

However, as outlinedh section 1.2.1after teaching for several yeansy frustrations

with the education and school system in Englavéntuallyled me to leave my job

as a teacherOn reflection, thisvasbecause the system | was a part of seemed at

odds with my personaihilosophiesandvalues about both geography and education.

L FStd GKIFIG L g1 éleméhB yf@eodephid e waysand i S+ OK

prioritise student attainmentl Y R W02y Sy i RSt AOBSNERQ>X 2@SNH

way that | believed was powerful to, and fahildrenand society (see also section

2.2.4a).For example] believed that it is of value farhildrento explore their own

geographies using disciplinary thought, but in a context of accountability agendas in

schoot (see also section 1.2.1 and 1.21)js was often very challenging as there

GSNBE LINBaadz2NBa (02 WiGSFOK (edméSperdeé 1 QL
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that there was often an ovefocus on consistency across teachers and subjects

GKAOK fSR (2 aoOKz22f fSIFIRSNA SyL2dzNI I3Ay3I |

Despite choosing tdeawe the classroom,what could be conceptualiseds my
professional compadsd me to want to be a part of the academy andctintribute
further to debates in geography and educatidhrough doctoral researchOn
reflection, this was a deeply persoradvaluesled processborn frommy desire to

affect changeand do something | believed iThese experiences at@ghlighted

here, as who | am, and my relationships to the young people and the research,
influencedmethodological and ethicalecisiond undertookthroughout the research
process.These includeonduwcting research with young people who | had previously
taught (examined in detail in sectiord5 and 3.7 and chapter .Ayurthermore, as
research design is the space in which the researcher links theory and ideas to
methodology and methodBondi, 2005Delyser, 2010; Clifford et al., 2016), in doing

so they situate themselves in an academic fieldlasisions made are informed by,
YR FTSSR Ayid2sx (GKS NBaSINOKSNRa PRSYyGAGE
another way, this could be conceptualisasl the researcher using their professional
compass tosupport them in designing research that they belieseneaningful to

both the discipline, and as is often the case in geography, everyday life.

In this section, | have introduced myself as the redear the research.now move

on to considerthe importance of research design when conducting research with,
and for, childrerand young peoplén section 3.2However, the ideas introduced in
this section, will be drawn upon throughout chapter thras, | 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 seatmmsidersthe significance of
research design when reseainf (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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Researcltonducted with, and for, children and young pesjp$ valuable for many
reasons. Theseeasonsinclude thedevelopment of academic, social and political
debateabout chidren, childhood and society, ardsorepresenting childrepand/or
empowering and enlaling them to share heir lives and views (Kay et a&009).
Methodological design and the choice of research method(s) is of critical importance
when conducting research with childrenaq Blerk et al.2009; Morrow, 2009;
Beazley et al2009; Alderson2012). Not only are there power dynamiaad ethical
guestionsto 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 fochildhood and children (Hemming, 2008;
Gallagher, 2009; Alderson, 2012; see section 2.2). These choiceffetsavhether

the children involved in the research are empoweagdior enabledin, andthrough,

the research proced¥ay et al, 2009; Alderson, 2012).

Until fairly recently, most research with children focussed on child development and

ga oll&aSR 2y Wil 02N (i2NE SELISNAYSYyGlIGAZY
31). This methodology meant that children were removeaim their real world
contextsand has been extensively critiqued as it limited opportunities to develop
knowledge of how children relate to the world(s) thiaeyboth live in and contribute

to (Ibid.). With Aitken (1994) noting the challenges, and pgdyahe impossibility of

I Rdzt Ga FdzZf £t & dzyRSNARAGEFYRAY3I | OKAfRQa g2
reflecting adult centric perspectigeand ideasthat may not reflect a chil@, Zor

OKAf RNByQasz gl edav 2F (KAY{Ay3Io

Debates about howesearchcan enable children to share their lives and perspectives

have led to the researchers engaging in different ways of researching children.

I OF RSYA0&a NBASINOKAYy3I Ay OKAfRNByQa 3I3S23l
decisions abouhow one researches chitdn not only facilitate the collection of data

for analysisbut can also be a tool whicilowsO K A f RditBsyodéheard (Beazley

et al, 2009;van Blerk etat HAnndpO® ¢KSasS RSol0Sa KI @S |
fertilisation of ideas between resfelOKSNBAR Ay | @I NARSGe 2F &z
(Holloway and Valentine, 2000: 764) about how to research childneihchildhood
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The emergence of what James and Prout (2005) destiiba | Wy Sg LI NI R;
studying children and childhood (the New Social Studies of Childhood (NSSC)) in
around 1996 (McNamee and Seymour, 2012), received significant interest in
geography g¢ee for exampleHolloway and Valentine, 2000b). The NSSC called fo
WNBEASHFNOK gAGKZI NIGKSNI GKIFIy 2y3s OKAfRNBY
asked researchers to critically consider their choice of methodology and if, and how,

it enables children to berecognised, and respected, ascial actors ithe research

process (ibid.JJames and Prowummarise theNSS@s havindour major principles

o Firstly,the NSSC views childhood as a social construction, which means that

it varies across time and space;
o {SO2yRfex Al INBHdzSSa (KI (G OmtedfRiK22R Ol
20KSNJ @I NAIFofSa &addzOK a OflFaazr 3ISYRSNJ
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 om social worlds;

o Finally, it supports engagement in the process of reconstructing childhood in

society (James and Prout, 2005).

These principlexan be seen to havied to an increased engagement amongst
geographers with the methodological and ethical issues of research with, and for,
children (Thomson, 200Aran Blerk et aJ 2009).

However, debates about the NSSC haaised questions as to whether there has
been an oveemphasis on ethics and access to children, whiblomson (2007)
argues hasbeen to the dériment of research methodology. Furthermgreoncerns
have also been raised that participatory advances in neteavith children have
been sidelined to specialist conferences and publicatioven(Blerk et a] 2009 see
also section 2.2)3 and whether abstract ideas (e.g. social justice) have been
neglected as young childreare often unable to accesand/or speak about these
ideas (Ansell, 2009).
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Whilst recognising these concerns, the N&3@roduced here aa valuable element

in the theoretical grounding ofmy research methodology as ltoth recognises
children and young people as distinct social actors who construct their own worlds,
and promotescritical considerationof the relationshis between childen, and
childhood and the place antime-space they exist withinFurthermore, | ague 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| havedrawn on literature tashowthe significanceof researchdesign
when conducting research witland for, children | have highlightedhat choices of
methodology can empower, and enable, children in the research praresseflect

the complexities of childhood and societynow move on to restate the research
enquiry and questions in section 3.3, before outlining the choice of methodplogy

and methods undertakeras part of this research

3.3 Restating the researchegtions

In this section | restate the research questions. These questi@ne developed

through an examination of the neefbr this researcrand a review of theliterature

publishedA y OKAf RNBYy Q& 3IS2 3NJ LisdeSeéctiohsyLR. ariS 2 3 NJ
1.3 and chapter two)The research enquiry was statedfull in sectionl.3, with the

research questions beingstated here as part of the research desighis thesis is

Fy Ay@SaidAiaalrdirzy Ayidz2 OKAtddgedgiaph@educai®2 3 NI LIk

in schools The investigation is constructed of three research questions:

RQIWhatR2 @2dzy3d LIS2L) SQa yI NN} GAPdSa NBOSH

imaginations of London?

RQ2How can theproduction of spacecontribute to knowledgeof OK A f RNB y Q&

geographies and imaginations of the world?

RQ3 How can geography educatioruse ideas and methodologies from
OKAf RNBy Qa 3S2 thbolgkosrdply? 1 2 Sy KI yOS
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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 datacollected in this study (see RQdns drawn from the use afarrative

methodology, | nownove on tointroduce narrative research in section 3.4.

3.4 Narrative methodology

In this research, lUsed narrative methodologyto explore, and examineyoung

LIS2 LJ SQ&a 3IS23aNI LIKASA (sef RQliewtbrd3I3¥ndBR)2y a 2 7F
The purpose of this was to colledatathat A f £ dzZYA Yyl 6§S& GKS NAXOKY
everyday lives and geographies, andetapowerthe young people in the studyp

share their experiences and imaginations of the wpmhilst enabling thento
discussareas and ideawhich they raised as beirgijgniicantto them (see Matthews

and Limb, 1999section 1.3 The data collected was a case studyafing people

sharing their geographiem a ‘&orytelling and Geography GroupQ This section

examines what is meant by th#arrativeQl¥efore considering whyarratives are of

value to research in the social scieacEinally,the section outlinesvhy narrative

research was chosen for the methodology in this research

Communication is a fundamental part of being humand communicating gives
humans a unique mportunity 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 otlperople andor their environment
(Tuan, 2012). The centrality wérratives to everyday life, aritbw and why people(s)

use themto represent and to transformhave led them to become a significant area

of research andlebatein geography and the social sciences more broadly.

Narrativeis a term that is useth both everydaysocialdialogueand in academic
debate(Andrews et al 2011). It is a term that has multiple meanings in botleegsh

and everyday life (Ibid.and which varybetween cultures andacross timespace

(Shuman, 1986; Gee, 2008). Berome Bruner
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WIATFTS a tSR Ada AYARBILNAND( &t dzNBtYe £ AF St &
dz(i K Zréintefpieteditald andyeioTRILING ZOR

(@]

Al o &a¢
708)
. NXzy SN A& &G 0 SavdStynipliesiivks Helw@eF thalnatdre obeing
(Heidegger 1962; Mulhal, 2013; see section 2.2a2d narrative. In his 2004 paper
W[ AFS | & abgueBiNIdi AdAISNG K a Kl LISR O23yAdAgS
S dzaS G2 2NEFIYAaS YSYketndhe adogidgragdigal y G a  f
narratives whichwax G St t | 0 2 dzii ¢ IRlelNJpebple@)Snar@te théidc pn 0 ®
experiencs 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 thiejurn homefrom
work or schooin the evening. They do thisbothtonarfi S G KS SELISNA Sy O
had,but also to support them in organising, and making sense of, these experiences
and ultimately their life. Narrativesan be seen aso ingrained intie nature of our

beingthat it can be easy to ignore their purpose and centralitptw lives.

For Squire et al. (2014) narratives build up human meani8gmificantlyfor this
thesis,narrativesare socially and historically situateahd this can impet on where
they are understooédnd by whom. In their definition of narrative, Squire et al. draw
upon theidea ofmeaning making, which | will return to throughout tisisctionas |

examine the value of naatives for research with peogi

Wi oNRIFRXZ AyOfdzaA@dS RSTFAYAGAZ2Y Aa GKI G
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; itiherS ¥ 2 NE RA &G Ay OSqureN®a RS & ONA
2014 6).

As well as considering what a narrative is, their definition highlights the multiplicity
of ways narréives can be used by peopfeom the written to the verbalEchoing the

works of Bruner, and Tuan, meaningaking is at the centre atheir definition.
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Goodson and Gill (2014: 30) argue that studying narratives, and narrative research,
LINEGARSE +y 2LIRNIdzyAide F2N) NBASIFNOKSNH
2H0KSN) LISARSYOSaSREHES A QP ¢KA& | NBdzYSyd A 2
argues that it is the meaningy sense makingprocess thait is significant tesocial

research. This is becaus@ffers insights into people(s) lives, and decisions, \way

which other mehodologieswhich may only focus on factual recalte unable to do

(ibid.).

The research community with the greatest interest inma#ives 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 thatresearch in the social sciences studiasdor uses, has

evolved oer timel & ljdzS&a A2y a &dzOK dediMadsgyK20@88S 3IS2.
section 2.2) havehanged ways of thinking in both the academy dahd socio

political spaces of everyday lif@his has ledo a growing interest in the lives,

experiences and geographietall people(s).

Goodson (2013) considers this change in the study of narratitesn heassertghat
wepresentlyft A @S Ay Ly WEFE3IS 2F yINNYGAGPSEAQI | NE
isnow on life histories and small scale narratives ppased to thegrand narrative

of the 18" and 19" centuries. These grand narratives were often constructed by
0K24S Ay LR6SNI AY Ly FGGSYLWG G2 WNBYRSNJ
(p11). For Goodson, focussing on life historisd researchinghte narratives of

individuals and groupscan provide a voice to sonmeeoplgs) whosevoices have

been, or continue to beobscured by some qualitative@nd/or government data

(ibid.).

Both theideathat narratives are part of everyday life, and tpkilosophythat they

can beusedprovide peoplewith opportunities to share their voices and livese
fundamental to thisresearch Asexaminedin chapter two,people occupy dzy S |j dzl €
L2aAdAzya 27F LI2gSN |y Mattheled gl Bnbe1Q99:662),0 K A Y
and dildren and young people are a social group wave often beemmarginalised

(Aries, 1973; Skelton and Valentine, 1998; see sections 2.2.2 and 2.2.3). These
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unequal power relationshgpmean that any research with, andrf children requires

careful consideration of the methodology usesté sections 3.2)

However, despite increasing acadenmterestin the value of narratives to research,

it has been argued that both written and oral narratives have been wedaptored

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 morehstarly (Hymes, 1996). These
arguments often referencthe scale, scopand validity of narrative researchaising
questions of representation and scalability (s@sosection 3.8). In addition, Cope
and Kurtz (2016) argue that with qualitative research (including narratives) the
researcher must alsoonsider what is absent from the stories told. This is because
research designor social imaginations of appropriatenes®metimes leave some
things unsaid. Considering thesgumentis pertinent to this research, due to the
relationships between the remrcher and thegarticipants (see sectios3.5,3.7and

chapter seveh

Despite the arguments against the use of narratigsearch, stories and narratives
are increasingly recognised in geography as a valuable area of research and
methodology (see Cameng 2012).I now outline the three reasons why | chose

narrative methodology fothis research

o Firstly, when researching with children and young peoplecan be
exceedingly difficult to create a space which is separate from the imaginations
of childhoodand power relationships that exist within society (Jones, 2009;
Thomson, 2009see section 2)2 As narratives & continuous with everyday
life,F Y R G Kdzd LI NI 2 Bof OdnsChnB NaRiggQense BEheIS NA Sy
world, narrative research can beeagto support the construction of, as far
as possible, a nehierarchical relationship between the researcher and

participants in the researc{Beazley et al 2004; Langevang, 2009)

o Secondly, | wanted to develop a rapport with the young people who
participated in the researchOralnarratives, and conducting the research in

a groupcontext, 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 multrway conversation (Bushinp@9y,

o Thirdly, the use of narratives in research can enable the participants to have
2YSNBRKALI 2F GKS w02y W(d@dvand, JOR94SE.t 2 6 Q 2
Thomson (2009F NBdzSa GKFd RdzZNAYy3I GKS ,AyRdzal
peoplgs) 4 SNB WSELISOGSR G2 F2tt2¢6 | &aSaG G
globalisationpeopleQa A @3S a KIF @S 0S02YS AYyONBIl aAy3a
have been significant changes in social identities and grdophe case of
children and young people, it is mo recognised that children should be
enabled, and empowered, to share their voices andontribute to socie
politicaldebatesabout their lives and the world(s) they inhabit (Fraser, 2004;

Porter et al, 2012).

