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Abstract 
 

Research upon Muslim women within the counterterrorism strategy ‘Prevent’ is 

limited. As a UN Special Rapporteur suggested that ‘there is indeed much to discuss 

on this topic’ of Muslim women within counterterrorism policy (Serim, 2023, p.1). 

Within this thesis, I address these limitations by exploring how Muslim women 

students in the post-16 education sector experience and view Prevent, along with 

post-16 educators.  

 

The aims of this research are to 1) Critically explore the gendered impact of Prevent 

on young Muslim women in further and higher education and 2) Add to existing 

critical studies on terrorism that discuss the securitisation of racialised people and 

the expansion of the global war on terror. This thesis produces empirical data about 

the experiences of young Muslim women and educators in the UK’s post-16 

education sector. 

 

I utilise online focus groups and interviews with 20 Muslim women students and six 

post-16 educators across England. 15 of Muslim women participants were Higher 

Education students in the East Midlands region of England. There were also five 

Further Education students from different regions in England. Six educators were 

interviewed concerning their perceptions of their Prevent Duty. Four were Further 

Education educators and two were Higher Education educators. 

 

Critical Race Feminism serves as my theoretical framework to inform the 

participants perceptions of Prevent. I utilise counter storytelling as a method within 

the focus groups and interviews. It acts as a tool in exposing intersectional stories 

from racialised women. The theory highlights how Prevent operates as a racial 

project and how the strategy serves to further racialise Muslim women. 

 

Drawing upon my findings, I argue that Prevent should be withdrawn from the 

education sector due to the racialised, gendered and Islamophobic impact it has upon 

Muslim women students. I demonstrate this through the women’s stories that 

detailed issues surrounding self-censoring, their responsibilisation and gendered 

Islamophobia. The educators that I interviewed were also critical of their Prevent 
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Duty, whether it concerned their training or how Prevent is deemed as safeguarding. 

This thesis is one study of many to detail the negative impact that Prevent has had 

upon education, however, Muslim women students specific experiences of Prevent 

had been overlooked. I add to this literature and argue that young Muslim women 

have been used as a tool in the UK’s deradicalisation sphere and it is evident within 

the post-16 education sector. 
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Chapter 1: Introduction 
 

 

My research explores the gendered impact of the Prevent Duty on young Muslim 

women’s experiences in England’s post-16 education sector. I contribute to the 

existing critical discussions of Prevent and education. Although there are many 

studies concerning Prevent and education that are highlighted later, there are two 

considerable gaps that this thesis addresses. The first gap is that there has been a lack 

of focus upon Muslim women students and their lived experiences of Prevent. The 

second gap involves the post-16 education1 sector combined being overlooked 

regarding the Prevent Duty. I offer unique contributions to existing work on Prevent 

and bridge these significant gaps that overlooked Muslim women students and post-

16 educators within Prevent. I do this by demonstrating how Prevent operates within 

post-16 education within gendered avenues, such as responsibilising Muslim women 

students to look out for signs of radicalisation. My study utilises Critical Race 

Feminism (CRF) as the theoretical framework, with the main feature being CRF’s 

counter storytelling method. I analyse counter stories from the Muslim women 

student participants and post-16 educator participants in the form of focus groups 

and interviews. Within this chapter, it is first important to state my personal rationale 

of the study. I then discuss the background of this study and the gap in literature will 

be addressed. Next, I explore the aims and research questions of this study in detail. 

And finally, the thesis structure and chapter outlines are discussed.  

 

 
1 1 Post-16 education refers to all post-16 learning. For example, sixth forms, colleges, and 

universities. Usually, those aged 16 and over attend these settings. 
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My initial concerns surrounding Prevent progressed because of my pre-existing 

knowledge of Prevent from my Master’s course, and following my duties as a trainee 

teacher in the FE sector. I became apprehensive about employing the Prevent Duty 

within the classroom after completing Prevent training and being instructed to 

implement ‘Fundamental British values’ (FBV) into my lesson plans. I found there 

was little room for criticism concerning the Prevent training and the implementation 

of ‘British values’ as a trainee teacher. In addition to my own personal concerns 

about Prevent, it came at a time in which several UK politicians denounced teaching 

Critical Race Theory (CRT) in schools (see Appendix A). An MP stated that ‘White 

privilege’ is an ‘extremist term’ and those who use or teach it ‘should be reported to 

Prevent’ or ‘face a disciplinary hearing’ (Shand-Baptiste, 2020, p.1; Stone, 2021). 

The above reasons combined, led me to the timely research questions outlined 

below, that are aimed at critically exploring the impact of Prevent within education. 

As such, this thesis engaged with a CRF framework, with the researcher being a 

storyteller, in which I have my own theoretical assumptions and interpret 

participants counter stories (Verjee, 2012). My researcher positioning is further 

discussed in chapter 4. There is extensive academic attention on the effects of 

counterterrorism (CT) policy on the Muslim population, this thesis provides an 

analysis of the intersectionality of religion, gender identity and the effects of CT 

policy (Allen & Guru, 2012; Bhattacharyya, 2008; Crenshaw, 1989; Kundnani, 

2009; Satterthwaite and Huckerby, 2013).  

 

I begin here with the overarching, recent criticisms of Prevent that I found to be 

highly relevant to this research, they also highlight how this thesis is timely. David 

Omand, the architect of Prevent, asserted that the Prevent strategy was ‘founded on 
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the perceived need to do something, and that it might work, but if it didn't work out 

then Prevent would be scrapped’ in Pettinger’s (2020, p.977) study. Yet, despite 

research that has highlighted the inadequacies of Prevent (Child Rights International 

Network, 2022; Cohen & Tufail, 2017; Gulland, 2017; Guest et al., 2020; Faure 

Walker, 2021; Heath-Kelly, 2013; Kundnani, 2012; Lakhani & James, 2021; 

O’Donnell, 2020; The People’s Review of Prevent, 2022; Sabir, 2022; Sian, 2017; 

United Nations, 2016; Qurashi, 2018; Younis, 2022; Zempi & Tripli, 2022), and 

numerous organisations calling for the strategy to be scrapped (Amnesty 

International, 2023; Open Rights Group, 2024; Rights and Security International, 

2024; The People’s Review of Prevent, 2022), the Countering Violent Extremism 

(CVE) policy persists and could be expanding from the Shawcross Review (Home 

Office, 2023a). The possible expansion of Prevent from the Shawcross review 

recommended that the policy should explore ‘the extension of Prevent’ and develop 

specific measures to counter what Shawcross described as the ‘anti-Prevent 

campaign’ at universities’ (Home Office, 2023a, p.158; MacDonald et al., 2024).  

 

At the time of writing, no other studies have engaged with FE and HE together, 

hence my focus upon the two sectors together with this exploratory approach with a 

small number of educators and 20 Muslim women students. Therefore, it is 

important to outline the existing research that concerns Prevent in education, and 

how this thesis contributes a gendered outlook to this field. I focus upon the post-16 

education sector within this thesis, due to it oft being neglected by the UK 

Government, particularly regarding the underfunding of FE institutions (Kirkup, 

2021). The FE and HE sector are also overlooked regarding how Prevent operates 

within them both together. This is despite universities and colleges being highlighted 
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in both the 2011 and 2023 UK Government independent Prevent reports, as they 

claim that some institutions are not engaging with Prevent (HM Government, 2011a; 

Home Office, 2023a). The Prevent Duty has been widely criticised in HE 

institutions, with many other studies focusing on HE and Prevent (Abbas et al., 

2021; Brown and Saeed, 2015; Macdonald et al., 2024; Kyriacou et al., 2017; 

McGlynn & McDaid, 2019; Saeed & Johnson, 2016; Whiting et al., 2021; Zempi & 

Tripli, 2022). Other previous research surrounding Prevent has predominately 

focused upon on schools, FE and HE sectors separately (Bamber et al., 2018; Bryan, 

2017; Busher et al., 2019; Guest et al., 2020; Lockley-Scott, 2016; Moffat and 

Gerard, 2019; Panjwani, 2016; Revell and Bryan, 2016). Some studies have engaged 

with data from students aged under 18 concerning Prevent (Habib, 2018; Higham-

James & Holland, 2024; Higton et al., 2018; Elwick & Jerome, 2019). And others 

have focused solely on Prevent in the FE sector (Beighton and Revell, 2018; 

Higham-James & Holland, 2024; Higton et al., 2018; Moffat and Gerard, 2020). By 

considering the two post-16 sectors together, I give an updated picture upon how 

Prevent has impacted upon not only the Muslim women that are aged between 16-

25, but of the educators that teach this demographic also. I also discuss how the lived 

experiences of the women and educators differ between the two post-16 sectors. This 

thesis is the first to explore Prevent in FE and HE combined. By analysing how 

Prevent operates in both FE and HE sectors, this thesis can contribute to a better 

understanding of the affects that the strategy has on both Muslim women students 

and educators, and to provide research on Prevent’s gendered impact upon post-16 

education.  
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Not only is Prevent overwhelmingly aimed at Muslims and young people, but this 

thesis will also demonstrate the UK2 government’s incorporation of Muslim women 

into CT/CVE policy. I discuss how this incorporation aids the Prevent strategy’s 

wider acceptance and legitimacy and categorises Muslim women as a mere tool in 

deradicalisation (Alimahomed-Wilson & Zahzah, 2023; Allen & Guru, 2012; Cook, 

2017; Rashid, 2016a). Furthermore, the UN special rapporteur Fionnuala Ni Aolain, 

previously stated that ‘there is indeed much to discuss’ on the position of Muslim 

women within CT policy (Serim, 2023, p.1). Within this thesis, I pay particular 

attention to how Muslim women have been utilised within the Prevent strategy. 

Previous research has centred around how the CVE strategy has situated Muslim 

women as moderating influences within their communities (Brown, 2008; Rashid, 

2013). Andrews (2020a), Mirza (2015) and Fernandez (2018) have studied specific 

Prevent initiatives and their impact upon women’s lives. Furthermore, much of the 

scholarly work focuses upon Muslim students in general and their opinions of 

Prevent (Busher et al., 2019; Coppock and McGovern, 2014; Guest et al., 2020; 

Kyriacou et al., 2017; McGlynn and McDaid, 2019; Moffat and Gerard, 2019; 

Spiller et al., 2017; Zempi & Tripli, 2022). At the time of writing, no other studies 

have specifically focused upon Muslim women students’ perceptions of the Prevent 

strategy. This thesis offers original and empirical research regarding Muslim women 

post-16 students, and their perceptions of the Prevent strategy. The literature outlined 

above surrounding the criticisms of Prevent and my reasoning for focusing upon 

Muslim women students in post-16 education, highlights how this research is timely 

and necessary.  

 
2 I use the term “UK” throughout this thesis for reasons of simplicity, while acknowledging that 

Prevent and CT/CVE policies in the United Kingdom are not evenly implemented. 

 



 16 

 

Therefore, this interdisciplinary project, combining Critical Terrorism Studies 

(CTS), Critical Race Theory (CRT) and Critical Race Feminism (CRF), analyses the 

effects of the Prevent policy for young Muslim women in FE and HE. The research 

aims to close the gap between feminist research and the lived experiences of 

racialised Muslim women in relation to CT policy. The motivation for this thesis 

derives from wishing to illuminate the experiences of young Muslim women in 

relation to Prevent’s operation within post-16 education, and to develop a detailed 

and rich understanding of how it does so. Furthermore, this thesis makes several 

significant empirical contributions to CTS and CRF scholarship. I build upon 

existing work from a CRF perspective, which has not previously informed research 

upon Prevent. CRF is a theory that addresses issues of intersectionality, with the 

examination of how different categories such as race and gender overlap or intersect 

with one another (Crenshaw, 1989; Ansari & Patel, 2024). This research engages 

with CRF predominately through the use of counter storytelling, which were told 

within the focus groups and interviews with the young Muslim women students and 

the post-16 educators. The counter stories allow for the participants to challenge 

majority ideas and assumptions of Prevent through the re-telling of personal 

experiences (Delgado and Stefancic, 2017). Drawing upon these two perspectives, 

this study makes a contribution to the CTS and CRF field by applying the 

intersectional approach to empirical data collected on Prevent, Muslim women and 

educators. Ali (2014, p.1258) highlighted that ‘Muslim youth are discussed, but 

rarely included in the conversation’. Therefore, the empirical data are based upon a 

year of fieldwork, via five online focus groups and 11 online interviews, to research 

the impact of the Prevent strategy on post-16 education. 
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During the fieldwork, the Shawcross Review of the Prevent strategy was released by 

the UK government, with implications for targeted communities and the education 

sector (Home Office, 2023a) (see Appendix A for a timeline of Prevent and thesis 

related events). In addition to the review, in 2024, the UK Prime Minister Rishi 

Sunak, asserted that the definition of extremism should be widened and that 

undermining British values would be considered guilty of extremism (Wright, 2024). 

Sunak’s statement was in relation to increasing public support for a ceasefire in 

Palestine. Following the statement, the UK government published a new definition 

of ‘extremism’ due to the ‘pervasiveness of extremist ideologies in the aftermath of 

the terrorist attacks on Israel’ (Department for Levelling up, Housing & 

Communities, 2024, p.1). As such, this research makes a contemporary and timely 

contribution to the pre-existing work upon Prevent. Overall, the findings of this 

research have implications for the future of the Prevent strategy, and how it operates 

within the UK education system. I seek to provoke further debate regarding the 

impact of Prevent upon racialised people in the UK and whether it is appropriate to 

utilise as a pre-emptive counterterrorism strategy, particularly within the education 

system, to prevent radicalisation. Acting as a critique of the Prevent strategy, this 

thesis will raise issues that will have direct relevance for policy makers.  

 

Aims & Research Questions 

 

Within this project, I sought to build on existing work from a CRF perspective and 

apply this intersectional approach to empirical data collected on Prevent and Muslim 

women (Bernal, 2002; Solórzano & Yosso, 2002). I anticipate that through this 

research, an exploration of the lived experiences of Muslim women, and the issues 
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that they raise surrounding Prevent, will result in a clearer understanding of the 

impact of Prevent upon Muslim women students in the UK. The aims of the project 

are: 1) Critically explore the gendered impact of the counterterrorism strategy 

Prevent on young Muslim women in further and higher education and 2) Add to 

existing critical studies on terrorism that discuss the securitisation of racialised 

people and the expansion of the global WOT.  

 

Based upon the body of work I have produced, the central research questions 

addressed by this thesis are: 

RQ1. How has Prevent impacted upon Muslim women’s experience in post-

16 education? 

RQ2. To what extent is this a ‘gendered’ impact3? 

RQ3. How do educators perceive Prevent and their duty to it within 

education? 

 

 

Thesis structure and chapter outline 

 

This thesis is comprised of 9 chapters. Chapter 1 is the introduction to the thesis, I 

present the background to this study and the aims and research questions, along with 

the rationale for this thesis. I also outline a timeline for this study, alongside other 

important events in relation to Prevent and detail the structure of the thesis.  

 

 
3 I use the term ‘impact’ to demonstrate how Muslim women have been affected by Prevent and the 

consequences of this. 
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Chapter 2 presents the policy background of Prevent. It begins by detailing existing 

literature of the racialisation of the Muslim population. I focus on the definitions of 

Islamophobia and racialisation to demonstrate how this thesis interacts with the 

terms. Following this, I discuss Saïd’s (1979, p.60) notion of Orientalism and how 

Islam was seen as a ‘trauma’ for Europe. I then move on to highlight how Muslim 

communities were to be considered problematic by the UK government (Kundnani, 

2009). Next, I review how pre-emptive CT strategies have become increasingly 

popular in the UK, particularly after 9/11. By highlighting how racialised pre-

emptive CT strategies have resulted in Muslims being securitised, I demonstrate how 

this ultimately resulted in the creation of Prevent. After this discussion, I also 

consider Prevent’s policy background by paying attention to phase one of Prevent, 

that details Prevent funding and community cohesion projects. I then move on to 

highlight phase 2 of Prevent which involves the Prevent Duty. Next, I outline the 

statistics relevant for this thesis, which include type of concern, referrals from the 

education sector, and gender and Prevent referrals. Finally, I discuss the Channel 

aspect of Prevent, which is Prevent’s deradicalisation scheme. 

 

Chapter 3 contains the comprehensive literature review for this research, which 

details how Prevent has situated women within the strategy, along with how the 

Prevent Duty has impacted upon the post-16 education sector. I begin by addressing 

the issue of how women were embedded within the WOT discourse, paying 

particular attention to how colonialist ideas of ‘liberation’, ‘freedom’ and ‘women’s 

rights’ were used to justify the military action (Butler, 2020; Shepherd, 2006). I then 

move on to discussing literature surrounding how Muslim women were to be 

involved within UK CT/CVE strategies. I pay reference to how Muslim women are 
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viewed within CVE discourse as either moderate, or as mothers that can fix 

problems within their communities (Auchter, 2020; Brown, 2008; 2013). Following 

this, I review literature that concerns how the terms ‘radicalisation’ and ‘extremism’ 

are used within Prevent (Faure Walker, 2021; Kundnani, 2012). The next section of 

the chapter details Prevent initiatives aimed at Muslim women. For example, the 

National Muslim Women’s Advisory Group (NMWAG) (2007) and Prevent 

Tragedies’ (2014), and how they left Muslim women feeling securitised. The rest of 

the literature review chapter focuses on previous research that concerns the Prevent 

Duty and its impact upon students and educators. I discuss the Trojan Horse Affair, 

along with the subsequent Fundamental British Values (FBV) that were 

implemented (Holmwood & O’Toole, 2017). I also consider how the ‘safeguarding’ 

rhetoric has affected Prevent’s acceptance amongst educators (Busher et al., 2017; 

Sabir, 2022). Finally, the chapter discusses existing literature upon Prevent and its 

impact upon Muslim students, and how Muslim women students are viewed in the 

British education system (Zempi & Tripli, 2022; Taylor & Soni, 2017). 

 

Chapter 4 describes the methodology utilised in this thesis. I begin by outlining the 

theoretical framework of CRF, along with a discussion of CRT and CTS. The trio of 

theories is outlined, with CRF overall informing this thesis. I discuss how my 

research engaged with counter storytelling within the CRF framework (Delgado & 

Stefancic, 2017). I further discuss how Eurocentric epistemologies often do not focus 

on the experiences of racialised people, and experiential knowledge through counter 

stories can aid their re-telling of experiences (Crawford, 2017). The second section 

of chapter 4 details the research design and the methods used to collect my empirical 

data, that consist of counter stories. I begin by outlining the sample and setting of my 
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participants, with reference to their profiles, for example their ethnicity, age or 

location. I discuss the use of online focus groups and online interviews, along with 

utilising thematic analysis with NVivo software. Lastly, I reflect upon possible 

limitations of this research, including the ‘exception to anonymity’ clause in my 

consent forms, the role of educators, and the generalisability. It was also important 

here to reflect upon my positionality as a non-racialised, non-religious woman and 

the impact that this had on this thesis.  

 

Chapter 5, 6 and 7 are the three empirical data chapters that draw exclusively upon 

the counter stories collected from young Muslim women in education. The counter 

stories derived from the online focus groups and follow-up one-to-one interviews 

that were conducted with 20 Muslim women aged between 16-25 that were either in 

FE or HE in England and Wales. The chapters are woven in a way which presents 

the individual themes found within the counter stories of Muslim women and 

educators. For example, the chapters are organised into themes, in each theme 

contains specific counter stories and sub-themes. To elaborate on the first and second 

research question, chapters 5, 6, and 7 will discuss the three key themes and related 

sub-themes from the focus groups and follow-up, one-to-one interviews with Muslim 

women students. The key themes analysed in these findings and discussion chapters 

include: ‘self-censoring’, ‘the responsibilisation of Muslim women’ and ‘gendered 

Islamophobia’. The FE students and HE students varied experiences are also 

reflected upon.  

 

To build on the third research question, Chapter 8 is the final empirical data chapter 

that will discuss the findings from the six educator interviews that were 
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implemented. The key themes and sub-themes found will be analysed. The themes 

found were: ‘Prevent is counterproductive’, ‘is Prevent ‘safeguarding’?’, ‘Prevent 

training is inadequate’ and ‘Alternatives to Prevent?’. I also offer the diversity of 

experiences regarding the FE and HE educators, along with the data from the 

students versus the educators. 

 

Lastly, in Chapter 9, I offer a conclusion to the thesis. Within it, I revisit the research 

questions in relation to the findings of this thesis, along with a discussion of how 

CRF has a role in the findings. I further highlight the studies limitations and 

contributions to knowledge from this research, along with the recommendations that 

should be made regarding my findings. I now turn to an overview of the policy 

background.  
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Chapter 2: Racialisation and Policy Background 
 

 

It is the intention within this chapter to briefly discuss the ‘racialisation’ of Muslims, 

and racialised pre-emptive surveillance strategies. Along with this, I also highlight 

the policy background of the Prevent strategy. This chapter will guide this thesis by 

illustrating how and why Prevent was formed and the implications of the strategy. It 

is important to outline the policy background before delving deeper into the existing 

literature that surrounds Muslim women in the CT and CVE sphere. Therefore, I 

draw upon a discussion of the racialisation of Muslims in the UK, with a specific 

focus on racialised pre-emptive strategies and profiling within Prevent and 

CONTEST. Lastly, I outline ‘Channel’, the UK’s deradicalisation scheme. I discuss 

this scheme with an overview of the official statistics that are vital to this thesis, 

namely the ‘type of concern’ statistics, ‘gender’ statistics and statistics from the 

education sector.  

 

 

 

The Racialisation of the Muslim Population 

 

The following section briefly discusses the history of the racialisation of Muslims 

within the UK and documents how this transitioned into Islamophobia4. A key 

concept to this thesis is that of ‘Islamophobia’, it is regarded as a term in transition 

and widely regarded as ‘racism against Muslims’ (Gilks, 2019; Kundnani, 2014, 

p.11; Runnymede Trust, 2017). The UK has no official definition of Islamophobia, 

 
4 Politzer and Alcaraz (2023) provide an in-depth discussion of the term ‘Islamophobia’. 
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the nearest definition is one that was formed by the all-party parliamentary group in 

2018, which is: ‘Islamophobia is rooted in racism and is a type of racism that targets 

expressions of Muslimness or perceived Muslimness’ (UK Parliament, 2018, p.1). It 

is also necessary here to clarify what is meant by the term ‘racialised’. Omi & 

Winant (1986, p.64) define the term racialisation as ‘the extension of racial meaning 

to a previously racially unclassified relationship, social practice, or group’. 

Racialisation is not exclusive to biological terms, rather Sian (2015) suggests it can 

occur through a set of markers in which reinforces the otherness surrounding a 

group. Understanding ‘racialisation’ in relation to Prevent will be discussed further, 

particularly within chapter 4 when analysing the CRF theoretical framework of this 

thesis. This discussion is a necessary step in addressing the previously mentioned 

aim of adding to existing work that focuses on the expansion on the global WOT and 

its impact on racialised communities.  

 

Countering violent extremism (CVE) and counter terrorism (CT) measures came to 

the forefront on politics worldwide in the period post-9/11 and the 7/7 London 

bombings (Kundnani, 2014). CT measures aim to terminate terrorism through ‘hard’ 

interventions, such as military and/or law enforcement intervention and intelligence 

gathering (ICRC, 2017; Sinai et al., 2019, p.95). CVE measures are ‘soft’ 

interventions to aim to prevent or dissuade individuals, such as programmes of 

deradicalisation and reintegration (Sinai et al., 2019, p.95; ICRC, 2017). The term 

‘terrorism’ itself is a highly contested term, serving as a ‘persistent problem’ for 

academics and policymakers (Stampnitzky, 2013, p.7). This thesis engages with CTS 

scholarship to demonstrate that the ‘state-centric perspective’ of terrorism serves to 

securitise Muslim populations (Jackson, 2007a). 9/11 was not necessarily the starting 
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point of the association of Muslims and terrorism, but rather a ‘turning point’ for the 

creation of a racial project (Naber, 2008, p.4). Whilst the events of 9/11 and the 

following WOT triggered discourses surrounding targeted communities, anti-Muslim 

discourse and anti-Muslim policies did not originate here. It is important to consider 

here what this thesis defines as a ‘project’. For instance, Alsultany (2013, p.208) 

defines the post-9/11 racial project as a way to ‘redefine US borders’, citizens, and 

‘the position of Arabs against the US nation’. And the ‘project of white supremacy’ 

is asserted by Jung et al (2011) as race being the fundamental ruling logic that 

perpetuates racial hierarchy and privilege. Much like how Selod and Embrick (2013, 

p.647) argue that the social construction of the ‘Muslim as the Other is a racial 

project’ that evolves and alters just as racialisation does. This thesis oft refers to 

Prevent as a project, this is due to Prevent being positioned in this research as an 

ideological project and one that upholds the project of Western colonial modernity, 

particularly in relation to CTS’s standpoint of the ‘racist, colonial logic and 

intellectual and structural foundations of Western civilisation’ (Khan, 2021, p.499).  

 

There is consensus that the Orientalism that emerged during the European colonial 

era has undoubtedly remained intact within Islamophobia today (Abbas, 2021; 

Fekete, 2009; Trein, 2018). Edward Saïd’s (1979) notion of Orientalism explicates 

how imperialistic and stereotypical discourse was reproduced by the West about the 

East. Islam soon became a symbol of terror; Saïd (1979, p.60) described Islam as a 

‘lasting trauma’ for Europe. European Orientalism had a specific gendered focus, 

with the position of women in other regions of the world serving as justification for 

Western colonisation (Volpp, 2020). Spivak (1994, p.93) put it: ‘White men saving 

brown women from brown men’. Furthermore, CVE efforts have been described as 
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reaffirming Orientalist tropes about women in Islam. In particular, by positioning 

Muslim women as victims within their own religion (Alimahomed-Wilson & 

Zahzah, 2023). This thesis will further explore how this gendered focus is evident 

today in relation to Prevent. Post WWII up until the 1970’s, most of the political and 

media discourse in the UK was anti-Arab and anti-Palestinian with Islam not yet 

being in the spotlight (Bazian, 2016). 

 

Scholarship concerning the racialisation of Muslims discusses how Islamophobic 

tropes have also been central to other forms of racism (Kundnani, 2014; Volpp, 

2020). During the 1960’s and 70’s, anti-Muslim racism was ‘inherited and 

intensified’ from existing forms of racism that were pre-existing within the UK 

(Poynting and Mason, 2007, p.63; Webster, 2018). The 1989 ‘Salman Rushdie 

affair’ and the 1991 Gulf War events served as a basis to how the British political 

establishment were to view British Muslims thereafter and may have been a 

watershed moment for the emergence of Islamophobia (Bazian, 2018; Khan, 2000; 

Poynting & Mason, 2007, p.78; Webster, 2018). During this time, the role of Britain 

in the US-led conflict led to a divide in the British population. White-British, anti-

war sentiments were presented as legitimate, compared to British Muslims who 

expressed anti-war sentiments being regarded as anti-British, exposing the ‘us’ and 

‘them’ (Poynting & Mason, 2007). Islamophobia was further explicated through the 

2001 Northern England riots in Oldham, Bradford, and Burnley (Kundnani, 2001; 

Webster, 2018). The British media and the political establishment, namely a Home 
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Office report led by Ted Cantle (the Cantle report), blamed Muslim communities5 

‘failure to integrate’ and claimed that the communities ‘self-segregated’ (Kundnani, 

2001, p.110).  

 

The Cantle report led to the term ‘community cohesion’ (CC) emerging in policy 

discourse, particularly discourse with a focus upon Muslim communities. The report 

defined ‘community cohesion’ as being ‘based upon a greater knowledge of, contact 

between, and respect for, the various cultures that now make Great Britain such a 

rich and diverse nation’ (Home Office, 2005, p.10). CC is a central concept within 

the Prevent strategy, notably within its first phase and I return to this later within 

chapter 3. Following the 1989 Salman Rushdie affair, the 1991 Gulf War and the 

Northern England riots, it became clear that anti-Arab racism had transitioned into 

Islamophobia (Khan, 2000; Poynting & Mason, 2007). Having discussed how Islam 

has been racialised as a result of Orientalism and Islamophobia, the next section will 

highlight how Muslim have now been securitised through pre-emptive strategies. 

 

Pre-emptive Profiling and Surveillance  

 

Having discussed the racialisation of Muslims and how this transitioned into 

Islamophobia in the UK, it is now necessary to review how CT strategies have 

moved into pre-emptive profiling and surveillance, thus resulting in Prevent. 

 
5 The term ‘Muslim community5’ can be considered problematic due to the homogenous nature of the 

term (Martin, 2019). The term does not adequately reflect the cultural and ethnic diversity of Muslims 

in Britain. Often the term can homogenise Muslims and ‘ignored multiple subjectivities’ (Brown, 

2020, p.20). 

 



 28 

Following 9/11 there was an intensified societal panic from the heightened terror-

panic climate, in which resulted in pre-emptive approaches and further 

securitisation6 of Muslim communities being significantly increased (Patel, 2012; 

Thomas, 2017; Qurashi, 2018). These pre-emptive strategies consist of attempting to 

identify threats and make interventions before a crime occurs (Zedner, 2007).  

 

The term ‘pre-crime’ is intertwined with preventing crime and pre-empting threats 

(McCulloch and Pickering, 2009, p.629; Zedner, 2007). 9/11 was not the start of pre-

emptive strategies but rather they have been dramatically expanded since (O’Malley, 

2004; Sharma, 2023; Younis, 2022). Within the counter-terrorism framework, pre-

emptive strategies rely heavily upon proxies of risk, in which race, religion and 

ethnicity are all used. The proxies of risk have been described as ‘racial, ethnic and 

religious profiling’ (McCulloch & Pickering, 2009, p.635). Sageman (2016) is worth 

quoting, at length, as they detail how this pre-emptive profiling and how Muslims 

globally are disproportionately affected with this helpful statistical analysis:  

 

If all the various police departments in the West collaborate and carry out a 

gigantic sweep by applying this profile to their respective Muslim 

populations in order to catch terrorists hiding in their respective societies, 

they would arrest all 22 terrorists that emerge in a given year. However, they 

would make a mistake 1 percent of the time for 25 million people, which 

comes to 250,000 people. Therefore, in order to catch all new 22 global neo-

jihadi terrorists, they would put 250,000 Muslims in jail by mistake. This rate 

of error of 99.99 percent is simply not acceptable in a liberal democracy. The 

reason that the instrument or profile is so misleading despite the fact that it is 

near perfect is because there are so many more non-terrorists than terrorists. 

(Sageman, 2016, p.99) 

 

 

 
6 ‘Securitisation’ refers to the process in which a group/issue is constructed as a security threat, thus 

enabling governmental and societal resources to be utilised to counter it (Buzan et. al., 1998). As the 

group becomes securitized, it becomes common sense that it is a security threat (Hussain & Bagguley, 

2012). 
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The 7/7 bombings in London also contributed to an increase in pre-emptive 

approaches within the UK, such as section 44 of the Terrorism Act 2000 (Mythen et 

al., 2013). This particularly impacted upon young Muslims, who were regarded by 

the media and state as the enemy within (Webster, 2018). This impact of Prevent 

upon young Muslim women is the central topic that I seek to further explore. The 

pre-emptive, anti-terrorism policies ensued after Tony Blair stated that the rules of 

the game are changing (Amnesty International, 2005). These new domestic 

counterterror policies consisted of doubling the period a terror suspect can be held 

and increased monitoring of internet traffic, combined with military intervention in 

the so-called WOT (McCulloch and Pickering, 2009; Mythen et al., 2013; Thomas, 

2017). The issue of how pre-emptive policies rely upon racialised proxies of risk 

raises further questions concerning how surveillance strategies have manifested 

themselves as tools to over-police and under protect Muslims globally, this is 

discussed next. 

 

 

Racialised Surveillance  

 

 

Having discussed how pre-emptive strategies have resulted in the monitoring of 

Muslim communities globally, I will now move on to discuss literature concerning 

how these pre-emptive CT policies have emerged as racialised surveillance projects. 

From the pre-emptive CT policies and schemes that were discussed within chapter 2, 

Patel (2012, p.231) observes that ‘brown bodies’ are continuously labelled as hyper-

visible through these pre-emptive strategies. Therefore, they are subject to increased 

surveillance and stigmatisation, particularly from CT bodies through the agenda of 
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‘White governmentality’ (Patel, 2012, p.231). Saulnier (2017) asserts that it is 

Whiteness that maintains security whilst risk is ascribed to racialised groups. This 

over-surveillance of Muslims has led to the criminalisation of non-criminal 

behaviour. Adey’s (2004) study highlights how airport surveillance associates 

particular objects, such as the Hijab, with increased suspicion and therefore 

increased monitoring (Patel, 2012, p.227). Ahmed (2007, p.161) also suggests that 

‘stop and search’ technology leaves racialised people being described as ‘strangers’ 

in their own homes. Using an example of their experience at New York airport, 

Ahmed (2007) details how they are questioned in relation to their Pakistani heritage 

and British passport, resulting in them being on a no-fly list. They stated that ‘I 

become a stranger, again, made strange by the name I have been given’ (Ahmed, 

2007, p.162).  

 

The pre-emptive strategies employed by governments and government agencies have 

been described by some scholars as a Foucauldian-style self-governance through 

instilling discipline (Heath-Kelly, 2013; O’Toole et al.,2016b). Heath-Kelly (2013, 

p.397) observed that the UK government has fostered a CT approach that deems 

Muslims as simultaneously ‘risky’ and ‘at risk of becoming risky’. Regarding 

Muslims as ‘at risk of ‘radicalisation’ and as ‘risky’ securitises Muslims on what 

they may do (Heath-Kelly, 2013, p.397). The pre-emptive responsibility also extends 

to ‘ordinary, non-authoritative’ citizens. For instance, being encouraged to watch 

others (Finn, 2011, p.143). This responsibility is often encouraged by the state for 

citizens to always remain vigilant (Finn, 2011). Bigo (2009, p.47) notes that this pre-

emptive encouragement to always remain alert holds society in a perpetual ‘state of 

emergency’ in which contributes to the racialised surveillance of Muslims (Khan, 
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2020). The securitisation of Muslims has emerged with media and political discourse 

constructing Muslims and Islam as a threat, ultimately resulting in Muslims 

becoming securitized citizens that are intertwined with over-policing and constant 

suspicion (Hussain and Bagguley, 2012; Khan, 2020; Kundnani, 2009; Poynting and 

Mason, 2007). What followed was the creation of the pre-emptive strategy ‘Prevent’, 

which will be discussed below in relation to phase one and two of Prevent.  

