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THESIS SUMMARY

Candidate's full name: John Lucan Heffernan
Candidate for the Degree of: PhD Human Geography

Full title of thesis: Citizenship, Othering and Learning: A Comparative Study with Groups of Young
People from Pembrokeshire and Cardiff.

Summary:

What is the state of citizenship and citizenship education among the young people of Wales?
Furthermore what are the understandings, thoughts, views and opinions of young people towards
citizenship in a time of neo liberalism and neo communitarianism? A time when othering is found in
countries policies, politics and media landscape that represents and powerfully defines immigration

as a cause for fear and matter of security.

This thesis uses academic research and theory in combination with youth work experience and the
industrial expertise of Sazani Associates to develop and evaluate curriculum materials to engage
young people in questions of citizenship and othering through the promotion of critical thinking and
empathy. This begins with a thorough examination of literatures exploring citizenship, othering and
empathy’s histories, developments and new and emerging categories and definitions. Analyses of
key literatures include the works of Bauman, Isin, Painter and Jeffrey, Gregory, Katz and Rankine.
These combine with practitioner skills to inform a participatory action research based approach
including elements of play, imaginative reconstruction and board games. The result is a collection of
materials which cover a range of citizenship and othering topics including how citizenship is gained,
kept and lost and asking participants to explore their own experiences of micro and macro

aggressions and othering.

This thesis finds that the participants, who were all from a minority ethnic background enjoyed the
opportunity to have fun, express themselves and participate in a mutually respectful learning
partnership. The thesis argues that this kind of approach could have beneficial results on the
development of young people but found initial opinions embedded in neo liberal attitudes leading to
a neurotic form of citizenship. The conclusion argues that these can be positively challenged but a
major obstacle to this comes in the form an educational system seen as the default provider and

based upon valuation and producing essential citizens ready for work.
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Early events, influences and experiences.

On Tuesday 15% April 1986 the United States carried out air strikes against Libya and its
leader Colonel Gaddafi in retaliation to a nightclub bombing in West Berlin ten days earlier.
The planes which carried out this mission launched from US air bases located in the United
Kingdom. | had just turned nine years old and the following day it was the talk of the
playground. Some of the debate was about whether planes had launched from the US air
force base located at RAF Daws Hill less than a mile from our school. We mostly discussed
whether this would trigger all out nuclear war. As a middle school pupil | was aware of the
dangers of nuclear war, especially as my home town of High Wycombe would be one of the
first places to be obliterated due to the presence of a US Airforce base and RAF Strike
Command. | understood the conflict had two sides, the USSR and the USA and that the UK
was on the USA side. This understanding came from education, the media and James Bond
films. This playground discussion of politics was nothing new as the 1980s were eventful
times. We had witnhessed the Falklands war and Miners’ strike, would later see the Lockerbie
bombing in 1988, Tiananmen Square and the fall of the Berlin Wall in 1989 as well as the
ever-present troubles in Northern Ireland and a sustained IRA bombing campaign in
mainland Britain. This, combined with growing up in a family that was vociferous in their
views, led to an early interest in politics. As a Catholic | was taught peace and love and,
confused by the lack of these attributes in several of my teachers, began questioning
religion, thinking critically including cross referencing teachings with behaviours and
learning that the world was often a complex place. Growing up with the threat of
Armageddon my friends and | spent a great deal of time discussing what we would do in the
event of the three minute warning and whether it would be better to know or not know
that we had 180 seconds to live. Having read Raymond Briggs’ When the Wind Blows?, |
thought seeking shelter futile. What | realise in retrospect is that at that tender age the
three minute warning would have been the only way | would have plucked up the nerve to
tell a girl | liked them, but to do that would require being in school where we would almost

certainly have been made to spend our last moments praying.

! This was a cartoon book by Raymond Briggs and is the story of an elderly couple trying to survive after a
nuclear attack by following government guidelines. They both die of radiation poisoning. | read it because I'd
liked the author’s other works including ‘The Snowman’ and ‘Father Christmas goes on Holiday’ and had quite
a surprise in this change of direction.
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Then came the 1990s and international conflicts which seemed destined to bring
destruction appeared to come to an end. The first Gulf War in 1991 did not escalate into a
global conflict and there was a decade of symbolic events such as Mandela’s walk to
freedom in 1990, Boris Yeltsin on a tank in 1991 and the Good Friday Agreement in 1998. As
a teenager and young man in this period it seemed | was living in a world of peace and
tolerance unimaginable ten years earlier. We had a pot smoking saxophone player in the
White House and Cool Britannia in 10 Downing Street and “things could only get better?”. As
the twenty first century progresses, | have realised that those heady days in the 1990s
actually planted the seeds of many of the problems that we face now. The first Gulf War
marked the start of Osama bin Laden’s vendetta against the USA. The EU expanded and led
by globalist Tony Blair, so did the UK’s involvement in it, from which nationalism and Brexit
have grown, aided by British newspaper propaganda. The collapse of the Soviet Union
opened up a brand new market for neo-liberal economics, which in its infancy seemed the
key to prosperity but has led to a world where everything has a price. There was little done
about the environment, deregulation of the financial sectot and the decade saw the birth of
companies like Easylet offering cheap air fares. Immigration, the international terrorist
threat, neo-liberal economics, the banking crisis, nationalism and globalisation are all part of
current citizenship debates. Whilst the Cold War carried the very real likelihood of mutually
assured destruction, a glance at a map would give a person a basic grasp of the situation. As
international terrorism and global capitalism has become more detached from the control
of the nation state there are no obvious sides because there is no obvious conflict, meaning

the world is still complex, but in a different way from my youth.

An understanding of complexity or at least the existence of it was reinforced by my further
and higher education studies where | studied law and criminology. One of the things | took
away from these is that the UK is idiosyncratically complex. We have no constitution that
can be held, no liberty bell which can be rung and no oath of allegiance. We are a nation
state made up of four countries that have a complicated relationship with themselves and

each other. Since the Norman Conquest we have had nearly a thousand years of an evolving

> This refers to the D:Ream song of the same title used first as a theme song and then a celebrative anthem by
the Labour Party in the 1997 General Election.
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society and laws and much of it is confusing. The leader of a political party has to get
permission from the monarch to form a government, but the monarch cannot say no even
though they can. We vote for Members of Parliament and not our Prime Minister, our
judges wear wigs, litigators wear gowns and parliament’s official opening is marked by
slamming the door in a person’s face. We are unable to find consensus on whether to use
the imperial or metric scales and in sports we developed offside and the leg before wicket
rule. Common law relies on precedent and ambiguous, subjective defences such as
reasonable force. | have a solid understanding of these matters and the philosophy behind
them but that is because of specifically studying it. In Philip Pullman’s latest book ‘The
Secret Commonwealth’ the Gyptian boatman Giorgio Brabandt describes how to look at the

secret commonwealth to Lyra Belacqua:

“You got to look at it sideways. Out of the corner of your eye. So you gotta think about it out

the corner of your mind. It’s there and it en’t, both at the same time.” Pullman, (2019:312)

| believe this can be equally applied to the unwritten constitution of the UK, it is there and it
is not, you cannot hold it and you cannot touch it, and imagination and education are
important in seeing it. This causes uncertainty in definitions and questions of citizenship and

otherness.

My studies led me to pursue a career working with young people in schools and youth
projects. | aspired to educate and be a role model who could help young people make sense
of their world. | had a colourful and challenging career regularly encountering tragedy and
farce and everything in between. This thesis was inspired by young people that | have
worked with over this time and was also achieved in partnership with young people. There
are two standout examples highlighting the identification of need and the inspiration, both
of which occurred when | was a project manager of a local, independent youth project. The
first example describes a young person’s behaviour and views and the second is the

response of young people to an international terrorist attack.

In 2010 a young Polish girl, recently moved to Wales, began attending the youth drop-in. A

boy who was a member of the project subjected her to a torrent of racist abuse. On hearing
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this | escorted the boy out of the youth project, as | was doing so he called her a ‘P**i’ and
told me he was sick of ‘them coming over here and taking our jobs’. | told him that she was
Polish, to which he shrugged and said that they were all the same. | could not get out of
mind his sweeping statement which homogenised non-UK people as all the same. | was
troubled by how his lack of knowledge of history, geography and politics led him to this
uninformed opinion. | was also a little concerned that my focus was on him not being able to
distinguish between someone from Poland and Pakistan. | remember not knowing how to
deal with the perpetrator, unsure what response should be given to the factual inaccuracies
as much as the racism and xenophobia. | started thinking that if a person was going to be a

bigot, they should at least be an informed bigot.

The second example from practice took place on Tuesday 17" November 2015 as it followed
the Paris terrorist attacks four days earlier. When the youth drop-in opened a group of
young people entered, marched up to me and asked me; “John, are we all going to die?” |
remember this exactly as | was tempted to shrug and say “Yes, it’s called the circle of life”.
Looking at them | knew they were in no mood for humour. What followed was ninety
minutes of conversation where young people asked questions which | tried to answer. |
tried to put things in perspective and assure them that it was unlikely they were going to be
blown up in the immediate future. This group made many casual remarks, including racist
remarks. Yet | could see that they were trying to understand what was going on in the
world. A colleague of mine remarked afterwards that they would not have had the patience
to respond so fully to some of what was said. When | reflected on that later | realised that
they had done me an honour in saving their questions for me. | asked them — “why me?”
The answer was because | gave them time, listened to them and did not just tell them. This
reminded me of the responsibility | had as a trusted adult and that in my role within a youth

drop-in, | had the time to listen, whereas other professionals may not.

These two moments both have strong connections to the research that | have pursued. The
first story explains a desire to educate and inform young people in order that they can
better understand the world and consequently make more informed and hopefully less
concretely racist decisions. The second story does the same but also demonstrates how

sometimes people need a trusted, non-judgemental space, an individual to ask questions of

17



and the opportunity to admit to a lack of knowledge. It also demonstrates that a
practitioner dealing with these scenarios must not just have knowledge of the topics but

also the patience, concern and empathy to allow questions to be asked.

Introduction to my research.

This research has been funded by the European Union Social Fund, as part of the Knowledge
Economy Skills Scholarships (KESS Il) programme. KESS Il supports Doctoral and Research
Master awards in all Welsh Universities, jointly sponsored by industrial partners based in the
Convergence Area of Wales. One of the identifying factors of convergence areas is that they
are areas of deprivation and living in one of these areas was a key criteria for acceptance.
The programme’s aims include the promotion of high-level skills and development and
supporting innovation in the workplace through focusing on research areas related to
business and practice. My industrial partners are Sazani Associates. Sazani Associates are a
West Wales based Non-Governmental Organisation who work in Africa and across Europe.
The majority of their work focuses on sustainable development and global education
through an integrated approach to working with people or groups: assets based rather than
needs or wants. This means listening to people and encouraging them to look at what they
have and how these assets can be best utilized. It is a deliberate rejection of the shopping
list approach often used with communities where members talk about what they do not
have which can create negativity and unrealistic expectations. It is working with people and
avoiding the pitfalls of assuming that experience and education makes someone an expert in

other people’s realities.

| had worked in partnership with Sazani Associates during my time as a project managetr. In
2010 | successfully applied for a grant through the Community Cohesion Fund. The project
was titled C.U.R.E — the Cultural, Urban and Rural Exchange project. The aim was to tackle
the type of attitudes of young people described in the first story through practice and issues
such as stereotypes, racism, global citizenship and uninformed pre-conceptions. Sazani
provided training for both the staff of my youth project and another youth organisation
based in Cardiff who worked in Grangetown and Butetown. We ran exchange projects where

Muslim young people from Cardiff and Swansea came to our project in Pembrokeshire and
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vice versa. Generally a successful project, it challenged the young people from
Pembrokeshire’s pre-conceptions and stereotypes of Muslims. Realizing that many Muslim
young people liked the same clothes, music and sports, had Welsh accents and were equally
interested and hopeless at flirting broke many prejudices. We repeated this project in 2012,
2013 and 2014 until we were cut off from accessing the funding scheme. | also worked with
Sazani on a resilience project in Bulgaria which | discuss in more detail in the introduction to

my first research chapter.

In 2016 Sazani offered me the chance to carry out a Masters in Research through the KESS Il
programme and this was extended to a Ph.D. half way through the academic year. | began
this thesis as a 39 year old man who had spent the previous 17 years working with children
and young people in youth and education services. | therefore returned to education with a
wealth of practitioner experience, knowledge and opinions. This combination made for an
interesting re-integration to the academic world. Next to my new colleagues, my language
was comparatively crude and coarse and | would often speak from experience when
participating in tutorials and discussions. In one ethics lecture, there was a long discussion
about teenage pregnancy. Afterwards the discussion continued over coffee and | shared
some of my practitioner experiences with my new colleagues. It occurred to me later that |
now had the time to think about these issues because | did not have to immediately act on
them. There would be no distressed girls or young women, overwhelmed boys or young
men, or angry fathers who had just discovered they were becoming grandfathers
threatening me or some terrified teenage boy | had hiding in my office. | understood that
this Ph.D. was an opportunity to learn and reflect on my experiences and combine it with

new knowledge and attempt to create a meaningful bridge between academia and practice.

Themes, aims and gquestions.

This project is about many of the themes identified in this introduction up to this point. In
the next part of this chapter | will focus on the research aims, questions and what will be

found in the subsequent chapters.
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The aims of the research are to explore and compare the thoughts, views and opinions of
young people towards citizenship and othering in Cardiff and Pembrokeshire. To research,
test and develop curriculum materials to use with young people to engage them in questions
of citizenship and othering which can then be used for ongoing work with the same or
different groups of young people. | will look at what the young people got out of engaging
from these resources and contribute to debates in Children’s Geography, empathy and

citizenship.

The questions that will be addressed by this thesis are:

1. What are the thoughts, views and opinions of young people in Cardiff and
Pembrokeshire towards citizenship and othering and how do they compare?

2. How can curriculum materials and games be used to engage young people in
guestions of citizenship and othering?

3. How effective and valuable are those curriculum materials and games when used
with young people in Cardiff and in Pembrokeshire, including any potential future
application?

4. How do these materials and the findings contribute to and advance existing debates

in Children’s Geography, empathy and citizenship?

The objective of this thesis is to engage with young people and support them to participate
in a series of activities that will allow them to share experiences and their views on
citizenship and Othering. They will be invited to discuss issues, ask questions and share
knowledge. They will also have the opportunity to fill in gaps in their knowledge through the
use of empathy and information that challenges myths and misinformation. | have aimed to
do this in a non-judgmental manner and with understanding and respect for the
participants. Through my own reflections and the feedback of the participants | will review
the activities to see how they worked and what could be improved. The young people’s
engagement and participation will give me interesting feedback on the strengths of the
activity. | will also look at what impact, if any, delivering in formal and non-formal

environments has on the work and alongside that, in a similar vein, how relationships
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between myself, the young people and the hosting organisations might impact my research

and potential future work.

The outcomes and findings of this research will be the thoughts, views and opinions of the
young people involved in the activities. It is possible that due to the nature of the venues
and young people it will not be a set group of participants who attend like clockwork. With
regard to the findings, as well as being unethical to attempt to predict what these outcomes
might be it would also be futile as young people are reliably unpredictable. At the conclusion
of this Ph.D. | would like to be in possession of resources that could potentially form a mini
curriculum with a relevant application in citizenship education. The proof of their relevance
should be the evidence from the research that the activities work in engaging young people
on the subjects and themes of citizenship and othering along with some indication that they
have encouraged critical thinking. This should see this work benefit organisations including

my industrial partner and contribute to a pro-social public good.

This work is important for several reasons. Whilst there have been studies such as Thomas
and Sanderson (2011) with Muslim young people around identity and citizenship, in this
research Muslim community are only one participant group. There is a great deal of work
with young people that focuses on young people’s perceptions and experiences of
citizenship. Some of these such as Hart (2009) and Geboers (2014) look at the engagement
of young people as citizens and their role and development as citizens. Other studies
investigate the effect of citizenship programmes such as the National Citizenship Service in
England upon young people (Murphy, 2017) and the Welsh Baccalaureate in Wales (Hayden
& Thompson, 2007). What these studies concentrate on is young people’s roles or reactions

to an adult’s pre-determined set of parameters of what citizenship is.

The early research activities that | will carry out in particular allow young people to express
their views on the meanings and construction of citizenship. This differs slightly from other
studies that often explore young people’s thoughts and views on the existing or pre-defined
meanings of citizenship. This research will work with groups of young people of whom the
vast majority are from a black or minority ethnic background. Thomas and Sanderson’s

(2011) study is a good example of how some research is done with members of these
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communities based on them being a minority. My research will be more focused on
stimulating discussion and cognitive empathy and understanding, regardless of background,
identity and ethnicity. This is influenced, like this whole study, by practical experience of
working with young people over a 17 year period. In this time | have learnt that young
people are very often fully functional social agents who ignore, humour or make a mockery
of attempted impositions on their behaviour by adults. As a practioner returning to
academia | believe that my perspective is different to that of most researchers. This is one
reason for my choice of Participatory Action Research as a method, because it includes the

possibility of reflexivity.

In regard to the design of activities this research builds on similar approaches by Vladimirou
(2015) and particularly Jennings (2010). Vladimirou (2015) researched the relationship
between civic emotions and ‘other’ orientated civic virtues through participatory drama
with young people. Whilst | will not be using drama, | will be creating fictional scenarios to
explore real world issues and like Vladimirou, when analysing results | will be looking at
what encourages expression and what inhibits it. Jennings (2010) carried out a year long
study that focused on tolerance and intolerance by focusing on the Nazi Holocaust. Jennings
stressed that the time frame and use of existing, experienced staff was important to the
success of the study, which was to build empathy. In analysing the delivery | will also
examine the impact of existing relationships in exploring issues including developing
empathy. Jennings used a historical event as a way of empowering young people to
promote social justice in their own communities. This approach is one that | will be building
on, including some of the same data recording techniques such as Venn diagrams, field

diaries and media recording techniques.

Currently, there is a drive in Wales for the promotion and teaching of citizenship. In 2015
Professor Graham Donaldson published a Welsh Government commissioned report and
review titled “Successful Futures: Independent Review of Curriculum and Assessment
Arrangements in Wales”. Donaldson (2015) put forward his view on the areas that schools
should be concentrating on in order to prepare children and young people for adult life. He
proposed four areas, all of which were adopted by the Welsh government and became the

basis of a new curriculum. The four key areas are that children and young people become:
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e Ambitious, capable leaners who are ready to learn throughout their lives;

e Enterprising, creative contributors who are ready to play a full part in life and work;
e Ethical and informed citizens who are ready to be citizens of Wales and the world;
e Healthy, confident individuals who are ready to lead fulfilling lives as valued

members of society.

The curriculum will contain six areas of learning and experience rather than the more
traditional subject based approach. These six areas are: humanities, expressive arts, health
and well-being, languages, literacy and communication, maths and numeracy and science
and technology. Each of these six areas of learning and experience will contain the three
cross curricular themes of literacy, numeracy and digital competence. The final part of this
jigsaw are the four key skills that will be embedded across all learning. These are:

e Critical thinking and problem solving;

e Planning and organisation;

e Creativity and innovation;

e Personal effectiveness.