As well as providing a methodology whictabtes 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 thproduction of spaceprovides the conceptual

framework for analysis used in thaesearch (see sectiors 2.3.5 and 3.6).
Furthermore, afundamental aim of the research is to addrdRQ2W K 2cén the

WLINR RdzZOGA2Y 2F aLl O0SQ oO@KAINRNRINGE (2SS 23MNJ |
AYEF3AYLE GA2Y & (SeTFectiankKlS and 2 I ITHe Ke@tionshipbetween

narratives and the (re)production of space are highlighted by Goodson @0410)

when they argue that people(s) live their livesand through stories. These stories

FAEE a20AFf &L OS GAGK WyIFNNFGAGS TN 3IY
(Clandinin and Connelly, 2000: 17) which peopte then influencd by, and

(re)produce through sharing their own narratives.

In this sectionl have &amined what is meant by narrative, and considered how it
both an integral part of everyday life and fundamental@ngsee section 2.2)

The centrality of narrative to everyday life has resulted in narratives developing into
a significant area of stly, and research methodology, in the social sciences. | have
developed a case for the use of narratives as the primary research method in this
study, both as it offers an opportunity fachildren, and young peopléo actively

participate inthe research andit is alsoa fundamental way in which space is
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(re)produced. In the next section (3.5), | introduce the research methods used,
before going on to outline methods of analysis in section 3.6, ethical considerations
in section 3.7, and questiord validity and the limitations of the research in section

3.8.

3.5Research methods
Thus far in chapter thred have considred research desigrsituated myself as
researcher in the researclexamined how, and whyesearch with childrens of
valueand set out a case fdahe use of narrative researcholfowing Delyser (2010)
in section 3.5 drawon theory and ideagxamined so far in the thesi® inform and
outline the methods used in the research. | begin $stting out the research
methodolog/ developedn section 3.5.1. Following this, | introduce the young people
who participated in the study in section 3.5.2. In this section only, young people are
NEFSNNBR (G2 a WwWaludzZRSyiaQ ¢KSy GKSe& | NB
educational @vironment.Consideratiorof the young people who participated in the
study as studentsis of value as the research was conducted in the school they
attended It alsoenables critical consideration of the differences and relationships
between the young p2 LSt SQ& RATFTFSNBYyG a20AFf ARSYy(A
person) and also ofthe school as a formal educational environment (see section
2.2.5 and the space in which the research took place. Finatiytline how the data

was collected in section 33&.

3.5.1 From research design to research methodology

This sectiorbeginsby introducing oral narrativegonsidering both their value and
limitationsin research Following thisthe sectionexamineshow Y#fe historie€Ysee
Goodson, 2013) informed the development of the methodologigsdin this thesis
setting out a case for their value. In addition, the section defends the decisiao not
engage the young people in the research design progastead encouraging and
empowering them to actively engage in the enactment of the research. Fitladly

sectionintroducesthe context in which data collection was conductesamining
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why a formal educational space was chosen amtliningsome of the challenges this

brings

Asexamined in section 3.4, therm narrativecan 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; Cararon, 2012). This research focussed on oral narratives, as
this is a primary form of everyday communicationrioost peoplejncludingchildren
and young peopleAlthough oral narratives are something we share on an almost
continual basis, it isecognisedthat communication, in all its guisesepresent 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
2F GKS adl GdS3 ¢ K AiaKnorw agaitsewhishaall aihérSinguiskicS 2 NB
LIN} OGAOSa INB YSI adzZNBERQ®
The language of the state is encountered differently by differgmingpeople 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 peoplespend a significant proportionof their waking hours in formal
education wen they are of school age (Aitken, 198dg section 2.2.5). In schools,
which are mainly state ruor funded teachers are directedvith the task ofusing
this official languageand state controlled examinations also use this language.
Children and youg people have varying degrees of knowledge and competence in
accessing, andsing state language. This caand doesvary 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 peopknafonstruct their
own dialectswhichcan, andoften do, deviate from thestate norm.The significance
of this, is highlighted by Shumdt986) who when aguing for storytelling rights
(which she conceptualises as a way of discussing oral narratives in terms appropriate
for young peoplg¢argues:
WCNRBY G(KS I R2 & Stand8d/EnglishntadEhe g uivaldntbf adult
GKAGS O2YYdzyAOFGA2y T FNRY GKS LI NByla
schoolworkKYShuman, 1986: 13)
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These debates are introduced here lighlight some of the challenges, and nuances,
of oral narrativesTheyare also significant to this research, as it was conducted in a
schoo| a space which is imbued with hierarchies of power which may influence

82dzy3d LIS2LIX SQ&a ARSIFa&a lFo2dzi K2¢ G2 &aLISEH] |

The decision wamade to use oral narratives in the methodojayg this researclas

they are concurrent with everyday lifBespite thechallengesonsideredabove oral
narratives can be conceptualised adfering an opportunity for participatory
research with, and active engagement by, young people. In the next part of this
section lintroduce the methodologies usedyhich areoutlined further in section

3.5.8.

The research was structured arountorytelling ard GeographyGroupQThegroup

was constructed usingl KS LKAt 2a2LJKe GKFd yIFNNFGA@GSaE
different people(s) in different ways, and that interaction and discussion can support
meaningmaking (Yap, 2011). Although | acknowledge that a goompextmay also

inhibit peoplefrom sharing heir personal narrative2 NJ Sy O2 dzNJ 3S LIS 2 LJ
2 T th&€droup contextalso ha advantages in facilitating discussion about shared,

and individual, narratives, and in peer suppolt also has value ifiacilitating

discussion about shared narratsvand the different experience(s) of individuaisad

these ideas will be returned to in thiendings chapters.

The research designas informed byD2 2 R4 2y Q& 0 Hifa histoties(se@ NJ| 2 Y
also section 3.5.3JGoodson views life history researchr@ngulating oral data from

research participants with the historical context and other narratives. The
relationshis 6 SG6SSyYy GKS A, yaRd WideRsiztial Qadrativasar® NE
significant to life histories as private and public narratives interee@ackson and

Russell, 2010). These relationsdhipetween public and private narrativesire
significantas they enable geographers#Y | | S 02y ySOGA2ya o0SG6S¢
aYLFtt YR AYaA3ayAFAOIYyGXIyYyR (KS &ibk2 I RSNJ
GKFG aG2NEB g1 & I NI A O dit AndtieRWaythey danYb8 6BAY =  H 1 |
to consider how socigpolitical grand narratives affect the individual and vice versa.

This is of value in considering how children both construct their own socrddisyo

and are shaped by the worlds they exist within (see also section 3.2).
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Although my research did n® A NS OGft & FT2tf2¢ D22Raz2yQa ¢2
askLJF NI A OA LI y G Qa G2 inSoimé sessiinS | used @ntdxtdataT § K S A
sources (e.g. newspaper articles) to both reflectd stimulatediscussionabout the
relationshisbetween the narratives of individusdndthe group, andwider societal
narratives(outlined in detail section 3.5.3 and figure. 8he group context of

study enabled both immediate diague about these relationshipand also for

analysis bymyselfthe researcher at a later date (aetailed in section 3.6)The
spatialtemporal context of the study is London in 2014, the place where the young
peoplelived and attended school, and as such the societal naatconsidered in

the researchreflect London in thisime-space

It issignificant to notethat althoughthe young people were encouraged to be active
participants inthe researchand were encotaged to share their experienceand
imaginations of London (see section 3.5.3), they were not included in the research
RSaA3dy LINRPOSaad !'a SEFYAYSR Ay &4S0i0GAzy H
have sought to find ways to diminish power relatofe.g. between adult and child

and the researcher and researched), engatpdren in research processesd

encourage them share their experiences and conceras Blerk et a).2009).As this
GKSaAa Ay@SadAalriasSa K2gs bfydte o gedgiaph@ KA £ RN
education in schoolst isof important to defend my decision not to engage young

people in the research design.

This decision was mades | wasoncerned thaengagngyoung peoplen a research
design process after school had thetential for it to become burdensome to them.
This ultimately had the potentiamplicationthat they would fail toengage in the
research at allAs examined in detail later in thebapter(see section 3.5.3), | wanted
the young people to be active agts in enactinghe researchtand to tell their stories
and shae their geographie and imaginations of the worldvith myself as the
researcher and their community(sfs such, | designed research that aimed to
facilitate this and empower the young peoplen the research However, when
reflecting on the research and how it might be built upon in future (Sespter 7, |
consider howengaging childreandyoung people in the process msearchdesign

might further enable and ermpowerthem 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 tha&lents attended was
chosenas thelocation to hold theStorytellingand geographyroup. Given thaa
school is a formal educational space, with distinct social rules which young people
often have limited/no control over (Aitken, 1994; Barker and WeR2603; Freeman

and Tranter 2011;see section 2.2.5) 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 dag studentsHowever, during the research design
process,my conductingof the research, and analysis of the datarecogniseand

examinepower relation®ips in the researclseealso sections 3.5.2, 3.5.3,6 and

3.7).

3.5.2 Introducing the young people who pagated in the research

As introducedn sectionl.2.1, when | begarthis doctoral researchwas working full
time in a secondary schoodlh light of this, Imade the decision to conduct the
research with young people who attended the school | was workifgecause | had
rapport with the student community (Bushin, 200%urthermore,asan employee

of the schoo] | hadrelationships with the leadership team, who alkad access to
my Disclosure and Barring Service (DBS) repmanngthat they were comfortable
with me conductingresearch with students from the schodlhese considerations
are pertinent in a timespace in whiclgaining 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 childr@orter and Abane, 2009

examined in detail iisection 3.7.

To advertse the opportunity tgarticipatein the research, | talked to year seven and

eight studentgKey Stage 3i) assemblies anduringtutor time in the summeiterm

of 2014, stating that anyone 2 dzf R W2 LJi A y (Followdng theKiStial NS & S | |
advertisement of the resear¢H provided any young person that expressed

interest in taking partwith a letter which outlined the purpose and structure of the
NBaSI NOKZ -AlYYOR FI2yNdviieZsiddeat and their parestcarers to
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complete. wanted students to choose to participate in thessearchand have agency
to do so(LloydSmith and Tarr, 2000; Porter et,a2012; see sections 3.2 and 3.7).
However | also requied parental consenfor the researclas the young people were
legallyminors. Alderson (2014) highlights that althoughrticipation rightsare an
integral elementof research with childreand young peopléseealsoUNCRGC}he
researcher also has a responsibility pootect the child fran harm, abuse or
discrimination.As | was asking young people to stay after schaad, | was unsure
what narratives the young people would shatehad an ethical responsibility to
O2YyOSNES ¢ AGK LicaldishbOut thdl reseaiciQhislisleaBiyied &
full in the ethics setn (3.7))

This initial interaction with the studentsii K NB dz3 K { K S -Afy)i (F2NIM-Zy R
enabled me to collect some backgraidemographic datan the young people who
participated in the researctAs | was unaware of the numheandbackgroundspf

the young people who would choose to participate, | made the decision to collect

this data in case certain demographic variables significastlyelated withthe

narratives [Lee and Schuel€2010). For example, if children had been inedéht

school years, their narratives mdave variedand having this data would have

enabled analysis of this variation. However, | made the decision not to draw on the
background demographic data in the analysis, due to the small number of
participants inthe research. In additionthe younglLJS 2 L SQ&a NXf A I A 2 dz&
backgrounds and the narratives they shadeabout them, were identified as

prominent areas ofdiscussionin the analys and are examined throughout the

findings chapters.

The backgrounddata the participants chose to share is shownfigure seven
Initially, eight students signed up for the study, however five participants atdnd
the sessionsTheLJI NJi A vanigshgivé Be@nchangedfor ethical reasons and

pseudonymsdor the young peple are used throughout this thesis (see section 3.7).
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Figure7: 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: WaAESR /LINRI&KO $ Iy
Religion: W/ KNAAGAL yk [/
Pseudonym: Rachel

Collected or make their own way home:

Own way home

School year: 9
Age: 13
Gender: Female
Ethnicity: W, NAGAAKQ
Religion: Islam
Pseudonym: Alex

Collected or make their own way home:

Ownway home

School year:

9
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Age: 12
Gender: Male
Ethnicity: Left blank
Religion: W/ +Q

Pseudonym: Tilly

Collected or make their own way home:

Own way home

School year: 9
Age: 13
Gender: Female
Ethnicity: Mixed Race
Religion: WSK2 @ KQa 2 A

It is significant tonote that | had taughtand/or tutored, all of the young people

previously, meaning that | already had relationshipith them. This had both

benefits and limitationswith advantages including that the studenigere able to

approach me, and that | hasgbmeawareness otheir background (both academic

and ®cial). However, ialso meant that it was at times difficult to shake offy

previous identity as a teach¢seealsochapter seveh

In this section | have imiduced the young people who participated in the research.

This section haalsointroducedsome ethical questions about reseansfith young

people,which will be examined igreater depthin the ethicssection(3.7). | now

move on to outline the process afata collection in section 3.5.8nd modes of

analysis in section 3.6.

3.5.3 The process of data collection

As informed by the research design and methodo]adpta was collectedn six

Sorytelling and GeographyGroup meetings between September and Nowber

2014. The group meetings lasted 8@ 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 youwegple, encourage
participationand alsoensure the young people did not have to go home too late in
the eveningso as to still have time for play and to support a safe journey home (see

sections 3.5.2 and 3.7).

In figureeight, | outline theplanneddata collection processn a sessio by session

basis. Althouglthe analysis of the researctiirough codingis examined iepthin

section 3.6asMiles et al. (2014: 71) recommermbnductinganalysis concurrently

GAUK RIEGF O2tftSO0A2y (2 K Sthhatwaed tKigkingF A St R g
about the existing data and generating strategies for collecting new, often better,
RFGIFIQY L o6S3ry GKS LINRPOS&aa 27F | yibkihgg aAad R
field notes onthe Storytelling andGeographyGroup, which | recordd after each

session My notes includediscussion of my relationships with the participants, key

themes that emergedin the sessionand suggestions for the next session. |
transcribed each interview between the sessions, and added anyi@uli notes to

my field noteswhich are included in appendix onklowever, due to the part time

nature of my doctorate, | was unable to begin the codmgany deep analysisintil

after the data had been collected.