 

 

The creation of Prevent 

 

 

It is now necessary to outline the Prevent strategy and its different phases, along with 

official statistics surrounding the strategy and the Channel aspect of Prevent. The 

UK’s7 counter-terrorism policy Prevent has been described as a ‘more-or-less 

cohesive project of risk knowledge which is deployed to render terrorism pre-

emptively governable’ (Heath-Kelly, 2013, p.395). The CONTEST strategy of the 

UK New Labour Government was launched by David Omand in 2002 and 

culminated with the publication of its official strategy named CONTEST 2003 

(Baker-Beall, et al., 2024). CONTEST emerged as a UK Government response to the 

September 2001 attacks. The CONTEST strategy consists of four strands: Prevent, 

Pursue, Protect, Prepare. The Prevent aspect gained prominence post 7/7 due to the 

concerns of homegrown terrorism (Qurashi, 2018). Prevent was then officially 

launched by the then Labour government in 2007 (Rights and Security International, 

2024). HM Government (2006) state that: Prevent has the aim of safeguarding 

people from becoming terrorists or supporting terrorism; with the outcome being 

 
7 The Prevent strategy is not applied equally across all UK nations (Heath-Kelly, 2024). Throughout 

this thesis, I mainly focus upon Prevent in England and Wales, therefore this study does not represent 

the entire UK.  
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reducing intent. Pursue focuses on stopping terrorist attacks happening in the UK 

and overseas; with the aim of reducing capability. Protect focuses on strengthening 

the UK’s protection against a terrorist attack and Prepare seeks to mitigate the 

impact of a terrorist attack if one occurs (HM Government, 2006). Often the 

government conflate Prevent and Pursue (The People’s Review of Prevent, 2022). A 

witness in the House of Commons Select Committee explained that ‘Prevent is 

Pursue in sheep’s clothing’, suggesting that Prevent conceals its true nature of also 

actively pursuing suspected ‘terrorists’ (House of Commons, 2010, p,8; O’Toole, et 

al., 2016b). The government conflate the two strategies by frequently declaring the 

successes of Prevent when they truly mean Pursue successes under the CONTEST 

strategy (The People’s Review of Prevent, 2022). Prevents’ operation has been 

described by the UK Government as to challenge ideology, prevent people being 

drawn into terrorism and provide them with advice and support and works with 

sectors and institutions where there are risks of ‘radicalisation’ (HM Government 

2011a, p.7). Those who are judged to be at risk of ‘radicalisation’ by those who work 

within Prevent are then referred to ‘Channel’, a deradicalisation programme. 

Channel will be discussed in more detail later within the chapter. See Figure 1 for a 

breakdown of the Prevent process from the Department for Education (2022). 
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Figure 1 The Prevent Process (Department for Education, 2022) 

 

As discussed previously, Prevent is a pre-emptive approach and was created to 

prevent violent Muslim extremism (Kundnani, 2014; O’Toole, 2016; Qurashi, 2018). 

Prevent predominately operates in the pre-criminal space, meaning identifying future 

threats through strategies of surveillance. The introduction of Prevent was quickly 

discredited not only by academics but by concerned citizens too when it became 

clear that this counterterrorism practice targets Muslims in general (Cohen & Tufail, 

2017; Faure Walker, 2021; Kundnani, 2009; Sian, 2015; Qurashi, 2018). Younis 

(2020) discussed how Prevent is an institutionally racist policy that is not addressed 

sufficiently by the state due to the publics wider acceptance of Prevent as a 

‘safeguarding’ strategy. This is discussed in further detail in chapter 3. Furthermore, 
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Clements et al. (2020) found that over half of the British Muslims surveyed had 

some concerns about the Prevent programme. 

 

At the time of writing, attention has been focused upon an independent review of 

Prevent that was proposed following the Counterterrorism and Border Security Act 

2019 (Home Office, 2018). The independent review was published in 2023 after 

being delayed for three years, it was carried out by William Shawcross (Home 

Office, 2023a). Some, such as Davison (2021, p.106) stated that a new review would 

result in recommendations being made to ensure Prevent targets ‘all communities’. 

However, this was not the case as Shawcross called for a re-focus on Islamist 

extremism (Home Office, 2023a). There was already controversy surrounding the 

appointment of Shawcross as the independent reviewer. Shawcross was previously a 

trustee of the neoconservative security think-tank ‘Henry Jackson Society’ and had 

previously made Islamophobic comments (McNeill-Wilson et al., 2021). The review 

was met with criticism, it being labelled ‘deeply prejudiced’, ‘minimises the threat of 

the far-right’ and ‘light on research and poor on analysis’ (Aitlhadj, 2023 in 

Townsend p.1; Nagdee, 2023, p.1; Thomas, 2023, p.1). The People’s Review of 

Prevent (2023) provide a well-documented response to the Shawcross review. They 

overall stated that the review was based upon poor evidence, and recommend that 

Prevent be removed from the education and health sector immediately. To highlight 

the relevance of this to my thesis, the Shawcross review was published whilst this 

research was being written and during the fieldwork (see Appendix A). The 

Shawcross review has implications for the post-16 education sector such as: 

recommending that universities have revised training for staff overseeing on-campus 

events with external speakers and that new training should be provided to public-
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sector staff concerning the appropriateness of referrals (Home Office, 2023a). More 

recently, Shawcross argued that the UK public was at risk of further extremism due 

to his Prevent recommendations not being implemented and following the ‘war in 

Gaza’ (Dugan & Syal, 2024, p.1). The timing of the publication of the Shawcross 

review and the subsequent remarks enabled me to further explore the review within 

the interviews held with educators.  

 

 

Prevent: Phase 1  

 

Having discussed literature surrounding Prevent’s background with reference to 

CONTEST, it is now necessary to document the first ‘phase’ of Prevent. There is a 

consensus among critical academics of Prevent that the strategy goes through 

continual and constant rebranding in order to ‘avoid critique’ (Faure Walker, 2021, 

p.17; Kundnani, 2009). Prevent occurred in two phases. Phase one was originally 

published in 2003 but revised and published in CONTEST 2006 and revised again in 

2009 by the New Labour Government. It was made publicly available and updated 

following the 7/7 bombings in London (Home Affairs Committee, 2009). This first 

phase of Prevent was concerned with ‘Islamist terrorism’ and in 2009 the UK 

Government specifically referred to Islam in relation to terrorism, stating that ‘the 

greatest threat at present is from terrorists who claim to act in the name of Islam’ 

(HM Government, 2009, p.15).  

 

Funding and Community Cohesion 
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This section analyses literature surrounding the funding of Prevent and how 

‘community cohesion’ (CC) came to be at the heart of Prevent phase 1. Home Office 

funding for Prevent grew exponentially from £6million in 2006 to £140million in 

2008/09 (HM Government, 2009). Funding is given to an array of institutions and 

organisations, from local authorities, the Youth Justice Board, the National Offender 

Management System, police forces (who work with education institutions) to the 

Department for Children and Schools and the Foreign and Commonwealth Office 

(Kundnani, 2009). However, it was found that the allocation of Prevent funding was 

to locations with a Muslim population of over 2,000, Hickman et al. (2011) 

described this is as de facto ‘suspect communities’8. The majority of funding given 

to local authorities was allocated to locations with large Muslim populations for 

community run projects, such as youth centres and IT facilities. Muslim women and 

young people were described by the UK government issued to local partners in 2008 

as ‘key constituencies to recruit as part of Prevent work’, encouraging Muslim 

women to ‘play a more active role in their own communities and wider society’ (HM 

Government, 2009, p.13). The government also described community interventions 

in Prevent as aimed at certain social groups such as young people, students, or 

women (HM Government, 2009). Some Muslim civil society organisations 

submitted applications to receive Prevent funding, one Muslim youth organisation 

stated that ‘it was easy’ to get the money in order to expand their organisation 

(Qurashi, 2018, p.6). Qurashi (2018) observed that whilst on the surface, these 

 
8 The notion of ‘suspect communities’ derives from Hillyard’s (1993) study into the impact of 

terrorism policies on Irish communities in Britain. It refers to a process of identifying people as a 

threat and thus resulting in a group of people that is under suspicion from wider society. 
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organisations may not seem to explicitly CT, it was the aim of Prevent to have a 

deep network within Muslim communities.  

 

Kundnani’s (2009) damning report ‘Spooked!’ detailed the implications of Prevents 

‘community cohesion’ funding for local communities. Between 2008 and 2011 

Wakefield in West Yorkshire spent its Prevent funding (£90,000) on women’s 

empowerment and cultural events for young people (Kundnani, 2009). Another 

example is Birmingham, which received the largest amount of Prevent funding in 

2008-2011 at £2.4million (Kundnani, 2009). Funding was spent on various projects 

including Muslim women’s forums and youth inclusion work (Kundnani, 2009; The 

People’s Review of Prevent, 2022; O’Toole et al., 2016). The scale of the 

community project Prevent funding was clear to see as the UK government boasted 

of engaging ‘over 50,000 young Muslims’ during the first year of funding (Thomas, 

2020, p.14). Kundnani’s (2009) report detailed that the Prevent funding allocated to 

local authorities and organisations often implicitly entailed that the receivers of 

funding had to gather information for the police. The ‘hidden agenda’ became 

evident as it undermined trust and confidentiality (Kundnani, 2009, p.6). Some 

Muslim youth clubs claimed that they felt pressure to adopt the Prevent strategy, 

with Prevent officers persistently encouraging them to apply for funding (Qurashi, 

2018). Faure Walker (2021) also discussed how youth group workers who had 

refused to hand over details of young people whom they worked with, had their 

Prevent funding from the Home Office stopped. Following Kundnani’s (2009) 

report, the Home Office protested that Prevent does not spy on people nor 

criminalise vulnerable communities. However, O’Toole et al. (2016a) points out that 

this Home Office statement was undermined by David Omand, a former UK security 
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and intelligence officer. Omand proclaimed that the government is divided into two: 

‘those people that go around spying on the population’ and those that ‘engage’ with 

the population and that it was naïve to suggest that the two do not ‘talk to each other’ 

(Thomas, 2012, p.118). 

 

The impact of the overlap between CC projects and Prevent is highlighted by 

O’Toole et al. (2016a). A Muslim organisation in London that discussed how 

Prevents’ covert aims led to them refusing funding stating that “I won’t touch 

[Prevent funding] with a two-metre bar and no-one will” (O’Toole et al., 2016a, 

p.172). Similarly, Husband and Alam (2011) highlighted the views of councillors 

who worked within the Prevent framework. One councillor stated that Prevent was 

‘quite clearly racist’ and another said, ‘I could imagine that there’s nothing that you 

can do in social cohesion that can’t be perceived as – a front for Prevent’ (Husband 

and Alam, 2011, p.148). These statements demonstrate the intrusive nature of the 

state’s security practices and how CC projects are stained with the negative 

implications of Prevent. This view is supported by Spalek and Imtoual (2007) who 

assert that the recipients of Prevent funding were often viewed as being complicit in 

the state agenda of CT by their own communities. The funding left already deprived 

communities competing for funds due to placing the policy at the heart of Muslim 

communities, forming a clear example of racial and religious profiling (Kundnani, 

2009). Collectively, the scholars above argue that Prevent phase one was 

predominantly focused upon CC and projects aimed at young people and women. 

The above demonstrated how Prevent funding was allocated and expanded over the 

years to Muslim communities.  
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Prevent: Phase 2 

 

Introduced from 2011 under the Conservative led coalition Government, Prevent 

phase 2 made Prevent a statutory responsibility for non-policing organisations, such 

as education settings, to prevent people from being drawn into terrorism. This 

second phase came after a government review of Prevent in 2011. Lord Carlile was 

appointed as the independent reviewer, he stated that he had ‘strong support’ for 

Prevent (HM Government, 2011a, p.4). The review broadened the scope of Prevent 

and laid the foundation for CTSA 2015 (Counter terrorism and Security Act), which 

ultimately changed the focus from New Labour’s CC objectives to a particular focus 

on CVE (Faure Walker, 2021; HM Government 2015a). The CTSA 2015 Act placed 

Prevent on a legal footing. The Carlile review also highlighted that Prevent was to 

target a range of terrorism threats, including right-wing extremism (HM 

Government, 2015a). This was one of the first instances that right-wing extremism 

was addressed within the Prevent strategy (Ali, 2020).  

 

Since the introduction of the CTSA 2015, authorities such as education institutions 

have implemented new policies to show their compliance with Prevent (Qurashi, 

2018). It is in accordance with CTSA 2015, which placed a public duty on 

educational and other public bodies to prevent people from being drawn into 

terrorism; known as the Prevent Duty (McGlynn & McDaid, 2019). The FE & HE 

sector have been targeted with P/CVE measures. For FE settings (sixth forms & 
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colleges) to comply with Prevent, they are required to: have policies in place for 

external speakers and events, have active engagement with other partners (such as 

the police and regional Prevent co-ordinators), have welfare support, carry out risk 

assessments, have an action plan, to provide staff training on Prevent, have IT 

policies in place and to be monitored by OFSTED to inspect its compliance with the 

policy (Home Office, 2021b). HE settings compliance with the Prevent Duty differs 

slightly. They must comply with all the above, however there is an addition of HE 

bodies requiring policies to be in place for student unions and societies, and 

universities are monitored by The Office for Students (OfS) rather than OFSTED to 

check their compliance (Home Office, 2021c). If OfS deem a provider to not be 

demonstrating ‘due regard’ to their duty, they are then referred to the Department for 

Education (Zempi & Tripli, 2022). In addition to this, HE bodies also have a 

commitment to the freedom of speech (Education Reform Act, 1988). From this, the 

Home Office (2021c, p.1) stated this is why relevant HE bodies ‘represent one of our 

most important arenas for challenging extremist views and ideologies’.  

 

Community cohesion in Prevent phase two? 

 

As mentioned above, within Prevent phase one, much of the focus was upon CC 

projects (Cook, 2017; Kundnani, 2009; Thomas, 2020). Prevent phase two saw a 

shift away from CC. However, some projects still existed and received funding 

under the ‘Building a Stronger Britain Together’ (BSBT) programme. Only a limited 

number of programmes persisted in ‘Prevent priority’ areas, mostly with large 

Muslim populations (Thomas, 2017). A 2012 FOI request disclosed that these areas 

received £3 million a year since 2011 (Thomas, 2017). Prevent priority areas (PPA) 

are defined as ‘areas of special concern with extra funding allocated to them’ (The 



 41 

People’s Review of Prevent, 2022, p.5). Due to concerns about the Islamophobic 

nature of PPA’s, the government restricted information surrounding the funding and 

allocation and only disclosed the existence of 44 areas but not why nor how they are 

deemed a PPA (The People’s Review of Prevent, 2022; Thomas 2017). Another FOI 

request revealed that from 2015-2020 an average of £43 million per year was 

allocated to the Prevent strategy (The Canary, 2021). The UK government declined 

to answer which local councils and projects received the funding (The Canary, 

2021). A large amount of funding is also given to security think-tanks, such as the 

Henry Jackson Society and the now obsolete Quilliam Foundation (McNeil-Wilson 

et al., 2021). These think tanks have been accused of normalising the counter-

extremism led community projects, with the use of ill-evidenced work (McNeil-

Wilson, et al., 2021).  

 

One of the organisations that received counter-extremism funding, under the BSBT 

programme, was an online magazine named ‘Super Sisters’, created by a company 

named J-Go (Manzoor-Khan, 2022, p.101). The magazine was specifically aimed at 

young Muslim women as a response to British schoolgirls leaving for Syria in 2015 

(Manzoor-Khan, 2022, p.101). J-Go acknowledged that they had accepted Prevent 

funding and apologised for not being more open about it. Manzoor-Khan (2022) 

suggests that the programme had the aim of engineering how Muslim women think 

and perpetuated the idea that all Muslims need consistent surveillance and 

monitoring. Whilst the UK Government has rejected claims that Prevent serves as a 

spying tool, it was clear that the strategy did gather intelligence upon Muslim 

communities through different avenues in Prevent phase two, whether it was through 

security think-tank research or private companies funded by Prevent (Kundnani, 
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2009; McNeil-Wilson et al., 2021; Thomas, 2020). This information gathering was 

further demonstrated by the former Home Secretary, Amber Rudd’s comments in 

2017, which she proclaimed that: ‘[Policing] is not where we get the intelligence 

from. We get intelligence much more from the Prevent strategy’ (Press Association, 

2017, p.1).  

 

Official Statistics 

 

Outlining the official statistics surrounding Prevent is key to understanding the 

overrepresentation of Muslims and young people referred to Prevent. I begin by 

examining Prevent referrals by ‘Type of concern’. This includes ‘Islamist’, ‘extreme 

right-wing’ and ‘mixed, unstable and unclear’ (MUU) concerns. Next, the education 

sector referrals are also outlined in relation to FE and HE. Finally, gender and 

Prevent referrals are analysed.  

 

Prevent referrals by ‘Type of concern’   

 

Official statistics and FOI requests concerning Prevent demonstrate how Muslims 

are over-represented within Prevent referrals. The ‘type of concern’ is related to the 

information provided by the referrer (Home Office, 2023b). From 2007 until 2011, 

67% of referrals were Muslim and between 2012 and 2015 69% of referrals were 

Muslim (Traquair, 2014, 2016; Qurashi, 2018). 10% of referrals in the 2015/16 were 

for right-wing extremism, see Figure 2 for a breakdown of the referrals over the 

years (Home Office, 2017). More recently, from 2020 referrals for ‘extreme right-

wing’ concerns were higher than for ‘Islamist’ concerns for the third year running 
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(Home Office, 2023b, p.1). In 2022/23 ‘Islamist9’ concern referrals dropped to 11% 

and ‘extreme right-wing’ referrals were 19% (Home Office, 2023b). Despite the 

drop in the number of ‘Islamist’ concern referrals, the 2021 Census showed that 

Muslims make up 6.5% of the population in England and Wales, demonstrating the 

over representation of Muslims in Prevent referrals (ONS, 2022; Qurashi, 2018). In 

addition to this, it was reported that the British Prime Minister, Rishi Sunak, wished 

to refocus Prevent on to ‘Islamic extremism’, something that was repeated with the 

2023 Shawcross Review (Home Office, 2023a; Versi, 2022). This was despite the 

UN asserting that the UK’s response to the increasing far-right violent extremist 

threat, has not yet resulted in any legislative changes (United Nations, 2022). Within 

this research, I aim to draw attention to how Prevent has and continues to target 

Muslim communities in the UK.  

 

Recording data on race or religion is not mandatory, despite the concerns of racial 

and religious discrimination. Many FOI requests surrounding recent Prevent data on 

religion and ethnicity have been declined by the UK Government (Child Rights 

International Network, 2022). However, Rights and Security International (2023) 

found that Prevent case officers classify the ethnicity of the person, rather than being 

self-defined. Along with this, the FOI data suggests that people who were recorded 

as ‘Asian’ and those with ‘Islamist’ related concerns were dealt with more severely 

than other ethnic groups or type of concern (Rights and Security International, 

2023). Officials viewed those identified as ‘Asian’ as being a criminal justice matter, 

rather than a Channel referral, which is a ‘non-criminal measure’ in which many 

 
9 ‘Islamist’ is a term used in official policy, it is a term laden with ‘unacknowledged assumptions and 

embedded political-cultural narratives’ (Jackson, 2007b, p.395). This thesis uses the term as a 

reflection of policy not as a promotion of the term itself. 
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people recorded as ‘White’ are referred to (Rights and Security International, 2023, 

p.1).  

 

There was also a notable difference in the way in which categories were defined for 

Prevent referrals from 2017/18. In this year a new category was introduced, it was 

labelled as ‘Mixed, unstable and unclear ideology’ (MUU), this was previously 

categorised as ‘unspecified’. The US Federal Bureau of Investigation director, 

Christopher Wray, named them a ‘salad bar of ideologies’, with individuals choosing 

from certain aspects of different ideologies (Meier, 2023, p.1). This category in 

2020/21 accounted for 51% of referrals, however it is unclear how many in this 

category are Muslim (Home Office, 2021). As of 2021/22 statistics, the MUU 

ideology category were split into different categories: ‘conflicted’, ‘no specific 

extremism issue’, ‘high CT risk but no ideology present’, ‘vulnerability present but 

no ideology or CT risk’ ‘no risk, vulnerability, or ideology Present’, ‘school 

massacre’, ‘incel’ and ‘unspecified’ (Home Office, 2023a). ‘Extreme Right Wing’, 

‘Islamist’ and ‘Other’- which includes other types of ‘extremism’ including ‘left 

wing extremism’ and ‘environmental extremism’- make up the ‘high level’ 

categories within Prevent referrals (Home Office, 2023a). As shown in Figure 2, the 

most referrals in the year 2021/22 were those of ‘vulnerability present but no 

ideology or CT risk’ at 33%, it rose to 37% in the year 2022/23 (Home Office, 

2023b). The Home Office (2023b, p.1) states that this category is used 

‘retrospectively by case officers once further information gathering has been 

completed’. This raises the question of why individuals who are deemed not to be a 

CT risk nor have an ideology present, are referred to a strategy aimed at ‘tackling the 

risk of violence motivated by ideology’ (Home Office, 2023a). The issue of Prevent 
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being described as ‘safeguarding’ is explored further within the literature review and 

findings chapters.  

 

 

Prevent statistics regarding the Education sector and age 

 

In addition to the over-representation of Muslim referrals to Prevent, another major 

area of interest for this thesis lies in the role of public institutions, such as the 

education sector, within official statistics. This is particularly important in relation to 

this research, as it addresses the high level of young person referrals that derive from 

the education sector. The case of Shamima Begum, a British schoolgirl who left the 

UK at age 15 to travel to Syria, brought the role of the education sector and CVE 

policy to light. This case will be further explored within this literature review and 

findings chapters. The Prevent Duty contributed to a 75% sharp increase of referrals 

to Prevent (Thomas, 2020). Prevent referral statistics from the education sector 

demonstrate that the sector makes a large proportion, and at times the largest number 

Figure 2 Prevent referrals by type of concern 2016-2022 (Home Office 2023b) 
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of referrals to Prevent each year (Home Office, 2020). In the years 2017/18 and 

2018/19 the education sector referral rate was 33% and in 2019/20 the police and 

education sector both referred 31% (Home Office, 2020). The referrals from the 

education sector increased again in 2022/23 to 39%, the highest number since data 

was available (Home Office, 2023b). This further demonstrates the necessity to 

explore how Prevent is perceived in post-16 education.  

 

Data concerning referrals from FE, specifically colleges and sixth forms, was unclear 

despite FOI requests previously being sent to the Home Office by James (2022). The 

Home Office cited national security concerns and potential identification (James, 

2022). However, in June 2024, FE Week received information regarding FE and 

Prevent referrals from the years 2018/19 to 2022/23 that was obtained through an 

FOI request (FE Week, 2024). It showed that from 2018-2023, 7% (734) of 

education referrals were from the FE sector (FE Week, 2024). FE referrals have been 

rising since 2018, with 215 referrals being made in 2022/23 (FE Week, 2024). The 

majority of FE Prevent referrals since 2018 have been for ‘extreme right-wing 

concerns’, the second highest were from the ‘vulnerability present but no ideology or 

counterterrorism risk’ category (FE Week, 2024, p.1). Regarding HE settings and 

Prevent referrals, the picture is slightly clearer, as they are recorded by the OfS. 165 

university student cases were referred to Prevent in the year 2021-22 (OfS, 2022). 

This is down from 365 university cases in 2018-19 (OfS, 2021). Most of the cases in 

2021-22 were referred for MMU concerns (75), there were 35 cases for those 

referred with Islamist concerns and 30 cases for those with extreme right-wing 

concerns (OfS, 2022).  
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Young people make up the largest number of referrals to Prevent since the Duty was 

introduced. In 2015/16 56% were aged 20 and under, this rose to 58% in 2018/19 

(Home Office, 2017; Home Office, 2019). In 2022/23, those aged 20 and under 

accounted for 63% of referrals, with 31% of them being aged 14 and under (Home 

Office, 2023b). The statistics show a consistent referral rate for those aged 20 and 

under. This age group accounts for the largest proportion of referrals to Prevent and 

are the most likely group to be discussed at a Channel panel (which will be discussed 

later in this chapter). Despite the statistics, in 2011 the UK Government stated that: 

‘We have seen no systematic attempt to recruit or radicalise people in full time 

education in this country, either in the state or independent sector.’ (HM 

Government, 2011a, p.67) 

 

There have been concerns that too much emphasis has been placed upon public 

institutions to implement Prevent as there is a lack of evidence that supports the 

claim that these institutions play any role in the radicalisation process (Dawson & 

Godec, 2017). Yet, the Prevent strategy still operates in this pre-criminal space that 

is utilised within schools, colleges, and universities. I aim to further uncover how 

educators feel about the Prevent strategy that is employed within their classrooms 

and their obligation to the Prevent Duty. The topic of educators Prevent Duty is 

analysed within this literature review and findings chapters, with reference to 

‘safeguarding’, Prevent training, and monitoring.  
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Gender and Prevent statistics 

 

Another topic of interest within this thesis is the official statistics surrounding 

‘gender’ and the referrals to Prevent. The Home Office (2021, p.1) uses the term 

‘gender’ rather than ‘sex’ when discussing referrals to Prevent. The UK Government 

state that referrals statistics are ‘based upon an individual’s own perception of 

themselves and as such, the gender category with which a person identifies may not 

match the sex they were assigned at birth’ (Home Office, 2021, p.1)10. Below are the 

official statistics that are relevant to this discussion. Although men are more likely to 

be referred to Prevent (89%), it will be made evident within this thesis that Prevent 

does have a specific focus upon women (Home Office, 2023b). Males (875 referrals) 

are also more likely to be referred to Prevent for ‘Islamist concerns’ than females are 

(148 referrals) (Home Office, 2023b). From the FE sector 93% of referrals were 

male in the years 2018-2023 (FE Week, 2024). Schmidt (2022) claims that the lack 

of women referrals to Prevent could be due to stereotypes surrounding women’s 

innate peacefulness. However, female referrals to Prevent for ‘Islamist concerns’ 

(148 referrals) were higher than for females with ‘extreme right wing’ (79 referrals) 

(Home Office, 2023b).  

 

The ages for females referred to Prevent consisted mainly of those under the age of 

20 (Home Office, 2023b). Most female referrals also came from the education sector 

(Home Office, 2023b). The way Prevent operates regarding gender became clear 

particularly when looking at Mirza and Meetoo’s (2018, p.236) study, as a 

 
10 Official documents concerning Prevent and gender use the terms ‘male’ and ‘female’, this thesis 

uses these as a reflection of policy terminology. Recent advancements have shown that sex is not a 

binary, but rather a sliding scale (Brown, 2020). Within this research, the student participants self-

identified as Muslim women. For the purposes of this thesis, I will use the term ‘gender’ rather than 

sex, due to focusing on the constructions and meanings surrounding gender, not biological categories 

(Brown, 2020; Butler, 2006; Shaw, 2022). 
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government policy advisor stated that ‘girls…probably are radicalised but are less 

likely to go on and probably commit’. This is echoed by Auchter (2020, p.108), in 

which they state that the ‘gendered understandings of threat’ mean that women are 

consistently posited as less threatening than men within CVE discourse. To date, 

there has been little to no research that specifically focuses upon Muslim women 

students’ experiences of Prevent in education in the UK. Therefore, within this 

research I make contributions to the field surrounding the impact of Prevent on 

racialised communities, in particular by exploring the feelings and perceptions of 

young Muslim women in the UK.  

 

 

Channel 

 

Channel is another aspect of Prevent that is important to highlight here, particularly 

regarding referrals to the programme. It is a police-coordinated, multiagency 

programme that evaluates Prevent referrals at risk of radicalisation and directs 

referrals to other intervention providers, such as further deradicalisation within 

Channel or health and social care services (Cohen & Tufail, 2017). It was first 

piloted in 2007 and then widely rolled out in 2012 (HM Government, 2011c). Within 

the Prevent duty lies referrals to Channel. This de-radicalisation programme within 

Prevent, uses the ‘scientific’ UK Extremism Risk Guidance (ERG22+) that lists 22 

indicators that supposedly indicate possible signs of extremism. ERG22+ has not 

proved effective for preventing terrorism, this will be discussed further in chapter 3 

(Aked, 2021). Those deemed at risk of extremism or vulnerable undergo ‘corrective’ 

programmes under the guidance of ‘experts’ (Elshimi, 2015, p.120). 
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Statistics surrounding referrals to Channel in its earlier years were low. In 2006/07, 

just five referrals were made, this climbed to 748 in 2012/13 (Traquair, 2014). 

Between 2007-2010, 67% of referrals to Channel were Muslim. Cohen and Tufail 

(2017) maintain that from 2014-2016, Muslim children (persons under 18) were 44 

times more likely to be referred to Channel compared to any other religion (Traquair, 

2014). More recently, statistics have been broken down further to ‘discussed at a 

Channel panel’ and those who ‘received Channel support’ or ‘adopted as a Channel 

case’. In 2021/22, of the 6,406 Prevent referrals, 1,486 were discussed at a Channel 

panel and 804 were adopted as a Channel case (Home Office, 2023b). There is a 

consistently high number of young people being discussed at Channel panels. Every 

year since more explicit data became available in 2015/16, over 50% of referrals 

were made up of those aged 20 and under (Home Office, 2023b; Thomas, 2017). Of 

those referred to Prevent, a large number require no further action from Channel 

(judged to not be at risk of radicalisation). From 2018 to 2023, adopted Channel 

cases from FE sector referrals ranged from 12-22 cases, rising every year (FE Week, 

2024). There were 55 Channel cases from universities in the year 2021/22 (Office 

for Students, 2022). Universities having to impose the Prevent strategy may be 

affecting the entire student population. Whiting et al. (2021) stated that Prevent 

could be deemed as unnecessary following this low referral rate from universities.  

 

From comparable statistics since 2015/16, of all individuals referred to Prevent, 

roughly only 5% were judged to be appropriate for Channel support (The People’s 

Review of Prevent, 2022). As stated in previously, the most alarming statistic is that 

95% of those referred to Prevent, do not go on to receive Channel support (Medact, 
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2020). Medact (2020, p.1) names these as ‘false positives’. The false positives, 

grouped with the education sector referrals to Prevent that were discussed earlier, 

reveal the true extent that young people in education are securitised. Within this 

thesis, I will focus upon the impact of Prevent and thus Channel, in FE and HE, due 

to the sector being overlooked when analysing the strategy. Channel is further 

discussed within the next chapter, particularly in relation to how it has been labelled 

as ‘voluntary’.  

 

 

Conclusion 

 

The above has demonstrated how the racialisation of Muslims globally, has led to 

Muslims securitisation, resulting in racialised pre-emptive strategies, such as 

Prevent. Literature surrounding pre-emptive profiling and surveillance was explored 

in relation to how the securitisation of Muslims has been heightened since the WOT 

(Hussain & Bagguley, 2012; Khan, 2020; Kundnani, 2009; Patel, 2012; Qurashi, 

2018). I demonstrated the approaches have led to the criminalisation of non-criminal 

behaviour and the racialised surveillance of the Muslim population (Khan, 2020). I 

also discussed how the Prevent strategy has included different ‘phases’, that entailed 

problematic CC and funding projects that targeted young Muslims and Muslim 

women. Official statistics have been highlighted that are relevant to this thesis, 

namely Islamic extremism, women, and education sector statistics. Lastly, the final 

component of Prevent, ‘Channel’ was outlined in reference to the statistics relating 

to this thesis. The issues that were highlighted above suggest that Prevent has proved 

to be a controversial strategy with its targeting of Muslim communities. The next 
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chapter will elaborate on this issue and build upon existing key literature 

surrounding Prevent and Muslim women in CT/CVE initiatives. 
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Chapter 3: Literature Review on Muslim Women 

within Counterterrorism and Prevent  
 

The previous chapter addressed the policy background of Prevent and how the 

racialisation of Muslims and the WOT has expanded CT and CVE measures in the 

UK. This chapter will offer a comprehensive review of existing literature 

surrounding Muslim women in CVE and Prevent. I will outline how women have 

been situated in the WOT and within wider CT discourse, with reference to the WPS 

agenda (Bhattacharyya, 2008; Brown, 2013; Cook, 2017). The Prevent strategy and 

its associated initiatives aimed at Muslim women will be further built upon from the 

previous chapter and will be discussed in relation to the wider literature on the topic. 

Lastly, the Prevent Duty will be analysed in relation to existing research that details 

its impact upon the education sector.  

 

 

Women within the War on Terror 

 

Islamophobia became more prominent within the UK, particularly during the 1960’s 

onward, as was discussed within the previous chapter. Now, it is important to 

highlight existing literature surrounding the WOT and how women have been 

embedded within the discourse. The events on 11th September 2001, commonly 

referred to as 9/11, was the defining event for the globalised WOT. The events that 

followed the attack subsequently created catastrophic impacts for Muslims globally 

(Kundnani, 2014; Sivanandan, 2008). Keenan (2017, p.190) perceived 9/11 to be a 

‘boomerang effect’ following US involvement in the Middle East- primarily in 
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Afghanistan, Iran, and Iraq. Days after the attack, the US authorised the use of 

military force against terrorists. This begun the WOT that would eventually result in 

an ‘open-ended, perpetual, global war’, the UK also followed (Kundnani, 2014, 

p.30). 

 

Discourse surrounding liberation and spreading freedom were promoted by the US 

and the UK in an attempt to justify military violence in Afghanistan and Iraq 

(Khalid, 2011; Shepherd, 2006). Scholars have highlighted that one of the 

predominant discourses that encompassed the WOT was the rhetoric surrounding 

women’s rights in Afghanistan and Iraq (Masters, 2009, p.37; Pearson et al., 2020; 

Rothermel & Kelly, 2024; Shepherd, 2006). This was perpetuated by Western media 

and governments, along with some feminist organisations in order to gather public 

support (Pacwa, 2019; Rich, 2014). This framing of women’s victimisation can be 

considered an operation of power, and one that justifies military intervention (Butler, 

2020). Ahmed (1992) also demonstrates that the image of the veiled woman has 

been consistently used from European colonialism to present day. It symbolised 

apparent oppression of Muslim women in the attempt to justify Western colonial 

violence (Connah, 2021). Bhattacharyya (2008) writes that this Western feminist 

rhetoric was deployed as a military goal to affirm the us-them divide. The military 

interventions by the UK and the US raised questions about the supposed liberation of 

women, as Rosen (2006, p.1) noted that it resulted in women becoming ‘shut-ins in 

their own homes’. The numerous accounts of rape and murder of civilian women by 

US soldiers within the WOT raised further questions of if, and how the West was 

‘liberating’ women (Nayak, 2006). Volpp (2020) observed gendered Orientalism and 

how Europe often used this as a justification for Western colonisation. The history of 
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the West’s obsession with the veil was evident, as Ahmed (1992) discussed how the 

discourse surrounding the veil was rooted in European accounts of racist and 

sexualised tropes of the exotic Orient. It is evident how this Orientalist logic and its 

gendered undertones continued through the WOT. Khalid (2011, p.27) and El 

Habbouch (2023) argued that Muslim women were often depicted as ‘agentless’ or 

the ‘veiled, oppressed Other’ in need of salvation, and the West depicted as the 

saviour and teacher of democracy (Nayak, 2006). The urgency of the West to declare 

a WOT resulted in a war also ‘being played out in Muslim women’s bodies’ (Rich, 

2014, p.4).  