All areas of this curriculum will contain an international and a Welsh dimension particularly
citizenship where the Welsh Government (2015) listed the following criteria for the

establishment of ethical and informed citizens:

e Find, evaluate and use evidence in forming views;

e Engage with contemporary issues based upon their knowledge and values;

e Understand and exercise their human and democratic responsibilities and rights;

e Understand and consider the impact of their actions when making choices and
acting;

e Are knowledgeable about their culture, community, society and the world, now and
in the past;

e Respect the needs and rights of others, as a member of a diverse society;
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e Show their commitment to the sustainability of the planet and are ready to be

citizens of Wales and the world.

This work did not come about because of the new curriculum, which was very much in its
consultation stage when this project began. Indeed the new curriculum is not due to come
into effect until September 2021. However there are several similarities between my work
and the ambition of the new curriculum, meaning that this research could have extra
relevance and very real application as part of this very new, bold and ambitious educational
reform. This curriculum development allows this work to make a contribution to citizenship

debates, Children’s Geographies and contemporary education in Wales.

Chapter content.

The next chapter is the Literature Review and a lot of the works covered were read in my
Masters year when | was familiarising myself with many new subjects. This process
consisted of starting with a subject and then following a thread of the areas which | found
interesting or relevant. Within the literature review it should be possible to detect the
influence of my practice experience, highlighted by my two earlier anecdotes, and how it
influenced the literature that | was drawn to and enthralled by. From the literature review
came the identification of the areas of citizenship and othering which | wanted to make the
focus of my research and the use of different forms of empathy as a way of delivering the
subjects to young people. It was through reading the literature that | moved away from the
original area of extremism and radicalisation as they seemed to be the effects of citizenship
and othering. It became obvious that these were symptoms of larger, historical problems. As
| knew that | would be working with young Muslims | decided early on that | should
familiarise myself with certain literatures including the Prevent Programme. This led to
speaking to the Prevent workers in Dyfed Powys Police, Pembrokeshire Youth Offending
service and the South Wales Police. The conclusion of this was that researching these
themes initially identified would almost certainly not be allowed as the work around it was
tightly controlled by the Home Office through statutory bodies, which again can be seen in
the literature. This led to the shift in focus to citizenship and othering that seemed far more

in keeping with the aim of developing a series of activities or a mini curriculum.
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The literature review begins by looking at the history of citizenship in the UK and the
components and structures of UK citizenship including understanding the terms used in
referring to these elements. In this section | share the work of Painter and Jeffrey (2009)
which was very significant in helping me to understand the debates around citizenship. In
the second section I look at the relationships between the components and how their
combinations and interplay has seen different types of citizen and citizenship emerge and
evolve over time. Isin’s (2004) the Neurotic citizen, one of the key texts in this thesis, is first
displayed in this part of review. The third part of the review introduces othering,
Orientalism and imaginative geographies for the first time in the chapter, these are used to
examine and explain citizenship and othering in the Post 9/11 world. This leads into
discussing the Prevent programme and the closely associated securitisation. The chapter
also focuses on children’s geographies, looking at research on citizenship and citizenship
education with children and young people. This opens up the review to looking at how
human geography engages with children and young people and what it engages them
about. The penultimate section explores different types of empathies and the Bystander
technique and how this influenced my decision to use the term othering in my work. The
review concludes with briefly looking at neo-liberalism and how citizenship education has
been affected by an economic approach to areas of public service that were traditionally

thought to be immune to it.

Chapter three is the methods chapter. | thought my research would take a traditional form
such as the use of questionnaires or focus group because that had been my experience of
academic research as an undergraduate. However my tutor encouraged me to be creative
and explore other methods which might allow for creativity and practice based activities to
be adapted or used. One advantage in this method is the contribution it makes to
developing curriculum materials. The start of this chapter follows on from some debates in
the literature review by examining the opportunities and problems attached with
researching in Children’s Geographies. | wanted to combine practice into my field work and |
explain how | came across Participatory Action Research (PAR) methods and why PAR
became the influential model and foundation of my mixed methods approach. The next part

of this chapter explains the origins and meaning of PAR and explores some of the issues
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connected with PAR and how they might be overcome. | also write about what | found

appealing about PAR in my work, including discussing reflexivity.

Reflexivity within PAR is important and it is an early example of how academic theory can
have a positive impact on practice as it was successfully used to counter-balance possible
over-confidence in my engagement skills. One short coming | found in my readings about
PAR was that while it drives home the importance of working with, not on, people and
building positive relationships, it is not forthcoming about strategies for doing this. Using
reflexivity | drew upon experiences of good practice of how this can be done with young
people. The final part of my methods chapter examines the subject of ethics, firstly through
exploring ethics in PAR and debates around University Ethics boards attitudes towards PAR.
| then consider ethical issues in social research including looking at Economic and Social
Research Council guidelines. Next, | explain the process of gaining ethical consent from the
University Ethics Board. An area | focused on was who could participate in terms of age and
how that linked to the ability to give informed consent. Another consent issue was who
could give consent; the young person, their parent or carer or both? | finish by describing
the pilot project and the resulting changes to both the activities and delivery for the
research itself. Finally | introduce the venues and organisations where | carried out my

research and briefly explain how | secured access and gained consent.

The heart and core of this thesis are chapters four through seven of this dissertation. Each
chapter features two research sessions. The write up of each research session is structured

in the same way:

e [ntroduction;
e Planning and preparation;
e Delivery and engagement;

e Discussion and reflections.

The introduction explains the background to the session and which themes and aims are to

be covered by the activities delivered in the sessions. Planning and preparation
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demonstrates how the activities were designed and the sessions constructed. This may
include reference to the pilot project and occasions when | drew on practitioner experience.
Delivery and engagement explains how the young people participated and the results that
came from the sessions. Finally, | discuss the views of the participants and compare them
with other groups and make reference back to arguments and points from the academic
literature. | also include my own reflections on the session and the activities, including ways

they could be improved, changed and expanded.

The first research findings chapter features two sessions titled ‘Zombie Apocalypse’ and
‘Brave New World’. With the threat of obliteration by nuclear war now diminished, what
people would do to survive in a post disaster world has replaced the question of what a
person would do if the nuclear warning sirens went off. ‘Zombie Apocalypse’ asks a young
person a more modern version of what they would do in an end of the world scenario. This
session explores citizenship creation and how othering is included in this process. ‘Brave
New World’ is the sequel to ‘Zombie Apocalypse’ and follows the participants as they
rebuild following the end of the apocalypse. This explores the social contract between the
governed and governors and the rights and responsibilities people would have in the new
world. In this session | gradually transition from an imaginary world to our real one and the

discussion moves to real world issues.

Chapter five covers the research sessions ‘Citizenship Snakes and Ladders’ and the ‘Political
Approval Game’. As the titles suggest, these are both games where the activity focuses on
two board games that | adapted and designed myself. ‘Snakes and Ladders’ uses the British
citizenship test as a way of exploring history and allows the participants to consider the
conditions and expectations of citizenship for a person who does not gain it naturally and
whether this creates an imbalance from those who have it from birth. In ‘Political Approval’
the participants choose the allocation of budgets to different areas of public spending,
which explores their priorities. Then they compete in teams to win a general election by
gaining approval points based on their spending decisions and choices when presented with

events and situations that mirror real life events that governments face.
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The first four sessions cover important subjects and themes through games and imaginary
scenarios whereas the last four sessions become more formal in delivery. In chapter six the
two research sessions are both rooted in real life scenarios. The first is called ‘Should they
stay or should they go?’. This examines the allocation and retention of citizenship through
real life examples of people who have faced being stripped of their citizenship. As with
previous sessions, it gives young people the opportunity to explore complex issues, ask
guestions and express their opinions. This continues in the second session of the chapter:
‘Liberty versus Security’, which explores the relationship between these two ideals. Again,
using real-life occasions these concepts are discussed. These sessions stimulate controversy
as a method of exploring issues but ensuring that the debate is set up in a way in which the

participants feel safe and protected.

Throughout all the sessions, discussions of what lives count and how we decide whose life
matters is a re-occurring theme which comes to the fore in the final two activities. These
look at othering in a micro and macro way. The first is called ‘The Warmth of Other Suns’
after the poem by Richard Wright and the book by Isabel Wilkerson of the same name. The
poem and book relate to migration and the responses it provokes and fittingly so does this
session. It invites the participants to look at their own views on the subject of immigration
and challenge them through information and cognitive empathy. The final session is called
‘Against a Sharp White Background’ and invites young people to share personal stories of
when they have witnessed othering; including times they may have been victims and

perpetrators of it. One of the aims of this is to explore their views towards othering.

The final chapter is the conclusion and offers an overview of the project and how it met the
aims and objectives of the research outlined in this chapter and the abstract. | explore how
successful the work has been, particularly in encouraging the participants to engage and
express their views and whether the activities could be used as a mini curriculum and in
future work on a similar subject. This includes briefly looking at how it has already been
used in different but related work and how it could be used in other similar work. This
features a short discussion on the new Welsh curriculum and whether there is room within
its delivery for work such as mine. This includes exploring the skills and experience required

to carry out a research project or deliver this style of activity with young people, especially
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when using a PAR influenced approach. | discuss how much my practitioner experience may
have helped and also ways that it might have unduly influenced. This conversation about an
academic researcher in children’s geographies culminates in the discussion of an academic
practitioner and how there potentially exists the space for a new hybrid kind of worker
within human and Children’s Geographies. This thesis was finished in the Covid — 19
lockdown period of 2020 and one concept emerged from this time and that was the idea of
the essential citizen. The finale of my conclusion chapter and this thesis then is my
contribution to a style and type of citizen to be considered alongside existing examples such

as the cosmopolitan, national or neurotic citizen.

This thesis has represented a time in my life of considerable stability and calm. The three
years of funding represents the longest period in my life of guaranteed income. | have been
able to calm my mind and process the experiences of practice and learn from them, instead
of being consumed by them. | have relished the opportunity to learn again in my middle age.
It is a different experience to my undergraduate university experience as it is a different
time of my life. What | am conscious of is making sure that this time is worthwhile. | would
like this work to be a stepping stone to other opportunities rather than a sabbatical from
previous times. Most of all | would like to retain some semblance of the enthusiasm, time
and thirst for knowledge that completing this Ph.D. has given me. If | left this work behind |

would miss the intellectual company that | have kept.
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Chapter two:

Literature review.
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In this chapter | will build on the questions outlined in the introduction by turning to the
relevant literature to explore these questions and issues further. The chapter is divided into
eight sections. First, | look at citizenship and Britishness, including a brief history of UK
citizenship, focusing on post world war Il society. Second, | look at the relationship between
the citizen and the state before exploring relatively new concepts of citizenship beyond the
state. Continuing the theme of beyond the state, in the fourth section I regard citizenship in
terms of security and the imaginative geographies of othering or us and them. This leads to
the fifth part which discusses citizenship and the Prevent programme, an example of
citizenship framed in securitisation and particularly relevant to people from a Muslim
background or community. Prevent focused on young males and in the sixth section |
examine citizenship education and children’s geographies during recent times in the UK. In
sections seven and eight of this chapter | look at empathy and the Bystander approach that

was key in inspiring me to find an approach of inclusive neutrality.

Citizenship and Britishness

As explained by Bhambra (2016) citizenship in the United Kingdom is a relatively new
concept and that it came into existence with the passing of the British Nationality Act (BNA)
1948. Bhambra (2016) tells that prior to 1948 it was subjecthood and within the framework
of British colonialism there was no formal or official definition or assignment of British
citizenship. If you lived in a country subject to British rule you were considered to be a
British subject, regardless if you were from Kingston upon Thames or Kingston Jamaica.
Bhambra (2016) says that this changed after the end of world war two with the dismantling
of the British Empire, a country in need of rebuilding and a Labour government tasked with
implementing their post war dream of a welfare state. The BNA 1948, almost overnight,
gave British citizenship to people living in the UK, its colonies, its former colonies and its

dominion territories.

The creation of the welfare state was closely linked to a new form of citizenship. Marshall
(1950) wrote at great length about what he saw as social citizenship that featured
progressive taxation on labour and capital. Combined with an investment by the state in its

citizens through increasing access to educational opportunities he believed it would create
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greater equality between the different social classes. A significant component of Marshall’s
(1950) social citizenship was the social contract that guaranteed citizens a civilised life in
return for obedience to the law and contributing to society through work and raising
families. Marshall (1950) saw the foundation of citizenship rights to be rooted in an
historical British identity based on the protection of the individual from tyranny and these
three concepts:

1. Common law

2. Habeas corpus (protection from wrongful arrest)

3. The jury system

All of these are indicative of the belief that a person is believed innocent until proven guilty.
Turner and Isin (2008) discuss in more depth the historical politics behind this notion of
protection from tyranny. They say the Civil War disposed of the divine rights of monarchs
and removed the notion of absolute power. Combined with the three pillars of common law
as put forward by Marshall (1950) it results in a form of citizenship where rights are
protected rather than promoted. Turner and Isin (2008) contrast this to the citizenships of
France where following the revolution their citizenship was defined through liberty, equality
and fraternity, an example of the promotion of rights. Another example of how citizenship
rights can differ is evident in the American Revolution, which was built on the concepts of
participation in civic society and small government. Turner and Isin (2008) discuss Marshall’s
work and how he saw citizenship as an institution that guaranteed its members a: “civilised
life, protecting them from the unpredictable vagaries of accident, sickness and
unemployment” (Turner & Isin, 2008:7). They took a historical and modern view of
citizenship whereas the social contract required citizens to work, nurture family, contribute
to cultural and civil society and pay taxes. They raise the question whether this form of

citizenship still makes sense in an age of globalisation.

Painter and Jeffrey (2009) have made an extensive contribution to the citizenship literature
including the following three rights, which have similarity with the work of Marshall:

1. Civil rights: liberty is not restricted and this is protected.

2. Political rights: to participate in governance and government.

3. Social rights: a certain standard of economic and social well-being.
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They believed that these rights were interchangeable and one could be used to achieve
another. An example is how institutions of citizenship such as parliaments act under the
banner of political rights to uphold civil rights and push for improved social rights. They
explain that this flexibility is paradoxical as one of these three can be used directly or
indirectly to restrict the other. An example being the restriction of civil rights for the
purpose of security identified by Norcup (2010) in Labour’s attempts to introduce identity
cards in 2006 as a security measure in response to the July 2005 London terrorist attacks.
Her rebuttal of this argument is twofold: first they would not have stopped the attacks and
second it would be an internal passport that could be used to restrict the movement and

therefore the rights of citizens to move freely.

Painter and Jeffrey (2009) discuss the different components of citizenship and how
important these may be in how a citizen accesses their rights. This leads Painter and Jeffrey
(2009) to distinguish between two types of citizens:

1. Citizensin law or De jure.

2. Citizens in practice or De facto.

A simple example of this is the migrant worker who is a de facto citizen through contributing
to the economy through spending and taxation but is not a de jure citizen as they have no
political right to participate in the democratic processes. This is a formal limit to citizenship.
Jackson (2010) also breaks citizenship down into two similar components which build on the

notions of de jure and de facto.

1. Political citizenship. This adheres to traditions of the original social contract through
looking at the rights and responsibilities of the citizen and the state. It expands it
however to include the geographical limit of the state’s territory and boundaries.

2. Cultural citizenship. As with de facto citizenship, this focuses on the application of

citizenship duties but extends it to include identity and belonging.

Jackson (2010) states that cultural citizenship can be fluid and often international, meaning

it can extend beyond the national borders established through political citizenship.

33



Karanti and Gill (2002) suggest another organisation of the components of citizenship:

1. Nominal citizenship is the formal membership of a political unit.
2. Substantive citizenship relates to the rights given and the obligations of a citizen and
the acting out of these in everyday life.

3. Functional citizenship relates to identity and creating a shared sense of identity.

A topical example of this is an EU citizen living in the UK. Their political membership is with
the EU, they practice citizenship rights and obligations in the UK and may identify from their
country of origin. All three of Painter and Jeffrey (2008), Jackson (2010) and Karanti and Gill
(2002) offer a citizenship framework composed of legal and practical elements. What should
be emphasised is that they are just frameworks and what is hung on them can always
change and how this is done can partially or completely include or exclude people from
citizenship. Through their definitions all three component models hint strongly towards a
social contract without stating specific duties. Turner and Isin’s (2008) explanation of the
USA basis of citizenship allows for a different social contract, one where the government
promises not to interfere on the understanding the citizens take an active role in civic and
social life. This alternative contract needs to be remembered in the next part of this chapter

where | will explore new, different and emerging types of citizenship.

Citizenship and the state

Balibar (2015) explores the relationship between the state and its people as key to
citizenship. This can be seen in the previous mentioned works around the social contract,
whatever shape it may take. As Balibar says “no regime can completely eliminate the risk
posed by the necessity of gaining acceptance from its people, who can decide to obey — or
not” (Balibar, 2015:8). He continues by explaining that democracy is the tool which is most
used to change a regime. This means that democracy, the state and citizenship are
inextricably linked, but the relationship is rarely stable or equal. One example of this
relationship is the democratic deficit which Painter and Jeffrey (2009) see as a modern

example of how faith in democracy has been eroded. Norris (2011) sees the democratic
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deficit as the disparity between perceived democratic performance and the public
aspiration of what these should be. If the state is deemed to be failing to meet the public’s
expectations then they may vote in different ways or express discontent with the process.
This negative view may be encouraged by the media promoting a certain narrative. Failure
may also be due to evolving self-expression of citizens. Negri (1999) provides a breakdown
of the balance and distribution of power between the state and its citizens. The state has
control over the instruments and institutions of power whereas citizens are part of a
collective whole and have the power to appoint people or political parties to the position of
control of these institutions. Citizens have constituent power and the state has constituted
power. Supporting Balibar (2015) view of a shifting nature to the relationship between state
and citizens Painter and Jeffrey (2009) say that this relationship often focuses on who is and
is not a citizen and therefore entitled to the rights. This can be played out within political
discourse, where the state or those seeking constituted powers will “seek to define
discursively who is and who is not a citizen” (Painter and Jeffrey, 2009:80) This can mean
that the constituted powers will listen to the voice of the constituents or alternatively that
the powers will try to convince the citizens that views held by the constituted powers are

the most credible.

King (2007) discusses that this discourse will often focus on rights and asks the question of
whether citizens are given or earn their rights. The traditional British stance would be that
citizens are given theirs, as this ties in with both a historical perspective and Marshalls social
citizen. However there exists literature which suggests that this is no longer the case in
regard to UK citizenship. In 2004 Engin Isin published ‘The Neurotic Citizen’. It provides the
bridge which explains the transformation of the social citizen to the neurotic citizen via an
intermediate position as a bionic citizen. The bionic citizen is a self-governing citizen who is
expected or empowered to make their own choices, rather than have them made for them.
This could include decisions on education, health or employment and the bionic citizen
depends on themselves and not the state for a civilised standard of living and believes
everyone else should do likewise. Isin (2004) then introduces the politics of fear where
politicians and the media in particular promote risk without any reassurance. This may
involve the promotion of manufactured uncertainties which highlight the risk surrounding

issues such as the economy, the environment and security. These risks, be they real or
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exaggerated are made believable by ignoring knowledge and evidence in favour of fear. The
bionic citizen being self-reliant sees all these dangers as the fault of other people. They may
blame immigrants for taking jobs, or the unemployed for claiming welfare and this makes
them angry and gestates a highly sensitised sense of entitlement to their rights. This might
mean not having to pay taxation to see it being sent overseas. Thus emerges the neurotic
citizen, concerned with their rights to have rights and willing to ignore the evidence of their
realities. The bionic part of the neurotic citizen means that they will never look inward and
instead blame things beyond themselves and treat others with resentment and hostility. |
believe that Isin chose the term neurotic carefully as it is not a stable state of mind or one
that responds to rational debate or evidence. Instead it responds to media or opinions that

reflect this neuroticism.