Figure8: The process afata collection

Stage of data collection and description Date/
Timeline

Storytelling andGeography ®up ¢ meeting one Thursday
11th

Key areas of planning and consideration:

September
0 Expectationssuch as confidentialityand the purpose of 2014

the studyare shared at the start of the session to support
the construction of a space in which childrare
empowered to share their geographies (Goodson and S

2001, Longhurst, 2016; see also section)3.7
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0 The first interviewis semi structured and focussed tine
young peoplés)life histories It follows Goodson et al
(2010: 6) strategy afisinglj dz=Sa G A 2y & & dzOK
YS 02dzi @2dz2NJ ft ATSKQ gAGK
at enabling the young people to teHeir stories. Questions
adzOK | AS®KaKAR f ArgthbedsRed {o2
encourage the participants to consider how their narratiy

related to the city and grand narratives

o To facilitate the change in relationship from teacher
student to researcher and participants, following Gomals
and Sikes (2001) NBH dzY Sy iisefiil ay to start life’
history work is by inviting respondents to construct a tim
line of key events in their life with, if appropriate, an
emphasis on those experiences which relataty focus
the project may havgp30), the session begins with a
WISGhGAy3a G2 1y2¢ &2dzQ Gl a

construct, and share, a timeline of their life.
o0 The data collected in the meeting will be:

1 Timelines from the getting to know you tgsk

1 Recording of the session

Storytelling andGeographyGroup ¢ meeting two

Key areas of planning and consideration:

0 Young people are asked to map their geographies with
W[ 2y R2Yy Q | & TheyatdiableNthddy 3 LJ2

photographs or other objects to their maps if they choos
0 The data collected at this meetingll be:

f alLlda 2F e2dzy3 LIS2LX SQa

Thursday
25
Septemter
2014
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1 Recording of the sessions

o Discuss with participants theitle 2 ¥ |  WNRa& S
enablethe youngpeople toshare their geographiesith,
and to perhaps affect change, their communities For
example, the head teachémaybe) invited, andhe could
be encouraged taonsiderhow the research might besed

by the school.

Storytelling andGeographyGroup ¢ meeting three Thursday &
October
2014

Key areas of planning and consideration:

o Thisisa semistructured interview in which young people
areencouraged to share narratives on their life
experiences. Thewill beencouraged to talk about their
geographies and places they have indicated on their ma
vdzSaidAz2ya olaSR 2y (KS @2
using other data sources and representations of young
people in London are included in the interviews

(trianguktion of data, Goodson (2013)).

o The young peoplareto begiven three mapsf London
(one of its boroughs, one of the tube map, and one from
google mapsand will be encouragetb map their

geographies and discuss them.

Note: These mapsvere chosen ashey related to themes
which emerged in the previous sessitar(itory and
transport), and this supported the triangulation of data

(see appendix one)
0 The data collected at this meetingll be:

1 Maps;
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1 Recording of the sessions

Storytelling andGeographyGroup ¢ meeting four Thursday
: . . 239 October
Key areas of planning and consideration: 3% Octobe
2014¢
0 Young peoplare encouraged tghare their narratives and moved to
experiences with one another. They are given some Thursday &
newspaper articles, photos and clips to help them to November
contextualize where their ideas came from. This is base due to a
Goodson (2013) process of triangulation, where life stor school trip
documentary resources and other testimonies are (see
considered of equal weighting in the creation of a life appendix
narrative one)
0 The data collectedtahis meetingwill be:
1 Recording of the sessions
Sorytelling and GeographyGroup ¢ meeting five Thursday
: : . 20N
Key areas of planning and consideration:
November
0 Asemistructured interview in which young people are 2014
asked to reflect upon where their imaginations of the city
come from
o Participants refer back to their timelines and maps of
Londonto support these discussions
0 The data collected at this meetingll be:
T alLlda 2F &2dzy3a LIS2LX SQa
1 Recording of the sessions
Storytelling andGeographyGroup ¢ meeting six Thursday
27"

Key areas of planning and consideration:
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o Engage in a discussion with the young people to gain
feedback on the experience of participating in the resea
This might include asking questions abduhey have
learnt about theirgeographies an@naginatiors of London,
and whether they have found th&orytelling and
GeographyGroup a useful methodology in exploring thes

ideas

0 The fact that there are several sessions, over a period o
time reflects the longerm relationship element of the
research (Squire2011). 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 sl
0 Thedata collected at this meetingill be:
f al Ll 2F e2dzy3a LIS2LX SQa

1 Recording of the sessions

November

2014

Storytelling andGeographyGroup ¢ research show

Note: This did not occur following a unanimous decision from tt

group insession fivégsee appendix one and secti8r/).

Key areas of planning and consideration:

o0 This session aims #ngage the young people(s)
communities with the research, and the young people(s
geographies. It also Is@he potential to affect change. It
will beinvite only, with the participants leading the
process, but suggestions for invitatianll includeparents/

carers, their peers, school colleagues and the local cour|

Thursday
11th
December

2014
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Once the data was collected, and transcribed, | began the process of analysis which

is detailed irsection 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 intalavhich is relatively unstructured (Bryman,
HamMcO® 'y SEIFYLXS 2F (GKA&a A& | @&2dzy3 LISN
askedinmNB a S NOK>X &adzOK | a Wi Sdeé sectidh 3.6.an@ dzii & 2 «
figure 8). This type of data requiresterpretation 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 datand is gorm of analysis in which the researcher labels

GKS RIFEGE (2 Wl 2dgta the descriptivd & inferéntialifdrmyation

O2YLA T SR RdzNR y 3,2014: A1) HiRused foobath datd éondSnationf
YR FT2NJ KSdZNAAGAO LJzN1J2aSax a NBRdAzOGA 2y
YSIEYyAy3 2p3).0KS RFEGFQ o

Coding isan Yhtrinsically selectiv@ LINEMDES Ztial., 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 aghes to
coding (Saldana, 2@) 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 stageh first cycle coding
usually being used tassign meaning to ptr of the dataand then second cycle

coding working within these codes (Miles et aD14)

The remainder of this section sets out how coding was used ingbéarch it begins
by outlining the process of first cycle coding in sett®6.1, before examining the
second cycle coding in section 3.6.2. $hetionsends by outlining the final stage of
analysis and identifying kelgemeswhichare used to sucture the findings chapters

(four, five and sixin section 3.6.3.
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3.6.1 Firstycle coding

As outlined in section 3.5.3,coding began after data hadeen collected and
transcribed.However, some of the ideas which informed this coding, had begun
during the data collection and transcription procgsee section 3.5.3 and appendix
1). In the first cycle of coding, | aimed identify themes in the datéhat could be
used to categorise the data into similar chunks for further analysis (Miles 20a#4).

The first cycle of coding was conducted inductiyelying Nvivo to create node

which enablél 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 narratiiesa number of codes, meargrthat
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 | interpretedhem (Gibbs, 2014).

These benefits were of valuer my research as | wanted to both listém, and
representthe voices ofthe young peopléan the study (see section 2.2.3 and 3.2). |
aimedto both identify themes in the youngeopleQ Aarratives and to limit the
extent my perspectivesereimposed orto the narratives (as would have been more
prevalent had the data been initially coded dedively in response to hypothesg

Using inductive coding was also beneficial in analysing group narratives in which
multi-faceted conversations were occurrings | could codeand analyse the

narratives in different ways.

During the first cycle of coding, fourteen main codesre assigned Within these
codes,| used sub codes to facilitate-depth analysis of the narratives. These cqdes

and subcodes are shown figuneine.
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Figure9: First cycle codes

Code

Main code

Sub codes

Code 1

Religion

NIPeg OWSK2JI KQa
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 (Weskondon)
PLinflu (influence of plage
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 ofducation)

Code 7

Media

m.socmed (social media)

m.media (media)

Code 8

Language

l.eng (English)
|.street (Street language)

l.arab (Arabic)

Code 9

Personal
development

Pd.free (freedoms)

pd.future (future career)

Code 10

Hobbies

h.hob (hobbies)

Codell

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 (olence)

Code 13 Transport t.trans (transport)

Code 14 Money Mo.money (financial reasons)

The first cycle of codingnabled me to cluster and categee themes in my data.
However | still had a large amount of datnd whenl began to reduce the data by
code again, | found that new themes emerged which often occurred across a range
of the first cycle cods For example, in relation to religiondentified several new

crosscode themesThese were:
o Perception of religion
0 Religion and worship
o Religion, upbringing and identity
o Religion and culture
0 Religion, sexuality and love
o Religion and terrorism

In considering this issu@nd how to proceed with the second cycle of codihg,
became concerned about losing shared narratiifelscontinued to code the data
inductively. For exampleluring the first Storytelling and €ographyGroup, Tilly
discussesth& I OtG G KIF G &aKS g+ a oNERdzaxfldiningtlat | &
she feelghis is part of her identitybefore noting thatshe feelgpeople make fun of

this religion. The rest of the group then engage in a discussion about this, and this
leads to futher conversation about the perception of religion overahd the
experiencaof other individuals in the group (e.g. Rachel as a convert to Islathjs If
narrative was codedy religion (r.jw and r.islamand then by the secondaodeof
Herceptionof religioQthen the groupnarrative would have been losind so would

the structure of the discussioAs such, to enable deeper analysis of the indttales,

and exploration of crossode themed developeda second cycle of coding which

aimed tomitigate these potential issues, and thisiglined in section 3.6.2.

118



3.6.2 Second cycle coding

In the second cycle of coding, | worked within the codes assigned in the first cycle
(Miles et al., 2014) aimingo examine the geographies and imaginationg
individuals within the group, whilst trying to mitigate the loss of the group narratives
and ensuring that | was able to explore the nuances within the codes (e.g. in relation
to the perception of religionas explained in section 3.6.1). Ensuring thaalysis of

both group narratives and discussions, and the narratives of individwatspossible

was significant to thisresearchin enabling examination of the process of group
discussion in meaningaking It was also of valuein considering if, and dw,
narratives were shared armar varied between the young peopland the grand
narrativesof 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 ad imagine London, | used tipeoduction of spacé€lntroduced in 3.5.3

and as a RQ sectionsl.3and 3.3 as part of the conceptual framework for analysis

to considerhow the young peoplewere both producingsocialspace, and being

affected by it.

To dothis, lused  N¥S@ Qad o6mdpnv YaeeKidhraehF Hadvaydl G A | f
used and developed] ST S0 GNB Qa GNP & privdiiaion titsLil- NESEOR
section 3.5.3}o further explore the subtleties and complexities of spatial practice

in urban settings (Watts, 1992). Harvexpressesis radical motivation for doing

this, arguing that to transform sociefywe must critically exploreand seek to
understand the complexities of spatial practiseHe contextualises his motivation

the time-spaceof neoliberalismwhich hearguesis aW LJS NJY I y Syfisocial NB y |
conflict and strugglestating thatWi K2aS @gK2 KI @S (GKS L}R2&gSN
produce space possess a vital instrumentality for the reproduction and
SYKIyOSYSyld 27F pI& ATNE, fov WarveyiRig ssghifizantdo

examine how inequality is producedand sustained in neoliberalism before
challenging it. This argument appealed to mmethe context of this research, in
examining the geographies of children and young peopl® have at times been

underrepresented and/or subordinatedin botheducation and society.
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FigurelO: David Harvey's (1990:257) 'gofispatial practice

Iaterial
spatizl
practices
[experiznce)

Reprasentations
of space
{perception)

Spaces of
reprassntation
{imagination)

Accessibility and
Distanciation

Appropriation
and use of
space

Domination
and contral
of space

Flowsz of good, money,
people, labour power,
infarmation etc; transport &
communications systems,
market and urban
hierarchies; agglomeration

Social, psychological and
physical measures of
distance, mapmaking;
theories of the Friction of
distance’ (principle of least
effort, social physics, range
of good , central place and
other forms of location
theory)

“IMedia iz the messags" new
modes of spatial transaction
{radic, TV, film, photography,
painting etc); diffusion of
“taste”

Materizl spatial practices

Urban built environment,
socizl space and other
‘turf' designations; socizl
networks of
communication & mutus!
aid

Perzonal space;
mental space; spatial
hierarchies, symbalic
reprasentation of
spaces

Fopular spectacles —
street demaonstrations,
riots; places of popular
spactacle (streets,
squares, markets);
iconography and graffiti

Private property in land, state,
& administrative divisions of
space, exclusive communities &
neighbourhoods, exclusionary
zoning & other forms of social
control [policing and
surveillance

Forbidden space "territarial

imperatives”, community, regional,

culture, mationalism, geopaolitics,
hierarchies

COrganized spectacles,
manumentality and constructed
spaces of ritual; symbolic
barriers and signals of symbolic
capital

Refer to the physical and material flows, transfers and inter-actions that cccur in and
across space in such a way as to assure production and socizsl reproduction

Representations of space

Encompass all of the signs and signifiers, codes and knowledge, that zll such material
practices to be talked about and understood, no matter whether in terms of everyday
common sense gr through the arcane jargon of the academic disciplines that deal with
spatizl practices (engineering, architecture, geography, planning, socizl 2cology, and the
like)

Spaces of representation

Are secial inventions {codes, signs, and even material constructs such as symbalic spaces,
particular built environments, paintings, musaums znd the like) that szek to generate
new meanings and possibilitias for spatial practices

On his grid of spatial practices Harvey adds three dimensiorte [ ST S0 INBE Q&

coneeptual triad. These dimensionas seen on the x axaf figure 10, are used by

Harvey with the aim of further examining the nuances of spatial prextHe defines

these dimensions as:

0 Wccessibility and distanciatiogd LIS { & G 2

RA&ULFYOSE

AY KdzYly

GKS NREtS |yl
I FFILANBRSP 5AaidlyoSs

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
functiong. Distanciation is simply a measure of the degree to which
space has been overcome to accommodateaanteraction;

o The appropriation of spaceexamines 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 formsef social solidarity;

o The domination of spacereflects 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 LILINB LINAF § SR o6& (GKSY&aSt¢
(Harvey, 1990:258)

In the second cyclef coding, | mapped themes identifiéal the first cycle of coding

2yiG2 | NBSeQa INARD !y SEFYLIES 2F GKA& 7
figureeleven The numbers are used to identify different themes whigre drawn

out of analysisto enable comparison between the different members of the

Sorytelling andGeographyGroup (see also figuréwelve).
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Figurell: R.islam(Religion and Islam) mapped on to Harvey's 'grid of spatial practice

Accessibility and | Appropriation Domination and
distanciation and use of space| control of space
Material spatial | Flows of people, Religion and its
practices family heritage and links to language,
religion (Islam) (1) culture, political
jurisdictions and
racial groups (3)
Representation | Feeling a friction of Geopolitics and
of space distance due to Islam (6)
religion (Islam) (2)
Spaces of Representation of Constructed space
representation Islam (media and of ritual (4)
social media) (5)

| then comparedf, and how, these themes varidibtween individualsn the group,

S0 as to develop a comparative picture as to whether narratives were individual or

shared. An example of religion and Islam is shbelowin figuretwelve.