 

What was absent from Western media and official rhetoric was a historical 

discussion of how the Taliban came to power, and how Western governments had 

aided this (Hamad, 2020). Western feminist organisations failed to recognise the 

complex structural violence, such as harsh economic conditions and the impact of 

British colonialism. Hirschkind and Mahmood (2002, p.340) labelled this ‘studied 

silence’ in which organisations and governments failed to recognise the West being 

complicit in creating the ‘miserable conditions’ for women in Afghanistan. In a 

similar vein, Khan (2021, p.1) discussed the ‘colonial project of feminism’, in which 

the West ignores the impact of colonisation and instead attempts to justify military 

action through its ‘White saviour complex’. Next, I discuss how Muslim women are 

embedded within CT/CVE discourse. 

 

 

Muslim Women in Counterterrorism 

 



 56 

 

In addition to discussing how women have been situated within the WOT, it is 

necessary now to review the discourse surrounding Muslim women and how they are 

placed within wider CT strategies in the UK. Satterthwaite and Huckerby (2013) and 

Brown (2008) provide an explanation as to how Muslim women are often 

essentialised in CT and CVE strategies. They begin by stating that Muslim women 

are consistently seen within policy through a maternalistic lens, one that solely relies 

upon viewing their role in society as mothers and or caregivers. It is the notion that 

women are viewed as naturally peaceful, as people who can protect and care for their 

families and communities, and this has led to the essentialisation of Muslim women 

in the CVE sphere (Brown, 2008).  

 

In 2000, the UNSC adopted the Women, Peace and Security (WPS) agenda which 

aimed to protect women, prevent violence, and address the participation of women in 

peace and security governance (Achilleos-Sarll, 2020). WPS efforts have been 

heavily criticised for ‘instrumentalising’ women into CVE practices, treating girls as 

security objects and has been viewed as ‘soft-surveillance programming’ 

(Alimahomed-Wilson & Zahzah, 2023, p.242; Aroussi, 2021; Fransen, 2023). In 

addition to this, Rothermel and Shepherd (2023, p.3) highlighted that women within 

the WPS agenda and their roles in CT/CVE services are often regarded as human 

intelligence agents, who are able to participate in ‘security practices’. Within the 

findings chapters of this thesis, the integration and responsibilisation of Muslim 

women in Prevent is evidenced through the women’s counter stories and experiential 

knowledge.   
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In 2008 the New Labour Government mirrored this essentialism with the creation of 

the National Muslim Women’s Advisory Group (NMWAG), which consisted of 

British Muslim women advising the Government on ways to ‘empower’ Muslim 

women in Britain (Allen & Guru, 2012, p.1). The NMWAG will be discussed in 

more detail later. However, it is relevant to consider here that Hazel Blears- the 

Labour Communities Secretary who chaired the first NMWAG meeting- stated that 

Muslim women have a ‘unique moral authority’ to ‘challenge the false and perverted 

ideology spread by extremists and give our young people the skills and knowledge to 

turn their backs on hate’ (HM Government, 2007, p.1). The essentialism of Muslim 

women is evident here, as the UK Government adopted this strategy that Muslim 

women and in particular mothers are the best to challenge ‘extremism’ within their 

communities, particularly to challenge young people. As a result of viewing Muslim 

women as ‘natural peacemakers’ and ‘moderate agents’, the UK Government has 

responsibilised Muslim women in countering terrorism within their own homes and 

communities (Brown, 2008, 2013; Rodrigo Jusué, 2022, p.297). Muslim women are 

viewed within CVE discourse either as ‘woman-as-moderate or woman-as-

moderating’, meaning that women are consistently seen as moderate forces through 

‘patriarchal norms’, within their communities that are able to fix problems (Auchter, 

2020, p.105). Bhattacharyya (2008 p.51) and Cook (2017) further build upon how 

‘patriarchal norms’ seep their way into policy. They state that women are seen as 

moderate voices or as mothers, stating that mothers are a dominant theme in 

‘cultures of war’ (Bhattacharyya, 2008, p.51). In a similar vein, Åhäll (2012) 

explicates ‘the myth of motherhood’ in which ‘motherhood’ is used throughout 

representations of women’s agency within political violence. Indeed Grewal (2017, 

p.131) also discussed the idea of ‘security moms’ that attempt to provide opportunity 
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to securitise mothers. Within CVE policy discourse, women are viewed as ‘natural 

allies’ to the government in countering extremism, along with perceiving women as 

possessing ‘innate maternal abilities to deradicalize young men’ (Pearson et al., 

2020, p.24). As governments continue to perceive women in this way, it positions 

women as integral to their counter radicalisation efforts, seemingly shifting their 

state responsibility onto women (Giscard d’Estaing, 2017). Eggert (2017) criticises 

the way in which women are utilised as part of countering radicalisation. They 

highlight that it often places blame upon women and families as ‘bearers of extremist 

culture’ rather than seeing extremism and radicalisation as a complex, ‘multi-casual 

phenomenon’ (Eggert, 2017, p.1). Together, the scholarship above outlines the 

patriarchal norms and the essentialism of Muslim women that are embedded within 

CT/CVE discourse. They are central components of WOT and CT/CVE policy by 

appealing to mother love and duty from the old trope of a ‘woman’s social status 

emerging from reproductive relations’ (Bhattacharyya, 2008, p.51). From this, 

Brown (2020) asserts that women are oft viewed as interacting with the state through 

their status as either mothers, wives, sisters, or daughters.  

 

Furthermore, not only are Muslim women perceived through a maternalistic lens, but 

they are also subject to being infantilised and cast as passive (Cook, 2020; Rashid, 

2016a; Rothermel, 2020; Spalek, 2012). Muslim women are often infantilised 

through the secular-Western reinforcement of stereotypes that depict Muslim women 

as passive, resourceless and ‘need saving’ (Abu-Lughod, 2013, p.46; Ahmed, 1992). 

Abu-Lughod (2002, p.788) states:  

[w]hen you save someone, you imply that you are saving her from 

something. You are also saving her to something. What violences are entailed 

in this transformation, and what presumptions are being made about the 

superiority of that to which you are saving her?  
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Abu-Lughod (2013) further discusses how the rhetoric of Muslim women needing to 

be ‘saved’ depends on a reinforced sense of superiority from the oppressor, or as 

Ahmed (1992) describes it as colonial feminism. As discussed above, much of this 

discourse surrounding saving Muslim women concerned ‘veiling’. However, within 

CT policy the English language has also been a tool to further stereotype Muslim 

women. Manzoor-Khan (2022, p.136) suggests that David Cameron- then 

Conservative British Prime Minister- asserted the view that Muslim women need to 

‘integrate more’ and learn the English language as to not leave them ‘susceptible 

from the extremist message’ (The Guardian, 2016, p.1). David Cameron stated that 

he was not blaming Muslim women, but their ‘patriarchal societies’ and the 

’menfolk’ that did not want them to learn English (The Guardian, 2016, p.1). 

Therefore, reinforcing the view that Muslim women are passive within their own 

communities. This demonstrates that CT policy and so-called feminist interventions 

were concerned with integrating Muslim women as well as deterring Muslims from 

terrorism (Rodrigo Jusué, 2022).  

 

In addition to this reinforcement of Orientalist stereotypes by the UK government, 

the term ‘Femonationalism’ must also be discussed (Farris, 2017, p.4). Farris (2017, 

p.4) coined the term ‘Femonationalism’ which refers to the ‘exploitation of feminist 

themes by nationalists and neoliberals in anti-Islam campaigns’ and the 

demonisation of Muslim men by certain feminists in the name of ‘gender equality’. 

Femonationalism is a useful concept when discussing how anti-Islam and 

xenophobic campaigns have co-opted feminist themes. It is evident here that 

elements of femonationalism can be seen within CT/CVE policy discourse and how 
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it situates Muslim women within them. Muslim women are perceived through a 

maternalistic lens, particularly within de-radicalisation policy discourse. This 

reinforces nationalist rhetoric that solely refers to women not as individuals, but in 

reference to their social role based on the functions of their bodies or ‘bearers of the 

collective’ (Farris, 2017, p.72). Furthermore, the portrayal of Muslim women as 

‘passive’ or as ‘victims’ also has femonationalist tropes. This is most evident within 

discourse surrounding the veil and the encouragement to learn English language. For 

instance, the aforementioned comments made by David Cameron and how the UK 

Government co-opted these feminist themes of empowering women. However, in 

reality it was simply a regurgitation of the trope that Muslim women are passive 

and/or submissive (Harmes, 2011; Manzoor-Khan, 2022). Not only does this 

femonationalist discourse present itself within nationalist and neoliberal advocates, 

but feminists also deploy Islamophobic tropes, such as needing to ‘emancipate’ 

Muslim women in the name of ‘women’s rights’ (Farris, 2017, p.2). Having 

discussed the literature surrounding how Muslim women have been included within 

the WOT and the UK’s CT discourse, the next section analyses the existing literature 

surrounding Prevent, Muslim women and Prevent, and the Prevent Duty.  

 

 

CONTEST & Prevent 

 

In the previous section, I outlined key literature surrounding how women have been 

placed within CT/CVE initiatives. Now, I turn to further discuss key literature 

surrounding the Prevent strategy. Within the policy background chapter, I outlined 

the creation of Prevent, along with the strategy’s official statistics and summarised 
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the Channel aspect of Prevent. This section will continue this discussion by 

examining the literature surrounding the concepts that Prevent relies upon, and how 

Prevent funding and community cohesion has impacted upon Muslim communities 

(Faure Walker, 2021; Thomas, 2020). Further to this, literature concerning how 

Muslim women have come to be implicated within Prevent strategy and constructed 

as the new folk-devil will be reviewed, including examining specific initiatives 

aimed at Muslim women (Mirza and Meetoo, 2018). The ‘Prevent Duty’ will be 

explored in relation to literature that discusses educators ‘safeguarding 

responsibility’, ERG22+, WRAP (Workshop to Raise Awareness of Prevent) 

training and cases of how Muslim students have been impacted by Prevent. Finally, 

the Channel aspect of Prevent will be explored further. Existing literature will be 

reviewed surrounding Channel and how young people, and the education sector are 

impacted by this strand of Prevent.  

 

 

‘Radicalisation’ and ‘Extremism’ 

 

In addition to the critiques of pre-emptive strategies, many scholars highlight the 

limitations of the very concepts that Prevent itself relies upon; ‘radicalisation’ and 

‘extremism’ (Aked, 2021; Heath-Kelly, 2013; Kundnani, 2012; Sian, 2017). 

‘Radicalisation’ is a highly contested term (Kundnani, 2012). The Prevent strategy 

labels radicalisation as a linear process ‘by which a person comes to support 

terrorism and forms of extremism leading to terrorism’ (Faure Walker, 2021; HM 

Government, 2011a). Neumann (2008, p.3) maintains that after the September 2001 

attacks, officials and experts urgently began to discuss the idea of ‘radicalisation’ or 
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as some commentators put it ‘what goes on before the bomb goes off’. Much of the 

discourse surrounding ‘radicalisation’ was inherently flawed, often only focusing 

upon the CT policymakers demands rather than objectively studying ‘terrorism’ 

(Kundnani, 2012). Kundnani (2012) observed that before 2001, the term was often 

used to refer to radical politics and usually did not refer to Muslims. Thus, the 

scholarly focus on ‘radicalisation’ limited itself solely to the question of Islamic 

‘extremism’ thereafter. Similarly, Faure Walker (2021) states that initially 

‘radicalisation’ was often discussed alongside left-wing British politics. The term 

then began to be used more in relation to the Iran/Iraq war and then ultimately after 

9/11, the term became widely used.  

 

Numerous models of ‘radicalisation’ exist in the UK, such as the conveyor belt 

theory. This theory asserts that certain factors such as religious ideologies and 

economic hardship and connections can ‘radicalise’ people (Hafez & Mullins, 2015). 

WRAP training is also based upon this conveyor belt theory (Lockley-Scott, 2016; 

Baker-Beall et al., 2015). Another model is the ’Prevent pyramid’. The pyramid 

details different stages of ‘radicalisation’ from those vulnerable to extremist 

messages, to those who are active terrorists (Audit Commission, 2008). Moffat and 

Gerard (2019) discuss how these theories often follow the idea that radicalisation is a 

linear process, in which a person gradually becomes radicalised. Heath-Kelly (2013), 

Omand (2010) and Baker-Beall et al. (2015) criticise these linear models, stating that 

the models do not explain when a person transitions from ‘at risk’ to ‘risky’ and 

when or if a person with extremist views could engage in violent activity. In relation 

to the critique of these ‘radicalisation’ models, the UK government’s own research 

recognised that the linear conveyor belt theory is not accurate and that the 
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relationship between violent and non-violent extremism is not straightforward (Greer 

& Bell, 2018). Similarly, Kundnani (2012) makes the point that these models are 

also intrinsically racialised, as they predominantly focus upon Muslims and render 

Muslims as dangerous. Within the ‘radicalisation’ frameworks and existing 

radicalisation literature, they fail to demonstrate ‘any causal relationship between 

theology and violence’ (Kundnani, 2012, p.21). Sian (2017) also highlights that the 

focus of radicalisation models is exclusively upon Muslims. Likening Prevent and its 

concepts to the positivist criminological thinking of Lombroso, in that apparent 

scientific frameworks are utilised to draw conclusions about criminality (Sian, 

2017). The implications of Prevent relying and being based upon unsound 

‘scientific’ and theoretical knowledge raises questions of its logic and its 

justification.  

 

Another key concept Prevent relies upon is that of ‘extremism’. Faure Walker (2021) 

traces the origins of the word ‘extremism’ in the UK. The word was often referenced 

in relation to Britain’s weakening empire, from India, the Middle East, Africa and 

Northern Ireland. ‘Extremism’ had been traditionally used to describe ideology that 

causes violence, ignorant of the term ‘non-violent’ extremism (Faure Walker, 2021; 

Kundnani and Hayes, 2018). The UN described non-violent extremism as difficult to 

define due to issues of the potential policing of thought and opinion, in which 

innocent individuals would be targeted (United Nations, 2016). More recently, the 

term ‘extremism’ has been used in connection with British Muslims (Faure Walker, 

2021). In 2009, the UK Government extended Prevent to challenging ‘all extremism’ 

in general, not solely ‘violent extremism’. The state encouraged challenging ‘views 

which fall short of supporting violence and are within the law, but which reject and 
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undermine our shared values and jeopardise community cohesion’ (Kundnani, 2009, 

p.20). In addition to this, Faure Walker (2021) discusses how ‘extremism’ came to 

be synonymous with violence, with ‘radicalisation’ and ‘extremism’ both being 

conceptualised as violent by state targeting. This conflation of violence and 

extremism could result in people fearing that they may be perceived as violent 

simply for having views that the state may consider to be ‘extremist’ and thus 

considered at risk or risky (Faure Walker, 2021). In the same vein, Martini et al. 

(2020) asserted that there remains no conclusive evidence that there is a relationship 

between extreme ideologies and political violence.  

 

The UK government has been criticised for a lack of clarity surrounding its 

definition of extremism. The definition was updated in March 2024 (Department for 

Levelling up, Housing & Communities, 2024). Some have pointed out that the 

previous definition of extremism is too vague and thus left it open to being 

challenged in court (Faure Walker, 2021; The People’s Review of Prevent, 2022). 

‘Extremism’ was defined in the 2011 Prevent strategy as:  

 

vocal or active opposition to fundamental British values, including 

democracy, the rule of law, individual liberty and mutual respect and 

tolerance of different faiths and beliefs. We also include in our definition of 

extremism calls for the death of members of our armed forces, whether in 

this country or overseas (HM Government, 2013, p.1).  

 

Kundnani and Hayes (2018, p.10) described the UK’s definition as ‘most elaborate 

yet inconsistent definitions of extremism’ that could potentially affect vast sections 
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of the population. The most recent definition of ‘extremism’ from the UK 

government is: 

Extremism is the promotion or advancement of an ideology based on violence, 

hatred or intolerance, that aims to: 1) negate or destroy the fundamental rights 

and freedoms of others; or 2) undermine, overturn or replace the UK’s system 

of liberal parliamentary democracy and democratic rights or 3) intentionally 

create a permissive environment for others to achieve the results in (1) or (2). 

(Department for Levelling up, Housing & Communities, 2024, p.1). 

 

The People’s Review of Prevent (2022) and Kundnani (2009) asserted that the 

definition of extremism is essentially a concept that attempts to target anyone whose 

opinions are different from that the state approves. The language of extremism is 

used by the state to ‘delegitimise’ opposition to policies, increasingly for movements 

such as Black Lives Matter and Extinction Rebellion, but specifically targets 

Muslims disproportionally (The People’s Review of Prevent, 2022, p.42). 

Furthermore, the UN has expressed concern that the UK’s definition of extremism is 

too broad, and that lawful political dissent could be grouped with violent extremism 

(Child Rights International Network, 2022; United Nations, 2016). Despite the UK 

government’s own research detailing the downfall of linear radicalisation models, 

the Child Rights International Network (2022) stated that Prevents’ focus is still 

upon non-violent extremism as the strategy polices behaviour and opinions that may 

be both legal and non-violent. Next, I discuss how Muslim women have been placed 

into Prevent.  
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Prevent and Muslim Women 

 

It is now necessary to discuss how Muslim women have been situated within the 

policy of Prevent. Whilst the Prevent agenda is predominately focused upon young 

men, the strategy follows the assertion that women build ‘resilient communities’, 

provide mainstream voices to challenge ideology, and that Muslim women have the 

capacity to intervene in the ‘radicalisation process’ in their families, as discussed in 

earlier (Home Office, 2021; Huckerby, 2012, p.5). Within the following discussion I 

will analyse the ‘hearts and minds’ rhetoric and specific initiatives that focus directly 

on Muslim women in both phase 1 and 2 of Prevent. These include ‘Engaging with 

Muslim Women’ and ‘Muslim Women Talk Campaign’ in 2005, the National 

Muslim Women’s Advisory Group (NMWAG) (2007) and Prevent Tragedies’ 

(2014). These initiatives made recommendations for Muslim women in Britain. They 

addressed issues such unemployment and discrimination in the workplace and aimed 

to encourage Muslim women to ‘talk’ more in the “Muslim Women Talk 

Campaign”, in relation to community cohesion and national security (Cook, 2017, 

p.6). On the surface, these initiatives appeared to be constructive. However, in order 

to engage with Muslim women, the UK Government implemented this through a 

CVE lens, thus leaving Muslim women feeling securitized (Cook, 2017).  

 

 

‘Hearts and Minds’ 

 

The discourse surrounding ‘hearts and minds’ has been persistent throughout CT 

legislation and WOT narratives (Allen & Guru, 2010; O’Toole et al., 2016). 

However, Elliott-Cooper (2021, p.139) explored how the hearts and minds approach 
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has colonial roots. The ‘hearts and minds rhetoric’ was used within the dying days of 

the British Empire, particularly within Kenya and Northern Ireland (Elliott-Cooper, 

2021). The British State wished to win over the ‘hearts and minds of colonised 

people’ so that they would ‘appreciate’ British rule (Elliott-Cooper, 2021, p.140). 

Mass arrest and detention were described by a former British general as necessary to 

keep the population safe. Elliott-Cooper (p.143) described this rhetoric as a clear 

construction of the British State linking ethnicity and race to criminal violence, this 

served as a crucial aspect of policing suspect communities. Dixon (2009) also 

observed that the ‘hearts and minds’ approach was a popular British counter-

insurgency theory and focused upon how it was used within the Northern Ireland 

conflict. The hearts and minds campaign was presented as a peacekeeping effort in 

Northern Ireland by the British Government, however the true coercive nature of the 

campaign was concealed (Dixon, 2009). Furthermore, Rashid (2024) discussed how 

the Othering of Muslim women has clear roots within these colonial policies, and 

that it is also evident within Prevent. Prevent’s engagement with Muslim women 

(discussed below) are a twenty-first century example of gendered Orientalism 

(Rashid, 2024).  

 

This can also be seen within Prevent initiatives to ‘win over hearts and minds’ to 

tackle extremism insisting that ‘communities defeating terrorism’, as the then New 

Labour Government and former Met Police Commissioner had stated (Allen & 

Guru, 2012; Briggs et al., 2006, p.83). Allen and Guru (2012, p.5) highlighted that 

the state saw Muslim women as mothers, sisters and grandmothers that were needed 

in order to ‘win over hearts and minds’ and ‘confront bad Muslims’, as discussed 

earlier. Mohanty (2006, p.9) made clear that states see Muslim women in relation to 
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their nurturing and domestic roles and that this is not a new phenomenon. Women’s 

bodies are often used within imperialist projects and globalistion, along with 

women’s labour to affirm power and domination (Ahmed, 1992). Prevent follows the 

wider pattern that CVE/CT approaches take in that they focus on women’s nurturing 

roles and assume that women are inherently peaceful and are therefore able to 

promote peace in their public and private spheres (Asante & Shepherd, 2020; Patel 

& Westermann, 2018). It becomes clear that policymakers lack the understanding of 

women’s roles beyond acting as ‘preventers’ of terrorism or as ‘vehicles to prevent’ 

radicalisation (Fink et al., 2013, p.1; Patel & Westermann, 2018, p.). The initiatives 

reduce women to ‘the traditional stay-at-home mother, providing moral guidance to 

and remaining vigilant over the activities of her children’ (Gordon & True, 2019, 

p.74).  

 

The Prevent agenda engaged with Muslim women solely in terms of their roles as 

daughters, mothers and wives who could play a role in combating ‘extremism’ 

within their communities and to have a ‘pacifying influence’ on those around them- 

according to the UK Government (Cook, 2020; Eisenstein, 2007; Rashid, 2016b). 

Brown (2020, p.6) further discussed how CVE approaches, particularly Prevent, 

have engaged in ‘women-washing’. Women-washing refers to state policies being 

perceived positively or tolerated by the public due to women carrying out the 

activities, some of these activities will be addressed below. This approach of 

‘women-washing’ can also be linked to the aforementioned ‘co-optation’ which 

involves states exploiting feminist themes within their policies. Women-washing is 

achieved by ‘widely-held stereotypes’ about women and motherhood (Brown, 2019, 

p.6). From the ‘hearts and minds’ colonial roots to the inclusion of the approach 
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within the Prevent agenda, it becomes evident that heart and minds remains a 

constant initiative by the British state when policing racialised communities.  

 

 

“Engaging with Muslim Women” and “Muslim Women Talk 

Campaign” 

 

Further to the hearts and minds approaches adopted by the UK Government, it 

became clear how the Government was to thereafter situate Muslim women in 

relation to Prevent. There was a wide range of CVE initiatives that were created 

within the UK that specifically targeted Muslim women (Ahmed, 2012; Brown, 

2020). However, not all the initiatives were directly related to Prevent but below will 

demonstrate how Muslim women have been continuously perceived by the state 

through a maternalistic or peacekeeper lens (Satterthwaite & Huckerby, 2013). 

Indeed, Huckerby (2011) stated that it is not yet clear that CVE efforts that involve 

women are effective. They discussed how projects that derived from Prevent often 

did not translate to concrete evidence that demonstrated women’s involvement in 

empowerment projects nor how this helped to tackle radicalisation (Huckerby, 

2011).  

 

Initiatives named “Engaging with Muslim Women” and “Muslim Women Talk 

Campaign” were created. They were community groups launched in 2005 shortly 

after the 7/7 London bombings. The purpose of the groups was to make 

recommendations to address the discrimination that Muslim women face in society 

and in the workplace, deepen Government relationships with Muslim women and 

address issues such as CC and national security (Cook, 2017). The CC discourse 
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within these initiatives that specifically focus upon Muslim women can be related to 

how heavily CC is used in Prevent phase 1 and the 2001 Cantle report. CC serves as 

a lingering term throughout counterterrorism policy. Cook (2017, p.7) highlighted 

the main critiques of these working groups, mainly that they occurred under a ‘CVE 

umbrella’. It was discussed earlier that access to funding and organisations engaging 

with funding were oft viewed as complicit in Prevent. It was argued that Muslim 

women felt apprehensive about expressing their genuine concerns due to coming 

under the guise of CT and national security (Brown, 2008; Cook, 2017; Faure 

Walker, 2021; Manzoor-Khan, 2022).  

 

Mosques have been described as a central component to these initiatives and of 

‘integrationist agendas’ that are able to build values around the ‘British way of life’ 

(Joppke, 2004, p.244). Brown (2008) questioned the use of these specific women 

initiatives within mosques, stating that they acted as a tool to measure integration 

within Muslim communities. The UK government was acting upon the assumption 

that women’s inclusion and participation in mosques would demonstrate how well 

integrated the community was to British shared values (Brown, 2008). However, this 

approach portrays how the British state reiterates the Orientalist logic of women’s 

role in religion and society (Ahmed, 1992; Brown, 2008). In effect, women are 

identified as a CVE tool that are ‘uniquely positioned’ to carry out duties for the 

state (Alimahomed-Wilson & Zahzah, 2023, p.241).  

 

 

The National Muslim Women’s Advisory Group 
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Despite concerns raised about the existing initiatives aimed at Muslim women, the 

UK Government persisted with the Prevent agenda. The then Prime Minister, 

Gordon Brown announced in 2008 that a new group named The National Muslim 

Women’s Advisory Group (NMWAG) would be created to ‘empower Muslim 

women’ as part of the Prevent agenda (Allen & Guru, 2012, p.2). The group 

consisted of nineteen Muslim women who worked within communities under the 

Prevent agenda, the Government insisted that Muslim women ‘had an invaluable 

role at the heart of their families, communities and wider society’ (HM Government, 

2007). Hazel Blears, discussed earlier, stated that ‘Muslim women had a unique 

moral authority in their families’ demonstrated that not only did the UK Government 

perceive Muslim women in relation to their nurturing roles but also as a possible tool 

for CT (Allen & Guru, 2012, p.2). From this, Yuval-Davis (1997) observes how state 

efforts to recruit women often draw on the perception that women reproduce nations, 

whether that be biologically, symbolically, or culturally. Particularly drawing upon 

the ‘heteropatriarchal logics’ that classify women as the primary keeper of domestic 

life (Grewal 2017; Basarudin & Shaikh, 2020, p.119). The group was based upon the 

idea that Muslim women were the silent majority, and activities included CC work in 

the hope that there would be ‘greater support for a silent majority of women’ that 

would ultimately ‘help prevent terrorism by leaving them better placed to identify 

and block extremists radicalising young Muslims’ (Cook, 2017; BBC News 2007, 

p.1).  

 

The rhetoric surrounding Muslim women being portrayed as a mere counterterrorism 

tool by the state is persistent and frequent throughout NMWAG initiatives (Rashid, 

2013). A specific NMWAG activity targeted young Muslim women in education. 
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The group initiated a role model road show named ‘Our Choices’ that was enacted 

across England that involved over 600 students from schools and colleges attending 

the shows (Cook, 2017). Rashid (2016a) and Cook (2017, p.9) describes how the 

aim of the roadshow was to encourage young Muslim women to consider career 

paths that were ‘unusual for Muslim women’. However, Rashid (2016b) details how 

the empowerment of young Muslim women through this roadshow and other 

NMWAG initiatives, is seen predominantly through CT. Within the initiatives, there 

was often little to no consideration of the discrimination that young Muslim women 

may face in education or in their career paths. For example, being stereotyped as 

passive by teachers or the challenges they may face to enter the labour market (Basit, 

1997b; Mirza & Joseph, 2013). There have been numerous controversies 

surrounding the NMWAG. First, it became evident that most of NMWAG 

membership consisted of predominately middle-class women who had previously 

been involved in Government projects- namely Prevent (Cook, 2017). The group 

was criticised for not being representative of the wider population, as Allen and 

Guru (2012, p.6) suggested that NMWAG created ‘a space in which Muslim women 

were nurtured to act as the mouthpiece of government by appealing to a secular and 

a human rights agenda with clear anti-terrorist sentiments’.  

 

As stated earlier, Manzoor-Khan (2022) and Rashid (2016a) explained how the 

British state often viewed Muslim women as passive and silent within society. This 

view was upheld within the initiatives carried out by NMWAG. The formation of the 

group was ignorant of the fact that Black and Asian women have extensive history in 

the formation of anti-racist and anti-discrimination activities (Elliott-Cooper, 2021; 

Rashid, 2016a). This thesis does not attempt to provide a detailed insight to the 
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history of feminist anti-racist organisations within the UK, of which there are man. 

But I highlight some of the organisations that are relevant to the discussion of 

Muslim women. For instance, The Southall Black Sisters and the Organisation for 

Women of Asian and African Descent (Elliot-Cooper, 2021). 

 

More recently, Anitha and Dhaliwal (2019) discuss the implication of Prevent 

funding on Women’s campaign groups, particularly Muslim women’s campaign 

groups. There were concerns that some women’s groups were forced to establish 

specific initiatives aimed at Muslim women or transform their concerns into 

potential CC issues as they would receive more funding, particularly at a time of cuts 

to public services (Anitha and Dhaliwal, 2019, p.17; Kundnani, 2009). Further to 

NMWAG’s controversies, Shaista Gohir, a leading member of the group who 

resigned in 2010 stated that the group served as a ‘political fad’ and that she had 

reservations about ‘linking Muslim women to the Prevent agenda’ (Gohir, 2010, 

p.1). Ultimately, the group’s lifespan coincided with Gohir’s resignation letter and 

the change in Government in 2010. With allegations of conflating social issues with 

CVE approaches, NMWAG appeared to fail in its mission of ‘empowering Muslim 

women’ (Allen & Guru, 2012, p.7; Cook, 2017, p.10). 

 

 

The ‘Prevent Tragedies’ Campaign  

 

It is necessary now to discuss the ‘Prevent Tragedies’ communications campaign 

launched in 2014. The initiative demonstrated how the UK Government situated 

young Muslim women into UK security efforts (Andrews, 2020a; Cook, 2017). The 

budget for Prevent Tragedies was £300,000, the initiative, run by the Met Police and 
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Counter-Terrorism Policing HQ, aimed to engage women to deter their young 

relatives from travelling to Syria and to submit reports to Prevent (Andrews, 2020a; 

Redmond & Viney, 2015). The target audience were ‘women who were close to 

young women’, for example daughters, nieces, and cousins (Redmond and Viney, 

2015, p.3). Other objectives included ‘to empower young people by providing facts 

about the situation in Syria’ and to provide voices and case studies that will ‘resonate 

with young people’ (Redmond and Viney, 2015, p.3). Communication outputs 

included radio adverts, online adverts and leaflets encouraging mothers to talk to 

their daughters. Social media outputs were varied within the campaign entailing a 

Twitter hashtag ‘#PreventTragedies’, Instagram account ‘@Preventtragedies’, a 

YouTube channel, and a Facebook page (Andrews, 2020a). Only the YouTube 

channel remains in place, but it is not active. The initiative’s particular focus on 

young people is evident due to its online presence on numerous social media 

platforms; the target audience was young Muslim women (Andrews, 2020a; Cook, 

2017). See Figure 3 for a Prevent Tragedies leaflet from a school website (Boteler, 

2013). 
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Figure 3 Prevent Tragedies Poster (Boteler,2013) 

 

The initiative was based upon the idea that young Muslim women were ‘groomed’ to 

travel to Syria. It was simultaneously presented as a ‘safeguarding’ and a CT issue- 

something that will be discussed later in relation to how Prevent operates within the 

British education system (Andrews, 2020a, p.6). The British government perceived 

Muslim women within the Prevent Tragedies initiative in relation to them serving as 

‘counter-terrorist agents’ and focused upon women’s nurturing roles, this is 

something that is a constant throughout the Prevent agenda (Rehman, 2014, p.1). 

The initiative was ongoing until 2017, the Prevent Tragedies website 

(http://preventtragedies.co.uk/) as of 2024 now displays a blank website (Andrews, 

2020a; Cook, 2017).  

 

http://preventtragedies.co.uk/
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Prevent Tragedies and Prevent in general appears contradictory when considering 

the case of Shamima Begum, a 15-year-old London schoolgirl who travelled to Syria 

in 2015 (Masters & Regilme, 2020). Reports revealed that Begum was trafficked 

into Syria by a Canadian spy who was ordered to ‘gather intelligence’ and that the 

British Government ‘failed to be open’ about the situation, instead choosing to make 

Shamima Begum stateless (The Guardian, 2022, p.1). In no documents, leaflets, 

social media channels or radio adverts do they address how to prevent your child, 

friend, or niece from being ‘radicalised’ or as Wishart and Kane (2021, p.1) put it 

‘trafficked’ into a conflict zone by a trained spy who is gathering intelligence.  

 

The Muslim Women’s Network labelled Prevent and many of its initiatives named 

above, as a tool in which Muslim women are expected to ‘spy on their families’ and 

fear that Muslim women’s political activism is becoming increasingly associated 

with the Government agenda of counterterrorism (Gohir, 2010, p.6). There have 

been concerns from Huckerby (2015) and OSCE (2013) that the promotion of gender 

equality and women’s empowerment initiatives should not be used as projects that 

aid spying on communicates (Zaid, 2020). The initiatives discussed above all had in 

common that they focused upon Muslim women’s empowerment through a CT or 

CVE lens. As Basarudin and Shaikh (2020, p.120) argue that often these initiatives 

view women as ‘entry points’ into Muslim spaces that the state would not normally 

permeate. Now that I have highlighted the key literature that surrounds how CC 

funding has operated within Muslim women’s spaces and how Muslim women have 

been situated with Prevent and its associated initiatives. The section that follows will 

discuss the Prevent Duty in education, ‘safeguarding’ and the strategies impact upon 
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Muslim students. What is not known is the impact Prevent has upon Muslim women 

students- something that this thesis directly addresses. 