The bionic citizen is in keeping with a USA style civic citizen which in a UK context has led to
discussion over the role of the state and the civic actions of citizens. Barber (2009) explains
that a move towards a civic form of citizenship places an expectation upon citizens to carry
out acts that may have previously been regarded as the responsibility of the state such the
increased role of charities. Murphy (2017) and Sinclair et al (2010) refer to this a neo-
communitarian form of citizenship that quantifies and measures citizenship. Sinclair et al
(2010) talks about how these tools of measurement can include hard outcomes such as
gaining paid employment but also about individual responsibility and self-responsibility.
What neo-communitarian citizenship does is present issues around expression or
participation of political views and could be seen as undermining political and legal rights
(Banaji, 2008). Younis et al (2002) and Hart (2009) believe that modern citizenship should
encapsulate both civic and political engagement and volunteering and voting can both be
seen as social acts. This type of argument is more in favour of what Staeheli (2013) calls
liberal citizenship. At the heart of Staeheli’s (2013) writings is the relationship between
obligations and responsibilities within citizenship. Obligation is compulsory and one example
could be military service conscription. Responsibility remains a citizen’s choice, such as
joining the army. Liberal citizenship is mandated by liberal democracy and assumes that
“citizens consent to be governed and, in consenting, voluntarily agree to their
responsibilities” (Staeheli, 2013:523). The act of voting is one way in which any obligation is

removed by citizens giving voluntary consent. Staeheli (2013) warns us that this consent can
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also be used to reduce rights in two ways. The first is that so many rights and responsibilities
have an inevitable normality about them that very little attention is paid to them. This could
include ignoring privatisation of many parts of public service. The second is coercing a neo-
liberal citizenship behaviour that involves the individual looking out for themselves. This
then transfers the burden of ensuring that citizens meet their responsibilities from the state
to the constituent. This is encouraged by both the bionic and the neurotic citizen and the
neo-communitarian citizen is a natural descendent of them due to their constant need to

prove through hard outcomes that it is fulfilling its responsibilities.

In accepting Isin’s version of a neurotic citizen and seeing this concept as one that threatens
or overtakes the social citizen there has to be recognition of the role of the media. Gillespie
and O’Loughlin (2009) look at this relationship between audience, news media and
citizenship. They state that “to be a citizen today almost inevitably entails engagement with
news media” (Gillespie and O’Loughlin, 2009:95). It can have particular influence on our
social and cultural practices or the substantive or cultural acts of citizenship. For existing
citizens or those looking to integrate the media can provide vital resources to understand
expected citizenship behaviour. It may seem that this only applies to constituents but the
state will also engage with the media in order to communicate with its citizens. In whatever
shape it takes “citizenship is profoundly entwined with media engagement” (Gillespie &
O’Loughlin, 2009:95). This has particular significance for the section in this chapter that
reviews Othering and how it affects definitions of citizenship especially with regard to the

identity.

Citizenship beyond the state

So far | have introduced the idea of the social citizen, the bionic citizen, the neurotic citizen,
the liberal citizen and the neo-communitarian citizen. To finish off this section | will briefly
look at other forms of new and emerging citizenship and how these have enabled the
comeback of another more traditional type of citizenship. Painter and Jeffrey (2008) identify
insurgent citizenship and cosmopolitan citizenship. Insurgent citizenship looks to challenge
lawful authority and the operation of the state through civic action including strikes,

marches and riots in order to claim or reclaim civil, social and even political rights.
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Cosmopolitan citizenship sees a social and cultural movement of socialisation beyond the
nation state, as also alluded to by Jackson (2010) in his views on cultural citizenship.
Archibugi (2003) believes that if a political element is added to cosmopolitan citizenship
then it could create the opportunity for cosmopolitan democracy, when democracy and
voting “asserts itself beyond national borders” (Archibugi, 2003:10). The EU could be seen
as a working example of how shared socialisation can lead to the formation of a democratic
body such as the European Parliament. Karanti & Gill (2002) would term this as a composite
citizenship. This is when political units such as states voluntarily come together to form a
composite state. The defining feature of a composite state is that each country still holds
the right to be recognised separately. Therefore all political or legal citizenship still stems
from membership of a nation state. However as Karanti & Gill (2002) warn, or prophesied,
the next step is a federation which Brexit demonstrates is not always welcome. Opposing
the idea of citizenship concepts or components that transcend the nation state are views of
citizenship that are rooted in the idea of the one nation state, where the nation you are a
citizen of, especially a political citizen, takes more prominence and importance than another
(Nussbaum, 2012). Starkey (2017) believes that this nationalistic standpoint sees a rejection
of the idea of global or cosmopolitan citizenships and especially cosmopolitan democracies

and puts country or nation states first.

Next, | explore Othering and how it is linked to identity within citizenship and looking at
issues such as securitisation and immigration. Doty (2014) explains how citizenship can be
granted and is “linked to social and political phenomena that involve power and struggles
over meaning and identity.” (Doty, 2014:202). Doty (2014) gives the example of the use of
the terms legal and illegal, the latter is a clear identification that a person is not a fully
fledged citizen or considered part of a collective identity. This is what | have come to term
as Othering. This also marks the crossroad between theory and practice discussed in my
introduction and referenced in how my research design came about in my methods chapter.
Michael Foucault is widely recognised as one of the key thinkers on space and place and one
of the key theories covered by Philo (2010) was Foucault’s theory of ‘Otherness’. He
explains that a society through discourse and construction will classify individuals and
behaviour as the Same and as the Other. The Same is seen as normal and the other as not

normal and therefore something that requires action such as policing. Another leading
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thinker on the subject was Georg Simmel and his work on the stranger. Rogers (1950)
describes how Simmel saw the stranger as “the wanderer who comes today and stays
tomorrow” (Rogers: 1950:402). The stranger will be seen to intrude into positions in a
society, especially economic positions that are occupied. Berger and Calabrese (1975)
explain that a stranger can be viewed with suspicion and xenophobia because of the
uncertainty and unpredictable nature of their behaviour. Parks (1928), who was a member
of the Chicago School of sociology, discusses how individuals may sense a lack of intimacy
with others who differ in variables such as ethnicity, race and religion. This social distance
may apply to people who are fellow citizens through political membership. This supports
Rogers (1950) explanation of Simmel that the stranger can be seen as a member of a system
but one seen as not being strongly attached to the system. The Other and the Stranger are
similar because they are identified as a potential problem or threat because they are
perceived not to share a common identity. Pykett (2010) explains how this can impact on
the design of citizenship as national identity can define how we represent ourselves and is
also defined by who it includes and excludes. This provides further explanation to the notion
of functional citizenship (Karanti & Gill, 2002) and that citizenship or national identity is
subjective, unlike political citizenship which will involve documentation and cultural
citizenship which is seen in simple every day acts. A person can have political and cultural
citizenship but still be considered Other. The works of Foucault, Simmel and Parks give
credence to Hughes (2009) proposition that problems around the other, immigrant or

stranger are far from new.

Pykett (2010) says that an important geographical dimension that contributes to identity is
post-colonial identities. The recent history of British citizenship has a strong focus on
relationships with ex colonies and territories. Karatani & Gill (2002) explain that following
the BNA 1948 many immigrants arrived from Commonwealth countries, not through
invitation or necessity but motivated by economic factors such as a better standard of living.
They were still called British citizens and the descendants of British subjects dating back
several generations. In response to a public outcry the Conservatives passed the
immigration Act (1971) which meant that subjects of former British colonies or territories
were now treated the same as non-British citizens. Under Margaret Thatcher the

Conservatives replaced the BNA 1948 with the British National Act 1981. This came on the
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back of Thatcher using immigration as a significant part of her 1979 general election
campaign. The BNA 1981 cut ties between people from the UK’s former colonies. It also
changed the rule that being born in the UK would be a precursor to automatic citizenship.
Instead a person would have to have at least one parent who was either a British citizen or
settled in the UK with no restrictions on the time they were allowed to stay. Painter and
Jeffrey (2009) view is that migrants are often subject to the limitations and exclusions of
citizenship and that while the given reasons are often economic ones in the interest of the
state “exclusions are more crucially connected to defending the mythical homogeneity of a

given state” (Painter & Jeffrey, 2009:84).

Citizenship, security and the imaginative geographies of us and them

This led me to look at imaginative geographies surrounding the nation state, how this can
relate with identity, post colonialism and our perceptions of others, especially since the
9/11 terrorist attacks. Bauman (2004) spoke of how there are often statements such as a
country is full and argues that this is “a statement in sociology and political science. It refers
not to the state of the earth, but to the ways and means of its inhabitants” (Bauman,
2004:7). Everything has been claimed and globalisation has penetrated every corner of the
world. Bauman (2004) also discusses what he terms the ‘human waste’ of wars which can
lead to people pursuing a better life elsewhere. The lack of political space means there is
nowhere for this human waste to go without permission. These redundant people are often
judged through financial terms and whether it is beneficial to the owners of political space
to accept them. Building on this | read Edward Said and began to understand the concept of
imaginative geographies. Said’s book Orientalism (1978) saw imaginative geographies as
how power, description, imagination and perception can manifest themselves through
opinion and attitudes. These opinions and attitudes can have particular regard to ethnicity,
culture and behaviour. Through critiquing Western countries’ colonisation and post-colonial
Said (1978) says that the west takes a self-constructed view as morally and intellectually
superior. This perception of how a country sees itself can give imaginations substance in
behaviour and performance. Said (1978) talks of colonialism and Orientalism in which he
diagnosed countries such as the UK’s attitude towards the perceived undeveloped world.

Through our own self-aggrandizement and a narrow range of sources we view massive
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continents, consisting of hundreds of languages and cultures as one place, which we named
the Orient. Morrin (2011) says of imaginative geographies and Said’s work that it allows for
the invention and construction of “boundaries around our very consciousness and attitudes,
often by inattention or the obscuring of local realities” (Morrin, 2011:339). | would

summarise that it is how we build walls in our heads before we build them on land.

Gregory (2006) recognises the existence of Orientalism and suggests that over time and
saturation Western populations build up a memory bank of this imaginative geography
which paints the east in a negative light. Gregory (2006) explores how this residual memory
was given fresh impetus in the immediate aftermath of 9/11. He looks at the language of
the US President George. W. Bush and how he was quick to use emotive terms such as good
and evil and moral absolutes. Bush saw the USA embarking on a “war to save
civilisation...either you are with us or you are with the terrorists” (Gregory, 2006;47).
Gregory (2006) also explains how this description of the enemy was tapping into our
residual memories. Bush referring to a poster saying dead or alive induces memories of John
Wayne and Gary Cooper bringing bandits to account in old western movies. Bush described
Afghanistan “in an unmistakeable echo of Presidents Reagan's characterisation of the USSR

m

as an ‘evil empire’” (Gregory, 2006:48). He also described Iran, Irag and North Korea as an

I”

“axis of evil” (Gregory:2006:48), which duplicates the description of Germany, Italy and
Japan in World War Il. Gregory (2006) gives us an example of Morrin’s view that imaginative
geographies can ignore realities. The identified 9/11 terrorists were all from the middle east
and the leader of Al Qaeda, Osama Bin Laden, had been introduced to the Mujaheddin3 at
the insistence of American intelligence agencies to aid their war against the USSR. As

Gregory says, Imaginative geographies of ‘friend’ and ‘enemy’ spin like the tumblers on a

slot machine” (Gregory, 2006:75).

Unlike the cold war and the Second World War this war on terror was not against other
countries but against a global terrorist threat firmly and inextricably linked to the religion of

Islam. Fisher (2015) offers historical context behind international terrorism, its construct

® These were Afghan resistance fighters against the USSR in the 1980’s. They were heavily funded by the USA
and interestingly were heroic freedom fighters who helped James Bind in the 1987 film The Living Daylights.
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and how post 9/11 rhetoric magnified this. She begins by distinguishing between the l.R.A.A
and international terrorism as the I.R.A. had a singular enemy and purpose. Fisher (2015)
says that international terrorism first emerged in the 1980’s and focused on people from
Said’s orient. This correlates with events such as the revolution in Iran, terrorist acts such as
the Lockerbie bombing and individuals like Colonel Gaddafi. Fisher (2015) discusses how
spatial places of belonging are key to the east versus west international terrorist construct.
This means that a person living in the west can still be from the east and therefore
potentially involved in international terrorism. Sasikumar (2009), using the example of
Canada post 9/11 tightening its immigration controls, discusses how the ‘us or them’
attitude of the USA saw other countries pressured to be in the ‘us’ category. This involved
re-examining and even redefining their national identity in regard to how they treated their
own citizens and immigration in order “to persuade the USA that it (they) is not a safe haven
for terrorists” (Sasikumar, 2009:138). Hughes (2009) looks at how this global terrorist threat
has added additional mistrust of the other. Previously the dangerous other was a threat to a
nation's resources or would be accused of refusing to integrate and this is now compounded
by a potential terrorist threat. The result of this is that immigration has become “defined

and represented ever more powerfully as a matter of security” (Hughes, 2009:19).

This post 9/11 war on international terrorism and the threat it presents at home has seen
the rise in the UK of securitisation. Prior to the construct and identification of the Islamic
international terrorist threat Buzan et al (1998) defined securitisation as “the process by
which issues are identified, labelled and reified as threats to the community” (Buzan et al,
1998:21). Gillespie (2006) sees it as a process through which habits, individuals and cultural
practices become a matter of security, Gillespie and O’Loughlin (2009) say that post 9/11
“multicultural British citizens are increasingly challenged about their loyalties to
Britain...treated as a potential enemy within, they are not unnaturally anxious about the
precariousness of their citizenship status” (Gillespie & O’Loughlin, 2009:90). Noxolo and
Huysmans (2009) discuss how securitisation moves issues of security away from objective
threats and to more subjective and unfixed definitions and that there are two types of

securitisation prevalent in the UK. The first is the securitisation of migrants and refugees

*Irish Republican Army fought against the British Army for a United Ireland.
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and the second the securitisation through successive counter terrorist programmes of
people living in the UK. Both could be seen to build on the pre-existing framework that

connects Muslims as an international terrorist threat.

Securitisation of refugees and immigrants is also linked to the securitisation and othering of
Islamic communities. Pugh (2004) sees acts such as refusal to accept refugees as an example
of an act of dehumanisation which often uses natural disaster metaphors to describe
migrants and refugees. This language combined with the dual threats of terror and stealing
of resources allows for the definition of refugees and immigrants to be manipulated.
Mountz (2015) calls this the politics of fear in which a security process is given priority over
human suffering. The suffering and identity of the individual becomes invisible and all
migrants are again othered through the characterisation of Orientalism and the terrorist
threat to the West. This invisiblisation is marked by “active obscuring of identities, histories,
and causes of displacement” (Mountz, 2015:5). In contrast the action and sights of security
can be hypervisible such as armed Police and act as permanent reminder of the existence of
a threat and the risk it poses (Mountz, 2015). Butler (2009) asks questions around what
counts as human and what is defined as a valuable life. If a life is not recognised as valuable
or liveable then it has no value. The consequence of a life with no value is it does not
matter. This can be used as a definition of dehumanisation in that it promotes the worth of
one life over another. This in turn resonates with Isin’s (2004) neurotic citizen. It could be
argued that prioritising a nation’s rights over those of other nations due to security and fear

sees the emergence of a neurotic nation.

A rich seam of sociological and political geographies literatures focuses on multiculturalism,
racial equality and secularism in Britain. For example, Fortier (2008) explores the journey of
multiculturalism in Britain from the time of New Labour in 2000. This political road map
included policy guidelines for intercultural mixing to prevent racial violence. However the
framework of this debate changed over the following years. Discussions on whether the
hijab should be allowed to be worn in schools and former foreign secretary Jack Straw’s
remarks about his unease over the nigab raised questions about racial equality and
secularism. Later the London Terror attacks on 7/7/2005 “brought multiculturalism and

integration to the forefront of passionate public and political debate” (Fortier, 2008:3).
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One example of this is explained by Thomas and Sanderson (2011) in the Labour
government’s interaction with the Muslim Council of Britain. They explain that Prime
Minister Blair wished to make the council the official voice of Britain’s Muslim. Until, that
was, the council expressed views on the governments foreign policy in the Middle East and
Irag when this support and the accompanying funding dried up. This provided a pivotal
moment when narratives about legitimate and illegitimate British citizens intensified. As
Fortier (2008) explains, the London bombers were all British citizens, but were portrayed as
foreigners to the nation. Sara Ahmed’s work further describes how racist atmospheres
contributed to particular bodies being rendered out of place. As Ahmed (2014) states,
representations of British Muslims are significantly influenced by emotion — as she putsiit,
the right wing press frequently portray Britain as a soft touch for ‘illegal immigrants’ and
that “to ‘take in’ is to be ‘taken in’” (Ahmed, 2014:30). This sort of thinking can be seen in
actions surrounding making Britain a ‘hostile environment’, designed to make immigrants
feel unwelcome. This is an example of the model of neoliberal, neurotic style citizenship

availing itself in the UK.

Berry et al (2006) found that the experiences of Muslim communities during this time of
government supported multiculturalism, led to low levels of self esteem among ethnic
minorities due to experiences of discrimination. In the next part of this review, | explore the
relationship between citizenship and the Prevent Programme, which | focus on because the
targeted group was often young Muslim men and some of the communities | would be

directly working with in my research.

Citizenship and the Prevent programme

This neurotic outlook and reversal of risk, where we look at what the other may do to ‘us’
rather than what is happening to ‘them’ can be seen in UK counter terrorism since 2002.
Heath Kelly (2013) explains the UK’s counter terrorist approach is named the CONTEST

strategy. It has four key areas:

1. Pursue: detection, investigation and prosecution.
2. Protect: the country’s infrastructure, crowded places and transport

3. Prepare: response of emergency services

44



4. Prevent: stop involvement or support of terrorism

The Prevent programme is often the one most associated with children and young people.
Stanley and Guru (2015) explain that it was designed to steer young people away from
terrorism by focusing on at risk communities and looking for extremist or radicalised
behaviour, which are defined in the strategy as:
¢ Radicalisation: How a person comes to support terrorism and extremism that leads
to terrorism.
e Extremism: Opposing British values including democracy, rule of law, liberty,

freedom of speech and tolerance of other faiths etc.