Figurel2: Shared and individual narratives on r.islam (religion amdnisl

Young
person

Sub themes:

Theme one: Narratives of religion and identity

o Flows of people family heritage (1)

0 Experience / perception of a friction of distance against t

religion (2)

o Religion and its links to language, culture, politjicaisdictions

and racial groups (3)
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o Conversion (4)
0 The representation of Islam in the media (5)
o Geopolitics and Islam (6)
Jack o Flowsof peoplec family heritage (1)
o0 Experience / perception of a friction of distance against tf
religion (2)
o Religion andts links to language, culture, political jurisdictio
and racial groups (3)
0 The representation of Islam in the media (5)
o Geopolitics and Islam (6)
Rachel o Experience / perception of a friction of distance against t
religion (2)
o Religion and its link language, culture, political jurisdictior
and racial groups (3)
o Conversion (4)
o0 The representation of Islam in the media (5)
Jessica o Religion and its links to language, culture, political jurisdict
and racial groups (3)
o0 The representation of Islam the media (5)
Tilly o Religion and its links to language, culture, political jurisdict
and racial groups (3)
0 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 figuwelve, shows that four out of five young
peoplein the studydiscuss negative representatisof Islam in the mediathus
suggesting that thisan be conceptualised as shared narrativein the group
However, somef the narratives are more individudfor example, Rachislthe only

person in thegroupwho has converted to Islam

During this process | continued to recognise that some themes transcended multiple
codes. An example of this iglentityQw&hich wasidentified as a themeduring the
analysisof several codesThe system of coding also meant that experiences (such as
feeling adtiction of distanc® 0aSS | lbhécHuSedotyoumredigion)could not

be analysedicross differenteligions. Aiming t@ddress this issyand to examine
themes thattranscendedcodes, | began the final stages of coding wisatutlined

in section 3.6.3.

3.6.3 The final stages of coding and identifying key themes for discussion

In the final cycle of codingdentifiedthemes that cut across codes, reducing data to
three overarching themewhich wereconstructed of intesrelated, but distinctsub
themeswhich connected to the overarching themBuring this process, | removed
several of thecodeswhichl had establishedh the first cycle (relationships, language,
safety, transport and money)This was because thearrativesassigned tahese
codes werealso identified, and examined, in otheodes.This is an issue which
emerged from one of the motivatiorfer my first g/cle of coding to enablesections

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 overashing themesdentified in the analysis of the datand their sub
themes, areoutlined in figurethirteen. As these them&are used tostructure the
findings chaptersl have included the chapter the daia examined inin figure
thirteen. There are some relationshigsetween and ideas that run acrosthese
themes and theseare examinedthroughout the findings chapters andn the

conclusion (chapter seven).
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Figurel3: The main themes whidtentified duringdata analysis

Theme Sub themes Chapter the
findings are
examined in

Identity 1. Religion and identity 4

2. Sex, sexuality, gender and
identity

3. The state and oneself
4. Voice and identity

Territoriality and turf 1. Gangs and turf 5
2. Ethnicity and territory

London: gplace of 1. The opportunity of education 6
opportunity and hope as and language
well as inequality and 2. London as home

injustice

In this sectionl have examined the analysis (through coding) of the data collected in
the research. | now outline the ethicabnsiderationsand processes undertakeas

part of thisresearchin 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 pathefcurrent landscape of
academiain which discourse about integritend academic malpracticéeaturein
debates inuniversities andn everyday life (for example, the media and political
debate) (Robson, 2018). Theskebatesare especially pement when researching
peoplewho are deemed to be vulnerable or having le$s voice than othars (for
example, children and young peopleJhe 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
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thesis, specifically focussing oantextualisngthe resarch inwider literature about

researchwith, and for, children

The principle role of research ethics is to promote high standards (for example, in
NEIFNRa G2 | OGAGBS LI NLAOALI GA2Yy o0& OKAfR
potential dangersandproblems andto examine their responsibilities addressing

and/or mitigating, these dangers(Alderson, 2014). Morrow (2009) echoes this
philosophy, positinghat the three most important values that underpin research

ethics are justice, respect and @gling doing harm. These principles argedto

underpin both research design and methodology, as well rasearch ethics
committees and structures with academic institutions (Morrow, 200€lifford 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 enactmenfThese debates haveontinuously
evolved across time and space as research ethics responds to new resaanich
events requiring attention and action (Alderson and Morrow, 2011; Alderson,
2014.). In researchvith, and for,children and young people, research ethics have
evolved with changing understandings of childrand childhoodand the enactment

of key politicalevents and policiesuch as thdJNCRC (see section 2.28¢erson

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
dependng on their role and where they work and live (Ll&ehith and Tarr, 2000;
Alderson, 2014; Robson, 2018). These considerations may involve research ethics
YR OKAfRNBYyQa NAIKGAZ |yYyR GKS az2yYSiaAaAYSa
2008). They alsamvolve considerig how the child is constructednd represented,

both within research and during the data collection (Alderson and Morrow, 2011).
These debates informed the ethical processes | went through when desigmdg

conducting this research.

To conduct reseait as a student or staff memban a HElin England ethical

permission through the university must be granted (Morrow, 208&)a student at
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what was then the Institute of Education (IQExpplied for ethical approval via IOE

systems. lused i KS . NRAGAAK 9RdzOF GA2Y L f ethicBd S NOK
guidelines (2011) to inform my research design and application. The application was
approved by revieway my supervisor (Dr Clare Brooks)d (then)Professoand chair

of Geography Educaticat IOE David Lambert.

Drawing onMorrowQ &009) principles for research ethics (justice, respect and
avoiding doing harm) now outline ethical considerations, and actions taken, as part

of myresearch:
1. Access to children who could participate in the research

As outlined irsection3.5,1 made the decision to conduct the research in a school |
had worked in. This is because | was legally cleared to work with children in this
environment throughmy DBSheckand the schoolyoung peopleand some of their
parentdcarers were familiar with me.ln addition,| shared mycompleted ethics
form, and approvalwith the head teachemmand met with him to discuss the research
and he granted permission for me to conduct the research with young people in the
school. Furthermore, asoutlined in section 3.5, | wrote to the paretarers of
young people who had shown an interest in partatipg in the researchto ask for

their permissia for the children totake part in the ®rytelling 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 safetyhis researchinvolved

practical considerationsis to where theresearch took place. Although there are
limitations with conducting research on school grounds (see sectiontBesg are

also advarit 3S& Ay NB 3| NR aCoridactingtie @eRearBhioyl Schoél I NI Q &
groundsmeant that therewasaccess to other educational professionals should an
issuewith a young person aa disclosurearise.To furthersupport child safety, both

the young peoplewho participated in the researcland their parent&arers, were
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asked to identify how participants wetevellinghome. This is because thesearch
involved staying at schobkyond the normal school dawrftil 5pm). The deci®n to

finish relativelyearly, also meant the young people were travetiihome during the
working daywhen London is still busgnd also to help preventhe young people

from becomingover tired from additionaWorkQ

In addition to practical considerations about child safdtyere were also social
considerations tattend to. These included, thesk of students expregsy prejudice
(Longhurst, 2016) amaking a disclosure (Alderson, 201&urther to this, they also
involved the researcher considering power relatipaad whether the researcher
could truly understand the culturadontexts the children lived iand social spaces
they contributed to (Longhurst, 2016). Whilst these considerationsdcowt be
eliminated, awarenesand critical considerationf them, meantthat | was able to

try and mitigatethem. This was done in the following ways:

o | attempted to create a spaaghich the young peopléelt was different to the
formal educational environment the research was conducted in. | aked

young peopleli 2 OI f INSY®> W[ Adz2 LILI2 & SR, and?2

encouraged them to speak openly, honestly and respectfully, in the

Storytelling and geography group

0 Theseriesofsessiogst & AYF2NYSR 08& D2 iHchitdighQa

(see section 3.and figure §, this meant that | was able to return to ideas or
areas theyoung peoplehad sharedand to ask questions to encourage them

to discussareas and ideafurther if it was perceived valuable;

o The group contexalsomeant that young people, and |, were able to query

one another in an openral supportive manner. This was discussed, and

agreed, with the young people at the start of tHest Storytelling and
CGeographyGroup, where we shared and agreed principles foe research

(see figureB);

o The school context meant that shouldyaung person mige a disclosure, or it
was perceived that thewt risk and/or a risk to othersl had access tand

knowledge oftheir support systems
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3. Opportunities to participate in theresearch

Asintroducedin section3.5.2,young people were provided with opportunities to

W2 LJG Ay Q (e doriipletioNd théBpt INIOHO DYy participants (who had

been given information about the research group through assemblies and a)letter

aimed to give theyoung people choice andgency.However, | also asked for

informed consent frontheir parentskcarersvia a letter and forn(Morrow, 2016) |

did this to try and avoid doing harm, atmlensure parents and carers were aware of
0KSANI OKAf RNBYyQa | OUABAGASE YR a@@d@SYSyi
young peopldeeling excludegdas the opportunity to participate in theesearchwas

offered to allstudents in year seven and eigdit the schoolAlderson and Morrow,

2016).

4. Confidentiality

Both the schoo] and the young people \wo participated in thestudy, have been

treated asconfidential in all dissemination dfisresearch.Longhurst (2016) conveys

the importance of protecting LJ- NJi A Oconfitiestiélity, Cand highlights the
complexity of this in group discussions, suggesting that this is made an explicit area

of discussion and participants are asked to treatdidicussions as confidential.
C2tft26Ay3 [ 2y IKdzNAE G Q discBod dabddSay tRelstakd y > |
the Sorytelling andGeographyGNR dzLJZz F a1 Ay 3 LI NGAOALNI yia i
viewpoints andto treat 2 Y S | y 2 (i K S NDddnfidénti@sde tighr@ 8 | &
addition, these expectations were shared wiibth the young peoplevia the letter

givento prospective participantas they consiered optingin to the researchand

the school through the sharing of my ethical approval doeuts.

However, dueto 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 33,5the participants cannot be made
completelyconfidential This concern is especially pertinent as | 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 idetified, they have been given pseudonymusd the school is known as school

X. The names of any other people mentioned in the research by the young people
6S®ad (SHFOKSNE 2N GKS @2dzy3a LIS2L) $§Qa FNJI
schools which mightresult in connections to individuals being made by readers of

this thesis, have also been changéiding my knowledge of thyoung peopletheir

school and communities (see section 3.1), | have taken care in writing this thesis to

share ard honestly andopenly representhe 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 figuBeand section 3.5), young pple were asked

to map their London and draw timelines of their lives. | made the decisions not to
share these inthe thesis 2 | @2 A R W Raking the yisundNPEdple nére
identifiable. This is because th@apsthe young people producethcludeda lot of
personal informationabout them andtheir families, including school names and
where they lived.l havealso taken thisdecision with regards to the transcribed

scripts for the same reason.

It isalsoworthy of note thatl had planned aesearchshow Eee section 3.5,3igure

8 and appendi®) as part of the research desigfhe show was included to provide

the young people with an opportunity tehare their geographies with invited
members of their communitye.g. parents and carers and teacherghis was

included as part of the research desigith the aim ofempoweling young people

within their communities and was a key part of the methodology informed by
philosophies of participatiorand empowermentwhiOK | NB LINBS @ £ Sy i A
geographies (sesectiors 2.2 and 3.5). Howeveag discussion arose in whigloung

people expressed thathey did not wish to share their geographiesyond the

group.

When | explored the reasons for this decision with gagticipants Jessica and Jack

stated that theyfelt that the head teacher disliked them, with Tilly and Rachel
ddza3SadAy3a GKI G GKSé dzk KR dzazKIins tiKeSlisdndSige & N8 A
continued, the entire group expressed a perspective thatmatter what they said
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to the head teacher, nothing would change the school or their experiences of it.
Indeed, Tilly statet¥ KS ¢é2dzZ R KI ¢S G2 IOG a AF KS OF
g | eWhen | asédthe grouphow they would like to move fevard, 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 ithis suggests thahe 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
childrenand young peoplés of the upmost importance. Although the young people

were happy speaking openly with me, they were not comfortablerisgatheir

geographies witl{some)other colleagues in the school.

CKAA YSIyd GKFEG GKS @2dzy3 LIS2 L tBraugh 3S2 3N
a research showvith their communites Thisis worthy of consideration for several

reasons related to ethics:

o CANBRGf@YT (KS @2dzy3a LIS2 LI Sedpmepibelddl (G A JS:

their communities as they did not share them in the research show;

o Secondly, it raises questions aboaihpowerment as part of my research
design. As young people were not encouraged to be part of the research
design process (as explained in section ,3t5jesults in questions as to
whether | had imposed ideas of empowerment on to the participants in the
researchby including aresearch show without discussing this wittem.
However, the young people repeatedly expressed that they enjoyed the
Sorytelling andGeographyGroup and were content in talking about their
geographies with meAnalysis of the youngdS 2 LJt SQ& y I NN} A @S a
ANRdzLIQ&A NI A2yl ES F2N) y24 KFE@Ay3 | N
concernsabout sharing their geographies witfsome)others, such as the

head teacher (see also section 4.5);

o Thirdly, as this research is about th&l f dzS 2F OKAf RNBy Qa
geography educatiom schools it raisessignificantquestions about if, and

how, young people are comfortable with sharing their geograshin formal
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educational spacesnd how teachers are supported in navigatirsgues

which might arise during this proceeealsoHammond, 2019chapter7).

5. Voice, respect and inclusion

This research aimed tencourage young peopléo actively participate in the
research and to share their geographiasd voices However, the grougontext
sometimesresulted in meha@A y 3 (2 WYOKand tdIeadédhvérftiaasi A 2 y a
about respectand communicationwith the group. AlthougH am aware that this
altered power dynamics within thgroup (seeappendixl andchapter?7), especially
a4 L KFR 0SSy GKS LINIAOALIVYGAQ G§SI OKSNJ

these debateto encouragesocial cohesion.