 

 

‘The Prevent Duty’  

 

As previously outlined in the policy background chapter, the Prevent Duty placed a 

public duty on educational and other public bodies to prevent people from being 

drawn into terrorism; known as the Prevent Duty (McGlynn & McDaid, 2019). Finn 

(2011) stated that the duty demonstrates of how seemingly ordinary citizens are now 

asked to watch others under the pre-emptive gaze. Public sector organisations now 

have a duty to report anyone they deem as vulnerable to ‘radicalisation’ (Qurashi, 

2018). James (2022, p.121) and Heath-Kelly (2016a) suggest that public sector 

workers have essentially been ‘responsibilised’ and are seen as extended agents of 

the state, into spotting potential signs of radicalisation for Prevent. O’Donnell (2020, 

p.147) further demonstrates that teachers are being asked to use their ‘gut feeling’ 

when it concerns the possible radicalisation of students. They assert that using this 

approach to predict future potential terrorists is very difficult, even for experienced 

practitioners. Therefore, for educators to carry this ‘gut feeling’ out, it would not be 

a ‘reliable approach’ (O’Donnell, 2020, p. 147).  

 

Within the education sector, from primary school through to university, the sector 

has been told to have ‘due regard’ to prevent people from being drawn into terrorism 

(Home Office, 2021, p.1). Education settings have been asked to ‘identify children 

who may be vulnerable to radicalisation and know what to do when they are 
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identified’ (Educate Against Hate, 2021, p.1). Universities (HE) also have this 

statutory duty placed upon them. However, Spiller et al. (2022) state that the rules 

regarding how HE educators are expected to engage with or act with the Prevent 

duty remain unclear. Further to this, the Prevent Duty includes building ‘pupils 

resilience to radicalisation’ by implementing and promoting ‘fundamental British 

values’ (FBV) which include: ‘democracy, the rule of law, individual liberty, and 

mutual respect for and tolerance of those with different faiths and beliefs’ (Educate 

Against Hate, 2021, p.1). There is no specific requirement for HE institutions to 

promote FBV within the curriculum (HM Government, 2015b). It is unclear if 

educational settings will still need to promote FBV, as the UK definition of 

extremism changed as of March 2024. FBV and how they were introduced into 

schools following the Trojan Horse affair is discussed later in this chapter.  

 

Existing research upon the Prevent Duty has highlighted numerous aspects. First, 

Busher et al. (2019) found that teachers could be now more accepting of the duty 

compared to when it was first introduced. This could be due to the Prevent Duty 

being framed as a safeguarding approach, rather than one of CVE (Scerri, 2024). 

Despite the arguments of teachers possibly being less hostile towards the policy, 

Busher et al. (2019, p.616) state that this does not demonstrate ‘straight forward 

policy acceptance’. Furthermore, numerous studies have shown that teachers would 

favour a more educational response to Prevent, rather than frame it as a securitisation 

issue (Busher et al., 2017, 2019; Elwick & Jerome, 2019). I reflect upon the possible 

alternatives to Prevent in detail within chapter 8. Even though Elwick and Jerome 

(2019) found that students trust their teachers with information regarding 



 79 

radicalisation, it was evident that teachers often lack this understanding of extremism 

and radicalisation themselves (Bryan, 2017).  

 

There is existing research upon Prevent and the FE sector (Busher et al., 2017; 

James, 2020; Lakhani, 2020; Lakhani & James, 2021). Within FE, educators are 

likely to customise the Prevent Duty to suit them and their learners, however, they 

are still bound by Ofsted regulations (James, 2020). Busher et al. (2017) also focused 

upon schools and colleges and found that educators were more comfortable when 

Prevent was discussed in a safeguarding aspect, and that they felt uneasy teaching 

FBV. Other research has also found that many educators feel anxious about 

discussing difficult topics in the classroom and some remain unhappy with the 

Prevent training that they receive (Busher et al., 2017; Moffat & Gerard, 2019; 

Pearce et al., 2023; Thomas, 2016). Regarding HE and Prevent, research has found 

concerns of the masking of Prevent as a safeguarding approach, when in reality, it is 

one of CT (Heath-Kelly and Strausz, 2019). In addition to this, HE lecturers feel 

unsure about what is being asked of them regarding the Prevent Duty, particularly 

concerning Prevent in relation to academic freedom (Higton et al., 2021; Pearce et 

al., 2023; Spiller et al., 2017; Whiting et al., 2020). Furthermore, HE educators have 

also noted the ambiguity of the term ‘radicalisation’ (Pearce et al., 2023; Knudsen, 

2018). Indeed, Pearce et al. (2023) found that HE educators are less confident than 

school educators when it concerns recognising what should and should not be 

referred to Prevent, and that those in HE were more concerned with issues 

surrounding free speech values. Steadman et al. (2019) suggested the UK 

government put forward a more legally binding duty that could enable extreme 

discussions in the classroom. Overall, as the FE and HE sectors have not been 
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considered together when researching Prevent, this thesis examines how both FE and 

HE students and educators perceive their duty to Prevent in post-16 education, and 

their differences of experiences. As stated previously, young people have been the 

largest referrals to Prevent since the Duty was introduced and are more likely to be 

discussed at a Channel panel (Home Office, 2023b). Therefore, the gap of FE & HE 

being considered together is significant, as this thesis considers young people and 

how they have been impacted and targeted by Prevent within education.  

 

The Trojan Horse Affair and Fundamental British Values 

 

As mentioned previously, FBV play a major role within the Prevent Duty due to the 

requirement to promote the values. When discussing FBV it is crucial to mention the 

‘Trojan Horse affair’, which involved a claimed plot to ‘Islamicise’ schools in 2014 

Birmingham, England; the affair was widely covered in the media and Government 

discussion (Holmwood & O’Toole, 2017, p.7). An anonymous letter was sent to 

Birmingham City Council that detailed a supposed plot to promote strict Islamist 

values in schools in Birmingham, some of these schools named in the letter were 

highly successful schools that were rated as outstanding by Ofsted (Crawford, 2017; 

Holmwood & O’Toole, 2017). The letter and documents surrounding it are widely 

regarded as a hoax and malicious Islamophobic forgery (Richardson, 2015, p.37). 

Nonetheless, Holmwood and O’Toole (2017) make clear that the Trojan Horse affair 

was regarded as legitimate by the unquestioning British media and the Government. 

More recently, a 2022 New York Times podcast demonstrated, that Michael Gove, 

the then education secretary, was aware that the letter was bogus (Fernandez, 2024; 

The New York Times, 2022). Whilst the education system had long been a vehicle 
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for the promotion of nationalist agendas through the curriculum, the Trojan Horse 

affair was able to merge with existing nationalist discourses; it was the beginning of 

embedding counterterrorism within schools in Britain (Miah, 2017; James, 2022; 

Revell & Bryan, 2018). Richardson (2015) and Fernandez (2024, p.2) argue that the 

Trojan Horse affair was a gift for these pre-existing Islamophobic agendas, a key 

event in the history of Prevent and one that perpetuated the idea that Muslims 

‘should be inspected and monitored’. Crawford (2017, p.198) asserted that the 

British Government thereafter rolled out ‘securitised requirements’ that altered the 

policy framework within education. Similarly, Richardson and Bolloten (2015) told 

of how Michael Gove, in his speech about the Trojan Horse affair, claimed that 

schools are now required to actively promote FBV, and this would be reinforced 

through Ofsted inspections. Gove has persistently portrayed Islam and the West as 

having an ‘inherently problematic’ relationship, with Faure Walker (2021) asserting 

that Gove published a book named ‘Celsius 7/7: How the West’s Policy of 

Appeasement has Provoked Yet more Fundamentalist Terror- and what has to be 

done now’.  

 

Critics have also debated whether the use of the term FBV is appropriate within 

education. Indeed, in James (2022, p.130) study, one student noted that the overt 

‘British’ posters were “a bit weird and patronising”. The very optics of Prevent, in 

the form of posters, display boards and leaflets within education settings appear to 

disturb students within their own education settings (James, 2022). Richardson and 

Bolloten (2015, p.1) and Lowe (2017, p.921) maintained that FBV is an ambiguous 

concept that is ‘subjective’, fluid and currently plays an ‘insidious role’ in education. 

FBV have been described as racially coded, constructed for racialised minorities and 
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serve to construct and present ‘White’ British values as superior and some have 

questioned what is so inherently British about ‘democracy’ and ‘rule of law’? 

(Crawford, 2017, p.199). Smith (2016) highlight that FBV has also been labelled as 

Britain’s imperialistic presumption of superiority and said to be a process in 

decivilizing Muslim identities (Meer & Modood, 2009). Michael Gove, in 2010 

stated that schools should celebrate British history and that ‘too much history 

teaching is informed by post-colonial guilt’ (Haydn, 2014). Similar ideas have also 

been shared by former Labour prime ministers Tony Blair and Gordon Brown 

(Haydn, 2014). In the same vein, Hodkinson (2020, p.35) asserted that this ‘muscular 

liberalist’ approach, enacted by David Cameron would simply serve as a form of 

cultural programming that results in the creation of the ’Other’. The next section 

discusses how educators are expected to spot signs of ‘radicalisation’ within students 

from the ERG22+ framework, and the rhetoric of safeguarding and Prevent.  

 

ERG22+ framework and ‘Safeguarding’  

 

As discussed earlier, the concepts of radicalisation and extremism that Prevent 

heavily relies upon have been widely debated and regarded as ambiguous 

(O’Donnell, 2016a; Faure Walker, 2021). This is further demonstrated by the official 

advice provided to teachers from the UK Government. ‘Educate Against Hate’ 

(2021, p.1) detailed how to spot traits of radicalisation in children and young people; 

these included statements such as ‘changing friends or appearance’, ‘being 

secretive’, ‘spending a lot of time online’ and ‘distancing themselves from old 

friends’. These statements derive from the ERG22+ assessment tool, which details 
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22 indicators of possible extremism (see Figure 4) it is split up into three sections; 

engagement, intent factors, and capability factors (HM Government, 2011b).  

 

Younis (2022, p.42) has described ERG as an ‘example of the racist, permeable 

membrane’ that has been perpetuated by pre-crime notions. McGlynn and McDaid 

(2019) highlight that the ERG22+ framework has been called into question as the 

UK Government has declined to publish the evidence behind the framework. In 

addition to this, the science behind ERG22+ is described to be deeply secretive and 

seeks to treat any person as a suspect including legitimate political activism (Sabir, 

2022). An FOI request found that one of the reasons for the government classifying 

ERG22+ was to prevent ‘production of a competing product on the market’, 

revealing a profit motive for the surveillance technology (Mirza, 2016, p.3). Notably, 

the UK made £5billion selling security services in 2018 (Manzoor-Khan, 2022). The 

profitability of state surveillance on Muslim communities is clear when analysing 

ERG22+, with Manzoor-Khan in Hoyle (2022) noting how through the WOT, 

surveillance tools through private companies have increased. ERG22+ has been 

potentially sold as a product globally, even though it has not been scrutinised nor 

peer reviewed. Younis (2022, p.43) provides a useful description of pre-crime as an 

industry that is ‘primarily profit-driven’. The Royal College of Psychiatrists (2016) 

stated that public policy should not be based upon data that has not been scrutinised 

nor peer-reviewed, and has called for it to be published in full. It has also pointed out 

that no such tool exists nor has been developed that can reliably identify people who 

have been radicalised or are at risk of radicalisation (Royal College of Psychiatrists, 

2016).  
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Figure 4 ERG22+ Factors (Ministry of Justice, 2019) 

 

From the ERG22+, Lockley-Scott (2016) observed that Muslim pupils are now seen 

as a ‘figure of securitization’ for teachers and peers, and that some Muslim pupils 

feel that they are unable to discuss certain topics out of fear that they could be 

referred to Prevent. The Department for Education states that the intention of Prevent 

is to promote classroom debate and there is some evidence that supports that. For 

instance, Busher et al. (2017) found that some staff in schools built upon existing 

safeguarding strategies to promote the Prevent duty, with debate clubs being set up 

for students. Safeguarding is widely regarded as ‘care or support for the vulnerable’, 

or to ‘safeguard the best interests of the child’ (Acik, et al., 2018, p.470; O’Donnell, 

2020, p.146). However, it is unclear what children should be safeguarded from when 

it concerns radicalisation, unlike in cases of physical or sexual abuse of children 

(Acik et al., 2018). As stated by Martin (2019, p.134), Prevent has become 
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‘implicated within this wider safeguarding regime’. Wright (2024) also found that 

Prevent policymakers are keen to label Prevent as safeguarding and those referred 

should be seen as potential victims, rather than suspects. Furthermore, Qurashi 

(2017) discussed how initially Prevent was debated as a safeguarding issue, 

particularly within universities. However, more recently it is now the dominant view 

that Prevent is regarded as safeguarding by educational settings.  

 

Another perspective had been fostered by The Child Right’s International Network 

(2022) and Ali (2020). They detail how the framing of Prevent as a safeguarding tool 

is dangerous and infringes on children’s human rights and allows for the ‘unseeing 

of racism’ within the strategy (Ali, 2020, p.589; The Child Right’s International 

Network, 2022). Prevent, it is argued, does not have the child’s best interests at 

heart, so ultimately should not be considered a safeguarding strategy. It has national 

security as its highest interest, unnecessarily bringing children into contact with the 

police (Child Right’s International Network, 2022; Lundie, 2019). By positioning 

Prevent as a safeguarding policy, Acik et al. (2018) argues that it has enabled the 

wider societal thinking that it then must be in the best interests of the child (Davies, 

2016). However, Sabir (2022) identified that the use of the term ‘safeguarding’ 

masks the true nature of Prevent, it seeks to receive the publics approval to reduce 

the chances of resistance to Prevent by using such terms. Having discussed the 

ERG22+ framework and whether Prevent should be considered as safeguarding, 

below will highlight the Prevent training that educators undergo which supposedly 

provide the tools for educators to spot radicalisation in their students. 
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WRAP Training 

 

WRAP (Workshop to Raise Awareness of Prevent) training proves to be another 

controversial aspect of Prevent. Gulland (2017) draws our attention to Prevent 

training that organisations and institutions receive. They found that training 

consisted of leaflets and quizzes and are often carried out by private companies with 

‘dubious quality’ (Gulland, 2017). With Moffat and Gerard (2019) reporting that 

education staff undergo ‘WRAP’ training that is usually implemented by external 

facilitators. Staff largely understood it to be an extended part of their safeguarding 

duties in schools and colleges (Moffat & Gerard, 2019). WRAP consists of a training 

workshop that is organised around a video which includes group exercises (Acik et 

al., 2018; Blackwood et al., 2012; Santry, 2016). In one video, a school principal 

states that ‘...we need to look at the hearts and minds of those concerned…’ in 

relation to a person that staff would refer to Prevent; note the ‘hearts and minds’ 

discourse being repeated (Blackwood et al., 2012, p.229). Blackwood et al. (2012, 

p.234) believes that some aspects of WRAP training, such as the portrayal of identity 

in the workshops and thus alienisation of Muslims, places an ‘ever-widening circle 

of security’ to participate in the ‘intrusive’ gazing of those they deem ‘vulnerable’. 

These e-learning packages and hour-long videos form part of the minimal WRAP 

training given to public sector workers, which seemingly qualify staff to detect and 

report radicalisation (Heath-Kelly & Strausz, 2019; Santry, 2016). Further to this, 

Amnesty International (2023) highlighted instances of Greenpeace, Extinction 

Rebellion and the Palestine Solidarity Campaign being included in Prevent training 

slides. The training has also described anti-capitalism and anti-fracking as forms of 
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extremism (Amnesty International, 2023). This has resulted in some teachers being 

reluctant to discuss climate change in the classroom after experiencing this training 

(Amnesty International, 2023).  

 

Spiller at al. (2018) found that staff at some universities and colleges had reluctance 

to undergo Prevent training. They cited that lecturers felt as though they were asked 

to work as law-enforcers and were concerned about freedom of expression (Spiller et 

al., 2018; HM Government, 2011a). A minority of teachers in Moffat and Gerard’s 

(2019) study said that they had a positive experience with WRAP training. This view 

is supported by Lakhani’s (2020, p.665) study in which one participant confessed 

their lack of confidence with the Prevent duty; “…I think I would be a liar if I said I 

was really confident with all this”. Pearce et al. (2023) also found that the uptake of 

Prevent training amongst university staff was low and those who did undergo 

training found it unhelpful. Ward (2017, p.1) asserts that discrimination and 

prejudice are bound to occur if untrained individuals are constantly referring 

‘suspicious’ individuals, which could lead to inappropriate referrals to Prevent (see 

Figure 1 for the Prevent process). Below highlights how Muslim students have been 

specifically impacted by Prevent and the consequences of this inadequate training. 

 

 

Prevent and Muslim students experiences 

 

In addition to the masking of Prevent as a safeguarding approach, Faure Walker 

(2021) further discusses how Muslim school students thought that Prevent shut down 
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classroom debate. Muslim students said that they avoided authentic exchanges, thus 

changing their behaviour in school out of fear of a Prevent referral (Faure Walker, 

2021). For instance, a student told of how Prevent had discouraged them from 

seeking support from teachers concerning a friend that he was worried about, out of 

fear that it would be escalated to the police and undermine his own efforts to help his 

friend (Faure Walker, 2021). Other students also discussed how they avoided 

becoming involved in theological conversations in education out of fear of a Prevent 

referral (Faure Walker, 2021). Faure Walker (2021) makes clear how Prevent denies 

Muslim students’ opportunity to debate, which is crucial in the moderation of views.  

 

Similarly, Saeed and Johnson (2016) found that UK Muslim university students 

regularly self-censored their opinions, ultimately undermining the very objective of 

the Prevent duty. They noted how Muslim students suffered from Prevent operation 

within universities in numerous ways: 1) Muslim students’ study under ‘mistrust and 

suspicion’, 2) Muslim students’ study with ‘limited degrees of freedom’, and 3) 

Muslim students feel ‘under siege’ from CT policy in universities (Saeed & Johnson, 

2016, p.42-48). Guest et al. (2020) further suggest that self-censoring exists in UK 

higher education in both staff and students, claiming that they self-censor to avoid 

suspicion or conflict. They concluded that Prevent discourages free speech within 

universities, with Muslim students feeling obliged to self-censor, particularly when it 

came to discussing Islam (Guest et al., 2020). University staff also linked Prevent to 

a restriction of ‘freedom of expression’ and that students should be able to discuss 

issues without fear of a Prevent referral (Guest et al., 2020). Breen-Smyth (2013, 

p.237) discusses how this ‘trend of quietism’ amongst Muslims derives from the fear 

of being perceived as dangerous and ultimately securitised. Essentially this 
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‘quietism’ derives from Muslims not wanting to be seen as ‘dangerous’. (Breen-

Smyth, 2013, p.237). Therefore, Muslim students often avoid being openly critical of 

foreign policy and security issues (Breen-Smyth, 2013). However, as will be 

discussed within chapter 5, there are vocal political Muslim student groups in the 

UK, for instance pro-Palestine student groups. The trend of ‘quietism’ in students 

does not allow for open discussions and debates in education, resulting in views and 

opinions not being freely challenged by others (Faure Walker, 2021; Saeed & 

Johnson, 2016). As noted by a UN special rapporteur in 2016, ‘Prevent could end up 

promoting extremism, rather than countering it’ (United Nations, 2016, p.1). Further 

alienating individuals through inappropriate Prevent referrals could result in making 

the individual withdraw from society (Open Society Justice Initiative, 2016). 

Ultimately rendering Prevent counterproductive through stifling debates and 

opinions being driven further underground (Open Society Justice Initiative, 2016). 

  

Prevent Watch (2021) is an organisation that supports people impacted by the 

Prevent duty. Some of their cases included a Muslim girl being visited by 

counterterrorism officials for wearing a hijab at school, students being reported to 

Prevent for their university essays and Muslim school children being asked to spy on 

each other. An example of a student being securitised under Prevent is that of 

Mohammed Umar Farooq, a university student studying terrorism who was 

questioned for reading literature that was widely available at universities (Allen, 

2017; Sabir, 2022). Farooq was questioned by staff at his university about his 

opinions on homosexuality and the Islamic state, the university eventually 

apologised for the distress caused (Allen, 2017). Further to this, Kyriacou et al. 

(2017) highlighted how the Prevent strategy operates within universities, with free 



 90 

speech issues and vetting speakers being some of the main elements. They found that 

British Muslim university students often viewed Prevent as a specific tool that 

focuses upon Muslims and that it encourages suspicion around Muslim students. 

Similarly, Zempi and Tripli (2022) maintained that Muslim university students in 

British universities viewed Prevent as hampering freedom of speech and made some 

Muslim students feel as though they had to hide their Muslim identity in fear that 

they would be labelled as extremist.  

 

In the view of university lecturers, Spiller et al. (2017) concluded that lecturers often 

felt that they were ill equipped to enact the Prevent duty. Particularly surrounding 

what are radical behaviour identifiers and expressed dismay that as lecturers they 

were expected to add security expectations to their daily activities (Spiller et al., 

2017). Allen (2017) asserts that educators who are ‘trained’ in spotting the elusive 

‘traits’ of radicalisation, often result in personal prejudices and perceptions being the 

main contributor for referrals to Prevent. It has been argued that these cases 

demonstrate the securitisation of Muslim students for everyday behaviour, resulting 

in inappropriate and damaging referrals to Prevent (Cohen & Tufail, 2017). Lakhani 

(2020, p.666) and Saeed and Johnson (2016) describe this as the ‘better safe than 

sorry’ approach that has been embedded into education practices. This is particularly 

the case within universities, in which educators wish to protect vulnerable 

individuals whilst also oneself from possible repercussions (Lakhani, 2020; Saeed 

and Johnson, 2016). Prevent in effect, can be seen as normalising the suspicion 

around everyday behaviour in schools and wider society in racialised bodies, thus 

promoting the perceived risk of terrorism rather than reducing it (Faure Walker, 

2021). Those securitised are perceived as a ‘potential future risk to be managed’ and 
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Muslim students are made to ‘self-regulate’ (Akel, 2021; Nabi, 2021, p.112; 

Pettinger, 2020, p.12).  

 

The UK government has stated that Prevent operates on consent and that the Prevent 

process is described as voluntary, as no criminal offence has occurred (HM 

Government, 2015a). The issue of consent within Prevent becomes obvious when 

discussing young people referred to the strategy. The People’s Review of Prevent 

(2022) make clear that by describing Prevent as voluntary, it is often used as a 

coercive tactic in order to interview children without parental consent. There have 

been numerous accounts of young people impacted by this, they have been collected 

by The People’s Review of Prevent (2022). An 8-year-old child was questioned 

during lunchtime at school by counterterrorism officers without consent nor 

knowledge from his parents. One parent detailed how as she would not sign a 

consent form for her children to be questioned and officials told her they would 

escalate the issue with social services. And another of a secondary school student 

who declined to consent to Prevent, and his family believe he was then put on a child 

protection plan because of this (The People’s Review of Prevent, 2022). The 

retention of a person’s data who is implicated within Prevent is also held and shared 

on criminal databases, even if they are dismissed from Prevent (The People’s 

Review of Prevent, 2022). A lawyer involved in a case surrounding a child’s Prevent 

record, highlighted that the police data retention policy fails to distinguish between 

criminal offences and Prevents’ non-criminal nature referrals (The People’s Review 

of Prevent, 2022). In 2019 the Metropolitan police also refused to guarantee that a 

child’s data on Prevent would not appear on a future DBS check (Child Rights 

International Network, 2022). The Shawcross review recognised that the referral 



 92 

data being gathered and stored could pose potential harm, and recommended that ‘no 

further action’ cases be removed after three years rather than six (Home Office, 

2023a). However, Prevent Watch (2023b) states that this demonstrates Shawcross’ 

lack of knowledge surrounding Prevent, as cases are not deleted after six years, 

rather they are reviewed with an unknown criterion. These cases illustrate the 

securitisation, the Othering of Muslim pupils and the ambiguous framework that 

staff rely upon, it ultimately leads to young people’s future being potentially harmed 

as they are deposited on criminal databases (Faure Walker, 2021).  

 

 

Muslim Women Students 

 

Having discussed literature which shows how Muslim students have been impacted 

by Prevent in the British education system, it is now important to consider how 

Muslim women are perceived in the education system and how state security 

interventions could impact Muslim women specifically within education. To begin 

with, the case of Shamima Begum will be discussed in relation to how it put Muslim 

women in education in the spotlight. Mirza and Meetoo (2018, p.228) stated that the 

case was often accompanied by Islamophobic discourses creating a new ‘folk devil’. 

Commentary often surrounded young Muslim women being ‘groomed’ through 

social media and Muslim women were constructed as the ‘oppressed other’, 

something that is a constant throughout discourse that surrounds Muslim women 

(Mirza, 2015; Mirza & Meetoo, 2018, p.228). Furthermore, Jackson (2024, p.2) 

discussed how CVE discourse often accompanied ideas about ‘specific forms of 
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idealised Muslim femininity’ that is shaped by White feminism. Fernandez (2024) 

argued that following Begum’s case, there was an enhancement in CVE and 

surveillance strategies, notably placing the Prevent Duty on statutory footing.  

 

Globally there have been numerous studies that focus upon Muslim women students 

more general experiences of education (Basit, 1997; Khosrojerdi, 2015; Proude & 

Inge, 2004; Taylor & Soni, 2017). Proude and Inge (2004) found that hijab-wearing 

Muslim women students in Australia felt alienated from certain aspects of university 

life, particularly the nightlife and drinking culture. This is echoed by Khosrojerdi’s 

(2015) study, in which they detailed how Muslim women students experience 

Canadian universities. They noted that the participants felt marginalised within HE 

settings and that they felt the effects of negative stereotypes surrounding the hijab 

from staff and other students. In relation to the British education system, further 

findings are similar. Basit (1997a, p.425) showed how Muslim schoolgirls are 

stereotyped by teachers as ‘lacking freedom’. Similarly, Taylor and Soni (2017) 

addressed how British Muslim women university students also felt alienated, due to 

suspicion from staff and peers concerning security. Several students reported 

incidents of the stopping and searching of Islamic society students, and the double 

booking of university rooms so that certain events could not occur (Taylor & Soni, 

2017). What is not yet clear is Prevent’s specific impact upon Muslim women 

students in the UK, something that I seek to address within this thesis. Below I 

discuss how Channel has also impacted upon Muslim students. 
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Is Channel ‘voluntary’? 

 

 

 

So far, this chapter has discussed Prevent in relation to Muslim women and Muslim 

students and the Prevent Duty’s impact upon the education sector, now I will 

highlight how the Channel aspect of Prevent also serves to stigmatise Muslim 

students. Elshimi (2015) discussed how the operation of Channel within Prevent is 

flawed, with deradicalisation techniques usually sold as a rehabilitative model in 

which someone can become ‘better’. However, under Prevent, Channel operates as 

‘prevention is better than cure’ (Elshimi, 2015, p.111). This insinuates that cured 

could mean an individual is reversed to a previous state of mind, but also preventing 

one’s thoughts or actions; one is reversal and one is pre-emptive (Elshimi, 2015). 

Another important point is that as Prevent is a pre-emptive strategy, those who have 

not committed a crime can be deemed as extremist or radicalised, meaning that the 

deradicalisation programme is counselling those who have not yet planned any crime 

(Heath-Kelly, 2013).  

 

The process of Channel consists of the most ‘at risk’ being offered one-to-one 

interventions with a Channel mentor. Mentors are those who meet and discuss with 

Prevent referrals deemed risky for 6-12 months (Pettinger, 2020, p.974). The 

mentors are often recruited informally, particularly in the case of established 

community leaders (Pettinger, 2020). The Channel process is described as voluntary, 

however there have been numerous concerns that some have been pressured or 

harassed to join the Channel programme (The People’s Review of Prevent, 2022). 

Younis (2020) makes clear that if an individual does not comply with Channel, they 

are told that it may warrant further police investigation. Further to this, some 
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Channel mentors have admitted that often referrals pose no risk to others (Younis, 

2020; Pettinger, 2020). This raises questions of why young people in particular, are 

subject to the process. The Channel programme functions despite there being ‘little 

empirical evidence’ that underpins the intervention work carried out in the UK, 

admitted by the Home Office (2011a, p.61). In 2019 it was reported that an 

unpublished document from the Behavioural Insights Team (BIT) detailed the 

failures of deradicalisation programmes in schools. They found only 2 from the 33 

programmes were effective (The Times, 2019). Former security minister, Ben 

Wallace, asserted that the BIT document analysed a small amount of Prevent work 

and did not consider the ‘harder end of Channel’ (The Times, 2019, p.1). Despite the 

comments from the UK government and its continual support for Prevent and 

Channel, Petrie (2015, p.1) has described Channel and its interventions as a ‘rag-bag 

of quasi-therapeutic interventions’, that have been backed up by little to no research 

with minimal regard to a young person’s wellbeing. Young people are also more 

likely to undergo Channel intervention, as will be discussed below. 

 

There is minimal research into Channel predominately due to the lack of clarity 

concerning Channel data from the UK Government, and it closely protects its 

practitioners and practices. Pettinger (2020) researched Channel mentors, they 

detailed how the majority of Channel cases are young or fairly young. Another 

mentor stated that they did not want to create problems for referrals that were not 

there when originally referred (Pettinger, 2020). A Channel mentor also proclaimed 

their own hostility to Prevent, a strategy they are supposed to be promoting and 

working within: “We know Prevent’s shit, we know it’s highly problematic, but it’s 

not gonna go away. And even if you got rid of it, it would still come back in another 
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form.” (Pettinger, 2020, p.12). The acknowledgment that Channel case referrals 

could possibly be worsened by mentors that may have received no training nor 

expertise in the area of CT and had distrust of Prevent themselves, was made evident 

by Pettinger (2020).  

 

Furthermore, The People’s Review of Prevent (2022) point out that it is becoming 

increasingly difficult to demonstrate how many Muslims are referred to Prevent due 

to no data being recorded on religion or ethnicity. However, the claim that Muslims 

are still being disproportionately referred, can be looked at through the category of 

‘Islamist extremism’ in which accounted for 16% of Prevent referrals in 2021/22- 

the general Muslim population in England and Wales is 6.5% (ONS, 2022). This was 

evident in Figure 2. As discussed previously in Prevent phase two, right-wing 

extremism was being addressed by Prevent. According to the Home Office (2023c) 

‘extreme right-wing’ referrals to Prevent and Channel have increased significantly 

over the last five years. Figure 5 shows how Channel referrals have changed over 

time by type of concern (Home Office, 2021).  
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Figure 5 Channel Referrals by type of concern (Home Office, 2021) 

 

 

This has led to some suggesting that the UK government may now be beginning to 

take the threat of right-wing extremism seriously11 (Lakhani and James, 2021). 

Despite this, Ali (2020, p.580) demonstrates that Prevent serves as a racialisation 

tool in which Muslims are presented as a ‘collective threat’, whereas White 

supremacists are perceived as ‘lone wolves’. The RUSI (2024) think-tank also 

suggests that far-right extremism is not treated as seriously as Islamist extremism 

and is often not labelled as terrorism. Similarly, The People’s Review of Prevent 

(2022) make clear that far-right extremism is seen as an individual problem, whereas 

 
11 At the time of writing, there have also been increased ‘race riots’ in the UK that have promoted 

Islamophobic and xenophobic rhetoric and have been linked to the far-right (Olusoga, 2024, p.1). 
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Islamist extremism is perceived as a community problem for Muslims, particularly 

surrounding ‘integration’ debates and FBV.  

 

Integration and FBV are rarely discussed in relation to White British communities. 

Lakhani and James (2021) revealed how some teachers in Sussex did not consider 

some far-right ideas conveyed by their pupils as a concern for Prevent. Rather that 

the far-right opinions were considered as normal or as ‘casual racism’ that ‘did not 

necessarily meet a threshold for a Channel referral’- as stated by one teacher 

(Lakhani & James, 2021, p.82). Despite this hesitance for some teachers not to refer 

extreme right-wing concerns, there has also been some concerning child Prevent 

referral cases with regards to extreme right-wing referrals (The People’s Review of 

Prevent, 2022). Lakhani (2020, p.666) and The People’s review of Prevent (2022) 

assert that extreme right-wing concerns are often viewed differently and may not be 

taken as seriously by teachers, whereas Islamic concerns are referred to Prevent 

under the ‘better safe than sorry approach’. Furthermore, the UN (2018, p.1) 

reported that simply committing to target a ‘more diverse’ range of ideological 

extremism ‘will not cure the fundamental ills’. This demonstrates that despite 

attention now being paid to the far-right by Prevent, Prevent remains flawed.  

 

 

 

Conclusion 

 

 

 

 

The above literature has demonstrated how the specific gendered focus of the WOT 

was embedded globally (Bhattacharyya, 2008; Nayak, 2006). The existing literature 
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asserted how the global WOT has resulted in a ‘war being played out in Muslim 

women’s bodies’, particularly with reference to the veil and ‘saving Muslim women’ 

in Afghanistan and Iraq (Khalid, 2011; Rich, 2014, p.4). In addition to the WOT, the 

literature indicated how Muslim women have been situated within the wider CT and 

de-radicalisation sphere. I discussed literature surrounding how Muslim women have 

been essentialised within CT policy, and how a maternalistic view is often taken by 

states along with a discussion of how Femonationalism was evident within British 

CT policies (Bhattacharyya, 2008; Cook, 2019; Farris, 2017; Rashid, 2016a; Spalek, 

2012). The literature combined signified that Muslim women have been 

responsibilised by the British State in countering terrorism within their communities 

(Manzoor-Khan, 2022; Rodrigo Jusué, 2022).  

 

 

The creation of the pre-emptive approach Prevent in 2003 under CONTEST was also 

reviewed. Within the review it was made clear how the strategy targets all Muslims 

in general and was discredited by concerned citizens and academics alike (Cohen & 

Tufail, 2017; Kundnani, 2009; Qurashi, 2018; Faure Walker, 2021; Sian, 2015). The 

analysis further demonstrated that the concepts of extremism and radicalisation that 

the UK government rely upon are heavily flawed (Aked, 2021; Faure Walker, 2021; 

Heath-Kelly, 2013; Kundnani, 2012; Sian, 2017; United Nations, 2016). The 

literature surrounding the UK radicalisation models highlighted that the models are 

not accurate and that the relationship between violent and non-violent extremism is 

complicated (Greer & Bell, 2018; Kundnani, 2012; Sian 2017). It was stressed that 

the potential implications of Prevent being based upon dubious ‘scientific’ and 

theoretical knowledge raises questions of the strategy’s very logic and its 

justification.  
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The literature also argued how Muslim women and young people have been situated 

within Prevent, and how the strategy followed the assertion that Muslim women 

were viewed as ‘natural peacemakers’ who ‘have the capacity to intervene’ within 

the radicalisation process (Huckerby, 2012, p.5; Rodrigo Jusué, 2022, p.297). 