Stanley and Guru (2015) also tell us that it was very much focused on Muslim communities
who were seen as more at risk of radicalisation and extremism. Heath — Kelly (2013) sees
this as constructing a perception of risk as stemming from Muslim communities by giving
this risk terms such as radicalisation it provides a transition that can both explain and
prevent extreme views and actions. She argues that it allows ourselves to make sense of
“the production of terrorism” (Heath-Kelly: 2013:396). She also suggests that risk is a
technique used to enable governments to implement security policies. She sees this
actioned in the Prevent programme by young Muslim men often being defined as at risk of
radicalisation simultaneously meaning they may carry out risky behaviour and the risk has
been transferred to everyone else. This means that young Islamic men are both victims and
the criminals. Their communities in turn are expected to combat extremist views to reduce
the chance of radicalisation but are suspected of promoting or hosting those views. This
leads to what Fisher (2015) regards as “a forever unfinished practice of othering” (Fisher,
2015:57). This means those perceived as a threat will have differences highlighted to make
them other. The counter terrorist action becomes aimed at these others including the
prevention of future acts. This leads to a “mutually reinforcing feedback loop” (Fisher,
2015:60) where it becomes embedded that all members of the other group are potentially

dangerous.

The impact of Prevent has been seen as causing more of a problem than what it is trying to

solve. Thomas (2012) sees it as a hardening of defensive attitudes within Muslim
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communities. Fisher (2015) believes that it has taken away Britishness from those who may
be seen as potential terrorists, allowing them to become other and be actionable

against. Hopkins & Dunn (2016) explore the experiences of the everyday Muslim in the
West. They say that they are associated with explosive actions and figures which results in a
stereotype and public ill will towards Muslims that manifests itself in Islamophobic
behaviour. This stereotype is enforced by government strategy and also by a media that
“pursues business models that benefit from the scandalising of public interest” (Dunn and
Hopkins, 2016:255). Dunn et al (2015) state that there exists a high state of Islamophobia
but this does not lead to acts of terror as if it did there would be a genuine security issue.
When looking at the securitisation approach of Prevent it is key to remember the historical
context of British citizenship. Many immigrants and Muslims who live in the UK are often
one or both of British citizens or descendants of British subjects. This removal and/or

redefining of their status is nothing new.

As well as the securitisation aspect of the strategy Prevent has also been criticised for the
mechanics of how it was implemented. Thomas (2012) reports that Prevents attempts to
inform and educate young people was largely unsuccessful due to the practitioners
involved. Many practitioners did not feel confident, informed or resourced enough to
deliver. Another issue was that the Police were one of the lead agencies in delivery and this
was a problem as they were seen as the agents of securitisation and treated with suspicion,
especially by Islamic communities. Lamb (2012) suggests that the Police took such a
prominent role as other organisations were seen to not have the necessary capabilities or
capacities. This can be evidenced by Stanley and Guru (2015) who argued that social work
was in danger of becoming the default agency in the identification and reaction to
radicalisation with little or no guidance into what constituted either risk or risky behaviour.
Thomas (2012) discusses how Prevent work was part of community cohesion strategies.
Kelly (2013) is dismissive of attempted cohesive social activities such as cricket and football
matches. Her dismissal is quite casual and demonstrates to me that while she is an expert in

many elements of this subject she may lack an understanding of practice.

Thomas and Sanderson (2011) demonstrate a greater understanding of the importance of

practitioners through soliciting the support of youth workers to carry out a study on Muslim
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young people and national identity. They wanted to explore the discourse alluded to in
Prevent that Muslim communities did not want to be part of Britain or identify as being
British and that religion played a more significant role in their identities. Cantle (2005) says
that there exists a “clear association created by Prevent between ‘Muslim Identity’ and the
‘terrorist threat’” (Cantle, 2005:45). Thomas (2009) saw Prevent as a tool that saw
engagement with Muslim young people as “Muslims only rather than through other forms
of identity and experience that many share with non-Muslim countries” (Thomas,
2009:285). Thomas and Sanderson (2011) carried out their work in areas of Rochdale and
Oldham which are very diverse cities, and also have histories of racial tension. The research
design used “the existing relationships between youth workers and young people to
maximise opportunities for open and honest responses” (Thomas and Sanderson,
2011:1031). They carried out interviews with 75 young males from Muslim communities.
The majority of them identified positively with Britain as the country they were citizens of.
They distinguished themselves from an English identity which they saw as predominantly
white and negative. They questioned the culture of this English white majority in terms of
substance misuse, promiscuity, violence, a lack of family values and consumerism. They did
believe that British foreign policy targeted Muslims and that some elements of politics and
the media have shown clear prejudice against Muslims in Britain. Despite this the majority
identified themselves as either British Asian or British Muslim. This demonstrates a plurality
to their identity, one which they suggest that white English people in their communities
would struggle with and yet one which “appears relatively unproblematic for most young
Muslims” (Thomas and Sanderson, 2011:1034). It contradicts views that a dominant
religious identity is the cause of the home grown terror threat. Most of the study focused on
the young people’s identity and it can safely be said that their political citizenship was
mostly British. Their religion however meant that they had an extra element to their
substantive citizenship where they saw themselves as members of a practicing international
community. Thomas and Sanderson (2011) found that this was partly in response to UK
domestic and foreign policy and not an indication of somehow feeling less British. In

fact this study may highlight a difference between British citizens who are descendants
from colonisation and those that are not. Perhaps for people with mixed heritage there
exists an inherited sense of being part of a global world which makes cosmopolitan

citizenship a natural state of mind. The strong conclusion of Thomas and Sanderson’s (2011)
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study is that “moral panics around the national loyalty of young British Muslims are
misplaced, with a significant majority proud to be British” (1041). However this also comes
with the warning that a nation state believes that its citizen’s loyalty should first and

foremost be to the host state.

Citizenship, Education and Young People

This notion of one nation citizenship can be seen in recent incarnations of citizenship
education in the UK. Murphy (2017) reviewed the Conservatives government’s flagship
National Citizenship Service (NCS). He found that it was a programme which concentrated
on citizenship acts rather than exploring what young people thought it meant to be citizens.
It encouraged citizens to become active and develop certain life skills based around
volunteering and duty to others. This is very much an execution of the de facto or
substantive citizenship. Murphy (2017) found the NCS to be a neo-communitarian approach,
which focused on the civic and ignored political and legal rights; “it fosters compliance with
a form of practice which offers little scope for critical thinking and enquiry about existing
power relations and structural inequalities” (Murphy, 2017:89). The main practice is that of
gaining employment or participating in activities that would help gain employment i.e.
volunteering. Bagnall (2010) confirms that the NCS made volunteering a major part of active
citizenship. Murphy (2017) found that many young people participated in the NCS as it
improved their life chances through enhanced CV’s and improved university applications.
Hayden & Thompson (2007) found similar views regarding participant’s motivations when
conducting a review of the Welsh Baccalaureate. They also found that the experience of the
programme varied in different parts of Wales. There are views such as Westheimer and
Kahne (2004) who suggest that active citizenship should consist of both social and legal
behaviour. Younis et al (2002) and Hart (2009) believe that true citizenship should include a
broad range of both political and civic acts. This makes the absence of the practice,
execution or determination of legal and political rights in citizenship education a very
worrying trend. This could be seen as further deepening the obsession of the already
neurotic citizen regarding their rights to have rights. It implies that only through personal

responsibility should a person have rights and therefore anyone who does not do this
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therefore should not have rights. Barber (2009) also questions what choices are given by a
semi imposed neo-communitarian approach. Afterall the reality is that the NCS would
enhance CVs and improve university applications. Does this mean the work is truly

voluntary and do all young people have an equal offer and access to opportunities?

Another debate that programmes such as the NCS and Welsh Baccalaureate provoke is one
that is at the heart of Children Geographies. This revolves around the treatment of children
and young people, how the work of human geography engages with them and what it
engages with them about. Aitkin (2007) discusses whether children and young people
should be seen as pre adults, less important than adults due to their lack of autonomy, or
should they be treated as fully fledged social agents. This lack of autonomy can be seen in
five areas highlighted by Vanderbeck (2007) in which children’s geographies are very silent
upon:

1. Voting ages

2. Drinking ages

3. Sexual consent
4. Media access
5

Compulsory education

Whilst there is now some discussion upon voting ages, sex and alcohol remain controversial
topics. In terms of research or studies in these areas it could involve acknowledging that
young people are breaking the law or putting themselves at risk which raises ethical issues.
There are also contradictions in practice versus law such as the application of Frasier
guidelines in regard to dealing with sexual behaviour and its consequences. What is
important to realise is that young people may not be involved in the legal decisions of when
they do things, but are often in charge of deciding to do things. Gordon and Taft (2011) use
the term adultism to describe the imposition of adult rules and narratives on young people
and within this young people are powerless as they are not treated as fully competent social

actors in their own lives.

Kraftl (2013) studies children geographies and argues, “children are far more capable and

independent than adults usually admit” (Kraftl, 2013:5). However, he goes on to say that it
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is not wrong to question if they are too young for certain subjects, where they may not be
able to engage with the bigger picture of adult discourses. Kraftl (2013) encourages adults
reflect on their own positions and ensure that a child or young person’s voice can be heard

within adult discourses.

This does not mean that the ability to research with young people in their own, non
qguantifiable space has been pushed from the field of children geographies. Horton and
Kraftl (2017) carried out research with children and young people on the use of playgrounds
in outdoor play, which focused on the children’s thoughts and feelings and not the adult’s
view of what a playground should be. This study looks at play, in both terms of space and

behaviour, which connects with Ludic geographies.

Woodyer, Martin and Carter (2015) refer to Ludic geographies as a range of fun activities
and how they might be utilised in human and children’s geography in both research and
debate. Woodyer, Martin and Carter (2015) explain that nowadays “play is viewed through
an instrumental lens, seen as a learning process preparing children for adult life” (Woodyer,
Martin and Carter, 2015:44). It is probably important to distinguish between the social
learning children experience through play e.g. how to share, and the deliberate use of it in
treating children and young people as pre-adults in training. Ludic geographies encourages
ambiguity in play that does not have to be part of a prescribed agenda motivated by a
certain political philosophy. A recent example of how politics attempts to use play comes
from Carter, Kirby and Woodyer (2015). They looked at how a toy range of serving British
soldiers fighting in Afghanistan and Irag were put on the market in 2009 “as an attempt to
tap into a particular national mood of re-enchantment with the Armed Forces.” (Carter,
Kirby and Woodyer, 2015:1051). These toys were marketed as exciting for children to learn
about military manoeuvres and for parents on account of the positive role models the toys
would promote. Accordingly, Carter, Kirby and Woodyer (2015) argue that the relationship
and representation of geopolitics and domestic politics is not only done through text,
objects, bodies and projects but also play. Play is a way in which issues may be presented

but also a method for how practices of play can influence views and behaviours.

If the consensus of citizenship is that the performance and compliance of working and self-

sufficiency is of utmost importance then the fact that young people are not contributing to
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this can also reinforce that they are not full citizens and therefore require training in how to
be one, e.g. volunteering. This can mean a reduction in public funded recreational settings.
Mason (2015) talks about how there has been a great reduction in the number of open-
access youth provisions. Open access youth provisions are ones where the young people can
within reason do what they choose under no obligation to engage with structured activity.
Mason (2015) explains that this is because open access youth work does not produce
guantitative results which can be exchanged for funding, which places emphasis on a
prescripted curriculum that blocks innovation and progressive working methods and makes
securing funding for open access spaces difficult. Open access can mean doing nothing and
this is not allowed as children should be contributing by enhancing their future

contributions by volunteering or gaining accreditation.

There are areas in which children and young people do have the opportunity to explore,
learn and influence political and legal aspects of citizenship. Horschelmann & Van Blerk
(2012) discuss how the establishment of bodies such as youth councils have been used to
involve children more in decision making where the young people contribute as capable,
choice making citizens and not citizens in training. The decisions of young people in these
councils can be seen as citizenship training through choice making. Tyrrell (2012) looks at
how Children’s Geographies can explore the marginal conceptual spaces at the edge of an
adult centred world. The reality of these spaces is that within them young people do not
have the same ability to influence their lives as adults do. This is down to a combination of
developmental issues, institutions and legislation. Tyrell (2012) is of the view that Children’s
Geographies should look to empower and that this can be achieved through “researching
with of for, rather than about children” (Tyrell, 2012:124). This compliments the view of Van
Blerk and Kesby (2012) who believe that children’s geographers should use innovative
methods such as participatory action research (PAR) as a way of empowering young people.
While government programmes such as the NCS may promote a neurotic-neo
communitarian citizenship model that concentrates on individual responsibility and self-
responsibility (Sinclair et al 2010), Children’s Geographies can give the opportunity for

young people to focus on their own perspectives of rights and identity.
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Young people and empathy

If children and young people are to be empowered to consider meanings of citizenship
Pedwell (2012) and Nussbaum (1999) believe using empathy is one way to cultivate their
views on the meanings and construction of citizenship. Pedwell (2012) believes in a striving
for the ideal of a pro-social sympathetic citizen through “perspective taking” (Pedwell 2012:
283). She believes that the use of affective empathy will utilise emotions such as sympathy
and compassion to promote concern and care for others. Pedwell (2012) explains that the
definition of affective empathy is allowing for “the ability to put oneself in the other’s shoes
empathy...the affective attribute is that we want to define our society and which we hope
will characterise our interactions with those living outside our border” (Pedwell, 2012:280).
In earlier work Pedwell (2010) discusses how affective empathy and perspective taking
often occurs by the privileged about the less privileged. Pedwell (2010) describes this as the
marginal subject. The use of the term marginal could put Pedwell’s work in line with Tyrell
(2012). While Tryell (2012) suggests the work is carried out in the marginal areas, Pedwell
(2010) tells us it is carried out on marginal people. This immediately implies that there is an
imbalance of status that casts a shadow of power over those in the margins. For young
people they are in the shadow of adults as they are not fully fledged social agents, lacking
political rights such as voting. A migrant or refugee may also have no legal or political rights
in spaces dominated by those citizens who do. Then there are minorities, who due to race,

religion, ethnicity, sexuality or circumstance are similarly in the shadow of majorities.

Chabot & Davis (2004) and LaCapra (2001) discuss how perspective taking requires the
empathiser to recognise their own direct or indirect complicitness in the circumstances of
those who they are to have the empathy for. Pedwell (2012) herself talks about how
affective empathy for others, motivated by social justice issues, is only one form of
motivation. Another motivation that Pedwell (2012) suggests is that of self-empathy, where
a person is motivated by what is best for them. Yeomans (2016) also discusses self-empathy
and how it focuses on self rather than other and talks of business people motivated by
financial and market goals. Yeomans (2016) believes that true empathy is having it for
others and letting it influence social behaviour and that it is “perhaps the mark of

emotionally intelligent behaviour in contemporary social life” (Yeomans, 2016:72). Coplan
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(2011) is scathing of self-empathy calling is a pseudo empathy which requires little or no
imagination or perspective taking. These conflicting motivations in empathy can also be
seen in citizenship between the social citizen and the neurotic citizen. Why should someone
feel sympathy for another when no-one is feeling sympathy or appreciative of them? This
does not necessarily detract from the importance of empathy but it could mean that an
affective empathetic approach is not guaranteed to be well received in citizenship

education.

Clark (1997) lists three different types of empathy;

1. Cognitive empathy: Thinking or recognising that another person faces difficulties and
understanding the cause of these difficulties.

2. Physical empathy: Physical mirroring behaviour to another person’s difficulties. This
might be laughing when someone else is laughing, crying when someone cries and so
on. It can also be known as contagious empathy.

3. Emotional empathy: Understanding another’s difficulties through having an

emotional reaction e.g. anger, sadness, fear.

These three categories have overlapping elements, such as emotional empathy may be a
reaction to cognitive empathy and physical empathy could reflect the emotional empathy.
Clark’s (1997) three categories of empathy interested me as a potential alternative to
affective empathy, with the idea of cognitive empathy. This offers the opportunity to
present a situation and its causes without implying to a person that they are a) complicit
and b) should feel sympathy. DeWeid, Mass, Van Goozen et al (2007) also discuss cognitive
empathy. Their definition focuses more on understanding another person’s feelings and not
the difficulties that they face. This opens up cognitive empathy as a way of exploring events
and feelings in a non-judgemental way. DeWeid, Mass, Van Goozen et al (2007) suggest that
this can be done through perspective taking processes, the same approach promoted in
Pedwell’s model of affective empathy. Pedwell (2012) discusses the use of imaginative
reconstruction as a way of promoting perspective taking, which encourages identification
with people in different situations. This could open the door for the innovative and new

methodologies that Tyrell (2012) tells us can be used in children’s geography as a way of
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exploring the different ways in which children and young people explore and view the

world.

The use of imaginative reconstruction and perspective taking are useful tools and could be
seen as the building blocks of empathy for others. However if they are used to promote a
pure affective empathy model then it could be seen as adultism and another example of
adults training pre-citizens. Through introducing an element of critical thinking it may be
possible to maintain a more cognitive approach where the decision around emotions and
sympathy are made by the individual. Browne and Freeman (2000) define critical thinking as
an intellectual skill or competence that promotes “curiosity, openness to new ideas and a
willingness to listen to others views” (Browne and Freeman, 2000: 302). Critical thinking
therefore has a relationship to perspective taking, but it is one to encourage understanding
and not an emotional reaction. This does not mean that emotions should be avoided,
shelved or ignored in these debates. Afterall, these are emotional subjects that generate
strong beliefs and opinions. However, beliefs and opinions can result in monological
thinking and for this reason they are not always constructive in debates and discussions,
which require more complex and dialogical thinking. A simple distinction between these two
approaches can be demonstrated by the use of exclamation marks in monological emotional

reactions and the question marks implied in a dialogical emotional reaction.

Ameida, Pedrosa de Jesus & Watts (2011) highlight the importance of questioning in critical
thinking as a way of encouraging understanding and perspective taking. Browne and
Freeman (2000) go further on the subject of questioning and believe that this is best done
through the stimulation of controversy to provoke debate and that this should be provided
by the teacher. Whether Browne and Freeman (2000) mean practitioner or an actual
teacher is not clear, experience would make me believe the latter. This can be related to
criticisms of the Prevent programme surrounding who delivered the work and the dangers
of resorting to a default setting of social workers. Yu-Chu Yeh (2011) believes that critical
thinking and questioning requires the teacher to have mindfulness of their own knowledge,
practice and opinions and not imposing or promoting them to students but instead allowing

room for the students to express their views. Horvath & Forte (2011) believe that
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participatory activities are effective in encouraging critical thinking and that there should be
a partnership between teachers and students. This again has similarities with recommended
approaches in children’s geographies of working with young people and not on young

people.

The bystander approach

An interesting use of empathy and critical thinking is the work of Katz, Heisterkamp &
Fleming (2011) and their Bystander programme. This challenges the complicitness of men
through their silence and silent witnessing of violence towards women. It marked a shift
from a view that men were all potential perpetrators of sexual or violent crime towards
women. Katz, Heisterkamp & Fleming (2011) believed that this created disconnect with
men who did not associate themselves with this view. They decided to rebrand the term
bystander by creating an association between violence and people they know who could
one day be the victims of it — this could include sisters, friends, daughters, wife or
colleagues. The bystander becomes involved rather than the traditional view of a bystander
who is thought to be a witness to problem behaviour which they do nothing and are
expected to do nothing about (Berkowitz, 2009). The Katz, Heisterkamp & Fleming (2011)
bystander is empowered as opposed to passive and the approach is “a pedagogical model
that would provide critical information and refute common myths, but do so in a way that
would invite, not indict, and engage them in critical dialogue” (Katz, Heisterkamp & Fleming,
2011:686). The bystander approach features carefully chosen language designed not to
provoke negative reactions through the use of neutral terms such as “power based
violence” as opposed to “male violence”, which is designed to suggest that anyone can be a
perpetrator, victim or bystander. | believe that this neutrality of language could be achieved
in conversations in citizenship and particularly exclusion by the term othering, because it
avoids trigger words such as racism, extremism and radicalisation as othering can happen to
anyone over anything. This neutrality of language can promote a pluralistic approach to
challenge the dangers of singular messages promoted by the media and certain politicians.