Asis exemplified in the findings chapters, Alex is a lot quieter than other members of
the Sorytelling andGeographyGroup. In addition, thegroup also often questiced
Alexabout his identity (for examplebout hisnationality). Having taughtl@x,in my
experiencethis was representative of his personality aguget character who often
chooses not to engage with debat&Vhild encouraging group discussions and
debate, if I felt thati KS 3 NP dzLJ 6 S NdBanywhdozsetod nfuahl made S E =
decisions to managehe situation to avoid doing harnThis is often a challenge of
group discussions, in that some people anere eagerto speak and/or wish to

dominate.

7 A

6. { KFNAy3 OKAfRNByQa ©@2A0Sa |yR (K RA &
This research is part of a thesadthesis will be published and accessible to those
who wish to read it. | amhowever, aware that this may be a small number of
individuals. In addition t@oncernsraised abovefor example,confidentiality (point
4)), this also raises questions as to the extentvtuich my research has an impact
This is a question of ethics assiabout the representation of people(s). To share my
research, | have presented at academic conferences (e.g. IGU, RGS), and also

professional conferences (e.g. Geographical Association awndr&shy Teacher
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Education (GTE) and | have publishedspects of it (see Hammond, 2019;
forthcoming). | hope | will also build on this work in futuaad have begun to do so
Ay SELX 2NAyYy3 3IS23INI LKeE (S OKSNI SRdzOF (i 2 NA&
(see Hammond and McKendrick, 2019). In addition, Itaidevelop a research bid
G2 FdzNIKSNI SEFYAYS GKS @I tdzS 2F OKAf RNBY
chapter 7) andL NBYlFIAYy RSRAOFIGSR (23 YR Y2UAC(

geographies and, where appropriate, trying to affect change.

In thissection, | have considered the importance of research ethics, and outlined how

| have considered both policy, and philosopalyout ethics in informing my research

design. | have also raised questions that emerderdngthe process of conducting

the reseOK | 02dzi GKS OKFftSyasa 27F SELX 2NA
pertinent to geography education. In the next section (3.8ritically consider

guestions ofvalidityand rigour in (this) research.

3.8 Validity, rigour and addressing limitationshas research

This section begins by examining what is meantdbigity, outliningwhy it is gpivotal
considerationwhen undertaking researcii.he section theraddresses questions of
validitythat could be raisedh the case of this researcipecificaly focussing on the
relatively small scale of theesearchthat was undertaken (a case study), and
considering thepotential implicationsof this onthe significance, limitations and
rigour of thethesis The importance of addressing questions of validitg rigour in
research lie in designing and conducting research that results in more trustworthy
findings (Saumure and Given, 2012yt another way, it isf the upmost importance

in creating powerful knowledge which is the best knowledge we havBus fa

created and tested (see section 2.2.4a).

The concept of validitis integral to research design, atite integrity of both the

research and researcheFor Ahlqvist (2009: 320), in thstrictest sensevalidity

YSFEFyada WikKS RSINBS (2 HKAOK SYLANROIE RI
Ay G S Ndydsi afguesurther that the constructs referred to can be very tangible
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(for example, the wind speed aspecific point) or far more theoreticabf example,

how threateneda personfeels by terrorism). The notion of measurement in validity
isworthy of considerationas how a researcher would measure validity varies with
the focus and method of the research. To return to the examples given above, a
researcher wold measure wind spee@nd how threatened a person feels very

different ways.

When considering validitythe researcher has to make decisions about how to

analyse datawhich depend on the research design and theoretical framework of the
research. H®A Y3 OoHnAnmMoY p0O | NHdzS&a GKIFd GKS&S RS
qualitative research. Milest al. (2014) echo this argument, noting that validity is

often much debated in qualitative research, with some researchers such as Wolcott
(1990) even rgacting validity andrguing fordleep understandin@nstead. However,

both Harding (2013) and Milex al.(2014)suggesimeasures which can be taken by
NEaSI NOKSNBR G2 AyONBlFrasS (KS @gFrfARAGE 27
accountoftheX Y RAy 3a I OOdzNJ 4GSt & NI2DISKREYE yowa & 2 dzN
consider these debatewith reference to my research, begin by outlining my

decision to use aase study approachddressing questions afternal, and external

validity. Finally, | outline measures taken to increase the validity of this research.

This research involved engagingraall group of five young peopie a Sorytelling
and GeographyGroup (see section 3.5)Thedecisionto use a case study was made

for two rea®ns:

1. Firstly,as a researcher that has worked full time, and been-fegifled for
most of my PhDpractical and resource considerations meant that | had to
develop research which was realcstlly possible whilst still being ethically
sound, rigorous, andhaking 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 understandingl 6 2 dzi OKAf RNE
geographiesand geography educatigrand not to m&e generalisations (Yin
(2003) in Harding, (2013)).

134



The second reasontroducedabove considerghe generalisability of research. For
Hammersley (2009) this refers to tlexternal validityof research, whereamternal
validity focusses on the reliabiitof the research and methodsnéw examine, and
defend, theexternal validityof my researchbeforemoving on to considets internal

validity.

Questions of external validity aadten prevalent in Geography Education Research
(GER). Lambert (2010) argues ttias is becaus&ER is often small scale and self
funded, and thiscan limit the scope and generalisability of the research. Drawing on
Mathematics Education Research (MER), Latr@s out an idebsituation forGER
which he argues should be nevendinganddo three things to enable consequential

validity:

w»

1. we¢2 YI1S OflFrAYa O6aAYyFTSNByOSaéduv |o62d
f SEFNYyAYy3 GKFEG OFy 6S o6F0O1SR dzLJ 6da g NJ
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 ethicatyand practicaly RSFSy aA ot SQ
(p84)

Lambertsuggestshat GER is a long way from achieving the above absértsthat

considering consequential validity is significant to the sub discipkitemeans that

WGiKS NBaSINOKSNI OFryy2i loaz2t@dS (KSyaSt @S
(p84). Elliot et a (2016) defineconsequatial validity asaskng researchers to

consider the extent to which society benefits from the reseatdbwever, they go

on to note thatthisis a contested ideanot least as it is debated aswhether, andor

how, social consegences should be considered in questions of validity (Ibid.)

These debates are pertinent to this research as, as a researcher, | must consider the
social consequences of my research. For example, in decisions | make about research
ethics (see sectioB.7),how | share the researand also how | build on the research

and take it forward(chapter 7) These concerns are particularly significant, as my
NE&ASIFNOK Aa NBTf SOG At@btof @RERn thdt iviosthalls@la. 02y O
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It is therefore ofvalue to highlight that the aim of this research was notémstruct
generalisationsk 6 2 dzi 3S23INJ LIK& SRdzOF GA2BuEto 2 NJ OK
contribute to knowledge and debaté 6 2 dziT G KS @I fdzS 2F OKAfR
geography educatiom schoos (see chapted). | now move on to problematize the

concept ofgeneralisability before examining the value of a case study apphand

defendingthe choices | made when designing, and conducting résearch.

Harding (2013) argues itéemmonlyquantitative research which aints generalise.

For example, by collecting data from an entirer representative, populatian
However, constructing generalisations also has potential issues. Miles et al. (2014)
identifies that these issues includemaking links between noimepresentative
participants generalising between noerepresentative events and drawing
inferences from nofrepresentative processes$:or the purposes of this research,
which is grounded in the methodsnd philosophies2 T O K AgeoBraidhigsQ &
creating generalisations was not a primary concédnstead, | chose a case study
approach,agreeingwith Clifford et al. (2016) thatase studies havemany benefits
including enabling hdepth, and thick description. Thus, theuse of intensive
research design (such aase studies) is different froextensive research design in
GKAOK WHiKS SYLKI aaa Aa 220fordietal.i2bma1). I yR NB:

Although a limitation of amtensive research designtisat relationshps discovered

are unlikely to le generalizable, they enable-ttepth examination of social syshs

and structures (ibid.)Harding (2013positsthat the relationshifg between society

and the peoplés) in the research are often examinedgreater detail in case studies.
These arguments are central to my research enquiry and desigith examines
@2dzy3 LIS2LX SQa 3 Swiaghke IniratiGeimettiogblogle Wird 2 vy
analyses them usinghe production of spaceas a conceptual framework.
Significantly, both narrative methodologies and the production of spamesider a
persom gelationships with, and tothe place andime-spacethey exist withinand
contribute to. However,in chapter seven, | return to these debates and suggest
further research is conducted in this way to help to develop a more nuanced
1y26f SRIS 2F OKAf RNFBY @dxonsdsriddifNiowirid Svlyd C 2 N.
OK A f RNB y Q avargbst@edidlata& dndatross timgace.
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Having considered external validity, | now move on to examine questions of internal
validity in this research. In considering these questionssaarcher must be aware

of, and addressconcerns 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
@SFN) INRdzLIJA G2 W2LI0 AyQ (2 GKS addzRe oa
questionsof internal validity, such aswhatl @ f 2 NJ o HamMo 0 GSN¥Y& WLIS

as bias are now addressed.

CANRGfEeX GKS NBaSIFNOKSNI Ydzald YAYAYAaS (K
data (Fraser et gl2014). In the case of this research, younggleavere encouraged

to lead thediscussiongabout their experiencesand imaginationsof London and the
world (see section 3.5). Whergaks a researchehave commenteabn, or steppedin

to, any discussion, | have been open about this and defended #ussidn (see
sectiors 3.5and 3.7;appendixl and chapter Y. The majority of these decisioase

the result of a blurring of the boundaries between teacher and studemtd
researcherand participant the researclThe blurring of these boundaries waften

due to the young people being playful with one anotre@rd my stepping in to
mediate or my askng clarifying questions. | argue they are also a result of my own
relationships to the research and participants, as someone who previously taught the

young people(see section8.5and 3.7; appendid).

Secondly, the researcher must endeavour to truthfully replicate the data they have
collected (Fraser et al2014),which in the case of this research is the narratives of

the young people. The process esearch designash Y T2 N Y SR 06& D22 RA&a2)
ideason life historiegsee section 3.and figure § supported thisThis is because it

enabled ideas and narratives to be returned &nd discussedf | wished to ask any
clarifyingquestions It isworthy of note that | havetakenthe decision not to share
transcripts of the interviews, or the thesiwith the children that took part in the

study (see also section 3.7As 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 canBRSNA Yy 3 K263 YR gKezI &2
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changeis of value, thisvas not the focus of the researcim addition, the age of the
young people in the research, will likely have meant that tiweyld have struggled

to access the thesis.

Thirdly, as is defeded in section 3.8vhich outlines the methods of analysis used in
this research codingand correlation methods are always to some extent subjective
(see Harding, 2013; Taylor, 2013; Mi&sal.,2014). However, | have endeavoured
to ensure thatthe yo/ 3 LJS 2 LIt SsQa@d nyy IpeMdstian ofd®ir meaning
are honestly and openlyrepresented. This has been d®nthrough -careful
transcription and codingn addition, if | was unsure of what participants meant in
their narratives, | asked clarifying estions during theSorytelling andGeography
Group.

Before concluding this section, | now outline measures taken to further ensure
validity of the research. The measures outlifsglow are informed by Milest al.
(2014):

1. | have made explicit, and opendxamined, myole in the researctand my
relationship(s) to the research antle young people who participated in it
(see section1.2.1,3.1,3.5 and 3.7. This is of value iexamining howl, as
the researchey may influence the researchhrough my own personal

assumptions and biases;

2. The methods and proceduresedto collect, and analyse, data in this study
KIS 0SSy Of SFNXeé& FNIAOdZ I 6SR Ay OKI LI
the actual sequence of how the data were collected, processed,armsutl/
OGN yaF2NXYSRS YR RA&LIX | &8 SHes&allg11i LISOA F A
Drawing on academic literatureit rationalises decisions made when
designing and conducting the research, and #msbles the researcher to
both justify, and defendtheir decisionsandto analyse any impacts on the

data collected

3. Areas of uncertainty and changes to the datallection have been made
explicit,examinedand defended. For example, changes to the research show

(see sections 3.5.3 and 3.7);
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4. In the thesisl examine theelationships between the data, data analysis and
the drawing of conclusion®nsuring they argisible to readergsee chapter
3).

This sectionhas examinal the steps, and measures, havetaken to ensurethe

internal and external validitpf this research It hasalso highlightedsome of the
challenges of undertaking part time, sélinded, doctoral research and related this

to challenges faced by the wider geography education commysety also Lambert,

2010; Butt, 2019)The section shesthat thisresearch is rigorous in defending the

claims it makes, with the research design and my relationships beilhg made as
transparent | am also selfinalyticalthroughout the thesis, aiming to botansure

rigour and also to identify areas fduture research in the field-urthermore, this
sectionshowsthe value of this research lies not in making large scale generalisations

I 62dzi OKAf RNBYQa 3IS23aNI LIKASAIZ madaiive LINR OA |
methods, and analysis usirthe producton of space can be used to enhance
1y26f SRIS 2F OKAfRNBYyQa 3IS23INILIKASE FyR
to geography educatioim schools| now move on to conclude this chapter in section

3.9.

3.9 Conclusions

In this chapter, | have examined tltlfferent 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 methodolayyd
processes aflataanalysis| have also addressed questions of validity, and considered
ethical questions in regards the research.In section 3.6.3l identified key themes
identified durihg data analysis, which | now examine further in tiweee findings

chapters.