Various initiatives under the counterterrorism guise were discussed, in particular, 

Prevent Tragedies and how the projects were carried out under a CVE umbrella 

(Cook, 2017). Furthermore, it became evident in Prevent phase 2 that the education 

sector was heavily focused upon in relation to the Prevent Duty. The existing 

literature suggested that teachers had become a part of policing in which they had to 

watch others, essentially being responsibilised into extended agents of the state due 

to having to spot signs of radicalisation (Finn, 2011; Heath-Kelly, 2016a; James, 

2022). In order to spot these signs, the ERG22+ framework is used. However, this 

was also criticised with Sabir (2022), McGlynn and McDaid (2019) highlighting that 

the framework is secretive and there is no published or peer-reviewed evidence 

behind it. WRAP training for staff was also called into question, with Moffat and 

Gerard (2019) reporting that it was carried out by private firms and Blackwood et al., 

(2012) found it often consisted of hour-long videos that left staff with a lack of 

confidence surrounding the Prevent duty (Lakhani, 2020).  

 

In addition to this, cases of Muslim students being referred to Prevent or feeling 

securitised within the British education system were analysed, with Faure Walker 

(2021) finding that Muslim students avoid authentic exchanges in classrooms. Along 

with, Zempi and Tripli (2022) asserting that some Muslim university students feel as 

though they have to hide their Muslim identity in fear that they would be labelled as 
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extremist. The gendered aspect of Prevent then became clear when discussing how 

Muslim women in education have become demonised and constructed as the 

‘oppressed other’ (Mirza, 2015; Mirza & Meetoo, 2018, p.228). Numerous studies 

were analysed that focused upon Muslim women students and their experiences of 

university, the majority found that Muslim women students feel isolated from 

aspects of university life and often felt judged by peers and staff (Basit, 1997a; 

Khosrojerdi, 2015; Proude & Inge, 2004; Taylor & Soni, 2017).  

 

Despite the literature outlined above, the UK government continues with the Prevent 

strategy (The People’s Review of Prevent, 2022). This literature review contributes 

to the existing knowledge of Prevent by providing a detailed analysis of how Muslim 

women have been situated in CT/CVE policy. Within this thesis, I will expand the 

above knowledge and literature surrounding Prevent by providing original, empirical 

data concerning how Muslim women have been impacted by Prevent in the post-16 

British education sector.  
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Chapter 4: Methodology & Theoretical 

Framework 
 

 

In the previous chapter, I examined the existing literature surrounding how Muslim 

women have been placed within the CT sphere and how the Prevent strategy relies 

upon framing Muslim women as a tool in deradicalisation. It was established that 

young Muslim women go largely ignored in relation to how CT policy affects them. 

In this thesis I sought to answer the following questions: 1) How has Prevent 

impacted upon Muslim women’s experience in post-16 education? 2) To what extent 

is this a ‘gendered’ impact? and 3) How do educators perceive Prevent and their duty 

to it within education? 

 

In this chapter I discuss the methodology that I used to develop answers to my 

research questions above. Consisting of two sections, I begin this chapter by 

examining the theoretical framework consisting of the ontological and 

epistemological underpinnings of the study. To aid this discussion, an 

interdisciplinary approach was utilised. I combined insights from other disciplines 

such as Critical Terrorism Studies (CTS), Critical Race Theory (CRT). I discuss how 

Critical Race Feminism (CRF) was the overall intersectional theoretical approach 

that was applied to empirical data collected on Prevent and Muslim women. Lastly, I 

demonstrate why this framework assisted the understanding of the gendered impact 

of Prevent upon young Muslim women students. 
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The second section of this chapter then discusses the research design. I examine my 

data collection methods, which included focus groups and one-to-one interviews, 

along with the setting and sampling process of gaining participants. Furthermore, I 

explore the data analysis of this thesis, which was thematic analysis using NVivo 

software. Lastly, I reflect upon the ethical considerations of this research, along with 

the possible limitations and my own positionality and reflexivity.  

 

Theoretical Framework  

 

Following the literature review which demonstrated the need to capture how Muslim 

women have been situated within Prevent, it is also important to understand how 

theory can inform why and how my data was collected for this research. This thesis 

engaged with a trio of theories to devise the theoretical framework to strengthen this 

understanding (see Figure 6). In this section, I explain how and why the thesis 

engaged with Critical Terrorism Studies (CTS) and Critical Race Theory (CRT) 

before moving on to discuss how Critical Race Feminism (CRF) overall guided this 

research. 
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Figure 6 Trio of theories 

 
 

Critical Terrorism Studies (CTS) 

 

CTS and CRF are rarely used together in research. Up to this point, no other research 

has considered both theories/approaches together. Below I detail how I utilised CTS 

to help further inform my wider theoretical framework of CRF. Ontologically, CTS 

often includes critical perspectives from international relations, and the approach’s 

underlying position is that ‘terrorism is a linguistic and political label that is applied 

through discursive processes and practice to certain kinds of violent actors and their 

political violence’ (da Silva & Martini, 2023, p.1). Epistemologically, CTS zones in 

on the idea that knowledge is constructed of ‘social and discursive processes’ and 

therefore, inherently connected to power (Foucault, 1980; da Silva & Martini, 2023, 

p.2). CTS is characterised by core ontological, epistemological, and methodological 

and ethical commitments (Jackson, 2007). These include aspects such as: the need to 

explicitly challenge ‘state-centric’ perspectives of terrorism, the acknowledgment of 
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the ontological downfalls of the ‘terrorism category’, to question wider power 

structures, to be critically reflexive in research and to emancipate those oppressed by 

counterterrorism policy (da Silva & Martini, 2021; Gunning, 2007; Jackson, 2007a, 

p.10).  

 

Throughout this thesis I borrow elements of the ontological and epistemological 

standpoints of CTS scholarship, I highlight these below. This aided the discussion 

surrounding how and why Prevent exists in the UK and why it is essential that 

Prevent, and the strategy’s future is debated. The need to analyse how the concept of 

‘terrorism’ has been socially constructed and how it is often ‘state centric’, is 

something that CTS also engages with (Jackson, 2007; Stohl, 2008; Stampnitzky, 

2013, p.7). ‘State centric’ is defined as security of the state rather than that of 

humans, ‘on the assumption that the former implies the latter’, resulting in security 

being perceived in ‘law-and-order’ terms (Gunning, 2007, p.371). This social 

construction and state-centric view of terrorism are aspects that this thesis explored 

in relation to the racialisation of the Muslim population along with the following 

securitisation, and thus the creation of Prevent (this was analysed within chapters 1 

and 2). CTS considers the implications of the traditional or ‘orthodox’ terrorism 

studies. This viewpoint discusses how terrorism experts from the ‘traditional’ field 

are dominant, particularly within the production of expert and terrorism discourse, 

thus legitimising state power (Jackson, 2012). In addition to this, CTS engages with 

questioning wider power structures. Therefore, in this thesis, I adopted this 

component when utilising CRF to uncover the Islamophobia and the gendered 

impact within the Prevent strategy.  
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Furthermore, CTS’s ontological and epistemological commitments are based largely 

around being committed to the ‘broad notion of emancipation’ (Booth, 2007; da 

Silva & Martini, 2023; Smyth et al., 2008, p.2). Some question the use of the term 

‘emancipation’ in CTS, asking questions such as, who is being emancipated and 

what emancipation could look like in CTS (McDonald, 2007; Heath-Kelly, 2010). 

To emancipate those who are oppressed by CT policy then academics must 

recognise oppressed groups (Smyth et al., 2008). However, the question of whether 

this recognition of oppressed groups is possible without reinforcing said oppression 

within research is raised by Faure Walker (2019). For instance, the gendered racial 

trope of emancipating Muslim women from their religion is a common theme in 

Orientalist descriptions (Karaman & Christian, 2020). Potential emancipation of 

participants can also unwittingly portray the researcher as having ‘moral powers’ 

that can ‘transform the lives of research subjects’ (Giri, 2022, p.14). Despite this, 

McDonald (2007, p.257) argue that emancipation can also be considered a ‘process 

of freeing up’. This could be freeing up space to write, think and speak about what 

terrorism means and how it could be ultimately studied. From this, CTS scholarship 

should produce ‘methodologically rigorous knowledge’ to inform social change or 

action (Lindahl, 2020, p.42). For the purposes of this thesis, I use the emancipatory 

aspect of CTS to uncover the experiences of Muslim women in relation to the 

Prevent strategy. Below I discuss how CRT and CRF can aid CTS, ultimately 

demonstrating how this trio of theories can address Prevent’s impact upon Muslim 

women in post-16 education.  

 

Critical Race Theory (CRT)  
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As stated previously, one of the main objectives of CTS is to challenge orthodoxies 

surrounding terrorism, and so an analysis of race and how Islam has been racialised 

is crucial to doing so. Qureshi (2020) and Khan (2021) observe that whilst CTS 

focuses upon the meanings of terrorism and how CT policy can be critiqued, it can 

often overlook terrorism as a lived reality. Ultimately, CTS could fail to consider the 

‘human experiences’ of terror due to the lack of engagement with race (Qureshi, 

2020, p.497). Within this thesis, I believe that this is where CRT and ultimately, 

CRF, can aid CTS due to its focus upon racialisation. 

 

CRT has been utilised as a theoretical framework to study race, racism, and power, 

predominantly in the US (Delgado & Stefancic, 2017). More recently, the theory has 

been used within the field of education in the UK (Chakrabarty, et al., 2012; 

Gillborn, 2006). Other studies have also applied CRT more broadly in the UK 

context (Crawford 2019; Doharty 2019; Gillborn et al. 2012; Joseph-Salisbury 2021; 

Thomas 2012). Within this research, CRT is used alongside CRF, as the theoretical 

perspective derives from CRT. CRT insists that race is the key organising principle 

in society and is obtained through the system of inequality maintained by endemic 

racism that is intrinsically linked to power (Delgado & Stefancic, 2017). Whiteness 

is considered the ‘human norm’ in the system that widely enables racism, thus 

racialised people are othered to maintain White privilege (Mills, 1997). This ‘White 

privilege’ can be defined as ‘the privileging of White interests above those of people 

of colour across social, economic, and political fields’ (Bhopal, 2023, p.112). White 

privilege in the UK manifests itself through structural and institutional racism. This 

privilege in the UK is evident through ethnic minority groups being more likely to 

earn less, live in poorer housing and receive harsher punishment in the criminal 
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justice system and in education (Bhopal, 2023; Gillborn, et al., 2021; Henehan & 

Rose, 2018; IRR 2020; Lammy, 2017).  

 

Racialisation is a key component to CRT; this was defined in chapter 2. CRT asserts 

that White bodies are constructed as more ‘valuable’ and ‘civilised’, whereas 

racialised bodies are constructed as ‘dangerous’ and ‘irrational’ (Ali, 2020; Martini, 

2023; Shilliam, 2016). Garner and Selod (2014, p.13) further discuss how Islam has 

become racialised and that a ‘religion cannot be raced’ logic limits our 

understandings of ‘race’. They examine how racialisation is the process, which 

includes aspects such as the production of representations of Muslims, and 

Islamophobia is one aspect of the outcome of the process (Garner & Selod, 2014). 

Similarly, Búzás and Meier (2023, p.691) put forward that this racialisation can also 

be seen through ‘media coverage, elite cues and everyday encounters’. Indeed, the 

WOT (discussed in chapter 2) and the following policies have reinforced the 

racialisation of Islam and the Muslim population. CRT places race at the forefront of 

its framework thus examining race and its connection to power structures. The 

theory of CRT recognises that it is the liberal/capitalist structures that reinforce 

Whiteness and White privilege (Younis, 2022). This White privilege produces 

‘White ignorance’, which is the silencing or ignoring of the challenging of White 

supremacy (Mills, 2007). Of course, CRT has also faced criticism. The theory has 

mostly been applied to a US context and criticised for its lack of engagement with 

social class in the UK (Cole, 2017). However, Gillborn et al. (2012) has engaged 

with both CRT and class in their UK work in the education sphere. My research also 

briefly engages with social class in relation to the Muslim women that did mention 



 109 

class within their counter stories, this is discussed in greater detail in the section 

below.  

 

Within my research, I aimed to use CTS, CRT and CRF as a framework for 

uncovering how Prevent operates as a racialised system. I followed the assertion that 

terrorism is a racialised phenomenon and colonial structures of White supremacy are 

connected to terrorism, therefore CRT can help expand CTS outside of its self-

limiting box (Khan, 2021). Next, I discuss CRF and how it operated as a 

methodology within this thesis.  

 

Critical Race Feminism (CRF)  

 

Overall, this research utilised CRF, which derives from CRT, as the theoretical 

framework. CRF directly addresses issues of intersectionality; by referring to the 

examination of how different categories such as race, class, and gender overlap or 

intersect with one another (Ansari & Patel, 2024; Crenshaw, 1989). Wing (2014) 

asserts that CRF emerged at the end of the twentieth century to address the concerns 

of racialised women. CRF can be traced from the work of legal scholars that wished 

to focus upon the forms of discrimination that racialised women face (Crenshaw, 

1991; Espinoza, 1997; Harris, 1990). Crenshaw (1991) asserted that CRT was not 

adequately addressing issues relating to women due to a lack of focus on 

intersectionality and gender, therefore CRF was formed. However more recently, 

‘intersectionality’ has been criticised as a ‘buzzword with no clear meaning’ or as 

being gentrified (Davis, 2008, p.67; Pennant, 2020, p.36). Others such as Tomlinson 

(2013) suggest that intersectionality needs to be understood in relation to racial 

hierarchies and how it could become colonised within academia by others. The 
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erasure of CRT and CRF from intersectionality was also highlighted by Crenshaw 

(Columbia Law School, 2017). My research maintains the term intersectionality 

within the theoretical framework of CRF. I also reflect upon my positionality later in 

this chapter.  

 

There has been some work within the field of CRF and security, this thesis adds to 

this (Henry, 2021; Lewis, 2003). Other work that has fostered CRF and elements of 

CRT (as they have an intrinsic relationship) as a theoretical approach varies from the 

field of education, youth studies, and family research (Cole, 2024; Jones, 2024; 

Redwine Johnson, 2024; Whittington, 2024). Furthermore, Antunes (2017) 

uncovered how Muslim women students in the US are impacted by Islamophobia 

whilst utilising CRF. Their research concluded that CRF offered the most nuanced 

and straightforward framework for researching racialised women students (Antunes, 

2017). In this thesis, I suggest that using CRF helps to highlight how Prevent has 

operated as a racial project (discussed in chapters 2 and 3), and how it serves to 

further racialise Muslim women. 

 

There are three major elements to CRF (Hua, 2003, p.2): 1) it analyses the 

‘interconnection of race/racism with gender and other oppressions’ 2) it urges for the 

conceptions of ‘social difference and multiplicity within feminism’ and 3) it 

proposes a unique intersectional feminist epistemology. Evans-Winters and Esposito 

(2010, p.20) also suggest that CRF has the ability to focus upon ‘women of colour’s 

experiences, thus perspectives’ and is able to demonstrate how they ‘are different 

from the experiences of men of colour and those of White women’. In addition to 

this, Hua (2003) makes clear that CRF can introduce a more challenging and open 



 111 

epistemological space for those who engage in critical race analysis, including both 

racialised and non-racialised researchers.  

 

As discussed later in this chapter within the profile of participants, the women paid 

attention to issues relating to their intersecting identities such as their social class, 

gender and their religiosity. When considering the way in which class can interact 

with other identities, such as gender, race or religion, a complex picture is revealed. 

For example, Muslim women are subject to ‘gender penalties’, ‘religious’ penalties’ 

and ‘ethnic penalties’ when it concerns pay and employment (European Network 

Against Racism, 2016, p.7). 50% of Muslims in Britain are also considered to have 

grown up, and live in poverty (Manchester Muslim Student Fund, 2022). Within this 

research, social class was mentioned by some of the women in relation to their 

educational journeys and experiences.  

 

It is hoped that the trio of theories used in this thesis will compliment and expand 

each other. For instance, employing CRF adds the dimension of intersectional 

feminism to the social construction of race from CRT, and the emancipatory politics 

borrowed from CTS. CRF is therefore rooted within anti-racist and feminist critical 

work, and it can aid the analysis of race, gender, and other identities of racialised 

women (Crenshaw et al., 1995; Lewis, 1998; Wing, 2014). Consequently, within this 

research I assert that CRF can help demonstrate the layers of discrimination that 

Muslim women face, and that racialisation is only one of the lines of inequality 

(Delgado & Stefancic, 2017). Below, I demonstrate how CRF is the most useful lens 

for analysing and critiquing Prevent’s impact on Muslim women students in post-16 
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education, with reference to the ontological and epistemological underpinnings of 

this thesis. 

 

Counter-storytelling 

 

Most work upon Prevent in education has not focused upon Muslim women, as 

discussed in previous chapters. To understand how Muslim women students perceive 

and experience Prevent, focus group and interviews were used to uncover 

participants counter stories. A widely used CRF method is counter storytelling and is 

a fundamental aspect of CRT (Bei & Knowler, 2023). Counter storytelling can be 

defined as ‘writing that aims to cast doubt on the validity of accepted premises or 

myths, especially ones held by the majority’ (Delgado and Stefancic, 2017, p.171). 

The counter-story telling technique is a tool that exposes, analyses and challenges 

majoritarian stories in which privilege the experiences of one group. It has a specific 

focus upon the ‘counter’ aspect of racialised people’s stories, and the stories are also 

able to expose majority narratives, unlike other methods such as a narrative 

approach. Compared to oral histories, which place people’s experiences in a 

historical context, counter storytelling presents stories and experiences that 

specifically cast doubt upon official or majority narratives (Janesick, 2020). Counter-

storytelling can take the form of personal stories or narratives, in which portray 

individuals’ specific experiences of racism and sexism. James and Taylor (2022) 

concluded that counter stories were critical in understanding marginalised students 

voices and experiences. Scholars within the CRT sphere ‘draw epistemological 

meaning’ from the storytelling of racialised people (Bei & Knowler, 2023, p.233; 

Bell, 1987). Therefore, I used focus groups and interviews with young Muslim 
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women and educators within this counter storytelling framework. By doing so, I was 

able to capture the women’s stories that cast doubt on official narratives surrounding 

Prevent, usually disseminated by the UK government. As I used CRF, the counter 

stories that were told by the Muslim women are central to the thesis. Furthermore, 

Antunes (2017) stated that CRF allows for the research’s central concerns to be the 

women’s counter stories. Solórzano and Yosso (2002) state that there are two aspects 

to counter-stories: 1) theoretical sensitivity and 2) cultural intuition. Theoretical 

sensitivity refers to the ability to give meaning to the data (Strauss & Corbin, 1990). 

The cultural intuition extends to assert that racialised people in research are ‘holders 

and creators of knowledge’ (Bernal, 2002, p.105). This is reflected on later in the 

chapter when discussing my positionality as a non-racialised, non-religious 

researcher. The idea that racialised people are the creators of knowledge is important 

as this study comes from the perspective that Muslims are a racialised group 

(discussed in chapters 2 and 3) and therefore the Muslim women are central to this 

thesis as they share their stories. Of course, like any method, storytelling has faced 

criticism. Litowitz (1997, p.521) suggested that counter storytelling in CRT should 

not be thought of as ‘inherently liberating’ and accused the method as playing ‘upon 

emotion’. However, in my thesis, I utilise CRF and counter storytelling as a way of 

casting doubt upon official narratives often distributed by the government upon 

Prevent. The merits of counter storytelling in this way enabled significant and rich 

data from all participants. I also argue that storytelling should evoke emotion as the 

stories are personal contributions from lived experiences. My research was not to be 

apolitical nor objective (objectivity is discussed later in this chapter). Much like 

Hanisch (1970), I agree that ‘the personal is political’. 
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Ontological and Epistemological Framework 

 

Employing CRF as the theoretical framework is shaped by applying a social 

constructivist ontological and epistemological position outlined below. The 

ontological starting point was to understand lived experiences of Muslim women and 

educators. In this research, I wished to challenge the dominance of Eurocentric 

epistemologies (discussed below), for example traditional security/terrorism studies. 

Therefore, this social constructivist ontology and epistemology standpoint that this 

thesis utilises, assumes that realities are ‘shaped by interactions of privilege and 

oppression’ (Lincoln et al., 2011, p.102). Social constructivism asserts that 

knowledge and meaning are constructed through social norms and should be placed 

in historical contexts (Giordana & Klausen, 2024). Applying social constructivism to 

this thesis provides a detailed lens to examine the subjective experiences of reality 

for the women and educators (Levers, 2013). Hylton (2012, p.23) discusses how 

CRT interpretivist and social constructivist ontological positions can aid the 

researcher to ‘remain conscious’ of the social processes that operate in research. 

Further to this ontological position that this thesis adopts, CRF employs a social 

constructivist epistemological framework that informed the methodology. Critical 

race gendered epistemologies, such as CRF, recognise that racialised women are 

‘holders and creators of knowledge’, and thus social constructivist (Bernal, 2002, 

p.107). Much of the existing Eurocentric epistemologies, for example liberal, White 

feminism, rely upon a ‘narrow foundation of knowledge that is based on the social, 

historical, and cultural experiences of (White people)’ (Bernal, 2002, p.107). Due to 

the purposes of this research and when considering young Muslim women’s lived 

experiences in post-16 education, it is important to consider the women’s racial and 

gendered identities as they are inseparable entities (Ladson-Billings, 2009). 
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Therefore, this thesis used social constructivism as the ontological and 

epistemological framework, that is closely aligned to CRF when placing Muslim 

women at the centre of the research and uncovering their accounts of the Prevent 

strategy in education.  

 

Together, the merits of employing CTS, CRT and CRF are evident in exploring the 

impact of the Prevent strategy on young Muslim women’s and educators’ 

experiences in post-16 education. Each of the theories engage with emancipation in 

their framework, hence the reasoning for capturing all three within this thesis to 

challenge the traditional view of ‘terrorism’, ‘radicalisation’ and ‘extremism’. CRF 

was chosen as the overarching theoretical framework due to its focus upon 

intersectionality and emancipation, as it details race, religion, gender, and other 

categories. Furthermore, through foregrounding the counter stories of young Muslim 

women students, I highlight their lived experiences of occupying space within the 

education system at the same time as the racialised Prevent strategy.  

 

 

Methodological framework 

 

Following a discussion of the ontological and epistemological positioning of this 

thesis, the methodology will be analysed below. Eurocentric epistemologies, along 

with the concept of experiential knowledge will be defined and analysed in relation 

to the elements of critical race methodologies.  
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Eurocentric Epistemologies and Experiential Knowledge 

 

Solórzano and Yosso (2002) highlight that a range of critical race methodologies12 

should be used to understand the experiences of racialised people, to build critical 

race scholarship. As a definition, ‘a critical race methodology offers space to 

conduct and present research grounded in the experiences and knowledge’ of 

racialised people (Solórzano & Yosso, 2002, p.23). It is an approach that combines 

CRT and feminism thus providing an intersectional approach to the analysis. I 

suggest that CRF and CRT are a highly compatible theoretical framework, as critical 

race methodology uses interdisciplinary knowledge, particularly from women’s 

studies and sociology (Solórzano & Yosso, 2002).  

 

The majority of CRT and CRF research employs qualitative research. However, 

hooks (1992) noted some downfalls of doing so. hooks (1992, p.367) considers how 

historically, the ‘White male’ researched the ‘primitive ways’ of the ‘other’. 

Qualitative research often stems from the impulse to understand the other (Vidich & 

Lyman, 2003). To progress with qualitative research, researchers must develop new 

epistemologies and methodologies with an anti-racist agenda for a critical analysis 

relating to power, race, and gender. This was achieved by utilising CRF (hooks, 

1992; Huber, 2008). Solórzano and Yosso (2002, p.25) assert that there are five 

elements that form critical race methodology when researching within education:  

 

i. ‘The intercentricity of race and racism with other forms of subordination’.  

 
12 ‘Methodology’ concerns an approach that underpins and therefore guides the research (Blaxter et 

al., 2010). 
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The intercentricity of race and racism refers to the premise that race and racism 

are the central factors in the experience of racialised people (Bell, 1992). Other 

forms of subordination are reference to the layers of racial subordination. This 

can be alongside class, gender, sexuality, and religion (Crenshaw, 1989). The 

CRF framework that this thesis uses is grounded in intersectionality and the 

experiences and voices of young Muslim women in education and can aid this 

critical race methodology. CRF centres the voices of women, as will this thesis. 

 

ii. ‘The challenge to dominant ideology’. 

Like CTS, challenging dominant narratives and ideology is a central component 

of critical race methodology. CRF challenges ‘White privilege’ whilst rejecting 

objectivity and exposing the privileges of dominant groups (Solórzano and 

Yosso, 2002, p.25). Within this research, I use this methodology particularly 

when rejecting the notion of ‘neutrality’ or ‘objectivity’ within research, 

discussed later in this chapter. I also challenge dominant ideology when 

analysing how far-right extremism is dealt with and viewed differently within 

Prevent, compared to Islamist extremism (discussed within the findings 

chapters).  

 

iii. The commitment to social justice. 

Matsuda (1991) details that CRT works towards the elimination of racism, 

poverty, and sexism to empower racialised people. The element of the 

commitment to social justice can help this research, as it recognises that there are 

multiple layers of discrimination that young Muslim women may face within 

education.   
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iv. The centrality of experiential knowledge. 

CRT appreciates that the knowledge of racialised people is appropriate and 

critical to understand racial subordination (Solórzano and Yosso, 2002). 

Experiential knowledge draws on the lived experiences of racialised people. 

However, it is often disregarded by Eurocentric epistemologies due to 

‘challenging the experiences of White people as normative’ (Crawford, 2017, 

p.198). On the other hand, critical race methodologies view experiential 

knowledge as a necessity and asset to the research (Espino, 2012). I utilise 

experiential knowledge due to analysing the women’s counter stories.  

 

v. The transdisciplinary perspective. 

Critical race methodology acknowledges that a transdisciplinary or 

interdisciplinary approach with historical and contemporary context is needed to 

analyse race and racism (Delgado, 1998). Within this research, I combine 

feminist studies, international relations and sociology to better understand how 

Muslims became a racialised group and the impact of ‘Prevent’ on Muslim 

women. Within the findings chapters of 5, 6, 7 and 8, I present and directly quote 

the relevant counter stories under sub-headings.  

 

I use CRF as the methodology with the goal of using focus groups and interviews 

with young Muslim women and educators’ to access their experiences of Prevent 

within HE and FE. This study sought to understand the subjective meanings that 

young Muslim women and educators use within their counter stories concerning 

Prevent. With the critical race gendered epistemology, counter storytelling methods 
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and the experiential knowledge of women, it enabled the women’s and educators’ 

experiences to come to the forefront of the research.  

 

 

 

Research Design 

 

 

 

In this section I review the data collection methods used. I will begin by giving an 

overview of the methods that were used and how they aided the research question. 

The settings and sampling techniques will be explored in relation to why they were 

the most suitable. Thematic data analysis will be discussed, as will the implications 

of using the NVivo qualitative analysis software programme within this approach. 

Ethical considerations will be reviewed in relation to anonymity, confidentiality and 

how concerns were raised within the research. Finally, the study’s limitations will be 

examined along with my own positionality.  

 

I used an approach consisting of both inductive and deductive templates. The data-

driven inductive outlook focused upon allowing the themes to emerge directly from 

the data collected. This is made evident when thematically analysing using the 

NVivo software to code data and decide themes. The deductive approach 

complimented the research question by allowing the main tenets of CRF to be at the 

centre. Proudfoot (2022, p. 2) asserts that this hybrid approach helps ensure that the 

voices of participants are sufficiently valued, whilst ‘allowing for a more theory-led 

analysis’.  
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The fieldwork began in January 2023 and ended in January 2024. It entailed:  

• five online focus groups with 20 Muslim women. 

• five semi-structured, one-to-one, online interviews with select focus group 

participants.  

• six semi-structured, one-to-one, online interviews with six educators.  

 

The focus groups and interviews allowed for the participants counter stories to 

become apparent. By facilitating the counter stories within the focus groups and 

interviews through the informal questioning of experiences, this method contributed 

to a wider understanding of those who are oft ignored or silenced (Martinez, 2014). 

When counter stories became apparent in the focus groups and interviews with 

Muslim women, it helped expose injustices and recognised ‘systems of oppression’ 

(Olszewski, 2022, p.1). Below details how I recruited the participants for this 

research. 

 

Sample and Setting of Student and Educator participants 

 

 

Convenience sampling was utilised to gain both student and educator participants 

(Clark, 2017). This non-probability sampling technique involves a group that is 

easily accessible to the researcher, for example, university students. Recruitment was 

predominantly through recruitment posters being placed in educational buildings, 

social media callouts and the researchers’ and supervision teams’ professional 

network connections with education settings. I was able to gather a sample of 

students and educators, across England and Wales, due to advertising the study as an 

‘online focus group’ or ‘online interview’. Qureshi (2017) detailed how their access 
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to participants was made easier due to their position within a community. It was 

hoped that my position as a qualified teacher, which was communicated via the 

participant information sheet (Appendix B), would help provide a degree of trust and 

professionalism, to both the students’ and educators’.  

 

Focus Group sampling of students 

 

To take part in the focus groups, the students had to self-identify as Muslim women. 

An educational email address was required, this was to verify their student status. 

The participants were also asked for their educational setting region/location on their 

signed consent forms. The students’ educational settings were in either England or 

Wales, as Prevent operates differently within Scotland and does not apply to 

Northern Ireland. The age range of the young Muslim women who participated 

within the focus groups were 16-25 years old. This enabled the research to involve 

both FE and HE settings, such as sixth forms, colleges, and universities 

(undergraduate and master’s level). By including both FE and HE, I was able to 

capture the lived realities of young Muslim women in education from the point of 

leaving school and entering educational spaces with blurred responsibilities of the 

Prevent Duty. The focus group recruitment occurred predominantly through 

recruitment posters and social media callouts. The student recruitment posters can be 

seen in Appendix C. I initially began the fieldwork wishing to communicate my 

research to sixth forms, colleges, and universities, so that they could act as 

gatekeepers. However, as I will outline in the limitations section below, I 

encountered difficulties with the FE sector, as some declined to take part. Therefore, 

Muslim women who attended an FE setting, were targeted via general social media 

callouts. This was due to not having physical access to FE settings. The online 
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platforms that were used included: Twitter/X, Facebook, TikTok and Reddit. Muslim 

women who attended HE settings were approached via posters that were placed in 

university buildings and social media callouts, outlined above. It became clear that 

recruitment proved more successful when directly targeting the students, rather than 

attempting to go through proposed gatekeepers (their educational setting).  

 

For the focus groups, participants who were students were entered into a random 

raffle to win an Amazon voucher. One voucher was available per focus group. For 

the last focus group, to drive recruitment, student participants were given an Amazon 

voucher each. The vouchers were a gesture of thanks, as I wished for the participants 

to be compensated for their time (Goodman et al., 2004). Vouchers were also used as 

a financial incentive to participate within the research, as students are notoriously 

difficult to recruit (Gelinas et al., 2018; Warnock et al., 2022). The payment of 

participants is discussed further in the limitations section below.  

 

 

Student one-to-one, follow-up interview sampling 

 

The selection for sampling participants for one-to-one interviews was based upon 

topics and subjects that were raised by the students within the focus groups. Two 

women interviewed were FE students, and three were HE students. I analysed the 

transcripts shortly after the focus group. This was done initially to choose 

participants based upon topics and discussions that arose within the focus groups. 

Some participants were chosen due to their pre-existing knowledge of Prevent that 

was made apparent in the focus groups. Others were chosen due to stories that they 

shared in their focus groups concerning their experience in education as a Muslim 
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woman. The participants were given an Amazon voucher if they attended the one-to-

one interview for the reasons outlined above. The design of the follow-up interviews 

are discussed later. 

 

Educator one-to-one interview sampling 

 

The sampling technique for educators, at both FE and HE level, was convenience 

sampling. The Prevent policy operates within more spaces within the English and 

Welsh education system as there is no requirement for education institutions in 

Scotland to teach FBV. Hence focusing upon England and Wales for educator 

recruitment. Recruitment was aided by social media callouts, in particular on 

Twitter/X, Facebook groups and through the research teams existing professional 

contacts. Due to the interviews being online and being advertised online via social 

media, it allowed access to a larger sample of participants in England and Wales. 

However, I only wished to gain a small number of educator participants compared to 

the student participants, due to having an exploratory approach to answer RQ3 (this 

is expanded on further in this chapter below). The educators had to specify whether 

they worked in either, FE or HE and specify the region of their educational 

workplace on their signed consent form (see Appendix D).  

 

Profile of Muslim Women student participants 

 

Here I provide a summary of the 20 Muslim women student participants (see Figure 

7 for a detailed breakdown of the participants). The participants ranged in age from 

16 to 25 years of age and attended either an FE or HE setting in England or Wales. 

All the participants self-identified as Muslim women. I did not intend to gather data 
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concerning the participants race or ethnicity, nor if they wore the hijab or not. I made 

this decision as I was already wary of gathering data upon participants in relation to 

Prevent, regarding the exception to anonymity and confidentiality (see the discussion 

of this within the limitation section below). McCall (2005) also noted that by 

utilising intersectionality, one can often focus too much on various identities. 

Although this thesis uses intersectionality as a key term that encompasses aspects 

such as ethnicity and race, I did not want to collect any more data than what was 

needed to gather counter stories regarding Prevent. Therefore, I gave the choice for 

the women to comment upon the matter themselves (nine women commented upon 

their race or ethnicity) within the focus groups and/or interviews. Nine of the women 

also noted that they had heard of the Prevent strategy or knew what it was. Faure 

Walker (2019) found that his students were aware of Prevent and were negatively 

impacted by it. Whereas Lockley-Scott (2020) argued that most of her student 

participants did not know what Prevent was. What I aimed to uncover was the wider 

consequences of Prevent and how it impacts Muslim women students within post-16 

education. Although many of the women did not have prior knowledge of Prevent, 

some went on to discuss incidents that were either Prevent in action or the 

ramifications of Prevent, this is further discussed in chapter 6.  

 

Pseudonyms have been used for all research participants to protect their privacy and 

ensure anonymity and other references that may be identifiable. Locations have also 

been altered or avoided. The pseudonyms that were used were appropriate to the 

participant’s religious background, particularly in relation to the students. From a 

CRF perspective, using names that are within the cultural context is important due to 

considering participant’s counter-narrative perspective. Hence the reasoning of 
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applying pseudonyms with a greater thought behind them (Lahman et al., 2015). 

After completing a focus group or interview, a pseudonym would be assigned. The 

participants real names would be removed from all research materials, except for the 

pseudonym key, which was kept on a secure datastore, as with all the collected data. 

The table below displays the student participant information, those in bold also 

participated in a follow-up, one-to-one interview. 