This may lead to compromise, understanding and people learning off each other through
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listening to and accepting different perspectives, no matter how at odds they are with your

own.

The bystander approach, critical thinking and cognitive empathy are potentially at odds with
neo communitarian approaches such as NCS and the closure of spaces for young people. In
her book Undoing the Demos: Neoliberalism's Stealth Revolution, Brown (2015) discusses
how economic imagining through valuation has inserted itself into all areas of the private,
business or public domain. In regard to public education this was formerly considered non-
economic yet now costs are measured about outcomes resulting in an economic approach
to education that looks to “the production of subjects, a code of conduct and a scheme of
valuation” (Brown, 2015:48). Brown (2015) takes issue with this, saying that it ignores other
forms of thinking including human conditions and experiences, creativity, traditions and
aspiration. The obsession with valuation complements Isin’s (2004) argument about the
“neurotic citizen”, facilitating the dismissal of humanitarian appeals by judging them on
economic and not human costs. This raises the question of whether practitioners have the
mindset, willingness or latitude to be innovative in delivering children’s geographies. Davies
(2018) takes the notion of valuation further and discusses the idea of the quantified self,
and that now there are wearables such as smart watches and fitbits which allow a person to
measure numerous aspects of their lifestyle, such as heart rate, blood pressure and calories.
There are measurable targets for food consumption and exercise. These may magnify the
thoughts of the neurotic citizen, who can prove their bionicness and challenge others to
prove theirs. If someone meets all their health requirements why should they pay for the

care of someone who does not?

All this reading has been applied in the invention of my research activities including the use
of play and games. These activities and the methods behind them are explained in the next
chapter and then put into action in Chapters four to seven. The challenge to me at this point
was to take the critiques developed in this chapter and develop materials that could engage
young people and explore the conflicts and tensions that these literatures raised. | wished
to take contemporary real world issues around citizenship which have links and explanations
based in the academic literature. Painter and Jeffrey’s (2009) work around the components

of citizenship and the interplay between them clearly impacts on othering behaviours in the
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UK and how we treat refugees and immigrants. Isin’s (2004) bionic and neurotic citizen
appears to manifest itself in neoliberal behaviour and attitudes to citizenship education
which focuses on working and individualism and how that impacts views of a country’s
resources and services. The post colonial focused work of Gregory (2006) including Said’s
orientalism can be seen in political issues such as Brexit, the hostile environment and the
treatment of the Windrush generation. The next chapters will demonstrate how | have
taken these academic literatures and linked them through an innovative use of mixed
methods to the real world of the research participants and practitioner development and

experience.

This literature review has discussed a range of relevant books and articles, beginning with
citizenship history, development, components and types and then looking at citizenship in
relation to young people and education. In the next chapter | will build upon the latter
aspects of this chapter by explaining how these themes influenced my choice of research
methods and approach. | will also discuss ethical and engagement issues, which looks at the
sometimes symbiotic relationship between theory and practice. In the second part of this
chapter | will continue to look at the practical aspect of research and discuss the findings of

a pilot project and introducing the host organisation where the research was carried out.
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Chapter three:

Designing and planning the research process:

methods, ethics and pilot project.
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In the literature review, | discussed some of the opportunities and problems attached to
research in Children’s Geographies. The problems include areas of silence, adultism and the
pursuit of quantitative outcomes. The opportunities centre on how they can empower and
give young people the opportunity to explore political and legal aspects of citizenship. Tyrell
(2012) believes that empowerment can be achieved by “researching with or for, rather than
about children” (Tyrell, 2012:124). This approach appealed to me as it reflects my own
beliefs in working with young people. Whilst studying a research methods module | came
across participatory action research (PAR). PAR became the dominant approach in the
design of my research sessions and activities because its approach is compatible with
approaches inherent in Children Geographies. For example, its defining feature is working
with participants rather than on them (Kemmis and McTaggart, 2005). In my research | built
around a PAR approach to use methods including simulation, imaginative recreation and
board games. These additional methods will be discussed in conjunction with the sessions
they were used in during the research findings chapters. The first section of this chapter
discusses what is meant by PAR, why | choose it, the potential issues with using it, how
these may be solved and putting PAR into practice. The middle section of this chapter looks
at the ethical issues and applications and the conclusion explores the pilot project and

introduces the venues for the research itself.
What is PAR?

PAR refers to a range of participatory approaches that focus on action that “involves
researchers and participants working together to examine a situation and change it for the
better” (Hay, 2016:450). Kemmis and McTaggart (2005) list three attributes that make PAR

different from other, conventional qualitative research methods:

e Shared ownership and collaboration of the research project;
e Community based analysis of social problems;

e QOrientation towards community action.

Pedler (2008) sees the strength of PAR as delivering benefit to the research participants and
that the views and advice of experts is not more important than those who are facing the

problems being focused on.
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Kemmis and MacTaggart (2005) state PAR may involve a high degree of social or political
issues and an important element of PAR is that an outside influence does not identify these
issues. Caretta & Riano (2016) believe that too often research on these subjects is top down,
meaning that the people affected by them are ignored or not given a chance to voice
frustrations and issues. Pickerill (2009) explains how issues can be based on groups or
individuals’ experiences of place and events and different people can experience these
differently. PAR is about mutual inquiry and exploring problems from different perspectives
and points of view, it is not looking for definitive answers and actions. The bottom up
approach offered by PAR allows for equal relationships between all parties so that they can
go about “engaging in processes of knowledge co-production between researchers and

research participants” (Carretta & Riano, 2016:259).

PAR allows the use of different techniques to engage with participants and to observe and
record the action. Prokopy (2009) working in rural India found that a lack of literacy meant
that participants could not contribute through traditional tools such as questionnaires and
focus groups. Pyles (2015) when working in hurricane hit Tahiti did think traditional tools
could be used but should be adapted to the participants and not be the sole method. Wang
and Redwood Jones (2001) promote a use of different technologies and used a technique
called photovoice where participants in rural China were given cameras and asked to take
pictures of the things related to the topic that they viewed as significant. In conclusion,
effective PAR requires understanding of the people, social contexts and cultural activities
(Pyles, 2015). The researcher should embrace the fact that PAR involves uncertainty and an
element of the unknown and remember these simple words “You can think. You can

believe. But you can’t, you mustn’t, know” (Garner 2012:81).

Due to its powerful ability to work with groups of people towards achieving change PAR is
often used in feminist approaches. My own approach was did not draw on these literatures,
but feminist debates have an important place and history in investigations and explorations
of citizenship and othering, and may be drawn on in future research with these groups of

young people
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Why PAR?

Bizzel (2005) singles out Brazilian Paulo Freire because he promoted a working with rather
than on style of education and learning. Bizzel (2005) describes how Freire believed that all
humans were “active beings, capable of reflection on themselves and on the activity in
which they are engaged” (Bizzel, 2005:134). This view led him to believe that students
should be collaborators rather than participants in their education and that many
educational systems believed in a banking form of education “in which knowledge has been
deposited by authorities in their (students) passive minds” (Bizzel, 2005:133). There are also
examples in the UK of when young people have made contributions to education design
through being treated with increased parity. Horschelmann and Van Blark (2012) explain
that the establishment of bodies such as school youth councils and youth parliaments treat
young people as capable and choice-making citizens. In 2018 the Welsh Government re-
established the Welsh Youth parliament in an attempt to incorporate young people’s views

into policy issues and affairs.

Van Blerk and Kesby (2012) believe that PAR allows flexibility for practitioners to be
innovative and gives young people the opportunity to concentrate on their own
perspectives. Van Blerk and Kesby (2008) discuss how young people have different
perspectives on the world to adults. Part of this relates to how they engage with the world
which can be linked to Valentine’s (2004) contention that public space is dominated by
adults, even public spaces designed for use by young people. PAR treats young people as
fully functional social agents and not citizens in training. This view is not shared by
everyone. Gordon and Taft (2011) believe that young people are not fully competent social
actors in their own lives. Whilst this contains some truth, it is not an obstacle to PAR. As
Horschelmann and Van Blerk (2012) say, even within adult controlled or designed

environments young people can still contribute equally and effectively.

Potential issues and their solutions within PAR

A criticism of PAR put forward by Mason and Urquhart (2001) is that there is always going to
be a natural power imbalance between adults and young people which makes the existence
of true partnership working or parity impossible. This could support Gordon and Tafts

(2011) theory of adultism where young people cannot be fully competent social actors and
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are often powerless in the face of adults and their imposition of rules. This power imbalance
is not restricted to Children’s Geographies. Spivak (1988) describes how many post-colonial
PAR projects were criticised because Western researchers assumed they knew more about
the problems and solutions faced by people in the developing world than those who lived
there, which could be seen as another manifestation of Orientalism. | believe that in
carrying out PAR with young people the researcher faces the problem of combatting a
combination of the first world intellect and adultism, which | term the Adultist Intellect trap.
This means that a researcher could find themselves in a position of power and having to
resist the temptation to impose or be driven by their own preconceptions. As suggested by
Ruddick (2004) these preconceptions can be brought about by activism, where a well
motivated researcher may have their opinions on what the views and outcomes of the
research should be. Ruddick (2004) believes that this may conflict with the views and morals
of a participant group and can be problematic for the researcher. A common cause of
different perspectives is that the researcher will often come from a more privileged

educational background to that of their research participants.

PAR proposes an equal relationship between theory and practice. Stringer (2007) discusses
how PAR can require a certain skill set to engage with participants and the work can often
be unpredictable in nature and to be successful, a researcher has to be able to establish
trust and equality with participants in order to build the positive relationships that ensure
good levels of participation. Smith (2001) supports this view, explaining that building trust
can be challenging, especially if the research is not seen as having any real benefit to the
collaborators. A PAR project may also encounter criticism when seeking ethical consent and
presenting findings. Morgan, Cuskelly & Moni (2014) explain that in a study of drug use the
subject is illegal and participants may disclose other illegal activity in the course of the
project. This is just one example of how a PAR may “encounter a range of ethical issues
which may be unique to their project and for which there is no easy solution” (Morgan,
Cuskelly and Moni, 2014:316). Burgess (2006) writes about how ethics boards may want to
see the establishment of processes and identification of potential issues that may occur
during the research. Burgess (2006) explains that this may create problems when presenting
results as processes could be seen to pre-empt findings and undermine the idea of PAR

partnership. Issues around presentation in PAR findings can be seen by the experiences of
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Hoggart (2017) whose results were questioned on the basis of personal bias on the subject
of contraception in a London community of young women. This suggested bias led to the
criticism that her findings had “privileged the perspectives of key informants and had not

considered alternative understandings” (Hoggart, 2017:103).

The main problems with PAR are the adultist intellect trap and the nature of engagement.
Adult intellectualism can create issues with personal bias, assumption and power
imbalances. Engagement with the participants can be both challenging and unpredictable.
PAR must incorporate reflexivity to resolve these problems. Kemmis and McTaggart (2005)
see reflexivity as a technique that sees the researcher reflect on issues, actions,
observations and consequences and to adapt research based upon these reflections. Pain
(2004) explains that reflexivity should be present at all stages of the research process. Hay
(2016) talks about how good reflexivity will combine self critical introspection and self
conscious scrutiny meaning a researcher has to be honest with themselves, especially at the
conceptual stage of a project when a researcher has to ask themselves if they have the
necessary skills to carry out PAR with the partner group. This is where the relationship
between theory and practice becomes apparent. Practice experience can make
identification of potential issues, their impacts and how to respond easier. Practical
experience should also aid with engaging the participant group. However a practitioner has
to recognise that their role is that of an academic researcher and this represents a different

position within the participant group.

The relationship between theory and practice is a balancing act that can be kept level
through good reflexive practice including addressing issues connected to adult
intellectualism. England (1994) believes that reflexivity allows the researcher to constantly
analyse the power balance between themselves and participating collaborative partners.
This is a complex relationship and reflexive practice should accept the views of Ozanne &
Saalcioglu (2008) who believe that partnerships within PAR can never be completely neutral,
echoing Masons and Urquhart’s (2001) view on a natural power imbalance between adults
and young people. Kemmis and McTaggart (2005) explain that PAR will often be about a
subject that the researcher has an interest in and passion for and this is important to the
success of the work. PAR encourages the researcher to shed any pre-conceived ideas and

views but not at the expense of ignoring relevant social positions, commitments and most of
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all experiences (Gillespie and Sinclair, 2000). Morgan, Cuskelly and Moni (2014) advise best
on how to stop the power balance toppling to the side of the researcher. The researcher will
have valuable expertise but should never occupy “the dominant role and be seen as the
expert leader, decision maker and protector of the participants” (Morgan, Cuskelly and

Moni, 2014:1306).

Regarding engagement with participants, Kemmis and McTaggart (2005) place importance
on creating the spaces and circumstances where positive relationships and trust can be
built, the timeframe for which should be included within the planning phase. Hoggart (2017)
and Morgan, Cuskelly and Moni (2014) did PAR in the participants territory making them
guests and having to respect that role. This is where PAR and practice have a shared value of
voluntary engagement. If participants can walk away from a project then that can provide
equilibrium to the power dynamic. With regard to the problem that a project might be
jeopardised, if participants withdraw their participation or consent if they do not see value
in it Kemmis (1998) advises a PAR practitioner to minimalise this risk by treating

participant’s views in the following way:

e Views are comprehensible to them;
e View is relevant and true to them;
e Views are genuine;

e Views are appropriate to the situation.

Using reflexivity, a researcher should critically evaluate their ability to create or adapt to an
environment that allows this. Then they have to maintain this shared balance of power and
allow all partners to “search together collaboratively for more comprehensible, true,
authentic and morally right and appropriate way of understanding” (Kemmis and

McTaggart, 2005:578).

Putting PAR into practice

As stated by Kemmis and McTaggart (2005) it is normal for PAR to be instigated or identified
by the participants. The young people involved in this project did not instigate this research,
however young people did. In my introduction | give examples of work with young people to

illustrate how this project began. This is not saying all young people are homogenous, but it
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could be argued the education they receive at school is. What the young people
demonstrated over my career as a practitioner was a desire to discuss and explore issues of

citizenship and othering, although they would not have used these headings.

In the consideration of the unpredictable vagaries that are attached to PAR | was initially
unfazed about my ability to deal with the unexpected whilst planning my research. As a
front line practitioner | had dealt with a range of situations. However, when | applied
reflexivity, | realised that confidence could easily cross over into arrogance. The reality was
my previous job gave me an enormous autonomy and | had a positive reputation for doing
good work. | would not have this in my research project and would be starting again. This is
where PAR’s equal treatment of theory and practice came to the fore. My practical
experience meant that | was confident in dealing with the unpredictable and in the ethics
application and project timeframe | gave myself an open window to complete my research.
The advice given in the theory of PAR on how to engage made me spend time reflecting on
what approaches and techniques | had previously used to build positive relationships with
young people. | developed the following principles for my research practice, based upon

academic and practitioner knowledge:

e Do notrely on reputation;

e Whilst experience is valuable do not rely on it;

e Be open and honest about my intentions and timeframes;

e Always arrive in the venue before the young people. Walking into a youth project full
of young people can be intimidating; it is also more difficult to engage them as they
will already be doing something else;

e Respect that you are a guest in their space and speak to them with respect and
courtesy;

e Try and learn names and do not be afraid to re-ask. Greet people individually and by
name;

e Explain safeguarding responsibilities at the earliest opportunity.
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Ethics

In this area the dual components of theory and practice in PAR can become contentious.
Klocker (2012) explains that because of the potential uncertain ethical dilemmas that PAR
may encounter there is a perception that Universities’ ethics boards may be reluctant to
grant approval. Klocker (2012) believes that this is overstated and what an ethics board will
look for is that uncertainty is accounted for in the application and that a board will not hold
it against the researcher if they did not instigate the research, as non academics do not
spend their time thinking about research and forming groups to carry it out. As such it is
“perfectly acceptable for academic researchers to initiate participatory endeavours”

(Klocker, 2012:157).

One of the texts that “Offers ethical guidelines while attempting to avoid moralistic
commandments” (Kiste, 1980:141) is Diener and Crandall’s (1978) ‘Ethics in Social and
Behavioural Research’. They write about four key considerations in the social research

process which are:

e Ethical treatment of participants;
e Ethics related to selected non-laboratory approaches;
e Professional issues;

e Science and society.

The three main elements in relation to the treatment of participants and non-laboratory
approaches are informed consent, do no harm and deception. These three reflect the
Nuremberg Code and biomedical ethics. Doing no harm is one of the most important ethical
considerations for a social researcher and while there may be a risk it should be minimal,
understood by participants and reasonable (Diener and Crandall 1978, Bulmer 1982,
Economic and Social Research Council (ESRC) (2005, 2015). Homan, (1991), states that
protection from harm can be given in two ways. Firstly providing protection through
anonymity and secondly allowing the right to refuse participation, or to withdraw consent at
any time in the study. Caulfield and Hill (2014) offer advice on minimising harm including
paying attention to safeguarding, ensuring participants can withdraw without needing a

good reason, support is available for sensitive issues and consideration that findings may be
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abused. One consideration is that it is not easy to predict harm, especially if it is unforeseen
or unconnected to the subject of the work. Diener and Crandall (1978) say that informed
consent is free from coercion or deception. The ESRC (2005, 2015) and Caulfield and Hill
(2014) recommend that the following information is given to participants to ensure that

they can give informed consent:

o Title of study;

e Names and contact details of researchers;

e Description of research and purpose of research;

e Potential benefits;

e The right to withdraw at anytime;

e Storage of data;

e Confidentiality statement signed by researchers. This would have to include

examples of when confidentiality may be broken.

Diener and Crandall’s (1978) third and fourth ethical recommendations were professional
issues and science and society. The first of these discusses how social researchers should be
honest and accurate in their recordings and reporting and not plagiarize, lie or distort their
research and avoid bias. Aldred (2008) suggests this may occur to not upset other agencies,
individuals or funders that can result in conflicting aims including a researchers’ desires to

secure employment or a funders desire to see a certain result.