Chapter fourexaminesthe theme of identity, chapter fiveterritory and turf, and
chapter sixi KS @& 2 dzy 3 LJS 2 bdiL&hdbaas & pYateDhopgportunitg ghd

hope, but also a place of inequality and injusti¢e the themesvere drawnfrom
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data analysis each of thefindingschapters begins with a brief academic discussion
to the field of interest. This is because thgoung peoplein the studywere
encouraged to lead the discussions, and share ideageriencesand imaginatios
that are significant to them. As suchgould not predict which topics or areas they
would focus on. The chapters then share the narratives of the yowsaplp
examining how, and why, the modes of analysis have led to the findtagb. chapter
concludes with an examination as to how, and vithg,findings areand the research

more broadly ispf value to geography education schools
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4. Chapter four: identity

The previous chapter (chapter thresgt out the research design of this study
introducingthree themes in section 3.6.3 around which the findings chapters are
structured. This chapter (four) is the first thfe three chapters that examine these
themes focussingon identity. It is constructed of four sub themes thatwere
identified duringdata analysis. These sub themes, which are stated below, are used
to structure the chapter througkections

o0 Religion anddentity (section4.2)

0 Sex, sexuality, gendand identity(section4.3)

0 The state and oneselééction4.4)

o Voice and identity (section 4.5)

Relationshipbetween thesubthemes arehighlighted and examinedthroughout

the chaptet

As stated in sectior8.9, each section begins with ammtroduction, or academic
grounding,to the sub theme This isbecause the participants in the study were
encouraged to share their geographies and voices, and as a resedrchatd not

predict their areas ofliscussion (sealsosections 2.2.5 and 3.ZJhe introduction to

GKS &adzo GKSYS |AYa G2 &4l dandit®e thérieSn @ 2 dzy 3
academic debateC2f f 2g6Ay 3 (GKA&AX Sl OK &SOGA2y St
narratives thatanalysis identifiedas relatingto the sub theme enablingcritical

examination oflata relevant to addressingsearch questions one and twwwhat do

@2dzy3 LIS2L) SQa yINNIGAPSa NBGSIt | 0o2dz
London? (RQ1xnd how canthe production of spae contribute to knowledgeof

OKAf RNBYyQa 3IS23aNILIKASE YR AYIFIAAYylLGA2Yya ;
¢CKS @2dzy3a LIS2LJ SQa yIFINNIGABSE | NBE akKl NBR
and imaginations examined alongsidiferences 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 addition, citically considering the notion of individyal

and shared narrativesallows exanmation of how individuals are shaped by, and
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shape, the places artime-spacethey exist within. The chapter begins by introducing

identity as an area of geographiaonsideration and researah section 4.1.

4.1 What is identity?
WL RSy (A ( &l oradizing présénseSnsBcide life todagp 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 td by institutions that profess to
address or are said to reflect popular interests and issues, it is clear that being,
in the sense of belongingto ethnic, national, religious, racial, indigenous,
sexual, or any of a range of otherwise affectively chdrgecially recognizable
corporate groups is among the most compelA y3 2 F 02y G SYLJ]2 NI NB
(Leve, 2011: 513)

In the quotationabove,Leve reflecton both the variety of ideas, and relationships
with others, thatpeople use to constructheir identity(s). She alssuggestshat
identity can be perceivedind experiencedas both a positive element @eing(see
section 2.2)and a challenge.df example, we might perceive that aspects of our

identity, that we may beuncomfortabk with, areimposed upon us

Identity is an important part obeing and being humanand ona personal level it

can affect our happinessyhether we feela sense of belonging tworld(s) we exist

within and how we represent ourselves to others. @much larger scal identities

may be constructed aa national level, andhis can lead to both inclusion and
exclusion, and also to soei@2 f AGAOIf O2yFtAOG® !'a [ SOS
contemporaryconcern not only for academias geographyand the sociakciences

more broadly but also inthe sociepolitical spaces odveryday life.

Although nowwidely debatedin geography (Gregory et.aR009), the most radical
shift to considering the seland identity, in the disciplinebegan with humanistic
geographyMcKinnon, 2011). ThisK A T i F 2 O dza &tfeRtioradexpibiity LIK S NA& |
Wadzo 2SOGADPBS SELSNASYyOSa 2F LXIFOSQ FyR

awareness, human agency, and the power forhu@alB | G A A & Q 06 LJo v @
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the valueof this lies inthe idea thatin the modern world, we ar&lentified by others

(for example in legaldocumentsby our ethnicity and age), or by those around us
who may judge us. Aitken (2001) exemplifies this using the example of biases in
workplacegelated to racegende, age and classvhichcan constrain notions of self

identity and cultural capital.

Ly ( avBrld 8f @evliberalism, hypecommunication and globalisatigiGraves

and Rechniewski (2015) argue that considering identitsigaificantin examining
people(s) geographieandhow relationshigs to place(shave changed-or example,
diasporafrom Mexico may live in the USA, but feel that Mexico is their home, and
identify as MexicanConsidering these geographiesignificantboth for individuals,

but also forsociety, in respecting, and recognisitige identity(s)of al people who

live in a place ofchoose tg leave.These debates are worthy of consideration in this
researchpoth as themes whiclvereidentified in theanalysis ofthe@ 2 dzy' 3 LJS2 LJ S
narratives, and alsaore broadlyin O 2 y & A RvBoNe thé chidirenwe teach®
(SeeGeoCapabilitiessectionsl.2.2,2.2.4 andigure 4). For geography teachers, this
may involvequestioning howthey 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 subjectofsegample,
Casinader et al.,2019).

I now mo\e on to introduce the sub theme of religion and identity in section AlR.
qguotes from young people are written in italics to make them more identifiable

throughout chapter four, thdindings chapters anthe thesis as a whole.

4.2 Religion andlentity

Religion emerged aan areaof discussion in th&orytelling andGeographyGroup.

Theyoung peoplgalked of religion as part of their spatial practsznd daily lives.
They also spoke of spaces of ritual and places of worship, and aboutnedgpart
of who they areand asan elementof their own,and sometimes their families arfat

people(s),identity. This section begins by introducing the relationshetween

religion, identity and geography. lexamines how these conceptsand the
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relationships between therrhave been considered in the acadenhythen moves
on to examine geographies of religion in the UK and Londefgre sharingthe
narratives of the young peopli the studyanalysed as relating to thikeme, in

section4.2.1.

C2NJ ¢dzly omdpTrcl0 WiKS NBfAIA2dza LISNBR2Y Aa
NEf AIA2dza Odzf GdzNE A& 2yS GKI G HiPark,I  Of S|
2004: 1). The strength, and natui,the impactthat religion has on a persoraries

both between people andcultures. Tuan suggests that whilsociccultural
SYPANRYYSYy(Ga AyFtdzZSyOS |y AhoRthedfefpdadf Qa N
to these environments will depend on the individual. In addition to being an aspect

of an individud Q& A RSy {(2004@rdigio &sh.has ¢losd, links to our, often

sharedA Y+ 3AYyFGA2ya 2F WNI OAlf 3INRdAzLIPZ). Odzt { dz
Indeed, the relationshipbetween religion ad identity are sometimes choseand

sometimes enforced.

Over the past decadancreasing globalisation and meterratives of religion in
geopolitics(e.g. Islamic extremisniave led to an increaseddas on religion in the

academy includingin the discipline ofyeographyand by the state (Dwyer, 2016).

This is a significant change from previolebatesin geography, in which Pa(2004:

3) argues religion hadfteno SSy Wa (i dzRA asdedirig? 3 § ZANRBIR® NI |

appears in boakon religion, and religion rarely appears in books on geography (ibid.)

However, 1 is now recognised that religion has played, and continues to play, a
significant role in the formatias of some people(s) identitReligion affects peopdea
everyday livs, their spatial practices, views, identity(s) and beliefs well as the
social and physical environments they live within @rejproduce (Bergmann, 2014).

w St A Felaflofiships with identity occuat individual, as well as grougnd
sometimes socigl, levels.As Bergmann (2014) articulatesligion isgeographical,
sociccultural and historicalit (re)produces spaceand places that are constructed
from actions and ideas in space (see Massey, 2005; 2003;see section. 2.3). The
relationships between religion and space have been a significant area of
considerationin 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 aralthority that religious institutions construct and
sustain (Knott, 2008). However, theiskeashave largely been omitted from modern

Anglophonegeography (ibid.).

The postmodern, neoliberal, urban environment provides an interesting context to
examine eligion and identity.5 4@ SNJ ouHnamcY TpyO | NBdzSA
globalisation and geopolitics have shifted critical attention to religious narratives and
networks while globalised immigration flows have given religious identifications

greater visibility K N2 dzZ3 K GKSANI YFGSNAIfTAalFGA2Y AY dz
urban contexts can enable consideration of how the city affects the integration of
religious practice and identities This is especially pertinenn a context of
globalisation and hypetonnection, in which peopfe ives are increasingly moving
frombeingplacd  aSR (G2 0SAy3d OKIFINIOGSNREASR o6& W
Tt SEAOAfAGEST O2yiAydzZSR GNI YATF2NYIGAZY |y
In the case of Londotthe sociospatial context of this studya 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, | examine lsa@e trends of
geographies of religion irhe UK and London. This is to contextualise the stadyl

is of value to this research becausereffected in the choice of methodology, young

people(s) lives feed int@nd are affected bywider grand narrative®f asociety (see
sections2.3.2,3.4 ard 3.5).

According to the UK censbstween 2001 and 2011 there was a significant decrease

in the proportian of the population who identifieés being Christian from 71.7% to

59.3% in England and Wales (Office for National Statistics, 2015). Christiamity h
(previously been the religion associated with the monarchy and the state in the UK,

so this change represents a significant sextitiural shift. In addition, the proportion

of the population who identity as having no religion increased from 14.8%0fh to

25.1% in 2011 (ibid.Furthermore, he census shows London to be the most
religiously diverse region in the UK, with the largest proportion of people identifying

4 adzaAf AYX . dzZRRKAAGS | AYyRdz | ynatwhiiSthd a K | ;
OSyadza Fala LIS2LX S WgKIG Aa @2dz2NJ NBf A3A 2\
GKFGO WNBtAIA2Y A& | Ylye aARSR O2yOSLI |
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religious belief, religious practice or belonging whichare@@ 3SNBER Ay (KA &
(2015).

There are geographies of religion withirondon,as well as across the UK more
broadly. These geographies vary both betwédxemoughs (see for exmple, London
Data Store, 2015andwithin boroughs gee for exampleHammesmith and Fulham,
2018). In their broughprofile for 2019, Hammersmith and Ciyatethe ward where
school Xthe school in which this research wesnducted is locatedhasthe lowest
proportion of the populationidentifying as White British (30.9%@nd the highest
proportionidentifying as Muslim (21.3%lhe profile also statethat thisward has a

large proportion of the population who havrigratedinto the area.

Following this introduction to theelationships betweenreligion and identityand an
overview of trends imreligionin the UK and Londor,now move on to shargand
examine, the narratives of the participants in the stuahalysed as relating to this
theme. In doing so,where narratives reflect debates introduced in either the
acalemic groundingdo this chapter, othe review of the literature| highlight these

to illuminate discussions. This process also enables consideration as to how the

young people are shaped by, and shape, the social spheg exist within.

4.2.1 Narraties of religion and identity

This section presents a discussion of the narratives ofytheng peoplein the
researchthat 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 suggestisat the young people feel Wiction of distanc® o1 I NS @& =
1990)from parts of sorety due to their religious arldr ethnoreligious identity, with
there being a shared perceptian the groupthat ethnoreligious minorities are not
accepted by the whit&€hristian majority in the UK. The use of the group discussion
shows that young people have their owaligiousidentity(s), butthat they share
values and ethicglerspectives as thow people should be treated if they identify as

having a religion.
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Inex& AYAYy3d GKS&aS FTAYRAYIA T dzNI K Srddatives 6 STAY
that were coded asteligion and identit@Y | LILJIS R 2 y (i @990) W NNFSFe Q& T
AL GALFE  LINI Ol A OS a Q2 in figyreioddéndrisSrépredentationS O G A 2

enables consideration of how thproduction of spacecan be used to develop

1y26f SRIS 2F OKAfRNBYyQa 3IS23INILIKASAE 6aSs
drawn from Harvey (1990) and is clarified before the narratives of the yoaogle
are shared. This section ends with a discussibout the differences between
individual, and sharedarratives
Figurel4: Narratives of religion and identity mapped on to Harvey's grid of spatial practices
Accessibilityand Appropriation and | Domination and
distanciation use of space control of space
Material spatial | Flows of people | Spaces of Exclusive
practices family heritage(1) | communication communities of
and worship(6) education and
religion(7)
Representation | Friction of distance State, community
of space (2) and religion(3)
Geopoliticq4)
Spaces of Media(5) Constructed
representation spaces of ritual
(8)
As expressed in figufeurteen, several themeselated toreligion andidentity were
identifiedduringl yF ft @aAa 2F (KS @2dzy3 LIS2LIX SQa yI

but as will be drawn out in discussionthiroughout the findings chapters

relationshigs betweenthe different themesalsoexist:
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1. Flows of people- represents migratin of family members and groups of
people(s) to London. This movement can lead tlrietion of distance as

people(shavigate and producedifferent 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, andifferences insocial orspatial practicespf 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, natiibyand

language;

4. Geopolitics- represents the relationshgbetween religion and the socio
political domination of space. Fekample by nation states and organisations

such as IslamiBtate of Irag and Syria (1S1S)

5. Media-represents how religion has been represented in the space dfiane
and how this has impacted gmeople(s) experiencing faiction of distance

related to religion

6. Spaces of communication and worshipepresentsNBS £ A AA 2y Qa O2y a i
physical and sociglspaces to convey its ideas and messafgeg. mosques

or preaching);

7. Exclusive communities of education and religianrepresents the social
reproductian of religion through educatiorand the potential of this toesult

in inclusion or exclusion;

8. Constructed spaces of rituglrefers to the representation of religion through
symbols in the physical and social environment (e.g. religious buildings and

also wearing religious symbotsich as a hijab

5N} gAy3 2y GKS @2dzy3 LIS2LI SQa ygreadd G A S a
detail. Where links to the above themes are noted in the findings chaptesse the

language defined above, for easereference.
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Asintroducedin sectiord.2,] 2y R2y Qad NBf AIA2dza LINRPFALS KI
change due to migratiorklows of peoplgboth in to, and out of, London change how

space issocially (re)producedat a variety of scales (e.g. locally, natdly and
internationally). Analysishowsthat the young people in this study feel that these

trends have resulted in them feelingréction of distancedue to their religion and/or
ethnoreligious identity.Out of the five young people who partiafed in the

research, only onelJéck) is first generation migrant to London. As such, he is the

only young person who is not legally a citizen of the 4#i€¢lsosection 4.4)] begin

by sharing his experiencebgfore examining how others in the group echad

contest higperceptions

Almost immediately in the research, Jack identifies as Muslim. In the first session of
the Sorytelling andGeographyGroup, Jack was asked to draw a timeline @f hife

and share this with the other young peopleee sectior8.5.3and figure 8. When

Jack narrates his timeline, he begins by sharing his birthdate and that he was born in
|l 2t € FyYRX 0K¥R NBQ ¥ (i Relighogizahtbdisédn as a recurrirand
pivotal,themeA Yy WI O Q &vithydckdglilariy e#BeSsing the importance of
his religion to him. An example of this is shown in the narrative below:

WEOlY aAaa e2dz OFlyQi GKNRBg (GKA& Ay (KS
wSAaASHENOKSNY L ¢2yQi

WEOlY 0S0OFdzaS AGQa (2 R2 gA 0K IIWXQING{yART A
@2dz OFyQld OGKNRg GKIFG gl @

Researcher: what dodkat mean?