 

 

“Name” 

 
Age: 

FE or HE 

student: 

Location of 

education setting: 

Reference to race 

or ethnicity: 

Wore a 

headscarf: 

Knowledge 

of Prevent: 

Naila 22 HE East Midlands NA NA Yes 

Safa 20 HE East Midlands 

“I'm someone 

who's you know, 

I've got Brown 

skin and I don't 

speak with a 

Asian accent” 

Yes No 

Laila 17 FE 
Greater 

Manchester 

“So, Brown on 

the outside, 

White on the 

inside of my 

values.” 

Yes Yes 

Amina 20 HE Greater London NA Yes No 

Zahra 16 FE Greater London NA NA No 

Sabeen 16 FE 
Greater 

Manchester 
NA NA Yes 

Nadia 24 HE East Midlands 

“I'm from an 

ethnic minority 

background” 

Yes Yes 

Malika 22 HE East Midlands NA NA No 

Tahirah 19 HE West Yorkshire NA No Yes 

Indah 18 HE East Midlands NA Yes No 

Sameera 20 FE Greater London 

“I can make 

these jokes 

about my Black 

identity” 

Yes Yes 

Ameera 19 HE East Midlands NA Yes No 
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Profile of Educator participants  

 

In addition to the focus groups and follow-up interviews with students, this research 

carried out six semi-structured, one-to-one, online interviews with educators that 

teach within FE and HE settings in England and Wales. A significantly smaller 

number of educators were recruited compared to students. I took an exploratory 

approach to uncovering educators perceived duty to Prevent in post-16 education. 

This was due to educator’s counter stories not being the central component to this 

thesis, and much literature also focusing upon Prevent and teachers and/or lecturers. 

However, the educators’ stories were insightful in revealing their perceptions 

regarding their duty to Prevent. The six educator participants self-identified as 

educators that worked in either an FE or HE setting. Again, I was reluctant to gather 

more personal participant data than needed due to the sensitive nature of the research 

regarding Prevent. Therefore, I did not ask the educators’ age, gender, ethnicity, or 

subject taught. However, most commented upon their subjects taught freely within 

the interview. Pseudonyms have been used for all research participants to protect 

their privacy and ensure anonymity.  

Zainab 16 FE South Yorkshire 
“I’m a Bengali 

Muslim” 
Yes Yes 

Rahima 22 HE West Midlands NA Yes No 

Iqra 21 HE East Midlands 
“I’m Black 

aswell” 
Yes Yes 

Aiza 22 HE East Midlands NA NA No 

Faridah 25 HE East Midlands NA NA No 

Eda 23 HE East Midlands NA NA No 

Yasmin 24 HE East Midlands NA NA No 

Shereen 20 HE East Midlands NA NA Yes 

Figure 7 Profile of Muslim women student participants 
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“Name” FE or HE 

setting: 

Region of 

setting: 

Subject taught: 

Carl HE North West NA 

Lewis FE South East Politics & Sociology 

Laura FE South West Sociology 

Sophia FE East Midlands Sociology 

Jason FE East of England Sociology 

Tim HE South West NA 

Figure 8 Profile of Educator participants 

 

Online Focus Groups with students 

 

To reiterate, the online focus groups consisted of 20 young Muslim women aged 16-

25 that were currently students in either sixth form, college or university in England. 

Initially, I wished to focus solely on certain ‘Prevent priority’ locations such as East 

Midlands, West and South Yorkshire. However, this was not entirely possible as I 

will outline later in the chapter.  

 

Focus groups were employed to encourage group discussion and to acquire a 

perspective around certain topics regarding: Prevent, Prevent in education and 

Islamophobia in Britain. As discussed earlier, the counter storytelling is a crucial 

aspect to CRF methodology. Focus groups allowed this counter storytelling 

technique to come to the forefront. Counter storytelling allowed the study to conduct 

research that is grounded within the knowledge and experiences of young Muslim 

women. The topic schedule followed issues such as: knowledge of Prevent, 
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‘Fundamental British Values’, classroom debate, past experiences as a Muslim 

woman within education concerning peer relations and teacher-student relations, 

Islamophobia in education, confidence in the classroom and wider Islamophobia in 

Britain (see Appendix E). Focus groups allowed for themes to emerge and to be 

discussed reflexively. This method was ‘open and connectable’ for participants 

(Deleuze & Guattari 2013, p.12). Within the focus groups, the interaction that 

occurred enabled women to share their own experiences, whilst also allowing for 

each participant to build on the opinions and feelings of others in the group 

(Liamputtong, 2007). Focus groups reinforce the realisation that participants 

experiences are legitimate and perhaps not simply individual, as they are shared by 

others (Pini, 2002). It was important for this research, given the sensitive nature of 

certain subjects, to enable the creation of a space where participants feel they can 

share opinions collectively and individually (Ivanoff & Hultberg 2006; 

Winterbotham & Pearson, 2016). As this research is concerned with young Muslim 

women’s experiences and thoughts upon Prevent, utilising the focus groups enabled 

sensitive topics to be discussed in an appropriate and safe environment with other 

women. This is reflected upon later in this chapter within the positionality section.  

 

Synchronous, online focus groups were used rather than in-person focus groups due 

to initial issues regarding using FE & HE as gatekeepers to the potential participants- 

discussed later in this chapter. Utilising online focus groups helped overcome some 

challenges. For instance, online focus groups allowed for more convenient times for 

participants. All the focus groups occurred in the evening. Stewart and Shamdasani 

(2017) acknowledged that online focus groups also provide greater anonymity. This 

is something that I also found to be true, as it was not necessary for participants to 
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have their webcams13 on due to only the transcripts being analysed. The majority of 

the participants did not have their webcams on. I believe this choice added greater 

anonymity for participants. However, this anonymity could also be a disadvantage of 

online focus groups. For example, the participants may not be who they represent 

themselves to be (Stewart & Shamdasani, 2017). This was minimised within this 

study as I required students to verify their student email addresses and therefore 

student status. Furthermore, the anonymity may have been reduced if members of 

the focus group shared information outside of the group. However, I did not ask 

members of the group to share their location (unless they disclosed this themselves 

in their re-telling of experiences), nor surname, in the hope that this would aid the 

participants greater anonymity so that they felt comfortable sharing their lived 

experiences. Others have suggested that a lack of face-to-face communication could 

reduce the spontaneity of a focus group and reduce group intimacy (Rainie et al. 

2014). However, this is often reflected in the characteristics of participants and/or 

the platform used for online focus groups. Microsoft Teams was the chosen platform 

to carry out the focus groups as it proved the most accessible for students, educators’ 

and me to use. The COVID-19 pandemic also saw a rise in the use of online tools to 

carry out qualitative research. Therefore, the range of programmes and software also 

grew (Boland et al., 2022).  

 

Semi-structured interview techniques were employed. Structured questions were 

used (see Appendix F) in which I and the participants built upon further as the focus 

group progressed (Winterbotham & Pearson, 2016). This allowed for participants to 

 
13 I kept my webcam on throughout the focus group as it helped with introducing myself and with 

non-verbal cues, so that participants could see that I was listening.  
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lead some aspects of the discussion and to converse with other participants, 

highlighting issues that were important to them. Each focus group began with the 

same question of: “What is your understanding of the counterterrorism strategy 

‘Prevent’ and how do you feel about it?”. The participants’ answers to this question 

helped inform how the rest of the focus group discussion was to be directed into 

subsequent discussion. For example, if participants were or weren’t aware of 

Prevent, the discussion would be steered differently. Each focus group ended with 

the same question of: “What is the most important issue/topic to you, that we have 

discussed today?”. This ending invited participants to sum up their feelings and 

thought regarding the subjects that arose during the discussion.  

 

The focus groups consisted of a maximum of six participants in each group, with 

both a mix of FE and HE students. I decided to have a smaller number of 

participants, than in traditional in-person focus groups, due to them being online. 

Moore et al. (2015) discuss how having fewer participants in online focus groups can 

create more opportunities for participants to voice their opinions. Furthermore, 

having too many participants in an online environment could result in overlapping 

discussion, making it difficult to moderate (Fox et al., 2007). The focus groups that I 

held ranged from two to six participants. This was due to the issue of some 

participants not attending the focus group and last-minute rearrangements from the 

participants. As recommended by Rabiee (2004), researchers should aim to over-

recruit to resolve this issue of non-attendance. From this, I aimed to recruit five 

participants for each focus group where possible. The focus groups were 90 minutes 

maximum. This was to ensure participants do not become fatigued, whilst also 

ensuring sufficient time for discussion. Allowing for sufficient time in the focus 
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groups for discussion was important as the women’s counter stories had to become 

evident. As there was an informal focus group schedule (see Appendix F), there was 

flexibility concerning the flow of the focus group. For instance, more time was spent 

upon questions when multiple participants fed back to one another about their 

experiences.  

 

 

One-to-one, follow-up interviews with students  

 

Along with focus groups and the counter stories that derived from them, I wished to 

delve deeper into some of the participants’ stories. Therefore, I invited select 

participants to a one-to-one interview, so that I could gain additional insights to their 

counter stories that they discussed within their focus group. From this, five online, 

semi-structured, one-to-one, follow-up interviews were employed with select 

participants from the focus groups sometime after they took place. The baseline for 

the selection of the one-to-one interviews were the topics and subjects that derived 

from the focus groups and other thoughts and opinions. Approximately one week 

after the focus group had taken place, the chosen participant was emailed inviting 

them to an online, one-to-one interview at a date convenient for them.  

 

The one-to-one interviews were used after the focus groups had taken place to gather 

additional insight from select participants from the focus groups as individuals, 

rather than in a group setting. Like the focus groups, participants were given a choice 

of having their webcam on, allowing for greater anonymity. Again, the majority of 

participants chose to have their webcams off, however, I kept my webcam on 

throughout the interview mainly for non-verbal cues. I did not notice any differences 
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regarding the responses from those who had webcams on and those who did not. 

Semi-structured, one-to-one interviews allowed for flexibility concerning topics and 

questions that were raised (see Appendix G). Actively listening to participants 

during the interview and modifying the questions enabled me to raise topics that 

were not initially considered (O’Reilly & Dogra, 2017). Topics that were discussed 

concerned their comments during the focus group. For example, asking the 

participants for their thoughts and feelings following a story or experience that they 

shared within the focus group. The ease of online interviews was for both the 

researcher and participant, particularly due to time and geographical constraints. 

There is growing support for the use of online interviewing, and it has been argued 

that ‘the quality of responses’ that are obtained through online interviewing is ‘much 

the same as responses produced by more traditional methods’ (Deakin & Wakefield, 

2014, p.606). Again, Microsoft Teams was the chosen software due to it also being 

used for focus groups, and for its familiarity amongst students. Next, I discuss the 

interviews with educators in post-16 education.  

 

Interviews with Educators’ 

 

One-to-one interviews were carried out with the six educator participants. There is 

also no specific requirement for HE institutions to promote FBV within their 

curriculum. However, it was useful to uncover to what extent university lecturers 

implement the Prevent strategy. These one-to-one, semi-structured interviews were 

carried out online via the Microsoft Teams platform. This was due to the ease for the 

researcher and participants, particularly concerning time and geographical 

constraints. As educators have other time-consuming responsibilities, utilising the 

online interviews allowed for more flexibility for participants who may have 



 133 

otherwise declined a face-to-face interview. For instance, one participant was 

interviewed whilst on the school run. Again, for greater anonymity, the participants 

could choose to have their webcam on or off. Compared to the student participants 

who mostly chose not to have their webcams on, all the educator participants chose 

to have their webcams on in their 1-1 interview. However, I did not notice any major 

difference regarding the quality of responses concerning having webcams on or off. 

A minor difference was being able to notice non-verbal cues of the participants. For 

example, when the participants had their webcam on, it was more noticeable if they 

had finished answering the question or if they wished to talk more, this was made 

clear with hand gestures and facial movements. The interviews were carried out after 

two focus groups with students had taken place. This was planned due to potential 

topics and discussions arising from the students that would also be useful to discuss 

with educators. Topics that were discussed in the interviews consisted of: educators’ 

knowledge of Prevent, interpretation of the Prevent duty, the implementation of 

Prevent in practice, Prevent training, classroom debate, their own beliefs around the 

Prevent policy and confidence around the Prevent duty (see Appendix H).  

 

 

Data Analysis  

 

The method chosen for data analysis was thematic analysis and the NVivo software 

programme was employed in this process. The Microsoft Teams software that was 

used for the focus groups and interviews allowed for automatic transcription which 

was then downloaded after the focus group/interview. The process of checking, 

correcting, and anonymising the automatic Microsoft Teams transcription was 

carried out immediately after the focus groups and interviews had occurred. The 
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automatic transcription proved far more efficient than recording and transcribing the 

focus groups/interviews myself. The anonymised transcriptions were then uploaded 

to the NVivo software to code and thematically analyse.  

 

There has been debate concerning whether thematic analysis can be considered a 

lone method, whilst others describe it as a foundational method for qualitative data 

analysis (Braun & Clarke, 2006; Ryan & Bernard, 2000). Thematic analysis consists 

of searching for or generating themes that capture a phenomenon which are then 

explained or discussed (Braun & Clarke, 2006). This is applicable to this study as the 

aim is to identify the implications of Prevent for young Muslim women in education. 

Emerging themes from the counter stories were then identified from the dataset 

using thematic analysis. The use of a CRF perspective within the thematic analysis 

was useful in establishing the participants meanings within their own experiences.  

 

Braun and Clarke (2006) discuss how the researcher must decide what constitutes as 

a theme. Researchers can be flexible and use their own judgement when 

contemplating themes. This research adopted the approach that a theme would be 

considered if it appeared relevant to the research questions and aims. A theme is 

defined as ‘a pattern that captures something significant or interesting about the data 

and/or research question’ (Maguire & Delahunt, 2017, p.3356). Semantic or latent 

themes can be used to guide how the themes are developed once identified. A 

semantic theme consists of meanings at an explicit level and ‘the analyst is not 

looking for anything beyond what a participant has said or what has been written’ 

(Braun & Clarke, 2006, p.13). Latent themes explore semantic meanings to aid 

explanation of participants wider meanings and ‘examine the underlying ideas’ 
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(Braun & Clarke, 2006, p.13). Therefore, by seeking to understand meanings that 

participants give to their social reality, this study will utilise both semantic and latent 

coding for themes. For instance, a semantic code within the data was ‘diversity of 

location’, and a latent code was ‘self-censoring’. There are deductive and inductive 

elements in analysing the data within this study, as discussed earlier in this chapter. 

Braun and Clarke (2006) make clear that a sole inductive approach cannot be 

adhered to due to researchers’ existing epistemological position. An inductive 

approach refers to themes being strongly linked to the data, and do not make a 

deliberate attempt to fit into a pre-existing theoretical frame (Patton, 2002). A 

deductive approach specifically uses the theoretical framework when thematically 

analysing. As this research uses CRF methodology as the theoretical framework, a 

deductive approach was used alongside the inductive approach to position the 

empirical data within a CRF framework.  

 

Braun and Clarke (2006) outline a six-step framework (see Figure 9) to aid 

researchers utilising thematic analysis. The first step is familiarising self with data. 

This involved transcribing the data and noting initial ideas from reading the data. 

Following this, initial codes were generated. Key ideas were drawn out from the data 

which may relate to the research questions. Once codes were sorted, they were put 

into potential themes, which were then refined and reviewed in relation to the 

research questions.  

 

Step 1: Familiarising self with data Step 4: Review themes 
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Step 2: Generate initial codes Step 5: Define and name themes 

Step 3: Search for themes Step 6: Analysis write-up 

Figure 9 Braun & Clarke's (2006) six step framework 

 

NVivo software was chosen to analyse the data due to the lengthy transcripts that 

were gathered from the focus groups and interviews. Utilising NVivo proved to be 

time-saving and efficient. The experiences of Muslim women in education were 

complex, thus the coding process aimed to capture the many dimensions. The 

study’s research questions aimed to uncover the impact of Prevent on Muslim 

women’s and educator’s experiences in post-16 education, and whether this is a 

gendered impact. The coding process was reflected and organised around these 

questions. I identified data-driven and theory-driven codes from the data. These 

often intersected. For example, the theory-driven codes of the ‘generalisation of 

Muslim women’ and the ‘marginalisation of racialised people’ overlapped with the 

data-driven codes found in the empirical data, such as ‘their appearance as Muslim 

women’ or ‘stereotypes surrounding the oppression of Muslim women’. Through 

this coding strategy, I was able to create a list of codes on NVivo. See Figures 10 

and 11 for the NVivo coding process, including how many times codes were referred 

to within the data. The most referred to code was ‘Appearance as a Muslim woman’ 

with 49 references throughout the student focus groups and student one-to-one 

interviews. Despite some codes being referred to more than others, the themes were 

decided based upon their relevance to the research questions.  
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Figure 10 NVivo codes from Muslim women students 
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Figure 11 NVivo codes from educators 

 

 

The next stage was the creation of themes. Within this stage, re-reading the NVivo 

codes was essential in identifying wider themes or potential themes. As Ishak and 

Bakar (2012) note, NVivo simply aids the thematic analysis process, acting as an 

organisation tool. The software does not replace the thinking process or ‘wisdom’ of 

the researcher and ‘how they interpret the world’ (Ishak and Bakar, 2012, p.102). 

The codes that were deemed most relevant to the research questions were then 

broken down into themes. By focusing upon themes, it allowed for the participants 

counter stories to be considered in relation to the research questions more explicitly. 

The themes found within the data from Muslim women students were: 

• Self-censoring 

• The Responsiblisation of Muslim Women 

• Gendered Islamophobia 
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The themes found within the educator data were: 

• Prevent is counterproductive 

• Is Prevent ‘safeguarding’? 

• Prevent Training is inadequate  

• Alternatives to Prevent? 

 

The order that the themes are discussed within the next few chapters are organised in 

a way to the relevance to the research questions. I believed that ‘self-censoring’ was 

highly relevant within the data, and I argue that it had the largest impact on the 

women’s educational experiences. Sub-themes are included within these themes, 

they are detailed more within chapters 5, 6, 7 and 8. Many of the sub-themes were 

initial codes which can be seen above. As discussed earlier, Braun and Clarke (2006) 

discuss how researchers can be flexible when considering what constitutes a theme. 

In this case, themes derived from the importance and relevance to the research 

questions. Having discussed the methods chosen for data analysis, the following 

section of this chapter considers the ethics surrounding this study.  

 

 

Ethical Considerations  

 

 

This section discusses the ethical considerations that occurred when researching how 

Muslim women and educators experienced the Prevent duty in post-16 education. 

Below analyses my experience of gaining ethical approval, informed consent, 

anonymity, and confidentiality and how each were addressed.  
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Gaining ethical approval 

 

The process of obtaining ethical approval began in March 2022 and the first ethics 

application was approved in June 2022. I followed Nottingham Trent University’s 

ethical guidelines, along with those of the British Sociological Association. My 

initial ethics application needed to be revised following comments on whether the 

research involved the use of sensitive or restricted materials, and if it was an 

investigation into extremism or radicalisation. The application was amended to 

clarify that the research was not accessing sensitive nor restricted materials, nor was 

it an investigation into extremism or radicalisation. I stated that I am investigating 

people’s views about a CT policy and focusing upon the policy aspects of Prevent. I 

had to further amend my ethics application in late September 2022, as I wished to 

change the focus group format from in-person to online, due to the gatekeeper issues 

(which I outline below), and due to changing the location target areas from the 

‘Prevent priority’ areas (which I outline in the limitations section within this chapter) 

to England and Wales. This amendment accompanied adjusted recruitment posters 

and participant information and consent forms. The final ethics application was 

approved in November 2022, seen in Appendix I. 

 

 

Informed Consent 

 

 

All research participants were emailed an online copy of a participant information 

sheet (see Appendices B, K, L, M, N, O). It included the following: the project’s 

purpose, what happens if they take part, how I will protect their anonymity and 

confidentiality, the exception to anonymity and confidentiality (which I discuss in 

the limitation section below), the possible advantages, and disadvantages of taking 
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part and what happens to the results. All participants were also asked to sign an 

online consent form (see Appendices D, P, Q, R, S) The form included aspects such 

as: their right to withdraw, that their data will be anonymised and the exception to 

anonymity. As some participants were under 18 years of age, these participants also 

needed parental/guardian consent. To participate, the parent/guardian needed to sign 

an online consent form and were also given an information sheet. As some 

participants were 16-17 years old and were of an age in which they can understand 

the study, they were also given emailed an information and consent sheet to sign, see 

Appendix B and J.  

 

Anonymity and Confidentiality  

 

In relation to anonymity and confidentiality, all the information collected during the 

research was kept strictly confidential. Anonymity was protected as real names were 

not used but participants were given a pseudonym. This meant that participants were 

not able to be identified in any ensuing reports or publications. Furthermore, if any 

other identifying information arose during the focus group or interview, for example 

a location, this was altered to the region of the location rather than the specific 

location. By doing this, I maintained the anonymity and confidentiality of the 

participants. There was one exception to confidentiality, which was due to the fact of 

participants potentially disclosing information that relates to criminal activity. The 

participants were made aware of this within the participant information sheet and on 

the consent forms. This ‘exception to confidentiality’ is discussed in the limitations 

section below in further detail. 

 

 



 142 

Reflections & Limitations: 

 

 

This section analyses the limitations of this study, along with my reflections as the 

researcher. It will discuss generalisability, the payment of participants, the notion of 

‘sensitive research’ and how researching Islamophobia and other sensitive topics 

regarding Prevent was dealt with. The exception to confidentiality will be analysed 

in relation to the ethics guidelines, as will the payment of participants. I will focus 

further upon the role of educators within this study, and why I did not use post-16 

education establishments as gatekeepers, and how this affected the sampling 

experience including possible ‘research fatigue’ or cautiousness to participate. 

Finally, I reflect on the change of location from ‘Prevent priority areas’ to England 

and Wales.  

 

Generalisability 

 

Time frame restrictions and limited resources means that this study was based 

overall on 20 Muslim women participants and six educator participants. Patton 

(2002, p.246) identifies that the researcher must make their own judgement about 

sample size, to have a ‘reasonable coverage of the phenomenon’. The data provided 

an in-depth insight into how young Muslim women have been impacted by Prevent, 

how the policy interfered with their educational experience and how educators 

perceived their Prevent Duty. I believe that whilst the sample size is not large and no 

claims can be made regarding the representativeness nor generalisability of the 

findings, it provided an opportunity to further delve into participants opinions and 

experiences. Utilising the theoretical framework of CRF allowed for this smaller 
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sample size to further explore participants counter-stories in greater detail (Evans-

winters & Esposito, 2010). CRF encourages deep exploration of racialised women’s 

experiences, hence this thesis utilising both focus group and follow-up interviews. 

 

Sensitive Research 

 

Wellings et al. (2000, p.256) discuss the notion of ‘sensitive research’ and define it 

as requiring ‘disclosure of behaviours or attitudes which would normally be kept 

private and personal, which might result in offence or lead to social censure or 

disapproval, and/or which might cause the respondent discomfort to express’. Before 

conducting the focus groups with students, it was crucial to consider the fact that 

some participants may feel upset or worried about topics that would arise. 

Liamputtong (2007, p.32) and Lee-Treweek and Linkogle (2000) highlight that 

researchers need to protect their research participants and to be ‘ethically 

responsible’ when researching sensitive topics. I had to ensure that when conducting 

research upon racialised women, that they did not leave with painful experiences by 

participating in this study. Prior to the focus groups occurring, the participants read 

the participant information sheet. This included a list of topics that would arise 

within the focus groups. This was to ensure that participants could anticipate the 

types of questions that they may be asked. I also emailed a support sheet to both 

student and educator participants detailing organisations that they can contact if they 

do feel distressed, such as Muslim Youth, Muslim Women’s Network, and The 

Education Support Helpline. All these organisations offered helplines either via a 

webchat or phone call. I also ensured that participants were aware that they could 

leave the focus group/interview at any time, stop the focus group/interview or that 
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they could decline any questions that they were not comfortable with. As the focus 

groups and interviews were held online, the participants could choose where they felt 

comfortable to talk in their own personal space. Despite my concerns about 

discussing sensitive topics, I fortunately found that the participants appeared happy 

to share their own stories regarding their own experiences in education and 

articulating their views of counterterrorism in the UK.  

 

Sensitive researchers must also pay close attention to confidentiality (Liamputtong, 

2007). Focus groups may not seem like the favourable method to use to ensure 

confidentiality. However, Wellings et al. (2000) assert that using focus groups to 

research sensitive topics can help provide further insights into the participants 

thoughts and feelings. Having a group dynamic enabled participants to agree or 

disagree with other members, creating a ‘milieu in which social relations are forged’ 

(Wellings et al., 2000, p.265). The focus group participants could withdraw 

themselves and their data any time up until the focus group takes place. At the end of 

the one-to-one interviews, the participants were reminded that they could contact me 

to remove their data up to two weeks after the date of the interview. This was made 

clear in the information sheet and consent form.  

 

The payment of participants 

 

As outlined earlier in this chapter, the participants in this study were ‘paid’ with 

Amazon vouchers. I wished to do this as a financial incentive to participate and to 

reimburse the participants for their time and burden upon taking part in the research. 

As Warnock et al. (2022) makes clear, the payment of participants is necessary 
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particularly due to the high cost of living and the lack of spare time. However, after a 

comment that I received on a Reddit recruitment post (see Figure 12), I reflected 

upon the payment of participants with vouchers versus cash. The positives of paying 

participants in cash is that it is a proper reimbursement of their time taken out of 

possible work or study, to share their stories with me (Mackay, 2022). Others such as 

Njue et al. (2015) claim that paying participants in cash can be inappropriate and can 

risk harm to participants in some situations. For instance, if participants are 

vulnerable. However, this fails to see participants as autonomous people who have 

the right to decide what they do with cash payments (Schonfeld, 2003).  

 

 

Figure 12 Reddit recruitment post reply 

 

As a result of this reflection, I continued to pay participants with Amazon vouchers, 

this was mainly due to ethical restraints and the time-consuming process of adjusting 

ethics applications during the fieldwork. Only some of the focus group participants 

received a randomly allocated Amazon voucher and the educator participants were 

not given vouchers. This was mainly due to a limited amount of funds available to 

me as a PhD researcher. Warnock et al. (2022) also pay attention to the lack of 
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funding that is available to PhD or early career scholars who are undertaking 

fieldwork. In short, the payment of participants can often undermine the researcher’s 

ability to pay participants.  

 

The ‘exception to confidentiality and anonymity’  

 

Within the participant information sheets and consent forms there was a section 

detailing the exception to confidentiality and anonymity. This was due to 

Nottingham Trent’s Ethics requirements and its ‘safeguarding children policy’ under 

the ‘risk of disclosure of criminal offences, harm or potential harm’. The 

requirements stated that this was particularly relevant for those aged under 18. I 

informed participants via the information sheet and consent form that if they 

‘disclosed details of previously unreported or intended criminal activity and I can 

identify them or an alleged victim, then I would have an obligation to report it to the 

relevant authorities’. I accepted the need for rigorous ethics guidelines, particularly 

as it is a controversial issue and includes 16-18-year-olds. Like Kyriacou et al. 

(2017), I was hesitant to include this exception to confidentiality and anonymity 

within the forms due to potential participants being discouraged by the explicit legal 

obligations of the researcher. Researching CT policy posed its own challenges. Many 

students have been unnecessarily referred to the Prevent strategy for what they have 

said or how they have acted within education, so I was wary of including this 

exception (Cohen and Tufail, 2017; Prevent Watch, 2021). Abbas (2019) also 

discusses how they removed the clause of breaching confidentiality in the case of 

criminal disclosures due to the potential criminalisation of their participants. I was 

unsure of how many potential participants may have ignored or declined to take part 
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in this study due to this reason. Upon reflection, perhaps discussing the possible 

removal of the exception to confidentiality and anonymity with the ethics committee 

would have proved helpful.  

 

The Role of Educators’  

 

 

Interviewing educators within this research took an exploratory approach. This was 

mainly due to existing literature already focusing upon the topic of educators’ 

perceptions of Prevent (Bryan, 2017; Moffat & Gerard, 2019; Spiller et al., 2017; 

Steadman et al., 2019). Also, educator’s counter stories were not the central 

component to this thesis. However, I do recognise this is a shortfall of this research 

due to the small sample size that was gathered and therefore results not being 

generalisable. Nonetheless, in combination with the above existing literature, I do 

believe conclusions can be made from this thesis’ data. The educator participants 

were mainly from a Social Sciences background. This was not intentional, but rather 

a result of my recruitment. Most of the social media callouts were in Facebook 

groups for Sociology or Politics teachers. It would have proved interesting to speak 

to those outside of social sciences, with subject teachers who do not engage with 

political subjects as much. Again, this could be a limitation of this study due to the 

lack of diversity in the educator’s subject backgrounds. However, their knowledge 

can also be deemed as a positive as all of the educator participants had pre-existing 

knowledge of Prevent, and many had political stances upon Prevent due to their 

subject background. 
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Upon reflection, the interview schedules (Appendix H) that I devised for the post-16 

educators should have been further revised following the student focus groups. As 

stated above, the educator interviews occurred after some of the student focus groups 

and interviews had taken place. I believe that they should have been revised due to 

the lack of focus upon Muslim women students within the educator interview 

schedules. It would have proved interesting to gather the thoughts upon how 

educators perceive Muslim women students in relation to Prevent. Only one educator 

(Lewis, FE educator) commented upon women in Prevent: “When I was working 

Prevent before, umm girls were not in view at all, it was boys that were the main 

focus”. I argue in chapter 6 that the Muslim women students believed that educators 

monitor them as sites of suspicion but can also encourage surveillance practices 

through them too. Upon reflection, I should have asked the educator participants 

questions surrounding this topic of responsibilisation of Muslim women.  

 

Gatekeepers: Research fatigue or cautiousness? 

 

When beginning my data collection in September 2022 it became clear that 

participant recruitment was becoming a critical issue for in-person focus groups. 

Particularly as it concerned using post-16 establishments as gatekeepers to access 

their student population. Emails were sent to sixth forms, colleges and university 

student unions asking if they would be able distribute and display recruitment 

posters within their settings and provide a room on their campus, so that I could 

carry out the focus groups. The setting was asked to sign an online ‘permission to 

conduct study’ form. I found that getting access to these establishments difficult, as 

some declined to participate within the study and most had no response. It can be 
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hypothesised that this could have been due to numerous reasons: educational settings 

simply being too busy, ‘research fatigue’ and an overall cautiousness to participate in 

a study which focuses upon a controversial and sensitive topic.  

 

As stated earlier in this chapter, the FE sector in has suffered with underfunding 

issues, resulting in a lack of resources (Kirkup, 2021). From this, the low response 

rate from FE may have been impacted by this lack of resources and thus the lack of 

time to engage with this research. ‘Research fatigue’ may have been another reason 

as to why post-16 setting did not want to participate. It refers to individuals and 

groups becoming ‘tired of engaging with research’ and therefore being reluctant to 

engage with further research (Clark, 2008, p.955). Furthermore, I believe that the 

cautiousness to participate in a study which focuses upon a controversial and 

sensitive topic was the biggest factor in recruitment issues. The Prevent duty, in 

which post-16 education settings have a statutory responsibility to, may have been 

viewed as a controversial topic for them to engage with. Lakhani & James (2021) 

also found this to be an issue when recruiting teachers in secondary schools and 

colleges. Therefore, I developed a new recruitment strategy comprising of removing 

FE and HE settings as gatekeepers and moving the focus groups to online.  

 

‘Prevent Priority’ areas 

 

The geographical locations used for recruiting participants were also altered. I 

changed the location target areas from the ‘Prevent priority’ areas (discussed within 

chapter 2), to more generally as England and Wales. See Figure 13 for a list of the 

Prevent priority locations, in which I originally wanted to target participants solely 
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from some of these areas, including East Midlands, West and South Yorkshire. I 

altered the geographical locations due to initial issues regarding recruitment and 

wished to make it easier for participants to acknowledge that they could partake in 

the research. I initially advertised my research as ‘are you at college/sixth 

form/university in East Midlands, West or South Yorkshire?’. This was replaced 

with ‘are you at college/sixth form/university in England and Wales?’ (see Appendix 

C). However, despite altering the target locations from Prevent Priority locations to 

England and Wales, some participants did attend FE or HE in certain Prevent 

Priority locations (discussed above).  

 

 
Figure 13 Prevent Priority Locations (The People's Review of Prevent, 2022) 

 

 

Positionality  

 

Firstly, whilst I believe that it is important to discuss positionality and reflexivity 

statements, it is also crucial to recognise how they can be deemed as the researcher 
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assuaging their guilt of having a privileged position or an outsider status (Gani and 

Khan, 2024). The below section reflects upon this. Epistemologically, there is the 

question of whether a non-racialised, non-religious woman can ‘know’ or understand 

a racialised Muslim woman’s perspective. This brings my position as the researcher 

into place (Giri, 2022). It is particularly important to reflect on my positionality 

researching this topic. Next, I discuss my reflexivity, my self-positioning within the 

research, the subject of objectivity in CRT, and the ‘epistemology of ignorance’.  

 

 

Reflexivity- a series of confessional acts or critical positionality? 

 

To critically self-reflect upon my positionality, I am self-reflexive about my 

privilege and power and its potential limitations and dilemmas as the researcher. It is 

argued that by being reflexive better knowledge is produced as a result of being 

transparent about researcher positionality (Giri, 2022). Some have critiqued 

reflexivity, stating that it commonly serves as an academic fad that fails to address 

the issue and that is should not be used as a ‘get out of jail free card’ (Patai, 1991; 

Hagen et al., 2023, p.15). Gani and Khan (2024, p.7) also draw attention to 

positionality statements offering a ‘redemption of guilt’ for the researcher. Others 

point out that critical self-reflexivity and understanding researchers’ limitations in 

fieldwork is crucial (Enloe, 2016; Giri, 2022). Although this reflection, which may 

consist of ‘a series of confessional acts’ may not be ‘the cure to inequality inherent 

in fieldwork’, it can help guide the researcher as we struggle and work through 

limitations (Giri, 2022, p.12). In addition to this, it is important to state that simply 

recognising or listing issues with my positionality is not sufficient (Gani & Khan, 

2024). Rather, I wished to engage in critical positionality and reflexivity throughout 
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the thesis. This is not to suggest that I can un-do my privilege, but rather I hope to 

demonstrate how I sought to address them. Le Bourdon (2022) discusses how it can 

often be appropriate to conclude that a researchers’ privilege can prevent producing 

a complete picture of participants experiences. To engage with critical reflexivity, I 

asked questions such as: how does my positionality impact my research? What did I 

alter due to my positionality? How am I considering various power differentials? 