Robin (2001) believes there is a drive in social research for it to become “a value free
intellectual enterprise associated with experimental quantitative, objective enquiry” (Robin,
2001:213). This is highlighted by Diener and Crandall’s (1978) final ethical advice of Science
and Society. They defined value free science as one not influenced by personal opinion or
society and its purpose to ensure that science remains independent of the interference of
people in authority. They say that this is idealistic and not completely practical. Social
researcher will often choose a topic of interest and may be motivated to bring about
changes in society, policy or practices. This is when bias becomes an issue, especially if their
findings do not back up their ideas. Social researchers also have a duty to themselves and

their societies. Poor ethical research can negatively influence the standing and reputation of
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professions and researchers, for example after the Tuskegee study many Black Americans
have maintained a distrust of medical services (Bryant, 2012). Diener and Crandall (1978)
discuss how social research causes erosion of freedom and autonomy as governments
become more aware of behavioral issues in society and how to control them. It is hard to
know what social researchers can do about this. Funders may be deceptive or selective in
how they use research. The only realistic solutions appear for social researchers to apply the
ethics of informed consent to themselves in choosing who they would accept funding from.

Yet this could impact careers, aspirations and livelihoods.

Gaining ethical consent

A practitioner, particularly one who works with young people, may find themselves engaged
in roles defined by the self-interests of the organisation they work for. My academic funding
does not have an expectation beyond meeting the criteria of a Ph.D. My industrial partners
are experienced enough to understand that good, ethical research is a strong source to
develop future projects from. | felt my position in academia provided an opportunity for
neutrality as | was no longer judged by a quantitative and valuation based systems. This was
a form of liberation for me as | would not be defending and furthering an organisation, its
members and the staff’s job security. This meant that | had few concerns over personal bias
and no requirement for fabrication, distortion or deception. A PAR approach also allows for
this freedom as the participants are partners and reflexivity makes the researcher
accountable to themselves. | also realised that there was a three way relationship between

several elements of PAR, ethics and practice.
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Diagram 3.1: Ethics, practice and PAR equilateral triangle

Ethics

Informed consent,
voluntary
engagement, right
to withdraw.

PAR Practice

Ethics demands informed consent from participants, also expected in establishing a
partnership relationship within a PAR framework. My practice has always been based on
voluntary engagement, done through informed consent. The temptation of deception exists
when seeking voluntary engagement as participants may require motivation. This leads to a
blurred of line of incentive versus bribery. It is a form of adultism to think that all teenagers
will volunteer without an incentive when the same is rarely expected of adults. Voluntary
engagement allows for immediate withdrawal from the project and this can be avoided by
honesty in gaining informed consent. | went about this in two ways, firstly by having a
preliminary engagement visit where | would verbally explain what | was doing and give them
consent forms and secondly by anonymising all the information at source by not using

names in recording or reporting of the research findings.

My application was initially rejected, not for what was included but for what was not. The
ethics board wanted to see evidence that | had considered academic guidelines such as
those by the ESRC. This included the issue of who could give consent. | proposed that
consent would be given by the young people and the managers of the hosting projects,
respecting their role as gate keeper. | applied Gillick competencies and Fraser Guidelines to
define the participation age of young people in the school year 9 or above, so the minimum
age would have been thirteen or fourteen. Gillick and Fraser define young people as being

able to make informed decisions about sexual health and pregnancy. A 14 year old deemed
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Gillick competent does not need parental consent to have an abortion. | am trained and
experienced in making this judgement about a young person. My explanation to the ethics
board was that if a young person can decide to have a baby, they were able to decide
whether to participate in citizenship workshops. | planned to rely on my own judgement,
those of the project staff and the choice of young people to determine participation. The
ethics committee decided that | should also gain parental consent, which did aggravate me
as | thought they were undermining my practitioner experience or ability. On reflection this
was not the case as the topics covered in the research have the potential to be
controversial; indeed, some of the work is designed to be. This could mean harm to any of
the people connected with the research. In discussion with my supervisors | suggested a
compromise where | would gain informed parental consent for young people to make their
own decision. This way it would be the choice of young people to engage but their parents
would give them permission to make this choice. | kept the age to the school year as | once
ran a fourteen plus night at a youth project and remember young people who thought it
ridiculous that their friend was admitted because their birthday fell earlier in the school

year.

A more practical reason for seeking young people’s consent was that getting letters back
from home can be problematic. It turned out not to be and this also led to the ethics board
wishing to see more thought to the storage of information. | created passwords for my
computer and kept no personal information of any of the participants except their names
and dates of birth. This was also kept securely in a locked drawer and | guaranteed they
would not be showed to anyone. All evidence of research was labelled by activity, location
and date and nothing more. No young person is recognisable in the research, except to me
and the participants. In terms of withdrawing consent anonymising at source removed the
danger that individual young people may change their mind about the use of their views.
These changes, additions and compromises were accepted the second time around by the

ethics board.

Gatekeepers are important and have to be treated with respect and full disclosure. Schmidt
(2004) identifies that consultation with other professionals including those who work with
the research group is vital. This informs the researcher and allows planning for unlikely but

not unrealistic scenarios and the appropriate actions to be taken. The gatekeepers will be
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discussed in more detail in the descriptions of the individual projects. Finally, | am confident
in saying that my work was influenced by benevolence and non-maleficence. | benefit more
than the participants as | will use their views to write a Ph.D. and perhaps gain future
employment but hopefully by the end we will all have learned something and perhaps see

and understand the world a little differently.

Pilot Project

When | transitioned from studying for a Masters to a Ph.D., | had a mini viva to secure my
application. In this examination | enquired about running a pilot project and was informed
that this would be a good idea. In the right setting a pilot project would allow me to trial my
session activities, make mistakes and gain constructive feedback from participants. Pedwell
(2012) discusses important elements that can lead to safe learning and trust building. These
include the learners being able to admit to a lack or limit to their knowledge and feeling safe

to learn and unlearn.

As the learner in the pilot project these points informed my search for the setting to run my
pilot project. It had to be a place where | could feel safe to make mistakes and admit
limitations or problems with my approach and activities. | wished to be somewhere where |
could look foolish but keep going with my work without losing credibility. This would mean
the backing of the organisations’ management and staff and through them the patience of

the young people.

The setting of a youth project appealed and led me to approach an independent youth
project in Haverfordwest called the Garth Youth and Community Centre (GYCC) run by a
former contemporary of mine. We had always had a positive relationship and | had never
previously worked with young people in her youth provision. The manager agreed to host
me and | ran a four month pilot project from the beginning of October 2017 to the end of
January 2018, working with young people in year nine and above in the senior youth drop
in. | explained from the outset that participant feedback on my delivery was as crucial as
their thoughts on the activities and built time into each session for evaluation as well as a
session for interviews and feedback. The Pilot was successful, and the main criticism was

about the delivery rather than content. The participants thought all the areas covered were
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interesting and important but found some of the session too long and not interactive
enough. In other words, they got bored, at one point to such an extent that many of them

contemplated withdrawing from the project.

Changes made following the Pilot Project:

During the pilot project the sessions were delivered in the following order:

Zombie Apocalypse

Brave New World

Citizenship snakes and ladders
A Sharp White Background
The Warmth of Other Suns
Political approval game

Should they stay or should they go

©® N o u A W NP

The laws of God and Men

They really enjoyed sessions one, three, four and six, particularly playing the snakes and
ladders board game and discussing othering in the fourth session. They found the remaining
sessions interesting in content but my delivery lacking in interactive opportunities and too
similar to a lecture. After one session the participants told me that they were getting bored
and wanted to play a game. | realised that participation levels could be damaged and it also
threatened the partnership relationship in the PAR approach. Genat (2009) explains how

important this partnership is:

“The way the researcher negotiates, engages and facilitates research with the

participant group is key to the research outcome” (Genat, 2009: 103)

Had their participation ceased then so to would the research. To prevent their
disengagement, | could have relied on coercive techniques and incentives but this would
have gone against the principles of voluntary engagement. There was also the ethical
consideration that young people may avoid their youth centre in order to avoid participating
in my research. Due to all of these factors | promised the young people that the following

week would be a game.
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This shows the importance of respecting young people’s leisure time, not adopting an adult
intellectual approach of assuming | knew best and listening to their view. Whilst these views
contained criticism of me it was constructive and not personal. That was the reason | was
there so | was grateful for their honesty. On reflection | queried why an experienced
practitioner had failed to be interactive and realised that it was in fact because most of my
practitioner habits for the previous five years had focused on formal education or
interventions. It had been a while since | had fun when working with young people and |
really enjoyed it. They liked that | allowed them to express themselves and be partners in

the control of the conversation, | just had to ensure the activities were more engaging.

Through out the research chapters | explain how some activities were changed to be more

interactive and delivered in a different order. The new order for the research proper was:

Zombie Apocalypse

Brave New World

Citizenship Snakes and Ladders
Political Approval Game

Should they stay or should they go
Security versus freedom

The Warmth of Other Suns

©® N o v k~ W NP

Against a Sharp White Background

| decided to top load the order of the sessions with the game based activities in order to
capture the interest of the participants. Using games, | could sustain their interest and build
up to the activities looking at more serious, real world issues. | also sought to finish with the
crescendo of empathy and critical thinking which | hoped the Warmth of Other Suns and
Against a Sharp White Background would represent. Overall | was satisfied with the pilot

project’s success and felt confident and ready to embark on the research proper.

Research project one: Butetown Youth Pavilion

This is a modern building that hosts many educational projects during the day and is open
four nights a week for youth club. My Sazani Associate contact, Ali Abdi, was the gatekeeper

to accessing this project. Adil took me to the centre one evening when he was running a

73



workshop. This gave me a chance to meet the manager and get a feel for the young people
and their community. | arranged a time to come in and speak to the manager to discuss my
research more. It is worth mentioning at this point that | was driving from Tenby to Cardiff
many times a month/week in preparation for the research. | had planned for this in terms of
time and money so that neither of these became a barrier to my research. In fact | used the

two hour journey to reflect on the evenings sessions.

When | arrived to meet with the project manager | was not given the warmest welcome.

The following is an entry from my research journal:

When | arrived | had to wait and took a seat outside the office and heard the
manager go in and say to her colleague, with equal amounts of resentment and
resignation “And now I've got to interview this Ph.D student”. | knew how she felt.
I’'ve been in her position. That day you’ve dealt with everything from writing fund
raising bids, supporting young people, cleaning the toilets and trying to remember if
its the week that the bins go out. You’ve been in work all day and you still have the
evening shift ahead of you. Then there is you, some PhD student who wants to find

out how young people think. Great, hello you.

| had come prepared with all my paperwork including research outline, consent forms, DBS
checks and references, both academic and professional. | imagined she was concerned with
being lumbered with some academic with no youth work experience who would need
supervision and support. This highlights a concern in PAR that the partners in the research
can be skeptical or critical of the researchers’ abilities. | came across as a competent and
experienced professional who was carrying out practical research on an important subject. |
recognised that she might have reservations, but by explaining my background and
experience, providing details about the sessions and showing her my paperwork we
established a rapport. | know how hard it is to manage a youth project and that a good
manager wants the best for the young people they work with. | am fortunate to have the
experience | claimed and this is important as if | had not, the research would expose this and

| would have encountered many additional barriers.

| knew from Ali that very few females came to the youth drop ins and | wished to have

amixture of male and female participants across the whole research and not just in the
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traveller project. This led to agreeing that | could attend the centre on a Wednesday when
the girls project was on. The vast majority of the female members were from Islamic
families and often only attended the centre on a Wednesday. This was for a combination of
reasons including culture, family choice and personal choice. This meant that the three
hours of girls night was precious social time, as for many of them it was the only time they
socialised outside of school or family. | suggested running the sessions before the girls’ night
started, beginning my sessions at 4.30pm and overlapping into the evening session, which
began at 5pm. | did this to respect young peoples’ leisure time and to remove a potential
barrier to participation. | arranged to visit two days later and attend the girls night to
introduce myself and attempt to recruit some particiapnts for the following week. This
worked, in no small part because of the managers support in breaking the ice with young
people. In discussion with the manager | was able to ascertain what subjects or areas of
conversation should be avoided. She told me that it would be best to stay clear of anything
relationship, sexual or procreation related as many of the young people came from

households where there was no open discussion of such issues.

Research project 2

Grangetown Youth Pavilion

This was very much Ali’'s domain.

This is an old building that used to be a Crown Green bowling club house. The community,
with Adil very much in the forefront, is fundraising to transform the building. A National
Lottery grant had them well on the way to meet their goal of over a million pounds.
Opposite the centre was a brand new 3G astro turf pitch paid for by the legacy fund from
the UEFA Champions League final played in the Principality Stadium in Cardiff. All of this was

contained in Grangetown park, a well used community resource by people of all ages.

Ali opened the building most evenings for young peoples’ drop-in sessions. Other rooms in
the building were used by other organisations and community groups including a homework
club. We agreed that | would attempt to do the sessions on a Wednesday so | would only
have to drive up to Cardiff once a week. This did not work out due to a variety of reasons,

but again, it is important to note that | anticipated this in terms of giving myself plenty of
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time and budgeting accordingly. Having a positive pre-existing relationship with Ali meant |
felt comfortable in this setting, whilst remaining respectful. What remained the same is that
| would be engaging primarily with young people. Building or reaffirming positive
relationships with gatekeepers was therefore only a part of the process. The real work

would begin the following week when | started my sessions.

Both these locations are in the area of Cardiff that was once known as Tiger Bay. Many of
them are descendents from Somaliland merchant sailors who have had a presence in this
community for over a century. Ali walked me around the community on a previous visit and
showed me the wall that seperated the old Tiger Bay from the new Cardiff Bay. We walked
through the underpass and | understood why his community felt marginalised as the
difference in investment was very apparent. This was an important point of view to
understand as | might be seen as associated with the new Cardiff Bay, being white and
middle class. | explained to Ali the content of my sessions and asked him if there were any
subjects that | might avoid. He told me that with the young people | was working with no
subjects were off out of bounds but they would probably be uncomfortable discussing

women’s issues or issues connected with child birth.

Research group three

Monkton Priory Project

Monkton priory Project is a school within a school. The parent school is Monkton Priory
Community School, which works with childen and young people from nursery age to year
six. It is in the community ward of Monkton in Pembroke, West Wales. Monkton is ranked in
the bottom 10% of deprived areas in Wales. The Priory Project is a school for gyspy traveller
young people, mainly from school years 7 — 11. It was set up over twenty years ago to
provide education for the children of travellers. This was for two reasons, firstly there was
conflict between the gyspy community and the government around school attendance.
Many gyspy families expected the children to work and contribute to the household once
they reached secondary school age. Many parents also did not want their children attending
the local comprehensive school in case they got involved in inappropriate behaviours. When
the project was initially set up there were also many families who would come to the area

for seasonal work, for example, in December to pluck Turkeys. The Priory Project was set up
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to ensure those young people who were forbidden from attending mainstream school

received an education and those children visiting could keep up with their schooling.

The gyspy travellers have been part of the community for generations and are very much
integrated and accepted yet at the same time retain a fierce and independent sense of
identity. | have worked with young people from the Monkton traveller community since
2006 in my numerous roles in Pembroke’s youth project. | have worked in the Priory project
as a tutor for 5 hours a week since | commenced my Ph.D in October 2016. Initially the
project was going to be with the groups in Cardiff however | made the decision to expand it

to include the Prioryfor the following reasons:

1- 1 wanted to explore how these activities went when delivered in a formal
education environment as well as leisure time based settings.

2- | wanted to see if a pre-existing relationship with the participants and the
organisation impacted on how well the activities went.

3- Gypsy traveller young people are a white minority ethnic group who have

experience of discrimination and stereotypes.

Hart (1992) suggests that PAR projects should ideally be instigated by members of the
marginalised group itself. It was experiences with young people from this area that partly
instigated and inspired this research and so having some members of this community
particpate seemed fitting. | know from previous experience that discussion around anything

relating to sex, including relationships, gender and periods was off limits.

Gaining consent was a subject | discussed with each of the lead professionals in the hosting
venue. In both BYP and GYP | took plenty of consent forms when | went for my pre-research
visit. Whilst being introduced and speaking to the young people, | discussed the importance
of young people giving their consent to take part and that | could not do this without them. |
believe that this helped established an interest due to the power resting with the young
people. | used this as a spring-board to telling them that their consent would require in turn
consent from their parents or carers. Consent forms are standard and common place in
youth and educational places, often used for internal and external activities and trips. |

handed many forms out and left others in the centres and to my surprise and delight | had
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many consent forms returned. Over the course of the project the young people began self
policing the forms by ensuring that new participants had completed them before they
attended. In the Priory gaining consent was done by sending letters home to the parents

who responded promptly.

These communities have very strong or strict family values particularly linked to gender
roles which they self police. None of the activities looked at sex, gender or relationships but
| realised | would have to be cautious of the direction in which the discussions around
subjects might lead. This would avoid the ‘wrong’ kind of controversy which might have
repercussions for myself, participants and hosting organisations. | also know is that all three
projects are very popular with outside agencies. The funding environment is such that
working with marginalised groups tends to be attractive to funders and as a consequence
multiple agencies look to work with these groups. This would mean that my sessions could
be cancelled in favour of other organisations. This was also accomodated for in the time |

set aside for my research.
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Chapter 4:
Part one: Zombie Apocalypse.

Part two: Brave New World.
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Chapter Four, part one: Zombie Apocalypse

Introduction

| wanted the opening activity to be fun, engaging and stimulate debate, controversy and
critical and empathetic thinking. In essence | wanted to show participants what they could
expect over the forthcoming sessions, start building trust and positive relationships and was
keen to introduce citizenship and othering at the beginning of my work. With
encouragement from supervisors | took an activity from practice and developed it for use in
my research. | have been using the Zombie Apocalypse (ZA) activity in my work since 2010.
It was stimulated by discussions in my personal and professional life about how people
would behave in a Zombie Apocalypse both specifically and as an example of a collapse of
civilisation. | developed a game to engage young people in an alternative curriculum
provision | ran designed to promote communication and teamwork through fun and
discussion. In 2014 | worked with Sazani Associates on a resilience project in Sofia, Bulgaria.
| was asked to develop training tools on how to prepare young people to respond positively
in the event of a disaster. | adapted and refined ZA to link it to discussing how young people
might and could behave in such a situation. | then took this into schools for a short series of
sessions on building resilience among young people in West Wales as part of the Local
Authority’s Community Cohesion Strategy. The game asks young people to examine rights
and responsibility in citizenship through interactions and reactions with and towards others,
both real and imaginary. It allows them to explore what they believe is valuable and why. As
an activity that has worked well previously in a variety of settings | felt confident taking it

into a new environment.

Planning and preparation

ZA is serious play as it contains and encourages creative thinking and involves elements of
make believe (Blanchard 1995). Playing ZA includes the three game playing levels of Spolin
(1986) in that the participation is fun, it is creative as it requires the use of problem solving
skills and there is catalytic action in their expression of thoughts which leads to learning.
Game playing has been used in researching young people’s views previously. Rieber, Smith
and Noah (1998) describe lessons run by a USA High School teacher using the SimCity

computer simulation which was able to teach about citizenship roles and responsibilities as
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well as economics ‘within a structure that is consistent with curriculum objectives” (Rieber,
Smith & Noah 1998;33). Schrage (2000) points out adults are not always comfortable with
the idea of playing, potentially seeing it as childish. | would suggest that teenagers can also

be reluctant, especially if they desire to be treated as adults.