WFEO1lY AG YSFya WD2R A& (GKS 3aINBIISalioxr o
Fo2dzi y2 NBf AIG2R A aA (0 K2 daf AR IYSSAFGyQ W 6 dzii
3 NB |, 808 deéddhion there

Researcher: so is your religion quite important to you?

Jack: yeah, Islam.

150



This narrative can be interpreted as Jack expressing the importance of religion to him,

FYR fAY1Ay3 NBfAIAZ2Y (2 adl Gd§S2admsisss NRGAY:
NBE OdzNNR y 3 G KSYS amdlye spakOriotaly ofhis ikilexparienses

of Islam, but alsdiis perception ofthe experiences and representations of other

Muslims. The majadiocus of his narrativesn this themeis Arabic people(s) and the

Arabic world. In this way, Ja@kdarratives can be seen as linkirgjgion to ethnicity,

community and stateg A (DS AY 3 reprédénteddas an ethnoreligious identity.

This can also be seen as representative of debates, and grand narratives, introduced

Ay aSOGA2Y noHX Foz2dzi LIS2LX S6aov NBfFGAZ2Y
and globalised worldas peopleare increasinglymobile and connected (see also

Grawes and Rechniewski, 2015).

WI Onpreatives aboutArabic peoplés) oftenfocuson the everydy experiences of

Muslims and theyinclude discussion afacismand geopolitical issuepresently

occurring in the Arabic world. He also considers the relationships betweewinis

everyday experienceandgeopolitical issuesvhen discussing the representation of

Arabic peoplés) in the media Thisnarrativeis personal to Jackvho is ofArabic

descentwith both hisfather and motherbeingborn and raised inhe Middle East

| 26 SOSNE RdzS (G2 3AS2LRTAGAOIT A&aadzsSa | yR
YAIANI SR FNRBY L NI bafed?2 dzy HiNBuSENMNG Amelicd Ny a ¢
WhereasK A & Y2 0 KSNID A T YA East, wWilBHackstdtés Ay YO2KESH f ad)
GKSNBE Fff GKS 02Y0a yR atdzFF¥ KIFLIWLISYas o
Jack repeatedly expresses concern for his family living in the Middle East, and how

the regim is represented in thenedia education and society moigroadly. In the

narrative below, Jack articulates some of his concerns:

Jack: | have two statements yeah, number one is you see when they say Asia
yeah, they always think of thelil KS& R2y Qi GKAY1l 2F GKS 1 NJ

always think of China and Japan and stuff

Tilly: yeah

2Timelines 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: theynever think of Arabs and stuffnd then when you say Middle East

yeah, they always think of bombs and stuff

Researcher: do you think thaveryone does?

¢cAffe@Y L R2yQil GKAYy]l 2F 02Y04aX R2y Q0 42
Jack: | know, | know

Tilly: but most people do

Researcher: so why do you think the Middle East is seen like this?

Tilly: wa

WEOlY 06SOlIdzasS tA1S GKS 3I20SN¥fistSThaa | NB
thing is yealX

Tilly: when people say Middle East they never say about specific.places

W O1Qa VYINNIGADBS OF y 0 8pekeptiorsthat INEMIdBIR | & K
East ioften hidden fromsocial and politicatlebates and the attention afforded to
other placesa sentiment whichiala 2 SOK2SR Ay ¢Aff&Qa yI NNJI

WI O1 Q& salboNaxjprassh S perceptiothat there is a shared cultural
imagination of the Middle East as a homogenous region dominated by war and
terrorism. They can bénterpreted as him perceiving thahis sharedimagination is

born from poor governance, geopolitical unrest and terrorism in the name of religion

(e.g. ISISHe expresses that thishared cultural imagination has an impact on his
eveyday life, not only in his concern for the region and his maternal family, but also

in how he feels that he is perceivelor example,Jack states on several occasions
GKFG KS FSSfa GKFG LIS2LX S Arakig Jhis rakesQa |
guegions 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, asathey

AYLI OG o02G4K 2y Yy AYRAGARdZ tToeycag&8sobed SA y 3
seento berepresenative of5 6 @ SNRA OoHAamMcO FaASNIAZ2Y (GKI

the focus on religion in geography and the social sciences (see section 4.2).
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Others in the groupsuch as Tilly in the narrative abgexpress messages of support

to Jack and one anotherwhen they share narratives that expreadeeling of a

friction of distancedue to their religion All of the groupapart from Alexwho does

not mention the regionSELINB&4a GKIG GKS& | ANBS 6AGK
representation ofthe Middle East and Arabic people(3he group are regularly
supportive towards eaclother when they express concern aoipset about the

representation of religion. An example of thissownin the narrative below:

Jessica: To be honest R 2y GiQ &0 KFAFYAINI AF 2 NJ LIS2LX S (2 3¢
GKSANI NSt AIA2y> 06SOldzaS GKFG GKS SyR 27
WEO1lY @2dz 6SNB ONRdzAKG dzLd t A1 S GKIGX A

Jessica: at the end of the day, they was born to follow that religion unless they

converted

Rachel: likene (laughing), and | still get it

wSaairolry d GKS SyR 2F GKS RIFIeX L R2yQi
their own religion and their own opinion on it, and will find out one day whether

AGQa GNHzS 2N y2i
Rachel: like me, cos | converted

Despite the shared sense of injustice towards bullying against religion, all of the
young people in the study share that they have experiengedple expressing

friction of distancegowardsthem and theirreligion.
wlk OKSt SOK2Sa W diatethat sBehbdSenkrigntad Gbuse due yoR
her religion(lslam) and the representation an¢perceived cultural imagination of

Muslimsas terrorists:

WEOlY GKS (KAY3JandLa 3F SSAE| S ALIGBY LOSNRHLGE &£ Sl KX
and stuff likethat yeah

Researcher: does anyone say that to you?

Rachel: lots of people sayjhity R L QY y 2man S@Sy | NI o
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Rachellsoexpresses that her experiences of bullying due to her religion anem
than dayto-day encounters, andtates that shdeelsthat she has been a victim of

institutionalised discrimination due to her religion.

Rachel has a passion for spartd she has engaged ame sportsince she was four
years old Shehas 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, wearshgab) and Alissa and Cathy (who are not MusliRachel
expresses that neither her nor Misba were chosenthe teamand she has begun

to think that this is to do with racism.

Institutionalised discrimination is discussed bg troup further when they consider

a YouTube videmg KA OK 'y | NI 6 A OOKS$ 9 ARPEGnADKER
American airport. Tilly and Rachel express that they feel that this is bedisiviour,

with Jack stating that hieels the marwas st@ped, just because he was Arabic. The

group state thatthisa@ 2 K| LIJSya Ay [2YR2y I ghatK W O]
he perceives the police in London to be institutionally discriminatory against Arabic
peoplgs) Allthree of theseyoung peoplehen express that theyeel thatthey are

unable to report this behaviouo those in power

Analysis of thelatashowsthat the young peoplén this research share a perception

that social imaginations of religion, which result in bullying and discrimination, are
generally acknowledged and accepted as a social motrandon For examplewhen
GFrtf1AYy3 Fo2dzi LIS2LX S Yskep thef Bligogrily stitds WS K 2 ¢
WA1S AlGQa and@zya glyK FHIlKQAZY IEOK® § ¢ LIS dciinPe NBIBA I
seen asa central aspect of her everyday life, identity and spatial prasti€®r

example, Be explains that shevorshipstwice a week and preaches on a Saturday.

Tillyalso attenddarged O £ S S@Sy da FT2NJ WIKKSBI K@a SNy b yi !
O2YyTSNBYyOS 7¥F2N WSwKiehGhekntedts peaplitoyh hidréssS theQ

G2NI Rd 2 KSYy GKS 3INPRdzL) RA a Qaessas, Jadzbtdtes A y 3
GKFG KI$A1IKS E K2 K 8§ stateinghetiiad Tilly aind Rééhelza S a Q

agree with. This can be read as representing a social imaginatiorfriftian of
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4

distanceagainst a space of ritudl, Yy R WS K2 @I KQa 2 AdySaasSa gl

preach for, their religion.

Jessica also considers the relationships between religion and other aspects of a
LISNE2Y Q& ARSYyGAGE @NIWSa AR DI SstatRdiliatiisheFiti K2 { A 6
unsure whith one she is and that she is unclear of the relationshignd/or

differences, between the two In her narratives, Jessica regularly cdess

Christianity and EnglisBfitish national identity(see section 4.4)n the same

sentence For example:

Jessicapeople that are born in England and who are Christigtiénk they can

marry whoever they want
Rachel: no

WSaaAOlyY 200A2dgizhE @Y YBOAY FRAGIFdAAYIT AAKI
but, in my opinion they can marry whoever they want. In movies, and

documentariesthey R 2 yh&é to marry a British person

In the narrative, Jessica distances her$edm her Englishcitizenshipdue to her

ethnidty, expressing a perception that therare relationshipsbetween religion,

nationality and ethnicityand that these relationships affeathat peopleare able to

do seealsosection dn v ® WS&aaA Ol | faz SEBEbINEB@mar§a Ay |
ye2ySs o0dzi @& 2 dwing thedekampl@ of 2. ofusis Wid Sonverted

from Christianity to Islam fothis purpose These narratives suggess that Jessica

feels there are distinct social rules and imaginations about what a person gan do

which degpend ontheir religion, citizenshipand ethnicity, as well as the law. Rachel

O2y i Sa i argumdm Butidels Sbiiexpand further on why.

Alex is the quietest member of the group, who also experiences some criticisms and
debate from others. Like Jesaj Alex linkseligion and nationHe alsoidentifies as
being Christian/Cath, stating he is from Irelanddorthern 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 &essions 3.7 and

4.4). The group questioAlexabout his heritage and whether he would have to date

someonerom an Irish Catholic background. During this discussion, Jessica states that
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WS Aa yz2a |, aiheBghlAIBK hindelf seéet medtdd any traveller
heritage. Alex firmly identifies as Irish throughout the study (see national identity,

sectin 4.4) and ofterdebateshisfeelingson thiswith the group.

Thus far in this section, | hagbown that the young people in the studjten feel a
friction of distancelue to their religionThis can be seen as representative of London
&4 | Wg@alMaBseyO200BEsextion 2.3.2), and the complexities of navigating
religion and identity in such a neoliberal urban environment (Dwyer, 2014; section
4.2).Whilst the reasosfor, and type of friction of distance the young people feel
varies, thisis something all members of the group experience and perceive is
embedded in popular social imaginat®end behaviourand argue is morally wrong.

| now examindhe narratives ofreligion and worshipbefore moving on to discuss

religion and territory.

Spacs of worshipoften play a pivotal role in religiongnd the lives and spatial

practices of those who identify as being religiauss noted earlier in this chapter, as

I WSK2@FKQa 2 A0ySaa>weekly bdsig and grébghésiekdsy 2y
Saturday¢ Af f &8 y20Sa GKI G 0SAysd &la VOSSKRYD I IKKBINS?
YR A0Qa &a2YSUOUKAYy3I AKS FSSt HorgeMiy amd2 dzf R |
GeographyGroup happened on her #4birthday. When Tilly stated she was 14 on
thatdayy 2 0 A 2aVWYIW KSENAKRHA) 6S3AtFy Géandpak y3 WKI
way throughthe songJessica agkl Tilly®an | singittoyo Q @A G K ¢oht f & NI
L R 2y QiTill§ tkeh ¢xplairs th&® she is not able to celebrate ChristmagerEas

or her birthday, with Jessica showing an understanding of the religion nétihgi Q &
0SOIdzasS aKSQa I InivSrargaive, iy Zhodsds doysksate dhax it is

her birthday, but alsoexpresses that it cannot be celebrated in a way thabigadly

familiar to others in the group. This group discussigainhighlights 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 navigdterent perceptions of

her religion in different space# convert to Islam, Rachel lives with her parents who
KFEgS y20i O2y@SNISR® wlk OKStQa yIFNNIGADSaA
sometimes contradictoryd 2 OA F £  &aLJ O0Sa 2F KSNJ NBf A3A2y
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social practices. For example, when discussing her choice to fast for Ramadan, Rachel
notes that she does not celebrate Ermhd continues to attend school during the
festivald S O I migafednily NB y 20 O0NRdzZIK(O dzLJ G2 0SS adzif

Rachel expresses that she feels her parentsvamy accepting of her decision to

convert andthat they donot eat pork around heout of respect However, she also

notes that she, in turn, supports their celebratiogl: NAfyAT] S¥ 42 YS (G KAy 3Ja
o001 2y tA1S bSs ,SINRaszs ¢gKSy (GKS@QNB |
R NJ $he €xplains thatecause she was brought up with people eating bacon and
drinking both of which are considered to bearam (forbidden) in Islamshe 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 masid cinema are prohibited in

more orthodox forms of Islam (Ryan, 2014).

Rachel conveys that spending time with her aunty and uncle influenceddusion

to convert

Rachel: my aunty and my uncle, they like converted before me, like 30 years

before | wa born. | used to go over to their house a lot, | used to go to mosque

with them, | used to pray in the middle of the street (laughing), because | used

to enjoy that type of culture, that type of religion. So when | did convert, | was
successfulinawap dzi | FGSNJ 0KIFG L RARY QG NBFf AT S
down for it. Even now, all the time, all the time, like my English side of the
FILYAfes L KIFI@SyQid YSG ve {O020GAaK aaRS:
R2y Qi NBFffeée fA]1SX

Researcher: EDL?

wkt OKStY | SIKZ 9y3fAaK 5SFSyOS [ SI3dSs: a
inaway.So,ermp KSy L FANRG alAR GKIFIG L gla |
they were all confused, cos like it takes a while for them to adapt. And even |

get it, you get duse from Muslim people, which is like the most shocking of all,
aleAy3a tA1S WwWez2dz 6SIFNJ KA2F0 F2NJ FlFaKAzy
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In the narrative aboveRachel expresses that both her extended family and other
Muslims have discriminated against hetowever, Rachel alsharesthat shefeels

that Londonhasoffered her a space in which sfeels she caconvert notingW®tf A 1S A T
Iwasb2 dzZAK(d dzLd Ay {O20GflyR 2NJ a2YSUKhiy3I> L |
YIENNGAGBS OFy F3FAY 06S NBIFIR a 060SAy3a NBL
which exposure to different people(s) provides opportunities for an individual to

express, ad in this case alter, their identity (see Massey, 2088 section 2.3)2

wlk OKSt Qa OK2AOS (2 6SFINI I+ KA2lo Aa az2vYSia
it was a big decision for hand it is how she expressed her conversiohéo family

and friends. Rachelalso expresses that she feels it represents discipline and is a
symbol ofher religion.When Rachetharesthat she has received abuer wearing

ahijab, Jessica statesV L. G KAYy]1 (G(KS& areée Al o06SOlFdzasS a
countrya KS A& FTNRYZ (KSRAYNPOKS BIA da&REcidl I A K$ 2
statesthat she agrees withVS & aperCepti@riThese narratives can be interpreted

as representingd KS @2dzy3 LIS2L) SQa L¥&NaOSudirdzy 27F

imaginationsrelated 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 repsents discipline. For example she states
YYe FTNRASYRA ¢ K2 aRdxover ip as Bucthkly geBroiR attOritionsF

off guys than | do, but | want to talk to gugBhis narrativecan be read as Rachel
expressing that she is navigating a compietationship betweenwanting to wear

the hijab,a symbol of modesty and piety the Islamic faithand her sociesexual

desires for attention from mersgealsosection 43).