How am I addressing my privilege that may show up in my work? (Ali, 2006; Le 

Bourdon, 2022; Ramazanoglu & Holland 2002; Rumsby & Eggert, 2023). These 

questions are all discussed below. It is of utmost importance that this research has 

increased reflexivity over my subjectivity throughout, the need to critically reflect is 

crucial. 

 

 

Self-positioning 

 

Recognising my ‘outsider’ status, as being a non-racialised, non-religious woman, is 

important, as some participants generally trust outsiders less, making it difficult to 

collect valid data (Andrews, 2020; Bucerius, 2013). Spalek (2005, p.412) identifies 

that the researcher being White may involve ‘existing in a structurally located 

position of oppressor’ and this is an aspect that is rarely acknowledged within 

fieldwork. Other feminist scholars agree that women can understand other women 

(Jayaratne & Stewart, 1990). The feminist standpoint theory (the epistemology of 

insiderness) point out that this view overlooks other differences women may have, 

for example, race or class (Jayaratne & Stewart, 1990). Situated knowledge could be 

more useful than standpoint theory due to it considering researcher locationality. For 
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example, generational, national and researcher positionality including race, gender, 

or class (Giri, 2022).  

 

Researchers should acknowledge who they are in relation to their locationality and 

positionality, therefore affecting our production of knowledge. Spalek (2005) 

highlights that White feminists often assume that there is no power difference 

between themselves and racialised women. Emotion management is what Spalek 

(2005) refers to when discussing how the researcher can critically reflect upon their 

positionality, acknowledging the fact that researchers may overlook some issues 

within interviews with participants. Achilleos-Sarll (2020, p.1650) further explicates 

how a White researchers gaze may not be ‘neutral or objective’. My ‘gaze’ as a non-

racialised researcher may influence the meanings that I give and interpretations that I 

make as the researcher. However, all researchers, racialised or non-racialised may 

not be neutral nor objective. Agyeman (2008, p.81) also asks similar questions, such 

as how she could hope to represent people when the only aspect they have in 

common in is gender, and how credible she could be when she has not experienced 

and will never experience their ‘life worlds’. These are questions I also reflected 

upon throughout my research. The aforementioned ‘sensitive research’ also includes 

the researcher becoming sensitised to challenges that may arise. This includes 

addressing my role within the research, including engaging with ‘critical 

questioning’ of my role as the researcher (Agyeman, 2008, p.82).  

 

In terms of what I altered in terms of my positionality, I attempted to negotiate my 

‘outsider’ position, as a non-racialised, non-religious woman. Berlingozzi (2022, 

p.663) suggests that to do this, the researcher must pay attention to ‘context-
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sensitivity’. For example, topics that may cause distress and how this can aid the 

negotiation of your outsider position. To do this, rather than mentioning certain 

subjects or words, I would let participants direct the interview. More generally I 

would ask ‘how do you feel Islamophobia is dealt with in sixth form, college, or 

university?’. This invoked participants to feel comfortable sharing their own stories 

as a Muslim woman in education. The women themselves used sensitive and 

emotional phrases such as “I didn’t want them to touch me” and “I've just sort of 

accepted that no matter what I do, no matter what I wear, no matter how I change it, 

I'm still a Muslim woman”. Bearing the issue of me being considered an ‘outsider’, 

my approach was to enable ‘open’ and ‘honest’ discussions with participants, and to 

be committed to accurately representing their counter stories (Chua, 2018, p.146). 

From the stories that were shared with me, I wished to amplify the women’s 

concerns and experiences within education without reproducing victimising 

discourses, something that is common in governance/White feminism (Shepherd, 

2022). This governance feminism which is a type of ‘White feminism’, is complicit 

in reproducing the racialised, Orientalist trope, discussed above, of ‘insecure brown 

women’ that need ‘protection’ (Shepherd, 2022, p.731). This was something that I 

was extremely wary of, as I, a White, non-racialised researcher, was keen to avoid 

these victimising discourses.  

 

As a non-racialised, non-religious woman carrying out this research, I assumed that I 

was classed as an ‘outsider’. Embracing who I was as an ‘outsider’ came with 

benefits, for example some interviewees correctly assumed I knew little about being 

a racialised woman (Chua, 2018). As a result of this assumption, some explained 

their points in more detail. For example, one woman told of how her friends called 
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her a ‘coconut’ in the classroom. The participant then proceeded to define ‘coconut’ 

to me, without me asking: “brown on the outside, White on the inside”. My 

‘outsider’ positioning could have aided the exploration of participants explanations 

and stories, offering valuable insights into their experiences as young Muslim 

women in post-16 education. Hua (2003, p.2) makes clear that not all who research 

the ‘interconnections of race, class and gender’ are ‘women of colour’, and that CRF 

offers and allows feminism to move beyond the ‘black/White’ binary by including 

all and opening the space up to all to research the topic.  

 

However, I do recognise that being an ‘outsider’ had clear limitations. Song and 

Parker (1995) note that when both parties (the researcher and the participant) share 

their experience of racism, it can establish a sense of trust. It was clear that I was not 

able to do this as a non-racialised woman, having not experienced racism. To address 

the different power differentials, it was hoped that as a woman who is of similar age 

to some of the participants, that they would not see me as an ‘authority’ figure. 

Rather it was hoped they would see me someone who they felt they could talk to and 

use jargon that we would both understand. Before the focus groups began recording, 

I created conversation, often about Netflix shows or films. This was to create a sense 

of ease amongst participants and build rapport so that they could feel comfortable 

talking in the online environment with others and me (Rumsby & Eggert, 2023). 

Furthermore, my ‘outsider’ positioning may have prevented participants from 

discussing certain topics, perhaps assuming that I may not understand. My position 

as a non-racialised woman further highlighted that I do not have unique insights into 

Muslim women’s experiences (Mirza, 1997).   
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I was also aware of my positioning regarding researching Prevent, as a non-

racialised, non-religious woman. I firmly believe my positioning entailed privileges, 

particularly as I was researching a sensitive and controversial topic which was 

Prevent. As a non-racialised and non-religious woman, I did not fear potentially 

being referred to Prevent myself whilst researching it. Whether this was in the form 

of taking certain books out of the library or searching for certain topics on the 

internet. I did not believe I had a cloud of suspicion over me (a non-racialised 

researcher), whereas perhaps a racialised researcher would. This did occur to Sabir 

(2022), after he was wrongly arrested on suspicion of downloading terrorist content 

whilst he was researching at university. Eggert (2023) suggests that those who are 

Muslim and who research terrorism, often have a mental and emotional burden. 

Those such as Younis (2020) and Sabir (2022) who research counterterrorism and 

are Muslim, have faced difficulties and suspicion due to their Islamic faith.  

 

Maintaining criticality when researching Prevent, whilst also having to ‘perform’ the 

strategy (for example, in my lecturing role) had its own challenges. During my 

fieldwork, I was approached by some and asked if I wanted to help ‘guide’ a 

university Prevent package or engage in a Prevent steering group. I had the privilege 

to decline this, without fear of consequences or suspicion. I only ponder if a 

racialised person did the same, would they be perceived differently? Qureshi (2020, 

p.497) asserts that as researchers, we need to ‘reconsider our relationship to 

policymaking and policymakers’, when ultimately, they may exclude the lived 

realities of racialised people who are most at risk of these counterterrorism policies, 

meaning engagement is futile (Bazian, 2016; Jackson, 2016; Qurashi, 2017). Also, 

Eggert et al. (2023, p.3) discuss the implications of saying ‘no’ in research, this 
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refusal can be seen as a way of confronting ‘racial hierarchies of knowledge 

production’- which is also an aspect of CRF methodology. Much like Nordstrom 

(1997, p.29) asserted that research is a complicated process and “like Ezensberger, I 

don’t even see eye to eye with myself”. Therefore, considering my self-positioning 

within this research and recognising my ‘outsider’ status, was crucial in the critical 

self-reflexivity process. 

 

 

Objectivity? 

 

As this research followed CRT methodologies, this raised the subject of objectivity 

or neutrality. CRT methodologies reject this very notion, claiming it reinforces 

apolitical stances and Eurocentric beliefs (Hylton, 2012). Particularly when working 

within the critical field of social science, many researchers have chosen to reject 

objectivity as achievable. Instead, taking the approach that researchers should 

‘inherit embodied knowledge’ (Heidegger, 1962; Isakjee & Allen, 2013, p.754). 

Much like what Zuberi and Bonilla-silva (2008, p.7) state, ‘data do not tell us a 

story. We use data to craft a story that comports with our understanding of the 

world’. My research fostered this approach that aligns with CRT methodology as I 

did not have the aim to be objective within the research. The quality of this thesis 

lies with capturing the lived realities of Prevent for some Muslim women in detail, 

with the use of their counter stories. Griffin and Khalid (2022, p.561) suggest that as 

researchers in gendered analysis, we should ‘reject the possibility of knowledge 

(including our own) ever being value neutral or objective’. Being critical of 

mainstream methodologies and having the view that we are all unconsciously 
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influenced by our values and experiences, are main tenets of CRT methodology 

(Delgado & Stefancic, 2017). CRT methodologies can often encourage researchers 

to have a more central positioning in their research thus enabling a more inclusive 

approach whilst also being reflexive.  

 

 

‘Epistemology of ignorance’ 

 

Working within a CRF framework that places the voices of racialised people at the 

heart of the research, enabled me to help develop the perspective of multiple 

consciousness (Matsuda, 1989). Hearing the educational experiences of young 

Muslim women and paying particular attention to Prevent, enabled the counter story 

to prevail as the dominant narrative rather than a White narrative (Long, 2018). The 

epistemology of ignorance can be defined as ‘ignorance as the absence or neglecting 

of information and a failure to understand information’ (Smithson, 2015, p.385). I 

had the aim of reducing the White epistemology of ignorance, in which marginalises 

knowledge or experiences, thus enabling racial oppression (Martinez, 2020). Note 

‘reduced’ and not ‘eradicated’, since my presence as a non-racialised researcher 

could have impacted upon participants answers (Mills, 2007, p.16; Spalek, 2005).  

 

 

 

Conclusion 

 

This chapter sought to provide an in-depth discussion of the methodological 

framework that this thesis engages with. CTS is largely embedded within the 
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security discourse of this research, however, to fully engage with the racialisation of 

the Muslim population, CRT was needed. It became clear that CRF could further and 

overall guide this research, with the aim of identifying the intersectionality 

framework and counter stories that are embedded within the methodology.  

 

The methodological framework provided an understanding of the ontologically and 

epistemologically positioning of this thesis. Furthermore, the Eurocentric 

epistemologies were discussed along with the concept of experiential knowledge. 

The elements of critical race methodologies were outlined and analysed in relation to 

how this research was guided by them. Following this, the research design was 

explored. The use of online focus groups and one-to-one interviews were analysed to 

uncover the strengths and limitations of using these methods.  

 

Considering how ethical issues were to be addressed was vital to this research. First, 

I explored the ethical approval process and how this was altered and gained. An in-

depth discussion followed, concerning how gaining informed consent was 

approached and how the participants of this study were assured anonymity and 

confidentiality. I felt it was crucial to analyse and reflect upon my decision when 

carrying out the fieldwork, hence the reflections, limitations, and positionality 

section of the chapter. I discussed the exception to anonymity and confidentiality, 

and how I felt negatively towards having to include this in the research. I also 

reflected upon my positionality as a non-racialised, non-religious woman and 

researching CT/CVE policy became apparent and my feelings surrounding this. The 

following chapters evidence the findings and discussion from the focus groups and 
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interviews with Muslim women and educators to aid the answering of the research 

questions.  
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Chapter 5: Self-censoring, Palestine & 

Surveillance 
 

This chapter details the first theme that was within the empirical data from the 

Muslim women students. I directly address research questions 1) “How has Prevent 

impacted upon Muslim women’s experience in post-16 education?” and 2) “To what 

extent is this a ‘gendered’ impact?”. Within the following chapters, I order the 

discussion of the themes in relation to their relevance to the research questions 1 and 

2. This chapter concentrates upon the theme of ‘self-censoring’ due to it being a 

foundational concept within this thesis. I was able to use this foundational concept of 

‘self-censoring’, as it was heavily involved with other research in this field. This 

aided the further uncovering of the gendered impact of Prevent using empirical data. 

Within this theme, it became evident that self-censoring was highly relevant to this 

research and was repeatedly discussed by the Muslim women within the participants 

counter stories in relation to Prevent and/or monitoring in post-16 education. The re-

occurrence of the theme of ‘self-censoring’ suggested the importance of it to the 

participants. The sub-themes included within self-censoring are ‘Palestine’, 

‘uneasiness surrounding Prevent’, ‘surveillance’ and, ‘staff and lack of support’. I 

suggest that due to the fear of a Prevent referral and further suspicion being placed 

upon them, the Muslim women regularly self-censor in post-16 education.  

 

As discussed within chapter 4, the participants included 20 Muslim women post-16 

students who participated in an online focus group and five of those women also 

participated in a one-to-one, online interview. The focus groups and interviews 

enabled the women’s counter stories to develop. The participants stories offered their 



 162 

view of how Prevent can be observed within post-16 education and how they 

experience the strategy within their educational journey. The counter stories were 

initially introduced within the focus groups and each story that was shared appeared 

to resonate with peers within the group. Their stories spoke to issues such as 

gendered Islamophobia, stereotypes, discrimination, and social interaction. Although 

the counter stories were apparent within the focus groups, these were further 

explored when I selected individuals to offer additional insight to their stories in one-

to-one interviews. As stated previously within the chapter 4, the women’s counter 

stories do not offer an exhaustive account of the participants experiences of Prevent, 

but rather they highlight the everyday experiences and life of some Muslim women 

in post-16 education. Therefore, no claims are made about the generalisability of 

Muslim women’s experiences of Prevent.  

 

 

Self-censoring  

 

In the following section, I examine how Prevent was perceived by Muslim women in 

post-16 education, and ultimately, how Prevent has led to the self-censoring of the 

women within this study. To begin with, ‘self-censoring’ is sometimes referred to 

within other research as ‘a chilling effect on the freedom of expression’ and has 

resulted in staff and students avoiding certain topics, out of fear of suspicion or 

potential conflict (Amnesty International, 2023, p.19; Guest et al, 2020). As explored 

in within chapters 2 and 3, Muslim students have oft been subject to increased 

suspicion and treated as a potential risk. Within this research, the empirical data 

suggests that this self-censoring affects not only freedom of speech, but also how 
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Muslim women express their identity within education. This was demonstrated 

below in Laila’s quote: 

 

I would wear my headscarf very loosely just because the weather was 

warmer, but as it's gone cold, I started wrapping it a bit more tightly 

and like covering my face a little bit more purely because I don't 

wanna freeze. And I feel like I've had to justify that decision to 

everyone I've met who's pointed out, just to make sure they're not 

getting the wrong idea. 

 – Laila, FE student, focus group 1. 

 

Within Laila’s story, she highlighted that her self-censoring goes as far as feeling the 

need to justify her slight change of dress. I argue that Laila had connected the pre-

existing security suspicions that Brown and Saeed (2015) previously highlighted that 

surrounded Muslim women students being considered a security threat in terms of 

their dress, with her being a possible target for a Prevent referral. It made Laila feel 

“helpless” in relation to how others perceived her in relation to how she dressed, 

leaving her having to defend her clothing style. The wearing of the hijab invited 

suspicion for Laila, and she feared of others “getting the wrong idea”. For example, 

if she was at risk of radicalisation or not. The gendered impact of Prevent was 

particularly evident here, as Laila made direct reference to her outward identity as a 

Muslim woman and her needing to justify her wearing a headscarf. Although not all 

participants within this study stated that they wore the hijab, they continuously 

highlighted that the stereotypes relating to their identity or dress have affected their 

experience in education. This is further examined in chapter 7 in relation to the 

theme of ‘gendered Islamophobia’.  

 



 164 

Further to the self-censoring of dress and identity, the women in this study indicated 

that they often self-censored in relation to what they said when in a classroom 

setting, or when there is a teacher or lecturer present. In other words, an authority 

figure that could potentially report them to Prevent. Indah and Laila described their 

experience with teachers. They discussed how teachers either made negative 

comments or were wary that their teacher was monitoring them, resulting in their 

reluctance to express true feelings: 

 

Like how could I correct this like history teacher? Cause I was 

one of the few Muslim students and I just felt like even if I did 

voice my opinion to even my fellow Muslim students, they 

would be like to me, “it's not that deep”, like they would just 

somewhat be passive.  

 - Indah, HE student, focus group 3. 

 

Sometimes I find myself saying things in classrooms that are, 

like, watered down, a little bit of a watered down version of 

what I actually believe, because I don't want to, like, make the 

teacher like their tick boxes start pinging, if you know what I 

mean. So, I have to water down my version of events or my 

beliefs a little bit…So that that's what I mean by the teachers, 

[their] eyes are on you like, they're constantly reading… 

- Laila, FE student, one-to-one interview. 

 

 

These extracts suggested that the Muslim women students are hyperaware of what 

they can and cannot say, particularly in relation to Islam. In Indah’s case, she 

described how she could not correct a teacher who had made “degrading” 

comments about Islam. This feeling of not being able to correct or fully express her 

feelings derived from fear of drawing negative attention to herself and that her belief 
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that her peers or other Muslim students would have been passive to the teachers’ 

comments. Indah feared that her peers would have simply told her “it’s not that 

deep”, meaning it is not that serious. Therefore, she assumed she would not have 

peer support if she did voice her opinion. Saeed and Johnson (2016) make clear that 

the reduction of safe spaces in which discussions about religion can occur may be 

due to students fearing suspicion or being labelled as at risk of radicalisation. It was 

clear that Indah felt isolated when wishing to further discuss her religion or correct 

an authority figure, as she did not want to invite suspicion upon herself. Indah said 

that she “felt very alone and like talking about religion and stuff.” and did not 

correct her teacher, I argue that this is evidence of self-censoring as she prevents 

herself from revealing her true feelings out of fear of being deemed radical by her 

teachers or peers. Whilst these may not be considered a gendered impact of Prevent, 

the students told of how they self-censored as Muslim women within the classroom.   

 

Laila also felt uncomfortable discussing her religion within her educational setting. 

Further to Indah’s comment surrounding how she could not correct her teacher, Laila 

was also hyperaware that her teacher may be monitoring her. In CRF terms, Laila’s 

counter story centres her experience in relation to self-censoring which would 

normally remain untold. Therefore, her story acts as a ‘tool for exposing’ and 

challenging the wider governmental discourse upon Prevent (Solorzano and Yosso, 

2002, p.32). Laila demonstrates that from this fear of monitoring and thus suspicion 

and a potential Prevent referral, she tones down her opinions and offers a diluted 

version of her thoughts when in the classroom. In her extract, Laila made a further 

remark concerning teachers “ticking their boxes”, in reference to teachers having 
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certain criteria for spotting signs of radicalisation that we had previously discussed 

together in the focus group.  

 

Whilst the above quotes do not demonstrate an absolute direct reference to Prevent 

and the women’s self-censoring, I argue that Prevent has encouraged teacher 

monitoring of Muslim students, and that the students are aware of this. Lockley-

Scott (2020) argued that most students in their study did not know what Prevent was, 

and self-censored out of predicting how others may view them, rather than as a direct 

result of Prevent. Within this thesis, I argue that some of the students were aware of 

what Prevent was (discussed in chapter 4), and that those who did, had negative 

perceptions of the strategy and it’s monitoring. Within the Shawcross independent 

review into Prevent, it was stated that ‘academic research found that some Muslim 

students feel they must self-censor their discussions and alter their behaviours to 

avoid becoming the object of suspicion, due to what I judge to be largely false 

perceptions around Prevent statutory requirements in universities’ (Home Office, 

2023a, p.134). However, some women in this study, both HE and FE students, often 

referred to self-censoring despite having no or minimal knowledge of Prevent, but 

they were still aware of teachers monitoring them. This was highlighted in Ameera’s 

counter story discussed in chapter 7, in which she had little knowledge of Prevent, 

but nonetheless experienced an upsetting situation relating to Prevent.  

 

The feeling of being monitored and thus self-censoring continued within the Muslim 

women’s stories. Below, Sameera and Laila further illustrated that they fear if they 

do not self-censor, then teachers could flag their comments or behaviour.  

 



 167 

When we do debate, we're very much frightened... I just sort of keep 

quiet. I just and try and leave like cause, internally it just makes me 

feel uncomfortable and it makes me feel really bad by myself. 

 - Sameera, FE student, focus group 3. 

 

A few of my Asian friends in sociology, whenever we bring up 

something to do with religion, these two girls will always like jump in 

and be like, well, Muslims think this and the Qur’an, it says this. And 

sometimes I feel scared for them. Like, I've talked to them as well. I 

was like, maybe you should tone it down a little bit as wrong as that 

sounds like they should talk about whatever they want. And no one 

should be able to stop them. But myself, I'm scared for them that the 

teacher might pick up on that and, like, penalize them for that even 

though. I know they wouldn't, but it's just something inside me that's 

like maybe they should tone it down a little bit so the teacher doesn't 

like, flag it or something. So yeah, it's just being a bit more careful 

about what you're doing, justifying everything that you're saying… 

but it's just that that fear of being monitored that keeps me like…that 

keeps me quiet because again… So, I usually keep quiet and I'm like 

to my friends as well, you guys need to tone it down a little bit 

sometimes in class. 

– Laila, FE student, focus group 1. 

 

It is the acknowledgement that the Muslim women students had that they are aware 

of the potential of teachers to monitor and ‘flag’ any comments or behaviour they 

deem unacceptable, that has resulted in them being fearful of expressing their views 

or debate comfortably in the classroom. The securitisation of education through 

Prevent has led the Muslim women in this study to be reluctant to engage in debates, 

to reduce the chance of them being flagged as suspicious and ultimately reduce the 

risk of being referred to Prevent. In Laila’s case, not only did she self-censor her 

own opinions, but she also transferred this self-censoring to her peers when telling 
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her girl friends that they should “tone it down”, particularly when discussing 

religion. This illustrated that she was aware that teachers are looking for certain 

‘signs of radicalisation’. From this, Laila recommended simply keeping quiet, 

therefore self-censoring. I also argue that this demonstrates that Laila’s classmates 

do not exercise restraint when discussing certain topics, but Laila does. Therefore, 

this highlights the diversity of experiences regarding self-censoring, and how Laila 

made this decision to transfer her advice on self-censoring to others. This 

surveillance gaze of Prevent has furthered suspicion surrounding Muslim students, 

and they are fearful of expressing their activism and political agency under the 

system of social control (Qurashi, 2018; Zempi & Tripli, 2022). This ‘Foucauldian 

style of self-governance’ which was referenced in chapter 2, is evident in the 

students comments above. The fear of Prevent has resulted in self-governance within 

the everchanging boundaries of what is acceptable or unacceptable for Muslim 

political agency (Coppock and McGovern, 2014; Heath-Kelly, 2013). 

 

 

Sub-theme: Palestine 

 

The sub-theme of ‘Palestine’ will be discussed in relation to the wider theme of 

‘self-censoring’. It is important to note that the context of some of the below extracts 

were during the months of October and December 2023. Notably after the 2023 

Hamas attack on Israel and the following of what Schotten (2024, p.1) described as 

the ‘2023-24 Gaza Nakba’, committed by Israel. As this thesis worked within the 

body of CTS, it was important to situate the issue within its historical, colonial 
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context and how the violence predates the events occurring at the time of writing.14 

The events that have unfolded within Palestine have renewed fresh concern about 

free speech concerning Palestine within the UK’s education sector (Prevent Watch, 

2023a). Students have previously been targeted by Prevent for instances such as 

wearing symbols or badges displaying the Palestinian flag, pro-Palestinian activism, 

and organising events in support of Palestine (Amnesty International, 2023; 

Fernandez & Tufail, 2023; Fernandez & Younis, 2021; The People’s Review of 

Prevent, 2022). It is important to note here that Hamas are a proscribed organisation 

by the UK under The Terrorism Act of 2000 (Home Office, 2023e). However, 

Hamas should not be conflated with the support for Palestinian people (Elhaj, 2023). 

Below are extracts from some of the women that detail how Palestine has been 

referenced to or discussed in their educational setting:  

 

I think my teacher was trying to touch on the whole like situation 

that's happening right now with like, in like Palestine and stuff, like 

because obviously this media like has kind of twisted the whole 

situation. It's like I just didn’t agree with anything he was saying and 

obviously I wasn't trying to argue or anything… And I didn't want to 

get into it. So, I kind of just, I literally just left like, that was my 

reaction to it. 

- Iqra, HE student, focus group 4. 

 

I remember being in college once with my friend and we had this 

class and we were just talking to each other, and again, it was about 

Palestine. Again, there was some sort of attack from the occupation 

power, from Israel to Palestine. We were just discussing it. And I 

 
14 In March 2024, the UN special rapporteur said there are ‘reasonable grounds to believe that Israel is 

committing genocide against the Palestinians in Gaza’ (United Nations, 2024, p.1). I write knowing 

that the genocide is ongoing. An in-depth discussion regarding Israel and Palestine is outside the 

scope of this thesis, therefore, readers are directed to Aitlhadj et al. (2024), Pappe (2006), Said (1979) 

and Schotten (2024).  
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remember we were discussing it and her being so scared. And she was 

like, no, don't discuss it right now. Somebody might hear us, like the 

teacher might hear us or some of the students might hear us, don't 

discuss it now. And I was like, very surprised at her behaviour. So, I 

think, she was not feeling safe at all, even though we were just, she 

was just expressing [her opinions], even in her expression, and she 

was very scared. And it was, it was absolutely normal to say such 

things and we were just discussing it. And she was just feeling so 

scared of the teacher. And I think that says a lot. 

- Rahima, HE student, focus group 4. 

 

Here, Iqra and Rahima both referred to their teachers when discussing Palestine. For 

Iqra, it was the frustration of feeling unable to challenge her teachers’ position on 

Palestine that resulted in her physically leaving the classroom. And for Rahima, she 

detailed an instance of how she was discussing Palestine with her girl friend, that 

resulted in her friend becoming fearful of the teacher hearing their conversation. 

Within these extracts it is possible to see how the Muslim women have self-

censored, particularly in relation to Palestine. Therefore, to avoid becoming a site of 

suspicion and a possible Prevent referral, the Muslim women discourage themselves 

from being vocal about Palestine when in the classroom. Similarly, a National Union 

for Students (2018) survey found that 1 in 10 Muslim students were fearful of 

discussing topics, such as Palestine, due to the presence of Prevent. Furthermore, the 

Child Rights International Network (2022, p.19) argued that this self-censoring is 

having a ‘chilling effect on freedom of expression’ in young people and that this is 

leading to a targeting of political activism concerning Palestine. Regarding teachers, 

Palestine and Prevent, OFSTED previously cautioned that there is ‘a lack of 

appropriate training within Prevent’ concerning how staff can deal with issues such 

as Palestine (Home Office, 2023a, p.100). To add to the confusion regarding how 
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teachers should discuss such issues, Palestine Solidarity Campaign, Greenpeace, and 

Extinction Rebellion logos were displayed on Prevent training slides, they were later 

retracted (Amnesty International, 2023). Therefore, it is clear how Iqra was left 

frustrated at her teacher’s comments, and how Rahima and her friend felt unsure on 

the extent that they could discuss Palestine when their teacher was present. This 

demonstrated the awareness of Muslim women students of how their teachers have 

been trained to spot signs of ‘radicalisation’, leading to self-censoring. In CRF terms, 

the women’s experiential knowledge of Palestine in the classroom centres their 

experiences when it has often been an overlooked issue. Iqra and Rahima 

demonstrated that they were aware of the censoring that occurs surrounding 

Palestine in education, particularly in terms of them being racialised women and 

feeling fear or unease when they wish to discuss Palestine.  

 

Not only were Muslim women self-censoring simply due to the presence of their 

teachers, but some participants also commented that in their White majority 

educational settings, they feel fearful of being labelled as extreme when discussing 

Palestine or being further marginalised by their peers: 

 

And, in terms of like debates in the classroom, it's like allowed to 

openly talk about the LGBTQ community and put rainbow flags out 

everywhere and wear a rainbow coat, etcetera. But if we decide to 

wear a Palestinian scarf or put a Palestinian flag up? It's causing 

disruption and I don't see the fairness and equality. 

- Zainab, FE student, focus group 4. 

 

You have to be standing … on your tip toes whenever you're talking 

about the situation because you don't want to say the wrong thing. Or 
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you're already being slapped with like, you know, anti-Semite, you 

know, kind of labels and stuff like that… I feel like due to the fact 

that I was in predominantly, you know, White British, like high 

schools and like stuff like that, I feel like there was very much a 

mockery when it came to these kind of debates.  

- Ameera, HE student, focus group 4. 

 

Both Zainab and Ameera referred to being in a White majority educational setting 

and they mentioned this in relation to discussing issues such as Palestine. Through 

the lens of CRF, Zainab and Ameera recognise the racism within education in the 

form of unfair treatment towards Muslims. As Chadderton (2013, p.44) stated that 

‘the education system is understood as shaped by White supremacy, which defines 

roles, identities, interaction and policy [and often] minority ethnic identities are 

defined as ‘other’ against a White norm.’ For Ameera her intersectional identity as a 

woman who is young and a Muslim demonstrated that she recognised she was a 

racialised minority in White majority schools, therefore felt unsure about discussing 

certain topics in that environment. The students either said the issue of Palestine was 

seen as a joke or “mockery” or viewed as too controversial to discuss. As stated 

above, students have been referred to Prevent for wearing Palestinian badges. Zainab 

also stated that the wearing of “a Palestinian scarf” or displaying the Palestinian 

flag could lead to her educational setting labelling it as ‘disruptive’. Therefore, 

Prevent has created an air of suspicion regarding students who support Palestine. The 

strategy has furthered the uncertainty of what can be ‘legitimately discussed’ or even 

displayed regarding Palestine (United Nations, 2016, p.1). However, it is also 

important to note that some students do not fear the repercussions of vocally 

supporting Palestine, as we have seen with recent encampments within UK 

universities (Adams & Abdul, 2024). Yet, it is important to note that many students 
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who do partake in the encampments or protest chose to do so anonymously, out of 

fear of disciplinary action (Parker et al., 2024). 

 

All the above extracts regarding how the Muslim women have self-censored when it 

concerned Palestine can be further seen as reducing Muslim women’s political 

agency. Often any speech or action which is deemed radical by Prevent, is seen as a 

reason to monitor the student under a counterterrorism guise, rather than viewing it 

as political agency (Brown, 2008; Coppock & McGovern, 2014; Thomas, 2016). 

Overall, it was evident that Prevent persists in its agenda to criminalise Palestinian 

support and activism, with the Muslim women participants noting feelings of fear, 

frustration and upset that they have to self-censor when it concerns Palestine.  

 

 

Sub-theme: Uneasiness surrounding Prevent 

 

The analysis also suggested that the uneasiness that was felt by the Muslim women 

within this study towards Prevent, has resulted in them self-censoring. Below I 

discuss how Nadia and Laila’s stories related to a fear of Prevent, whether it 

concerned how Muslim communities in general have been impacted or the vigilance 

of individuals: 

 

I think it's kind of made it even bigger and it's added to the challenge 

of learning about me as a person and then what I represent and what I 

give to the world as well. So, it has, it [Prevent] has impacted in that 

sense by adding another burden almost.  

– Nadia, HE student, one-to-one interview. 
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I tend to stay quiet even if the debate or is about something that like 

some that I'm interested in. So, for example, if it's about Islam or stuff 

like that and we've had debates about like life after death or if we 

think like the death penalty should like exist and when religion is 

brought into that debate. I feel like I keep quiet because I don't know 

what to say, I can’t put across my beliefs without seeming that I'm 

completely out of like, out of line… So, I have to like tone down my 

religion a little bit. I have to become a little what my friends call a 

coconut. So, brown on the outside, White on the inside [because] of 

my values, I have to switch them around a little bit and pick and 

choose my battles sometimes. 

- Laila, FE student, focus group 1. 

 

Within Nadia’s quote, she detailed how Prevent has specifically impacted upon her 

sense of self. She noted that Prevent has added another “burden” to her life as a 

Muslim woman, she mentions this in relation to how she presents herself. For 

example, her dress, and what she “gives to the world”. I argue that this is an example 

of the gendered impact of Prevent, as Nadia often felt afraid to present her Islamic 

identity outwardly within her educational setting. However, this could also be in 

relation to what she feels comfortable discussing with others regarding her religion. 

Nadia insinuated that she does not give her full self to the world out of fear of being 

securitised. Of course, Prevent is part of a wider sphere of securitisation of Muslims. 

However, Lockley-Scott (2020) put forward that Muslim pupils have now become a 

site of suspicion and a figure of security concern that may become radicalised. This 

is evidenced within my study as the Muslim women suggest that they do not discuss 

their religion with teachers out of fear of being monitored.  

 



 175 

On the other hand, Laila stated how Prevent and it’s monitoring has impacted her 

sense of comfort in discussing her religion openly in the classroom. She suggested 

that she felt that she had to be vigilant when debating aspects of her religion within 

her lessons, even if it something that interests her. Laila “toning down” her 

religiosity indicated that she was aware of the limits to what her teachers and peers 

deemed to be acceptable. She did not want to bring further suspicion on herself as a 

Muslim woman. This is suggested when she said her friends jokingly called her a 

“coconut”. With this reference, she demonstrates that “brown on the outside” is in 

reference to her being a racialised Muslim and “White on the inside” meaning that 

she portrays White values. From this, Laila was fully aware of her toning down her 

own comments regarding Islam. This was further evidence of Laila self-censoring 

and self-regulating. From a CRF perspective, Laila recognised that her racialised 

identity as a Muslim woman made her more wary of what she could say in a 

classroom. As Evans-Winters and Esposito (2010, p.20) stated that CRF’s focus on 

racialised women’s experiences help demonstrate how their experiences differ from 

White women. For Laila, she acknowledged that the joke from her friends implied 

that she had adopted White values in classroom spaces. I also argue here that from 

CRF and the perspective of ‘multiple consciousness’, Laila explained the “coconut” 

term to me (a White woman) and therefore, it was her story that was at the centre, 

rather than my presumed (White) understanding of the term (Matsuda, 1989). 

Therefore, as the Muslim women students within this study felt unable to fully 

express their true opinions and comments, it has resulted in Prevent shutting down 

debate, silencing students, and the closure of safe spaces for students to discuss 

topics.  
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Sub-theme: Surveillance  

 

Further to the self-censoring of students that resulted from being vigilant and 

increasingly aware of the monitoring that takes place. Other students also discussed 

how the association of terrorism, Muslim communities, women, and wider 

surveillance made them feel uncomfortable in the classroom. From this finding of 

the Muslim women feeling uncomfortable around their peers and teachers when 

discussing topics surrounding terrorism, I argue that this ‘self-regulating’ and self-

policing out of fear of being surveilled further, has impacted upon Muslim women in 

education (Pearson et al., 2020, p.145). 