The activity uses imaginative reconstruction to establish the imaginary scenario, which in
this case was that a global pandemic had erupted and turned most of the world’s population
into Zombies. | also explained to the participants that as the facilitator | set the scenarios
parameters and had the final say on the rules. Next, | divided the group into teams to begin
the activity. The first task concerns ‘scavenging’ and ‘trading’. Each team is given an
envelope containing a list of equipment they have ‘scavenged’ in the apocalypse complete

with laminated pictures.

Table 4.1.1 — Items for tribes

Tribe 1 Tribe 2 Tribe 3

First Aid Kit Tobacco Bullets
Television Water tank, Matches
Hammer fresh food 2 mobile phones
Crossbow Baseball bat Castle

Tinned food £1000 cash Bottled water
Hotel Mountain bike Antibiotics
Landrover Forest camp Samurai sword
Electricity generator | Cave Sports car
Playstation 100 litres of petrol | 10 litres of petrol
Dirt bike Machine gun

The resources are a mixture of weaponry, supplies, shelters, machinery with a few red

herrings thrown in. Examples of these are the money and the PlayStation which would be of
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little use in an apocalypse. The distribution is designed to encourage trading, which is the
next activity. For example, tribe two has a machine gun and tribe three has the bullets. It is
hoped that the tribes will agree to making some trades and through mutual consent arrive
at the conclusion that they should join forces to create one tribe. If they do not | would ask
them to explain why they did not want a merger, ensure they know | respect their decision
but explain that for the purpose of the game | was exercising my right as the facilitator
uniting them. Next, they would discuss their tribal rules and punishments amongst
themselves and attempt to agree on them. The final part of this activity would be to discuss
the admittance of others to their tribe. In my continued role as facilitator | would explain
that their success made their tribe an attractive proposition for other, lone survivors. This
would be done in two parts. The participants are given a sealed envelope, written on the
outside is the profession of the applicant and inside is a piece of paper with a twist. Inviting
participants to read out the first piece of information, | draw on Wilkerson’s (2010)
argument that people wish to join their tribe because it is better than where they are. They
vote based upon this information and then open the envelope to reveal the twist and vote
again. | was interested in seeing how their views on resources and security would influence
their decisions. The twists would challenge initial judgements and | wanted to see if they

would change their minds and why. The eight others and their twist were as follows:

Table 4.1.2 List of others with twists

Person Twist

Medical Doctor, 45 Convicted sex offender

Soldier, 30 Suffers from Post-Traumatic Stress Disorder
16 year old boy Boy genius

Religious Minister, 40 Qualified counsellor

Musician, 40 Qualified electrician

Farmer, 55 Diabetic

Builder, 25 Racist
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Mother and child, 23 & 7 respectively | Mother is a member of Territorial Army

| used neutral terms such as minister, rather than priest or imam in line with the Bystander
approach of not alienating participants from the discussion (Katz, 2013). | evenly split the
usefulness in both the primary professions and the twists. The professions feature four
which may be deemed useful: doctor, soldier, builder, farmer. The twists reveal that the
four people often deemed un-useful could be: counsellor, electrician, genius, Territorial
Army. This is deliberately done to demonstrate that people are complex and decisions made

about them are often not.

During the pilot ZA worked well in engaging the young people as a first activity. There were
two main changes made as a result of participant feedback. The first was to ensure all the
others had a twist as the participants enjoyed the drama and theatre of the reveal and
originally only four of the others had twists. | also changed the twists to a mixture of
positive and negative narrative, rather than solely negative so that the participants would
rethink and question previous judgements. The other substantial change was to divide the
equipment into three lists rather than random selection to ensure that each tribe would
have something to trade with. From the pilot | found the best way to record the information
was to record discussions on a dictaphone and use flip chart paper for writing down the

rules and punishments and the voting records for the others.

Delivery and engagement

Butetown Youth Pavilion

The participants at BYP consisted of five young people who split into three tribes: two
friends both 14, two friends both 16 and one solo 17 year old. The three older participants
welcomed me with scepticism, concerned that my game would be childish. As young adults
this links to Schurage’s (2000) observations that adults may often see games as beneath
them and question their validity in a work/professional environment. To my surprise the
participants were not familiar with each other. Previous experience has taught me that

through project membership people are at the very least aware of each other.
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The tribes that featured the older participants quietly examined the items they had, whilst
regarding the exuberant delight the youngest tribe showed at having a machine gun with
mild disdain. During the trading their cold hauteur began to thaw and they relished pointing
out to the youngest tribe that they had no bullets for their machine gun. This led to a
reasonable conversational exchange and when no-one would trade with another tribe they
decided amongst themselves to unite. The older participants then began engaging with
moderate enthusiasm, grudgingly accepting that the game was not entirely childish. The
new tribe set about establishing their rules and punishments, please note that the

punishments are not set out against the crimes they punish.

Table 4.1.3 BYP rules and punishments

Rules Punishments

Be equal 3 crimes and out

Share equally | Punishment through starvation, but not to death

Rota for duties | No-one thrown to the Zombies

Do not murder | Kicked out for a day so they realise how good they have it.

Do not steal

After we completed this section | informed them that Others wished to join their tribe and
handed out the envelopes to participants. Like the pilot project they also enjoyed the

suspense part of this activity.

Table 4.1.4 BYP voting record on admittance of others

Applicant Description | First Vote | Twist Revealed Second Vote | Change
Doctor 5Y Sexual offender 2Y 3N 3TON
Farmer 2Y 3N Diabetic 5N 2TON
Boy 1Y 4N Genius 2Y 3N 1T0Y
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Soldier 5Y PTSD 3Y 2N 2TON
Musician 5N Electrician 2Y 3N 2T0Y
Builder 5Y Racist 3Y 2N 2TON
Minister 5N Counsellor 3Y 2N 3T0Y
Mother and daughter | 1Y 5N Member of territorial army | 4Y 1N 3T0Y

Grangetown Youth Pavilion

In this session there were four participants all seventeen year old men and all friends who
divided themselves into two equal teams and | laid the pictures from the third list face down
and allowed them to randomly select items from it. The Grangetown tribes refused to trade
with each other and they were adamant about staying in their hotel and castle respectively.
Both tribes agreed that in a Zombie Apocalypse it was every man for himself. The
participants viewed this stage of the activity as competition and their friendship displayed a
jovial adversarial nature. | used my position as the facilitator to persuade them that they

were together for the next stage of the activity.

Table 4.1.5 GYP list of rules and punishments

Rules Punishments
Have each others backs Given more duties
Work as a team and be as one One to one chat

Shot in the leg

Share weapons resources and duties

Respect for each other

Help one another

Each person has a responsibility

One rule each
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Next we looked at what they would do when others wished to join their tribe.

Table 4.1.6 GYP voting record on admittance of others.

Applicant Description | First Vote | Twist Revealed Second Vote | Change
Doctor 4y Sexual offender 4Y ND
Farmer 4y Diabetic 3Y IN 1TON
Boy 4N Genius ay 4T0Y
Soldier 4y PTSD 4N 4TON
Musician 4N Electrician 4y 4T0Y
Builder 4Y Racist 4N 4TON
Minister 4N Counsellor 4N ND
Mother and daughter | 1Y 3N Member of territorial army | 4Y 3T70Y

Priory Project

The participants from the Priory project were all 15, three boys and one woman, and had

been classmates for several years. The participants enjoyed the bartering: their approach

was to attempt to con the other tribe into giving up something valuable e.g. medicine for

something worthless, such as money. They did not actually make any exchanges but did

agree that they would be better off working together.

Table 4.1.7 Priory list of rules and punishments

Rules

Punishments

Don’t backstab each other (metaphorically or literally),

listen to each others ideas.

drains resources

No physical punishment as it

No betrayal

Extra duties
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Share everything, no greed Cut rations until they understand

seriousness

Say what you mean Lose status

No arguing Execute

Take turns on lookout Hang them by their feet
No waste Replace what is taken

After this we explored the issues surrounding the admittance of others to their tribe.

Table 4.1.8 Priory voting record on admittance of others.

Applicant Description | First Vote | Twist Revealed Second Vote | Change
Doctor 4y Sexual offender 1Y 3N 3TON
Farmer 4Y Diabetic 4N 4TON
Boy 3Y 1IN Genius 4y 1T0Y
Soldier A PTSD 4N 4TON
Musician 4N Electrician 4N ND
Builder 2Y 2N Racist 4N 2TON
Minister 4N Counsellor 4N ND
Mother and daughter | 1Y 3N Member of territorial army | 4Y

Discussion and reflection

What was significant about this activity was that in all three projects the sovereignty of the
tribe was undisputed, it demands your loyalty, your work and probably your sacrifice in a
way that suggests subjecthood more than citizenship, despite there being no obvious
monarch or equivalent. Yet across all the tribes there was emphasis on showing respect,

sharing resources and equality and this indicates both rights and responsibilities were given
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equal consideration. The only group that would take tribal citizenship away would have
been BYP, although they were conflicted on this, first ruling it out, then advocating a day’s
banishment followed by a three strikes and you are out rule. Grangetown and the Priory did
not mention it but they did suggest loss of status within the tribe instead. Chabot Davis
(2004) discusses how affective empathy can be created if a person recognises their
complicity in another’s fate. If the tribe were to throw someone to the Zombies it would be
hard to ignore their role in the person’s death. Instead the Priory and GYP tribes suggest
punishment which would in some way differentiate citizens. They both advocated giving
offenders additional duties, stripping them of responsibility and through that rights and
status. There is no civilised standard of living, no social safety net and the use of capital and
corporal punishments shows that laws are brutally enforced. This reflects the recognition
across all tribes that survival is the key objective. This indicates a cultural identity based
upon “a recognition of some common origin or shared characteristics with another person ”
(Hall, 1996: 2). The origin is the apocalypse and the shared characteristic is survival, to which
the tribe is all important. The rules impose a high level of individual and self-responsibility
that Sinclair et al (2010) would say is prominent in a civic model of citizenship. Barber (2009)
suggests that in civic citizenship there is a reduction of choice as societal pressure forces you
to conform. In the tribes, the brutalities of the punishments were designed to induce
compliance. Painter and Jeffrey (2009) talk of protections to liberty as a key right of
citizenship, yet what liberty exists in a crisis especially if liberty is seen to include the right to
individual ownership? The game enabled us to ask questions such as does survival trump
liberty to which the answer appears to be an overwhelming ‘yes’. In a ZA, rationing,
sequestration of property and conscription are harsh examples of how the risk of a
collective threat imposes on liberty. Building on the social contract of citizenship as
advanced by Marshall (1950) and defined by the likes of Turner and Isin (2008), the tribes
behaviour in this game suggested that the priorities were working together, sharing and
showing respect to stay alive. The general feeling was that if a person did not like this social
contract then they were free to leave, so whereas expulsion did not heavily feature the
concept of self exclusion did. This freedom to leave and probably die is a brutal form of

liberty in these tribal communities.
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The stark rules combined with harsh punishments of the ZA tribes responded to my first
research question in the participants putting the emphasis on the individual. This is in line
with Josephs (2013) who suggest that in the neo-liberal world the responsibility of survival
belongs to the individual. However this responsibility is displayed and acted out in their
contribution to the collective survival. In a neo-liberal world the most important part of
citizenship is what Karanti and Gill (2002) called the substantive or active element of
citizenship. Identity and membership in these tribes seems to be mostly defined through an
individual’s work contributions and their behaviour. The attitudes of the participants
towards the Others in the final part of the activity further explores this notion of tribal

citizenship being contingent on work and behaviour.

Table 4.1.9 Comparative and overall results of first round of voting on admittance of

others.

1* vote BYP GYP Priory | Overall

The Other Yes | No | Yes | No | Yes | No Yes No
Doctor 5 0 |4 0 |4 0 13 0
Farmer 2 3 |4 0 |4 0 10 3
Boy 1 4 |0 4 |3 1 4 9
Soldier 5 0O |4 |0 |4 0 13 0
Musician 0 5 |0 4 |0 4 0 13
Builder 5 0 |4 0 |2 2 11 2
Minister 0 5 |0 4 |0 4 0 13
Mother & daughter | 1 4 |1 3 |1 3 3 10

With the exception of the farmer in BYP and the builder in the Priory most of the results
were resoundingly for or against admittance. The three tribes all voted largely in the same
way, the soldier and the Doctor were unanimously accepted in all three as their skills and

experiences were highly valued. This may suggest a similarity of views around othering. A
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notable difference was the Priory accepting the boy. One participant though he should be
refused as he had no skills and would drain valuable resources like food. The other
participants identified that he was useful because he was young, fit and healthy.
Unknowingly these teenagers identified their own usefulness in a crisis. They also felt guilt
about letting him die, but this did not extend to the mother and child who they left to the
Zombies. They were of a mind that in a ZA you had to be selfish and that the only important

thing was helping the tribe survive.

One thing that stands out is that not everyone is allowed in, which means they are potential
Zombie fodder. This very much highlights Butler’s (2008) questions about who counts as
human and what counts a being a life? It seems here that the right to life comes from a
person’s value to a society. In this case people with skills which could help survival were
welcome and more often than not those without useful skills were not. There was little
consensus on all skills, with debate over whether the farmers skills were useful or not: is

there time to grow food in a ZA?

The vote for the mother and child in Grangetown was based on the argument ‘imagine it
was your sister’. This was interesting in that the attempt to establish empathy was through
suggesting a personal connection. This was the bystander approach (Katz, Heisterkamp &
Fleming, 2011) and following it the other three members found it very hard to refuse the
mother and child. A critique of this could be that it is an empathy that sees women and
children as subordinate and therefore in need of pity. Yet none of the groups agreed with
this ‘women and children first’ thinking as the mother and child were refused membership

in all the tribes, which may represent a meritocratic equality of a sort.

Others with no skills were not welcome and the overriding condition for tribal citizenship
became contributing to survival in a time of fear and uncertainty. Noxolo and Huysman
(2009) ask whether “pre-empting danger is becoming a major category for organising social
and political life?” (pp7). In this imaginary scenario fear of an external threat, in this case
zombies and protection of resources became very powerful social organisers. Usefulness
was the negotiating tool of defining tribal membership and the twists asked young people to

explore the relationship between usefulness and risk.
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Table 4.1.10 Comparative, overall and swing of second round of voting on the admittance

of others.
BYP GYP Priory Overall

The Other Y [N [Swing |Y | N|Swing |[Y| N |[Swing |Y | N | Swing
Doctor 213 |3toN|[4|0|N/D 1{3|3toN|7 |6 |6toN
Farmer 0|5 |N/D 3/1|1toN|O|4 |4toN|3 |10|5toN
Boy 23 |1toY |4|0 |4toY |4|0 |4toY |10|3 |10toY
Soldier 312 |2toN|0|4 [4toN|0O |4 |4toN|3 |[10|10toN
Musician 2|3 |2toY |4|0 |4toY |0]|4 | N/D 6 |7 |6t0Y
Builder 312 |2toN|0|4 |4toN|O |4 |2toN|3 |10|8toN
Minister 3/2 |3toY|[0O|4|N/D [O|4|N/D |2 |11|2t0Y
Mother & daughter |4 |1 |3toY |[4|0 |4toY |40 |3toy |12|1 |9toY

In BYP the twists made all voting a lot closer than before. In both Grangetown and the Priory
the voting remained decisive in nearly all situations but on five occasions in each venue
there were big swings. The discussion matured from concentrating solely on usefulness to
now include morality, threats to people as well as threats to resources. The tribes also
began to introduce a skills deficit. For example, the Priory was going to stay with the soldier
until they discovered that the mother had a similar background, at which point the soldier
was jettisoned. The skill, not the person, was important. There were also strategies for
inclusion. In BYP the soldier was highly valued and they did not want to lose them, so they

accepted the minister to counsel him.

In all these imaginary scenarios the musician and especially the minister were given short
shrift. The latter was only accepted by the Butetown tribe. The electrical twist in the
musician’s portfolio gained him entry to two of the three tribes. | was curious about their
views on culture. Edsel and Witter (2010) describe how important art and music and the

conservation of it was to the occupied countries and their liberators in WWII. Yet all the
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tribes saw music as frivolous and there was no place for singing or praying in a ZA.
Throughout the research project, the Grangetown participants spoke often about their
religious beliefs. | put it to them that the minister was one of their own, but they remained
firm, stating that only God can judge them. This was said several times during the research,

a combination of religious belief and Tupac appreciation.

Clarke and Doel (2011: 49) suggest that “...the post-modern world is as inhospitable to
morality as the modern", a statement which can be explored through attitudes towards the
Doctor and the builder. The Doctor’s twist created a great deal of controversy and in BYP
they referenced an ongoing EastEnders storyline involving sexual offenders and thought
that the expertise did not make up for the crime. One of them was also concerned of
potential retribution against the Doctor by other tribe members who could break the laws
and that this would cause no end of problems. The calculation of the Doctor’s skill versus
the crime was shared by the Priory tribe but not by Grangetown who felt a Doctor was
essential and could always be locked in a room. In this case the skill and, by extension, the
contribution to survival the Doctor brought trumped their moral standpoint. This is a good
example of how a person’s practical value was the deciding factor in the decision of
accepting others often at the expense of personal morality. The builder remained in BYP by
the slimmest margin and the participants made it clear they did not like racists. The
rejection of the builder in both Grangetown and the Priory saw moral viewpoints given
more weight than usefulness. This imaginary world produced a conflicting and indifferent
morality in people, which could be linked back to concepts such as the banality of evil
(Bauman & Tester, 2001). Seen through a very hard lens the participants decision making
process towards the others is very much a rationalisation of evil. Whether a person is
denied tribal membership through lack of usefulness or morality they would face an almost
inevitable fate of death by Zombie. There are absolute decisions such as the builder whose
racism almost instantly marks them out as a bad person. Yet in a small group, facing an
external threat, racism is not necessarily a threat. The Doctor was judged more in an
utilitarian fashion where their skills almost excused their crime. The first part of the Clark
and Doel (2011) quote is as follows: “What matters to us is us, not them...” (Clarke and Doel,
2011:49). This would fit into Isin’s (2004) theory of the neurotic citizen, who is only

concerned about themselves and their rights and how others may impact this. The attitude
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toward the Doctor could reflect that and it would be interesting to see if they did not have
secure accommodation (e.g. castle) would racism become less of an issue towards a person

who could provide shelter.

This prioritising of the individual rights, both in the sense of the tribe and its members puts
me in mind of Mountz’s(2015) view of the inversion of risk. In this people perceive the world
from a standpoint which revolves around decision making focused around the risk to
themselves rather than the risk faced by others. It is not just potential behaviour, but also
issues and views that are seen as the matter of security and in the eyes of people such as
Buzan et al,(1998) & Pugh, (2009) this has led to securitisation of the Muslim community in
the UK. The tribes are safely ensconced with the safety of a castle, with food, weapons,
water and medicine. Opposed to this, the eight others are facing the real risk of Zombies,
yet the tribe judges them through their own position in the world. This reflects the
perception of the refugees as a threat to our privilege, yet these same refugees may risk
their lives daily. This can be seen in how all three tribes now accept the mother and child
now that she has a use. The treatment of the mother and child also demonstrates two of
Clark’s (1997) three forms of empathy. They had a cognitive empathy where they
recognised the difficulties all the others faced and the cause of these difficulties. They also
all had an emotional empathy towards the young child as none of them were happy to

initially leave her out. Yet it took the mother being useful for the child to be saved.