Another themeidentified during analysis ol KS &2 dzy3 LIS2L) SQa y I
religion and identityiseducation and religionAll of the group engage andiscussion

62dzi | ySAIKO 2dzNA Y 3y S FitB gcipobi HijekpressesSE & i |
that she dislikeghe neighbouring schodbecause they RNBE &aa f AThE& I NI y
YSAIKOo2dzZNAY3I aOKz22f Aa | /ybuh&ed ldad RE, OK 2 2 €
you have no choice, you have to learn@®E2 ¢ KA OK wl &hk&ah, theys & L2 y F
YIRS Yé 02 dza awih Tidydmtingdheyofdro thé&rHtkey just force them

to do thatH The group discusses studenwho identify as being Muslior another
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religion, attending ths schoolandexpressa shared sense that it is morally incorrect
for formal education to enforce religion and religioeducation (RE)n to children.
These narrativexan be read as thgoung peoplequestioning the ethis of an
educationsystem, which offers parents/carers an opportunity to segregate their

children,by their religion.

The final narrativeanalysed agelating to religion and identity, is one that links
religion to territory on a local scale. Jessica swmher experiences of group
dominating spacesge alssection 5.3) andin the narrative belowsheW2 4 KSN&E Q |

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 dfluslims, I'm not being racist or nothin@aid to

Rachel, who laughspnd like, the@ Nélly, really rude, if you ggi KI & L QY
trying to say. Ad 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 percepttbat this group of Muslim people, who sheotes

only one of whom could speak Engligliere dominating the local p&:. She goes on

to state this resulted inher feelingi K+ & & KS O2dzf Ry QflieforeJt | & 2
explaining that thigesulted ina big argument which a gang eventually mediated
GKNRdzZAK Sy O2dzN} 3AYyHE] 8 KEWZ KB NBIS & KISS ali O
story can baeadas representing some of the local scale conflicts that emerge from
different people(s) with different religions sharing space and claiming and contesting
GSNNAG2NRSE 6aSS al a3 applcationdid godiabiddntify oh RR A {0 /
to the group (in this case a# { | s§¥Bak Be seen as being representative of the

potential conflict and feelings of exclusion that can emerge fromsising of space

by different people(sjsee sections 4.1 and2).

In this sectionl have shared the narratives of the young people in the sarilysed
as relating to religion and identity have drawn links to theoretical discussions about
the importance of identity and religioin geography and also to widergrand
narratives about London ake context of this researchn figurefifteen, | 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 figui@urteen, where the themesre
YI LIWISR 2y (6990)grid oNsPediad @aktices.

Figurels: Shared and individual narratives of religion and identity

Young

person

Key themes

Jack

Muslim through family heritage (Arabic) af
upbringing (1) (3)

Has experienced a friction of distance against

religion (2)
States that bullying due to religion is wrong (2)

Expresses that there is a friction of distance aga
Arabic peoples. Stating that Arabic peoples are ol
represented as terrorists due to geoltical issues
which are represented in the media (2) (3) (4) (5)

Links community, state and religion (ethnoreligig

identity) (3)

Expresses that there are social ideas outside of reli
that affect decisions and identity (e.g. in relation

marriage)(3)

Expresses that schools should not enforce with relig

on its students (7)

Attends Arabic school, speaks Arabic and atte

mosque, celebrating religious festivals (6)

Rachel

Converted to Islam, and expresses a friction of distg

against her byuslim people(sand others (2) (3)
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Expresses that being bullied due to your religion

wrong (2)

Expresses that schools should not enforce with relig

on its students (7)

Expresses that Arabic people are represented

terrorists due to geopolitical sies (2) (3) (4)

Expresses that there are social ideas outside of reli

that affect decisions and identity (3)

Has worshipped in the street and engages W
religious observation through Ramadan. However
lives with nonMuslim parents and so has tawigate
differences related to food, culture, worship ar

religious celebration (6)

Constructed spaces of ritual (wearing a hijab) (8)

Jessica

Expresses that being bullied due to your religion

wrong(2)

Expresses that Arabic people are represented

terrorists due to geopolitical issues (2) (3) (4)

Expresses that there are social ideas outside of reli
that affect decisions and identity (e.g. in relation

marriage) (3)

Expresses that schools should not enforce with relig

on its students (7)

Tilly

Has experienced a friction of distance due to
NBf AIA2Y OWSK2QI KQ&a 2 Al

Expresses that being bullied due to your religion

wrong
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0 Expresses that Arabic people are represented

terrorists due to geopolitical issues (2) (3) (4)

0 Worshp and preaching are part of her spatial pract
(6)

o0 528a y20 OSftSOoONI OGS [/ KNJ
religion (6)

0 Expresses that schools should not enforce with relig

on its students (7)

Alex 0 Has experienced a friction of distance against

religion (2)

o0 The group debate whether Alex has traveller herit
®3)

0 Expresses that schools should not enforce with relig

on its students (7)

Figure fifteen shows how(i KS @& 2dzy3 LIS2LX SQa yINNI GAQGS
identity, are sometimes share@nd sometimes individuallt has identified the

following sharedchemes

o The young people in this research share a belief that it is wrong for someone

to be discriminated against for their religion;

0 Young people in this study are navigating differemtial 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 lzelief that the social reproduction of religion

through schooling is ethically problematic
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However,all ofthe young people have individual life histories and experiences that
YE1S GKSANI yI NNy GADPBSE dzyAljdzSd | y bdbtE | YLI S

the benefits and challenges of wearing a hijab

I now move on to examine the theme of segxuality,gender and identity in section
4.3. However,themes discussed in this secti¢h.2) arereturned to in section 4.6

where their value to geographydeaicationin schoolgs critically considered.

4.3 Sex, sexuality, gender and identity

¢tKS &aSO2yR GKSYS ARSYUGATASR nktrdoiMds itatl y I f &
of sex, sexuality, gender and identity. Before | exartlie® 2 dzy 3 LIJS2 LJX SQ& y I
| introducethis field as an area ajeographicainterest andconcern specifically
O2yaARSNAY3I K2g AlG KIFa 0SSy 02y OSLJidz A&
Sex,sexualityand genderare oftencentralto LISNE 2y Qa ARSydGAGe o
and Browne (2016assertthat despite the fact they have often been present, they

have rarely been explicitly addressed in human geography. This argument is echoed

by Jackson (1992:04) who argues that gendand sexublity are rarely considered

Fad LI NI Ww2F GKS OSYyuOuNrt F3ISYyRIQ 2F KdzYly
WiKSe FFNB SOSYy TFdzZNIKSNJ FNBY GKS YI AyaidNE
personal issues, not suitable for academic debate or public disdu8 Yy Q® . NR g Y
Browne (2016: 1) use the examples of the Demographic Transition Model and
population dynamics to exemplify this, noting that whilst they imply human sexuality
WikKSe GSYR (2 LINA2NARAGA&AS FyR 2yfeée |GGSy
p NBYGK22R FyR Tl YA @ tohigghyfrathofbayivie ileas®s ¢ K S @
of sexuality vary between peof® and places, and suggest that this is, and should

be, an important focus of human and cultural geography.

| KAt RNBY Q8 and imhgbahidhsSof €8 sexualityand genderare often
LISNOSAGSR Fa |y Wdzy 02 Y T @)Nhid).cAhgleRuropeanL,JA O T 2
cultures often socially repress discussioabout sex and sexuality and children

(Foucault, 1978), with puberty itself being a Western conception (Aitken, 2001).
LYRSSRY GKSNB KlFa 0SSy W@OSNE fAGGES O2ya
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YR 3ISYRSNXR NBfIl SR (2,198 d4). YalehtiB et 4ligs 0 + |
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,

4 2LII2A&SR (2 SELX 2NAYy3 é&2dzy3 LXaualtySQa LIS

and gender

Adolescence tends to be perceived as the time when young people become
physically and emotionally mature@nd that sex and sexuality can be discussed

(Aitken, 2001). Howeverdolescencdas a complex, and debated, construct (see

secion 2.2.2). In navigating the social and physical changes they go through at this
air3Ss @2dzy3 LIS2LX S 2F0Sy Sy3alr3aS Ay WYLNP
2F ljdzSaitAaz2ya Fo2dzi GKSANI RS@St2LISyd | a
construct suchmeaning, youth often look to their sociabntexts forclues about

gKIFG O2yaidAddziSa | OOSLIi | 028044 2PAL T 0SKI @,
The social spasethat a young person inhabitare therefore significant to their

emerging sexual and gendetiatities. For young people in urban areas, the sjgace

they inhabit are rarely monaoultural (Freeman and Tranter, 2011). Culture(s) can be
WSELISNASYOSR LI2aAidArgdsStie sLIyNTiF (2470 Sit KBS A2NNJ 668
lives. Cultures cadifferenty @l f dzS OKAft RNByQa ySSRaX |yR L
Thus, a young person in London nvegll be navigating @omplexmaze of watching

open access pornography, a deeply Catholic family backgnebodorbid sex before

marriage and who do naliscuss masturbatigras well as grappling with thedwn

sexual and gender identity(s).

| now examine the narrativesf the young peoplewhich wereidentified during

analysis as relating t®ex,sexualityand gendein section 4.3.1.

4.3.1 Narratives afex, 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 engagimgdiscussions about

the representation of sex and gender in the media to inform their own identities and

164



opinionsLy SEI YAYAy3 (KS&S FAYRAY3I& FdzaNI KSNE
narratives which were coded aex, sexuality, gender and idemytimapped onto
| I NDESOQAFINAR 27F &LN GA L dixtedndNdfoaeishabipate Ay T

narratives of the young people.

Figurel6: narratives of sex, sexuality, gender and identity mapped on to Harvey's grid of
spatialpractices

Accessibility and| Appropriation and Domination and
distanciation use of space control of space
Material spatial Socidcontrol
practices related to sex and
sex)ality (1)
Representation Spaces of sefb) Forbidden spaces o
of space sexuality(2)
Spaces of Media(3)
representation Social medidd)
| now clarify the language used on the grid, whnRiNI 64 KSI @At & 2y | | N
terminology:

1. Social control related to sex and sexuality represents how dominant
individuals and groups exercise control ogender,sex and sexuality in social

space

2. Forbidden spaces of sex and sexualgyefers to how some aspects of sex

and sexuality are represented and constructesdbeing drbidden or wong;

3. Media ¢ refers to how the media generates meaning and rejar®s sex,

sexuality and gender

4. Social media refers to how social media generates meaning and repns

sex, sexuality and gender
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5. Spaces of segrepresents how young people communicabeir experience
and ideas about sesexualityand gender and how they are appropriating

spacethrough this process

| now examine these themes, drawing on theung pedJt SQa& y I NNJ A @S a

discussions.

A theme identified duringnalysif the datawas how sex, sexuality and gender are
represented in themedia and via social medjand how the young people in the

study felt about this. In the first part of this section, | exammnagrativesrelated to

media and sexmusic videos, access to pornography throuké Internet and sex

and violence. Music videasere an area of discussion for all of the young people in

GKS &dGdzRé@ LI NI FNRY !'fSEd LY GKS yI NNJI
GARS2 FT2NJI O8MNRE Y B petdhpBoatiiat Miraj has exposetier

body to get views on YouTuband ultimately to become famous. All three of the

female participants in the research expressparception that there is asocial

pressure for women to use their bodg 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

sexyoud SS GKI G LINRPOlFOfA I D2Y RE QY Xi{KISA 35 60 A2+
just stowing her cleavage and her arse

Jessica: her arse
¢cAffey aKSQa TFlLyYy2dz |t NSIFRS
Jack: that got, that gg in two hours that got 3038 million viewssorryl

WSaaAlly @e2dz R2y Qi KIFI @S G2 aK2g @&2dzNJ | N
and everythingand your belly and your legs

¢cAffey L GKAY]l AlQa 1AYyR 2F &aSEAralGH
WF 01 Y (KSthekldd&Robadh & 2 X

WSaaAllyY | 2dz 2dzaid R2y Qfijuskid gdtSaméug and K2 ¢ & 2

just to get loads of views on it
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Rachel: nowadays the majoritf 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 populariynd representation

of gender norms and sexuallatgionships, music videos often play a part in the sexual
socialisation of young peopées they shape social norr{fgartino et al, 2006; Zhang

et al, 2008 see section 4)3

Zhang et al. (2008: 638) argue thaiusic videos regularly portray gender roles

related to sex in a stereotypical manner, with men beiepresentedasWl 33 NB a4 & A B €
YR R2YAYIl Yy asWRISYF yREY S yFuryidRmotell theyosidhatQ

women are often dressed ira provocative manner so as to attract ttagtention of

the man/men in the video. These ideaan be read as beingflected in the young
LIS2 L) SQ& Yy I NNYGAGSE [o62dzi bAOlA aAylazr
behaves inthe video and whyFurthermore the young people are engaging in
discus®ns abaut the ethics of this behaviour. For examplehether a woman

should, or has to, use her body to achieve faméhis day and age

2 KSYy L a1l U(GUKS e&2daypdl QBRI S AV peileRSRS: & ;
understandingof, and attitudes towads, sex and gender, their responses suggest

that they perceive that theyencourage young people to access free, online,

pornography websites:

wSAaSHNOKSNY a2 R2 &2dz GKAY{1 OGKFG AYLI O

attitudes?
Rachel: yeah
Tilly: yeah, dfinitely

wSaairoly YR faz2Xx K Oy L 2dzaid al @& :
Anaconda video? If young boys see it, that might influence them, they might
3S4G Gdz2NYySR 2y Fo2dzi AGZX 'FYR GKSYy GKS@& QN

(Jack laughs)
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