What | learned from this session is that the varied enthusiasm called for a delicate approach
such as in BYP where | respected the enthusiasm of the younger girls and the reluctance of
the older girls. The Priory and Grangetown participants showed none of the reservations of
the BYP girls but the behaviour of the Grangetown males was problematic at times. It
immediately tested the dynamic between practitioner and researcher. | did not feel that it
was my place to challenge the content of the behaviour, only control it. Had this been a
project where | had ‘standing’ or authority | might have done. However | was conscious of
being a first time guest and so concentrated on bringing them back to task. Fortunately,
none of their behaviour was worse than silly and revealed changes that could be made in
the future. In Grangetown one group became fixated on playing Call of Duty for zombie
killing practice. They had acquired petrol to fuel the generator when choosing from the final

list. This illustrates the importance of having a contingency of pre-splitting the third list for
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when there are only two teams. Grangetown was an exhausting session which upon
immediate reflection | thought unsuccessful. When | examined the results | realised that
they had made excellent contributions. It is possible that my positionality as a visiting white
man, and not from their community, may have had an effect on their engagement. | think it
might have been harder if | had not been vouched for by one of their community leaders as
not once were they disrespectful towards me. This demonstrates the importance of
gatekeepers to working with some groups of young people to build trust and reassurance.
The Priory students engaged with an enthusiasm that | have often seen in students who
realise that it is not a formal lesson involving academic work and writing. It was also easier
in the sense that | had an already existing positive relationship with the project and

participants.

This activity showed that imaginary reconstruction worked well and ZA was effective as a
curriculum material to engage young people in conversations around citizenship and
othering and through that gaining their views and opinions. The activity worked as it was
designed, namely as an imaginary scenario with rules. At points, particularly the discussion
around others all three groups were in what Ciskszentmihalyi (1979) would term in the flow
of the activity. This means they were fully engaged and temporarily forgetting any
misgivings they may have had at the beginning of the activity. The use of the twist in the
others exercise introduced complexity into what were initially, straightforward decisions.
Whilst not strictly speaking critical thinking, it was dialogical thinking. This lays some
groundwork for future work where the link between real life issues and the imaginary
scenario will be more prevalent and obvious. The participants also engaged reasonably well
and the session began to do what Edmonstone (2016) describes as developing trust
between participants and practitioners. In BYP and Grangetown it was establishing a
foundation of a relationship and in the Priory it morphed the existing relationship to include

alternative education.

During the writing, editing and corrections of this manuscript a question was raised around
the use of the word ‘tribe’ in this activity due to its potentially problematic colonial
connotations. The recognition and acceptance of this demonstrates how my own thinking
has become more informed, complex and dialogical in the production of this thesis. The

initial use of the word was based upon creating a temporary and instant imaginative
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geography and shared identity among the participants, which | saw as vital. This is why |
avoided the use of ‘groups’, which | thought too neutral. | also considered ‘teams’ but
thought that is more commonly associated with games or sports. In any future use of this

game, | would seek a more appropriate, sensitive term for participants.

This activity has shown in practice and in research that it is adaptable and could be

developed and adapted to explore these other, related issues.

e Criminal justice systems, leading on from rules and punishments;

e Focus on resilience by using it as a pathway to discussing potential real life scenarios
and their actions within them.

e To explore their views on morality through their decision making process in the
Other section of the game. In this case it would have been interesting to find out
more on their perception of use, e.g. does it only apply in a crisis;

¢ Following from the participant in the pilot | do believe that this could also be turned
into a residential practical exercise, which would be very exciting to plan and deliver;

¢ In future sessions it would be interesting to explore the inversion of risk and
challenge participants on how quickly their reasoning concentrated on their own
survival;

¢ In the future it might be interesting to explore the mother and child as separate
others to see if they would be more inclined to help a lone child;

¢ To give some of the group an other identity and get them to argue for admission,

perhaps bringing in more elements of personality than usefulness in the process.

The activity could be bespokely adapted to focus on one or more of these issues or through
extending the length of delivery to include them. This would be in keeping with the fluidity
of how a practical activity to promote team building came to explore issues connected with

citizenship and othering.

The acceptance of others through the framework of usefulness was largely their idea and
demonstrated the neo-communitarian and valuation based concepts of citizenship in
ongoing citizenship debates. It would be fair however to ask whether | set them on this road

by listing people's skills and/or professions. It may have been less leading to begin the
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othering section by asking them how they would feel about other people joining their tribe.
Across the three projects, participants were instantly pragmatic from the very beginning of
the activity. | believe that this may partly have been due to the scenario being a familiar one
thanks to films and televisions. The recognition of this familiarity is of course one of the
reasons the activity came about. This supposition was validated by the participants
referencing Zombie film canon such as World War Z and Zombieland. What | find curious
about these two films is that they sanitise a ZA. In World War Z the apocalypse was averted
and in Zombieland the apocalypse was quite fun. Yet, the activity was about citizenship and
so the lightness of the activity probably allowed the questions of citizenship and othering to
remain the focus rather than survival. | took away from this game some interesting findings
and had established a good base on which to build on in future activities, beginning with

Brave New World.
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Chapter 4, part two: Brave New World

Introduction

After Zombie Apocalypse | wanted to give participants the opportunity to become the
architects of their own worlds. Matthews and Limb (1999) and Tyrrell (2012) discuss how
young people have different ways of knowing, experiences and perspectives to adults which
should be valued. | agree with this view and wanted an activity which could explore the
views and opinions of the kind of society and social contract young people would like to see.
In my literature review | give a brief history of British citizenship and through this activity |
wanted to explore Marshall’s (1950) citizenship and his concept of a social contract that
guarantees citizens a civilised life. One of the areas of Marshall’s (1950) work | wished to
explore was the social contract and views upon a civilised standard of living and a welfare
state.

Brave New World, like ZA, is influenced by an activity that | ran as a practitioner in which
participants designed a town they would want to live in. The aim of this was to make them
think about their own communities and their behaviour within it. This took place in what
Vanderbeck (2007) would describe as an adultist approach, where the debate over public
space and public services was dominated by an adult narrative. Yarwood & Gardner (2000)
give an example of this by suggesting that young people are often seen as a law and order
risk in discussions on public space. Vanderbeck (2007) discusses how this adultist view can
infiltrate views upon children’s geographies and can potentially devalue or undermine the
seriousness with which Children’s Geographies are treated. One of my main intentions was

to treat young people as full social agents throughout this research.

Planning and preparation

The activity Brave New World (BNW) follows on from Zombie Apocalypse (ZA). The activity
looks to build on ZA in themes, participant discussions and engagement. The ZA activity and
the first part of BNW are phase one of Lakin & Mahoney’s (2006) model of carrying out
empowering PAR with young people to create trust between the research practitioner and
the participants. This activity starts in the same imaginary world of ZA. As the activity moves

along it gradually departs this fictional world and the participants begin explicitly exploring
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real world issues. This bridge between the imaginary and real should make the participants
feel safe to admit to a lack and/or to a limit in their knowledge as well as acting a gateway

to the future sessions.

To recreate similarities of post-World War Il and hence allow space for the post war dream,
the activity begins with the participants being informed that the apocalypse is over and they
have survived. Their job now is to build a Brave New World of their own design. The post ZA
world has similarities with the end of WWII: mass casualties, damage and the need for
rebuilding. The first activity saw the participants working by themselves to design their ideal
BNW. In the pilot the participants required a lot of prompting and so in the research |
provided the participants with a blank canvass and a services sheet. The blank canvas was a
blown up backdrop of a green and pleasant land from a stop frame animation set. The
services sheet was inspired by a mapping technique tool used by my industrial partners
Sazani Associates. | created a sheet with symbols, the majority of which represented some
form of traditional services associated with Painter & Jeffrey’s (2010) social rights of
citizenship and their concept of high politics, dealing with state security and low politics,

which are required for everyday life. The sheet was made up of the following services:

High politics: Law and order, CCTV, armed forces, borders and passport control.

Low Politics: power stations, eco power, schools, universities, hospitals and health services,
dentists, fire brigade, social care and welfare, public housing, libraries, community and

leisure centres.

Many of these are current publicly funded services and | wanted to find out if participants
would choose them and explore how the participants thought they should be financed and
run. This would give an indication of the models of citizenship they would like to see. These
resources are suggestions and not an exhaustive list. The participants would be encouraged
to think of their own. Using pencils, scissors and glue the participants would stick, write and
draw the services they wanted on the canvas of the BNW. After they had completed this
task the participants would be invited to feed back to myself and the group of what they

had chosen and why.
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The next activity was to have a discussion on what rights and responsibilities citizens would
have in the BNW. The final activity in this session would focus on immigrants and refugees.

In regard to immigration the questions | was keen to put to young peoples were:

1. Why might their BNW need immigrants?
2. What are your rules on immigrants?
3. How should they be treated once they have arrived and should they

have the same rights as natural citizens?

Using my position as facilitator | would give the participants one last development in the
imaginary world. Through explaining that the citizens of the country the zombie virus
originated in are fleeing persecution and seeking sanctuary in the BNW and what would the
participants do about this? It was my belief that in the discussions around rights,
responsibilities, immigrants and refugees we would leave the fictional world behind and
begin discussing real world issues. These discussions would be recorded and if practical

recorded on flipchart paper.

Delivery and engagement

Butetown Youth Project

The participants who engaged in BNW were the eldest woman and two younger girls from

the previous week. They all engaged well but at different levels and in different ways.

Table 4.2.1 BYP overall selection totals

Hospitals and health services

Resource Selected
Power stations 3
Eco power 2
Schools 2
Universities 2

2

3

Dentists
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Law and order

Fire brigade

Social care and welfare

Public housing

Libraries

Community and leisure centres

w| O Wl Wl w| w

CCTV

Armed Forces

Border and passport control 2

The oldest participant added leisure activities to her blank canvas and gave examples of

football pitches and basketball courts. Two of the participants in BYP were happy to share

the reasoning behind their choices, the third chose not to. First was participant J:

Table 4.2.2 Participant J: Choices and reasons

Choice of service

Reason

CCtv

To stop robberies or if more zombies come.

Power station

For electricity to keep the lights on

Public housing

So people can live

Dentists

For no bad breath

University

To test for zombies

Armed forces

In case the zombies come

Borders and passport

control

To make sure no immigrants come into the country

Communities and

leisure centres

For free time and play

Social care and welfare

For the kids who may be orphaned because of what’s happened

and their parents might be dead because of zombies.

Fire brigade

No reason given

Law and order

So no-one goes out of control
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Next was the older participant Kay:

Table 4.2.3 Participant K: Choices and reasons

Choice of service Reason

Communities and leisure | So people can be productive in their spare time

centre

Armed forces Things can go out of control and other countries can interfere

Universities It is part of life to want to go and learn

Hospitals and health If you get ill

services

Dentists No reason given

Border and passport Other people could be coming in who should not be coming in.

control

Power station We need electricity to do mostly everything

Eco power To reduce pollution

Schools Parents want their kids to go to school so they can have free
time

Law and order Otherwise the country would not run properly. In Libya there
are no rules so everyone runs wild.

Fire brigade No reason given

Social care and welfare Some people are less fortunate and need people to help them.

Public housing Not everyone can afford to buy

Charities As a Muslim it is our duty to help others, plus the less fortunate
need our help. An orphan or anyone who is poor needs charity
help for clothing and stuff like that.

Football and basketball No reason

teams leagues & pitches

K was very forthcoming in expressing her views on the link between charity and faith and

that charity was about faith, but she did not expect everyone to share this;
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“Charity doesn’t have to be about faith, you feel good about doing it after, you feel like you

have done something, even if it means a little to someone”

J’s choices show that she is very much in the fictional scenario with a notable exception of
borders and passports to prevent immigrants coming into the country. This is later
challenged in the discussion around immigration and refugees. K however was very much in
the real world as seen by the reference to Libya, which is an example from her own life. Her
maternal Grandmother and mother were Welsh, her father Libyan. K was born in Wales and
the family moved to Libya only to return to the UK when war broke out. The reasons she

gave for the family returning is to seek safety, better education and a better life.

In BYP session we did not cover rights and responsibilities as K’s backstory led to a
discussion about refugees and then immigration. At this point two of the participants asked
for clarity on whether we were discussing real world issues or the imaginary scenario. | told
them we had moved from the fictional into the real. | did not see the value in backtracking
to explore rights as | did not want to break the flow. K believed that countries like the UK
“have a duty to help refugees”. One of the other participants, Q, disagreed and the

following exchange took place;
Q: It’s not our problem, it’s their country who should be helping them.

K: Let me explain about Syria, it’s not just war between them, other countries are
getting involved, especially USA, Russia and the UK, if the UK is getting involved in

their country then they should still have the right to come here.
Q: I’d still only let certain types of refugees in, good people.

This led the debate into the area of how do you know who are ‘good people’. Once again K

shared how her experiences shaped her views;

“Because | have been through it, to some extent we should allow refugees in, but prioritise
between children, women and men. So | think women and their kids should be allowed in

first as some men are dodgy”.

This was a view that the other two participants agreed with and expressed concern that the

country would become too full and there would not be enough food to go around. This
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threat to the destination country was further explored as we next moved onto discussing
orphans and immigration. K would not let in any immigrant who had a criminal record and J
was very concerned about overcrowding and would only let immigrants in who had “jobs
and good qualities”. The concern of overcrowding was such that it would still be a major
consideration for her even in the case of orphaned children. The third participant who had

kept silent joined in at this point to say that she would:

“Would have no border and it should be left to law and order to deal with immigrants who

step out of line”.

Her view had shifted it seemed due to the stories and examples she heard from her peers.
This did not strike me as conforming but a person changing their views upon hearing more

about a subject.

Grangetown Youth Project

In Grangetown three of the young men from the previous work took part in this activity.
Before | began the activities | spoke to them about how the previous week had gone. |
positively emphasised the intelligence and value of their work. | then asked them if they
could just concentrate a little bit more and joke around a little bit less in this session. The
reason | did it this way was linked to my positionality as a stranger and their guest. The
choice of words was important as well, | could have described their behaviour as childish,
but that might have antagonised them. This did lead to improved engagement, whilst still

keeping some of the joking around.

Table 4.2.4 GYP overall selection totals

Resource Selected
Power stations 0
Eco power 1
Schools 1
Universities 1
Hospitals and health services 1
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Dentists 2
Law and order 1
Fire brigade 1
Social care and welfare 2
Public housing 3
Libraries 2
Community and leisure centres | 3
CCTv 0
Armed Forces 2
Border and passport control 1

One of the participants also wished to see the creation of football pitches. | asked them if
they would explain their choices but they decided they did not want to and were keener to
talk about law and order. This was led by one participant who had strong views and
advocated punishments such as chopping off hands and the death penalty and a blanket
ban on all pork products. | asked him about the pork ban and discovered that it was partly
influenced by religious beliefs and partly because his family owned and ran a fried chicken

shop, so it would be good for business.

This talk of law and order enabled a natural transition to discussing citizen rights and
responsibilities with the Grangetown participants. They were in agreement that the first
responsibility would be not to steal. The other responsibility they were united on was
people taking responsibility for their own health and to this end they would ban harmful
substances such as drugs, cigarettes and alcohol. The subject of health was discussed in
relation to both rights and responsibilities. One of the participants was against taxation and
believed citizens should work, that taxation was robbery and citizens should pay for their
own services. His view of government was that its role was to protect the borders and
enforce the ban on dangerous substances, pork and stealing. This is a very civic model, a
very USA style version of citizenship, with small government and a high level of individual
responsibility. The other two participants had a more welfare based social contract. They

believed in benefits when necessary and cited maternity leave and illness as examples of
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how people sometimes cannot work. They wanted to have free health care and education
for everyone, up to university level and recognised that this could only happen with
taxation. They did not want benefits for the lazy, which links to media and social narratives
of benefit cheats. They did not talk about tax avoiders or evaders. They understood the
theory of the police but their own negative experiences made them reluctant to create a
service. All three agreed that the voting age should be lowered to 16, thinking it unfair that

they did not get a vote on their future.

We briefly talked about immigrants and refugees and it began with having a policy which
only allowed professional immigrants but soon changed to having a one country world, with
a blanket ban on pork, cigarettes and alcohol. They did not believe this would be achievable
in the real world. GYP thought we should help refugees then, but that did not necessarily
mean letting them into the country. This aid could include sending them water or the
creation of a new country for refugees. This was the last of the action in this session as one
of the participants had previously ordered a pizza which he now took delivery of. He shared
the pizza with his friends and with me and we all talked about football, an enjoyable and

appropriate way to help build a positive relationship.

Monkton Priory

In Monkton | had three returning young people from the previous week, two boys and one
girl. They all engaged in a really positive and enthusiastic manner, enjoying the activities and
debates.

Table 4.2.5 Priory overall selection of services

Resource Selected
Power stations 2
Eco power 3
Schools 2
Universities 1
Hospitals and health services 3
Dentists 3
Law and order 1
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Fire brigade

Social care and welfare

Public housing

Libraries

Community and leisure centres

CCctv

Armed Forces

oO| W| N O] O] N| O W

Border and passport control

In terms of adding their own ideas to the blank canvass one participant listed farms to
produce food and counselling services. The latter was for people who might require the
service after the apocalypse. Another participant designed his BNW to include football
clubs and pitches, pubs and MacDonald’s, because people like to eat and drink. He also
wanted wildlife in his BNW to make people happy, to hear the birds sing and he rather

beautifully illustrated it by drawing a bird in a tree.

The Priory participants’ views on rights and responsibilities came out as bullet points and

there was an unspoken consensus around them:

Table 4.2.6 Priory rights and responsibilities

Rights Responsibilities
All people equal Pay taxes
Right to speak Look after each other
Right to health Behave normally and forget about the ZA
Love whoever you want Obey the law

Right to socialise with whoever you want | To agree and listen to each other.

Education

Food and drink

To not be discriminated against

To not be a victim of racism

Social care and welfare
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Housing

| liked the checks and balances of the right to speak and the responsibility to listen. When
asked to explain how people would look after each other they spoke of recognising the
value of all skills and abilities. They gave an example of how a woman with a small baby
cannot build a house, so others could build it for her while she looked after the children. In

regard to migrants and refugees they discussed reasons why they might be required:

Build houses, pay taxes, do any work, fight for us, bring knowledge, strengths and skills;

wiring up CCTV, getting the Wi-Fi to work.
They did not however think immigration should be allowed. In the words of one of them;

“they don’t speak English, they’re taking all our work off us, taking our money and houses,
whereas there are British citizens who have lived here all their lives who don’t have any of

that”

| established that they were talking about both the real world and the fictional scenario. |
asked them what they would do in the case of a skills gap, such as a shortage of Doctors.
They conceded that they would allow them if needed. In line with their thinking that they
did not want immigrants stealing their resources they had a slightly bizarre conversation
about whether a Doctor with a range of disabilities, including missing limbs, would be
allowed entry. The conclusion was that skilled professionals would be accepted regardless
of disability on the proviso they could still do their job. Given a choice they choose refugees
over immigrants, believing their need was greater. However they still emphasised the
concern over job stealing and would not accord any immigrants or refugees equal rights.
Giving an example one participant explained how this would manifest itself in the criminal

justice s