 

Terrorism and associating it with Muslim women. And that's how it's 

made me feel. It's made me feel a bit small and a bit, uh, kind of 

like…singled out a little bit sometimes. 

- Tahirah, HE student, focus group 2. 

 

But when it came to the Muslim community, they [the government] 

were “oh, yeah, they’re like that”. They already had the stereotype 

and they really accepted us as people that will never belong. And 

that's what the hardest part is. And that's why we always have to stay 

vigilant. 

- Nadia, HE student, one-to-one interview. 

 

Umm, so the examples that they [teachers] bring up of people being 

radicalized are like young Muslim women or young Muslim boys. 

And then you feel like the eyes of the teacher on you as a Muslim 

woman in the classroom. And then you feel really uncomfortable… I 

don't think I'm gonna get radicalised in the next few years, but the 
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eyes of the teacher and the classroom are always on you, when that 

like topic is being discussed. 

- Laila, FE student, focus group 1. 

 

Especially when you see when terrorist attacks have been [in the] 

news. I’m always like, it's like almost like an inside feeling like 

always to us, ok, that life or just going to school [or] just going 

outside, it's gonna change for a bit you know. It does feel like 

ohh…everyone is looking at me and I don't know. In the beginning I 

thought maybe just like I just feeling that I was… But when I talk to 

them, my peers and stuff like... It's like the same feeling that we still 

get that, OK, like you want to watch us like, you know like, you 

know, just watch out. 

- Sameera, FE student, focus group 3 

 

In the above extracts the women detailed how outside factors, for example media 

and government rhetoric, have impacted upon their educational experience. The 

women’s comments pointed to the fact that they were aware of the monitoring and 

surveillance within their educational setting, as they note having to stay vigilant or 

feeling as though the teachers’ eyes are on you. I argue that this monitoring and 

surveillance has been encouraged by Prevent within education. Phrases that stand out 

within these extracts are “singled out”, “will never belong”, “everyone is looking at 

me” and “really uncomfortable”. Examined through the lens of CRF, these phrases 

provide insights into how the Muslim women experience post-16 education under 

the watch of Prevent. The women are highly aware of their racialised status in 

education, noting feelings of surveillance being placed upon them and therefore self-

regulating (Antunes, 2017; Pearson et al., 2020). The gendered impact of Prevent 

was evident here, as it has added to the stereotypes surrounding Muslim women and 
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radicalisation in education. I suggest that these feelings of surveillance are in relation 

to how Muslim women feel when topics such as terrorism, radicalisation or 

extremism arise within the classroom. These feelings of surveillance combined with 

self-censoring within debates in education has resulted in the Muslim women being 

fearful and uneasy when difficult topics arise 

 

 

Sub-theme: Staff & Lack of support 

 

Another issue noted by the Muslim women students within this research was a lack 

of support from their educational settings and negative encounters with staff. I argue 

that due to this lack of support, the students feel that it is more difficult to express 

their true feelings or opinions to staff in their educational settings. This is because 

they fear negative consequences, such as bringing suspicion upon themselves, or a 

potential Prevent referral. Some students noted how they self-censored in relation to 

Islamophobic incidents that they or their peers have experienced in their educational 

settings: 

 

even though I've not been like, I've not been targeted, but I think 

some of my friends who have been, and they don't even bother to tell 

it to the teachers because I feel like in some schools, even the teachers 

are very discriminative against these Muslim students, and they don't 

take it seriously at all. So… I'm sure there have been many cases that 

the students haven't reported it.  

-  Rahima, HE student, focus group 3. 

 

I felt like I was being silenced. Um, I, I just felt like no one would 

take me seriously and um, yeah, just felt very invalidated.  
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-  Indah, HE student, one-to-one interview. 

 

Rahima and Indah both discussed how they felt unsupported by their educational 

setting due to their Muslim identity, resulting in self-censorship. Therefore, this 

demonstrates a perceived lack of help for the Muslim women students. For Rahima, 

she noted how some teachers discriminate against Muslim students so, for her, it was 

unsurprising that some students choose not to report Islamophobic incidents to staff. 

Also, as Rahima referred to “schools”, she may have been recalling a past experience 

before FE or HE. Despite these educational settings being outside the scope of this 

thesis, I argue that the implications of what she said are carried through her 

educational journey. For example, Rahima’s distrust of staff to report Islamophobia. 

It is also important to point out here that Rahima and the other students that may 

refer to ‘school’, may also be referring to their FE setting, in which sixth forms are 

also found. Ghani and Nagdee (2019) discussed how Muslim women were less likely 

to report Islamophobic incidents in HE settings, with concern that some would not 

report it at all. Also, students with an awareness of Prevent were more likely to 

report it to an Islamic society than a member of staff and had less trust within their 

educational setting to appropriately deal with allegations of Islamophobia (NUS, 

2018). As Indah stated that she felt “silenced” and “invalidated” when she wished 

to express her feelings and correct a teacher on her faith, but she felt unable to do so 

and self-censored. I argue that if Prevent is stopping Muslim women students from 

coming forward and reporting incidents, then not only does it make them self-censor, 

but it also diminishes trust between students and staff.  
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Furthermore, within this research, I found that the Muslim women often noted being 

cautious around non-Muslim teachers and staff. Many noted some teachers’ biases 

and preconceptions of Muslims: 

 

But it really depends on the teacher themselves, like they need to 

learn how to take this [signs of radicalisation] into the context. 

-  Malika, HE student, focus group 2. 

 

Different teachers will see different things and then they'll want to 

report it, or they'll identify it different ways.  

- Sabeen, FE student, focus group 2. 

 

Some teachers could have a bias towards certain students… 

- Nadia, HE student, focus group 2. 

 

Students that are Muslim, that are Asian, that are, you know, maybe 

from lower income backgrounds or something like that and then pick 

on them and look for the signs in them more. [More than] maybe 

someone who's got a higher income family or a two-parent household 

or someone who you know doesn't dress modestly or something like 

that because of the preconceptions that they have in their own head. 

- Safa, HE student, focus group 1. 

 

As we discussed the signs of radicalisation from the Prevent Duty in the focus 

groups, many of the women stated how it was important to take the ‘signs’ into 

context. For example, Malika and Sabeen both suggested that depending on the 

teacher, they would observe things differently. This suggests that the students could 

alter their behaviour depending on the teacher in their presence. The women’s 

response indicated that they consistently negotiate what they can and cannot say in 

education, out of fear of being monitored by staff who may carry biases. Again, this 
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is evidence of self-censoring when around figures of authority that have the potential 

to report them to Prevent. This research echoes Lockley-Scott’s (2016) findings 

concerning how safe spaces to debate are not always experienced by students and 

that teachers found it difficult to provide these safe spaces. For others, like Nadia 

and Safa, they specifically referred to teacher bias. They noted how some teachers 

treat Muslim students differently. Bowlby and Lloyd-Evans (2012, p.48) also 

suggested that young Muslims believe that some teachers may hold stereotypes of 

Muslim women students, such as being ‘submissive’ or ‘uninterested in work’.  

 

The Muslim women in this research discussed how teachers look for the signs of 

radicalisation more in Muslim students than non-Muslim students. The People’s 

Review of Prevent (2022) also discuss this difference in the suspicion of Muslim 

students versus non-Muslim students.  This indicates that the women are aware of 

the monitoring that they receive as racialised students. Tahirah, below, also referred 

to this bias that could be carried by educators in relation to her dress as a Muslim 

woman: 

 

Because I've always wanted to wear the hijab and I think if I, if I, you 

know, got up the courage to be able to wear it, would my university 

lecturer look at me differently? What do you think? Maybe she's 

being radicalised?  

- Tahirah, HE student, focus group 2. 

 

Tahirah recognised that her teacher could have suspicions against her if she began to 

wear the hijab. She noted her reluctance to wear it out of fear that her lecturer would 

think she is being ‘radicalised’. This is evidence of self-censoring, as Tahirah 

questioned whether it would be acceptable for her to wear a hijab in her university 
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setting or if it would be questioned by staff. Tahirah’s intersectional identity is 

highlighted here as a young Muslim woman who has chosen not to wear the hijab, 

but asks herself if she did, would this bring suspicion and further monitoring upon 

herself. Similarly, Bakali (2022, p.210) discussed a case of a Muslim woman who 

had begun to wear the hijab in education and was asked questions about Islam that 

related to Orientalist tropes about Islam and Muslim women. This evidenced the 

racialisation that they experienced in relation to their ‘Muslimness’. Additionally, 

Brown and Saeed (2015) also analysed cases of Muslim women who wore the hijab 

in university and found that the women often felt fearful that they would be 

perceived as at risk of radicalisation. From a reluctance to wear the hijab due to 

Orientalist stereotypes or difficulties to express how they truly feel, the Muslim 

women in this study self-censor due to their opinions about teachers and staff 

securitising them.  

 

Below, Laila and Sameera further discussed how teachers may carry preconceptions 

of Muslim students and Muslim women. Because of this, they fear that what they say 

may result in them being further monitored.  

 

I have to be very careful with the wording. Otherwise, I feel like 

teachers might be concerned or like, might pull up like a red flag for a 

Muslim thing. So, I have to be very like, I have to be very careful 

with the things that I say in college. But also with the teachers, rather 

than like friends and stuff, because it's like a formal setting. So, the 

things that you say are always being monitored and everything. So, I 

just have to be very careful. 

- Laila, FE student, focus group 1. 
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For like any students who are Muslim, like it's a lose-lose situation 

because you could be doing, could be doing anything. But if a teacher 

really had this perception of you in your head, what can you really do 

to change it? … obviously teachers are human beings. They can make 

mistakes. But I think the problem then becomes if you made a 

mistake. OK fair. If you apologize. [But] you've ruined that person’s 

life in a sense, because as people all as you all know, radicalisation is 

not, it's not some[thing] small. If the teacher still does suspect that, 

that's gonna go to safeguarding and that sometimes then the council 

can get involved. And so, I think that will sort of go in your file.  

- Sameera, FE student, focus group 3. 

 

Laila suggested that she felt that she had to be “careful” with what she said 

surrounding teachers. She noted that she only does this in the presence of teachers 

and not peers. Her awareness of the monitoring through Prevent demonstrates that 

not only was Laila aware of the potential consequences of the monitoring, but also 

that she felt uncomfortable when wanting to express her opinions around staff and 

teachers. Sameera went further and discussed the direct consequences of being 

referred to Prevent, such as the council becoming involved. Therefore, I argue that 

Sameera is aware of the Prevent referral process occurring in her educational setting. 

She suggested that a Muslim student could be doing benign, normal things and this 

may be monitored by staff who have biases. She further questioned what a student 

should do in that situation if they are incorrectly referred to Prevent. The People’s 

Review of Prevent (2022) noted that a student’s records will still be kept even if a 

Prevent referral is not officially made. The point that Sameera made was that 

consequence of being under suspicion can harm a young person. She said, “you’ve 

ruined that person’s life in a sense”. Not only do students have an ‘unofficial’ record 

kept of a potential Prevent referral at their setting, but this could follow them 
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throughout their life. Indeed, there have been cases where young people are placed 

on criminal databases even though no crime has occurred (The People’s Review of 

Prevent, 2022; Prevent Watch, 2021).  

 

 

Conclusion 

 

In conclusion, this chapter has analysed the theme of ‘self-censoring’ found in the 

empirical data from the Muslim women students and thus, how they have 

experienced or perceived the Prevent strategy. This theme of ‘self-censoring’ was 

analysed as this was a foundational concept to the thesis, and I argued it had 

impacted them the most in their educational experiences. I analysed how the Muslim 

women within this study have resulted in self-censoring due to the environment that 

Prevent has created in post-16 education. Whether the self-censoring concerned 

sharing with girl friends to self-censor, or to issues relating to Palestine, it was clear 

that the cycle of self-censoring in the classroom continues. This not only renders 

Prevent counter-productive (this is analysed in greater depth in chapter 8), as 

students are not expressing their true feelings. But also, that Prevent limits free 

speech for students within the education sector. I argued that the Muslim women feel 

the gendered, racialised presence of Prevent within education, and this was 

predominately through the perpetuating of stereotypes of Muslim women, and the 

monitoring and fearfulness of a potential Prevent referral for themselves as Muslim 

students. It was evident that the cycle of self-censoring for Muslim women students 

was present, particularly as some transferred this self-censoring and encouraged it 

for others.  
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Within this chapter, the value of CRF as a theoretical framework was evident as the 

theory informed and added conceptual insights. For instance, it enabled critical 

understanding of the women’s counter stories and why their stories are so valuable 

yet have been overlooked in research. Or, how ‘multiple consciousness’ was 

important to consider with my role as a non-racialised researcher. Prevent is also 

demonstrated as a ‘project’ within this chapter as one that upholds the Orientalist 

assumptions of Muslim women, and how politically sensitive issues within 

education are shut down serving as evidence for Prevent’s ideological project of 

upholding a ‘colonial logic’ (Khan, 2021, p.499). I argue that overall, this has 

limited free speech for Muslim women students. The next chapter offers an analysis 

of the theme ‘the responsibilisation of Muslim women’ and how this has impacted 

their experiences with post-16 education.  
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Chapter 6: The Responsibilisation of Muslim 

Women 
 

 

 

 

The second theme found was ‘the responsibilisation of Muslim women’. The 

previous chapter analysed the foundational concept of ‘self-censoring’, and I argued 

that it had impacted on most of the women’s educational experiences. In this chapter 

I analyse the responsibilisation of Muslim women, and discuss how Prevent has 

placed the responsibility of looking for signs of radicalisation upon young Muslim 

women. Within this thesis, I believed the responsibilisation of Muslim women was 

also a highly relevant theme, as I found it to be another important issue that affected 

the women’s educational journeys, after self-censoring (discussed in chapter 5). I 

discuss this theme in relation to its specific focus on how Muslim women feel about 

Prevent. The sub-themes included within this theme are: ‘spying and self-snitching’, 

‘the case of Shamima Begum’, ‘the gendering of responsibilisation’, and ‘reporting 

to Prevent?’. 

 

 

 

The ‘Responsiblisation’ of Muslim women 

 

The theme of the ‘responsiblisation’ of Muslim women captured what participants 

had to say about how Muslim women are perceived and used within the Prevent 

strategy. It is important to describe what is meant by ‘responsiblise’. Coined by 

Thomas (2017, p.305), the term describes how the promoting of policy is framed in a 

way to entice ‘active citizenship’ from its population. Within Prevent, responsibility 

has been placed upon Muslim communities and in particular, Muslim women, to be 
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the ‘frontline vigilant watchers’ in their communities (Brown, 2010; McGhee, 2010, 

p.33; Thomas, 2017). Kundnani (2009) also noted that Muslim women perceived the 

early Prevent workshops as encouraging them to look out for signs of radicalisation 

within their family. Holland and Higham-James (2024) highlighted that teachers 

have also been responsibilised into Prevent, what I argue is that the 

responsibilisation has also been extended to young Muslim women in post-16 

education. Below analyses comments from Indah, Tahirah, and Sameera as they all 

discussed how and why Muslim women have been asked to look out for signs of 

radicalisation within their communities:  

 

Again, I feel like they specifically targeted women because they're 

subservient, that's supposed to be caring for the family....  

- Indah, HE student, focus group 3. 

 

I think anyone can play a vital role in, like, tackling extremism and 

radicalization rather than specifically just Muslim women. And it 

makes me think, why is it specifically Muslim women? Is it because 

it's like, assumed that Muslims are again stereotypically classed as 

terrorists. 

-  Tahirah, HE student, focus group 2. 

 

Well, cause it makes their [the government’s] job easier innit if 

they're not doing it and they put it on somebody else, it's like... That's 

not my job…when you sort of put the responsibility on Muslim 

women… let's be so serious, these extremist groups, they're, they're 

very much, they're huge, they're these are huge organisations... But 

these groups are way too big for five ordinary sisters down the road to 

do that makes it to, to sort of figure out. 

-  Sameera, FE student, one-to-one interview. 
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Through the lens of CRF, the experiential knowledge of Indah, Tahirah, and 

Sameera provide detailed accounts of how they perceive Muslim women to be 

specifically targeted and used within the Prevent strategy. The women were able to 

demonstrate their experiential knowledge through the ways in which they experience 

Prevent as racialised women (Solórzano and Yosso, 2002). For Indah, she discussed 

why she thought that Muslim women were being asked by the government to look 

out for radicalisation within their community. For instance, she said that Muslim 

women are often stereotyped as “subservient” and consistently seen as caregivers. 

This is similar to what Brown (2013) argued in relation to the maternalistic logic that 

is oft applied to Muslim women when discussing their capacity to prevent 

radicalisation. Further to this, Tahirah, and Sameera also both discussed how Muslim 

women have been included within CVE efforts. Tahirah touched upon how the 

stereotype of Muslims being terrorists could be part of the reason why Muslim 

women have been placed in the Prevent strategy. Sameera stated that targeting and 

using Muslim women within Prevent makes the Government’s job “easier”. The 

UK government rely upon and encourage everyday citizens to combat terrorism and 

watch others (Finn, 2011).  

 

Sameera also stated that the scale of global terrorism is far too large of a problem for 

it to be tackled by Muslim women alone, adding that the issue is “very much above 

individuals” and that it is not Muslim women’s job solely to look out for 

radicalisation. This is similar to Eggert’s (2017) argument that radicalisation should 

be seen as a complex phenomenon. The significance of experiential knowledge 

through CRF is that it is able to capture such insights of racialised Muslim women 

that have previously been overlooked in relation to Prevent and education. By 
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employing CRF alongside the commitments of CTS, for example, questioning the 

wider power structures of CT and CVE (highlighted in chapters 2 and 3), I was able 

to identify how young Muslim women perceive themselves to be responsibilised 

within this CVE sphere (da Silva & Martini, 2021). Therefore, I argue that the 

women within this study are used within Prevent as a tool within CVE, thus 

responsibilising them.  

 

Other participants discussed their experiences in relation to why Muslim women 

were being specifically targeted by the government: 

 

Why is the government literally after Muslim women? And why is the 

responsibility of a strong community just on the shoulders of Muslim 

women? Why is it not a broader responsibility of everyone within that 

Community and society to help people avoid radicalism and 

extremism? 

-  Nadia, HE student, focus group 3 . 

 

why are they [the government] so obsessed with us? It's who is in the 

community. It isn’t just Muslim women on their own.  

- Sabeen, FE student, focus group 2. 

 

… saying Muslim women, like, specifically doesn't really make sense 

in any way, because first of all, why is the responsibility [on us]? 

Why can't anybody else do this? 

-  Naila, HE student, focus group 1. 

 

Within these extracts, the Muslim women felt that it was unfair for the gendered 

responsibility of watching others in their community to be placed upon them. For 

Nadia, she felt frustration that the government were targeting Muslim women within 
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Prevent. She pointed to the fact that it should be a whole community effort to combat 

extremism, not solely Muslim women. Indeed, the early stages of Prevent were 

aimed at creating community projects. However, most were in locations with a high 

Muslim population, and many projects were targeted towards Muslim women and 

young people (Kundnani, 2009; Thomas, 2020). For Sabeen and Nadia, they both 

questioned why nobody else could be tasked with watching others. Indeed, this 

demonstrates the gendered impact of Prevent in that the students noted feelings of 

frustration concerning governmental targeting of Muslim women in regards to CT.  

 

Below highlights why some women felt that the government tasked them with 

watching others and why they are targeted within Prevent: 

 

I've never personally had to like spot terrorism in that way and but 

yeah, I I think that the Muslim sisterhood is strong, and it can help to 

build communities. But I think just associating it with radicalism and 

extremism, I think, is a bit, bit naive. 

- Amina, HE student, focus group 2. 

 

I just feel like as women we have more pressure on us to, like, be 

observant of our surroundings and, you know, look out for people and 

you know what the family's doing.  

- Zahra, FE student, focus group 2. 

 

 

Within the above quotes it is clear that the Muslim women felt that they were 

targeted by the UK government due to their perceived and stereotyped 

‘submissiveness’. Zahra stated that she felt that women had to be more observant 

within their communities, due to outside pressure. Interestingly, although Amina 

suggested that she had never been specifically asked to look out for radicalisation, 
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she said that the UK government connecting the Muslim sisterhood to radicalisation, 

or the fact that they could stop terrorism, was “naïve”. Likewise, the expectation of 

Muslim women having to watch their family and friends is reflected in the work of 

Lister (2023). A former UK minister within Lister’s (2023, p.137) study stated that 

Muslim women’s ‘duty as mums or sisters’ was paramount within Prevent, as they 

discussed an initiative to educate Muslim women with up-to-date information 

regarding radicalisation on the internet. Therefore, I suggest that the duality of 

Muslim women being expected to spot signs of radicalisation within their 

communities versus their roles as mothers, sisters, aunties, proves contradictory for 

the Muslim women. For example, on one hand the women agree that Muslim 

sisterhood is strong and important, however they believe that being asked to spot 

signs within their family or friends portrays Muslim women as submissive or as 

observant tools.  

 

Iqra and Zainab also both questioned why it is specifically Muslim women being 

targeted and not women in general: 

 

Because you know, women build communities or whatever, but you 

can say all women, not just Muslim women. 

-  Iqra, HE student, focus group 4.  

 

I feel that [it’s] very unfair compared to how the UK Government 

treat other women, because it's not just Muslim women that need to 

play this vital role, it's nearly all women. 

- Zainab, FE student, focus group 4. 
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They both noted how it is not “just Muslim women’s” job to tackle radicalisation and 

how all women should be included within the CVE efforts. Whilst some of the 

participants agreed that women should be placed within countering radicalisation 

practices, they criticised the racialised targeting of Muslim women within CVE. This 

idea that Muslim women are targeted, and other women are not, is seen within The 

People’s Review of Prevent (2022). They suggested that often Islamist extremism is 

viewed as a community problem, one that encourages thinking around the idea that 

Islamic extremism is associated with ‘problematic individuals’ from ‘problematic 

communities’ (The People’s review of Prevent, 2022, p.30). On the other hand, 

right-wing extremism is associated with ‘problematic individuals that are detached 

from their communities’ (The People’s review of Prevent, 2022, p.30). From this, 

Prevent does not place other communities, such as the White British community, 

within the realm of watching others to spot signs of radicalisation. This further 

indicates that Prevent addresses Islamist extremism as a community problem, one 

that concerns integration, and uses Muslim women as a tool in its CVE efforts 

(Lakhani and James, 2021). Whereas White British communities, namely White 

British women, are rarely specifically targeted by Prevent to report on signs of 

radicalisation within their families or friends. Furthermore, by utilising CRF, it 

becomes evident that the Prevent strategy is a heavily racialised one. The lack of 

focus upon non-racialised communities through Prevent became obvious when 

Islamist extremism is treated as a community problem that can be tackled through 

the community. Whereas right-wing extremism, usually attached to non-racialised 

people, is dealt with at an individual basis, demonstrating elements of White 

privilege (Bhopal, 2023; The People’s Review of Prevent, 2022). Therefore, as per 

the line of questioning of “why me?” by the Muslim women within this study, I 
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argued how the young Muslim women see and respond to this responsibilisation 

placed upon them by Prevent.  

 

 

 

Sub-theme: ‘Spying’ and ‘Self-snitching’ 

 

The Muslim women within this research further indicated that this responsiblisation 

has also led to them questioning whether the UK government expect them to ‘spy’ 

upon their own friends, family members and their wider community.  

 

… to fool them, to kind of say like Muslim women should practically 

be a spy in in the family, or even in the mosque is kind of crazy. 

Because how are they gonna ask for most of the women's help then 

also say they must integrate into English society? 

-  Indah, HE student, focus group 3. 

 

Indah stated that the UK government asking Muslim women to “spy” for them in 

relation to possible radicalisation is counterproductive. The UK government on one 

hand, ask Muslim women for “help” regarding this, but then also assert that they 

need to integrate more into society. I believe Indah was referencing David 

Cameron’s comments here regarding Muslim women needing to learn the English 

language to ‘integrate’, as we discussed Cameron’s comments previously within the 

focus groups (Manzoor-Khan, 2022, p.136). Expressions of ‘spying’ are echoed by 

Abbas (2016, p.10) as they discussed the responsiblisation within Prevent being able 

to create a culture of 'internal surveillance practice', that involved responsibilising 

families to report on others. For Abbas (2016), Prevent has adopted a culture of 

spying and encouraged informing within Muslim communities. My research 
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suggests that the young Muslim women were aware of the responsibilisation within 

their communities, and from this, they felt untrustworthiness and frustration towards 

the UK government.  

 

Sameera suggested that the spying was also in relation to her educational setting. For 

example, teachers asking for information: 

 

… spying, it's just like to clarify, it's not a single teacher telling us, 

hey, you spied on this person, it's very much so subtle. And 

sometimes teachers can pull you to the side and you were like “ohh, 

you know, this sort of person, they've been a sort of down quite 

recently. Do you know what's going on with them?” Like it's still like 

sort of like prying information out.  

- Sameera, FE student, one-to-one interview. 

 

It's like a thing of, you know, like snitching, like self-snitching or if 

you sort of, you sort of hear somebody say something, which again, 

even though we couldn’t know they haven't said anything wrong. But 

to offer, to like go to teachers [or] authorities that could sort of flag or 

something… and say, “hey, I think this this person says and you 

know, keep an eye on them”. But… it does put [it on] us. I don't know 

it, it doesn't really put you in a really comfortable situation.  

-  Sameera, FE student, focus group 3. 

 

The extracts above demonstrate how not only did the young Muslim women feel that 

their teachers/lecturers/educational staff were monitoring them, and therefore feel 

that the staff regard them as a site of suspicion. I also argue that the educators look to 

Muslim women students as extended agents of surveillance, acting on their behalf. 

Therefore, the educational staff subcontract their own Prevent duty responsibility out 

to the Muslim women students. For Sameera, she described how a teacher could 
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discuss their concerns for other students with them if they noticed their behaviour 

had changed. Whilst Sameera recognised that this may simply be a teacher 

concerned for another student, she also described it as “prying information out”, as 

staff attempted to gather information upon her friends. Sameera also discussed the 

idea of “self-snitching”. I believe what she meant by this was reporting anything 

suspicious regarding her friends to staff in her educational setting, but also that this 

“snitching” could impact her individually, as she is encouraged to pass on 

information. She noted how it made her feel uncomfortable being tasked with 

watching or monitoring others. It is also important to note here that Sameera deems 

her teaching asking her about a classmate as extremism related, rather than one of 

potential mental health. I argue that this is because of Sameera’s experiences of 

Prevent in education, so her assumptions of linking it to extremism/radicalisation are 

a result of her wider experiences. This responsibilisation that has been placed upon 

the Muslim women impacts their experience within education as they are expected to 

watch and report on others behaviour.  

 

Ameera recalled a story of how she was specifically asked by staff in her educational 

setting to “keep an eye” on her own siblings: 

 

I feel like me personally, I have been asked to spot if anybody's acting 

unusually. I was asked about my brother's during the time when 

things were going wrong, like in the UK, and they were just like, oh, 

just keep an eye on him. If you see them acting weirdly, if they're on 

their phone a bit too much, if they're watching certain types of videos, 

just let us know. And I feel like that's ridic. That's ridiculous, 

ridiculous. You should never be asking someone a question like that 

because you wouldn't go to someone else and ask the same question 

for me to be keeping an extra eye on my siblings. 
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-  Ameera, HE student, focus group 4. 

 

Within the extract, she told of how she felt uncomfortable surrounding being 

responsibilised into monitoring her own brothers. I argue that although some 

students within this study did not know what Prevent was (as discussed in chapter 4), 

some still detailed instances in which they have experienced Prevent or at least 

experienced the ramifications of Prevent. I further suggest that what Ameera 

experienced was similar to the ideas behind the ‘Prevent Tragedies’ campaign 

(which was discussed in chapter 2) as women, specifically young women were 

responsibilised into looking out for signs of radicalisation within their families and 

friends (Andrews, 2020a). Ameera also said she was asked to do this at a “time when 

things were going wrong” in the UK, this was reference to an increase in Islamist 

terror attacks that occurred in the UK. Ameera also claimed that staff “wouldn’t go 

to someone else” and ask the same, I believe that she was suggesting that non-

Muslim students would not be asked by staff to watch their own family or friends. 

Therefore, it was clear that Ameera was tasked with the responsibility, as a young 

Muslim woman, of spotting signs of radicalisation within her loved ones during this 

period of heightened awareness of radicalisation within the UK.  

 

Indah and Sameera noted how this encouragement of ‘spying’ from Prevent is 

“degrading” and linked it to free speech issues:  

 

You know, I would feel awful because, you know, these are my 

family. These are the people that, you know, this is this community 

[that] has my back. So, I think for the government to ask me to turn 

my back on them is kinda, is kinda atrocious… I feel like they don't 

protect them [Muslims] as well. So, I think, just using like Muslim 



 197 

women and like myself, just as like tools is like, very degrading and 

immoral. 

- Indah, HE student, one-to-one interview. 

 

And when she was mentioning, like, you know, spying, spying on… 

it reminded me of something that in my history, our content and if I'm 

correct, it's, it's sort of in China, the government sort of wants to use 

the young people to sort of, you know, spy on their parents. If they 

were sort of, you know, giving any sort of capitalist ideas and which I 

think if you sort of see how history that it didn't turn out good. So 

yeah, I thought the language that's been used is quite similar.  

- Sameera, FE student, focus group 3. 

 

For Indah, she referred to Prevent expecting and responsibilising her to watch her 

community as “turning her back on them”. I argue that she was suggesting that the 

responsibilisation was something that she feels uncomfortable about, particularly as 

Indah noted that the UK government fails to protect Muslims. Therefore, Prevent 

expecting Muslim women to go against their community and report them to 

institutions that they do not trust, nor feel supported by, has proved to be 

contradictory for Prevent as the strategy relies upon information from the public. 

Indah specifically used the term “tool” in reference to herself and other Muslim 

women. She discussed how Muslim women are utilised within Prevent to report on 

their own communities despite the lack of support that the government gives them. 

For Sameera, the notion of ‘spying’ related to free speech issues. She noted how the 

language used within the Prevent strategy reminded her of what she had learnt about 

China within her history lesson, as she discussed how young people are asked to spy 

on their own families. Overall, this responsibilisation of Muslim women in relation 

to ‘spying’ and Prevent, can be linked to Auchter’s (2020) statement of women 
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being seen by governments as moderate forces within their communities and can 

therefore fix problems within them.  

 

 

Sub-theme: The case of Shamima Begum 

 

The extracts analysed below led to another sub-theme found within the 

‘responsibilisation’ of Muslim women in education. Within the focus groups and 

interviews, the topic of Shamima Begum was mentioned frequently. Many 

participants viewed the case of Shamima Begum as a turning point for the targeting 

of Muslim women in education. From this came the responsibilisation, through the 

staff questioning of if they (the Muslim women students) would do the same as 

Begum, or through increased conversations surrounding Begum. The case of 

Shamima Begum was discussed previously within chapter 2. To briefly summarise, 

Shamima was a 15-year-old schoolgirl who had left the UK in 2015 with two friends 

to travel to Syria to join ISIS (Masters & Regilme, 2020). As a result of this, her UK 

citizenship was revoked as she was a presumed potential security threat (Rothermel 

& Shepherd, 2023). Her case is now discussed within Prevent training sessions. 

However, Prevent and the UK government fail to discuss how she may have been 

trafficked into Syria (Younis, 2022; Wishart and Kane, 2021). Within my research, 

the Muslim women suggested that it put the spotlight onto them more, particularly 

within education: 

 

…when I was in secondary school, because when I was there, I don't 

know if you guys remember the whole Shamima Begum kind of thing 

that happened and that was closely associated with terrorism. I 
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actually went to school in a similar area to her. So, obviously like, 

alarm bells were going on. And I feel like within those kind of 3-4 

years, the association with Islam and terrorism became very poignant. 

And particularly in the area that I grew up in [with an] Asian Muslim 

female population. Counted, we didn't have any direct kind of 

counterterrorism strategies put on us per se, but I think the 

conversations that were happening at the time just as a result of like 

that incident and it being so close to home. 

- Amina, HE student, focus group 2. 

 

I think after, obviously Shamima Begum, there, there has become 

more of a focus on Muslim women because there was a, a really a 

clear contrast between, first it was Muslim men [that] they were 

focusing on and them being radicalised. And then when Shamima 

Begum did what she did and then [it] became actually Muslim 

women, also part of that and they can also be radicalised… It did 

raise a lot of questions regarding like, you know, ohh girls like her are 

probably doing the same thing”… I actually got asked whether I 

would do the same. And it just, it just like really, really, like I was 

just shocked by it. 

- Nadia, HE student, one-to-one interview. 

 

I think you know, especially with Shamima Begum like she was 

targeted. So, I think a lot of schools are worried that a lot of other the 

Muslim students would follow the same path as like Shamima 

Begum… So I think that's why they're a bit more worried about, 

about Muslim girls in schools… 

- Indah, HE student, one-to-one interview. 

 

 

Amina, Nadia, and Indah all discussed how Shamima Begum travelling to Syria 

raised alarm bells for staff in education concerning Muslim women and 

radicalisation. I argue that staff simultaneously responsibilised Muslim women 
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students into surveillance practices, but also had increased surveillance put upon 

them from the Begum case. For Amina, she noted how her educational setting was in 

close proximity to Shamima’s, and how this resulted in a heightened awareness of 

young Muslim women in her area. Although Amina stated that she did not feel any 

direct CT strategies that were placed upon her, she did mention how discussions 

surrounding young Muslim women in education and possible radicalisation were 

increasing. Therefore, the increased awareness surrounding young Muslim women 

and possible radicalisation that derived from the Begum case had resulted in further 

responsibilisation of Muslim women.  

 

Nadia noted how the shift from a focus upon Muslim men and radicalisation then 

turned to Muslim women after Shamima and her friends left the UK. She also told 

me of how she was personally asked if she would do the same as Shamima Begum. 

This questioning left Nadia feeling frustrated and upset that Muslim women are 

essentialised. Shamima Begum was often viewed as a threat to security, rather than a 

victim of online grooming, exploitation, and trauma (Masters & Regilme, 2020). 

Within this study, the Muslim women perceived discussions surrounding Shamima 

to be of ‘lessons should be learnt’, being more aware of young Muslim women in 

CVE and increasing conversation about spotting possible signs of radicalisation 

within their community. The responsibility placed upon Muslim women after the 

Begum case manifested itself in the questioning of the women in education. Indeed, 

the case of Shamima Begum further reiterated the Prevent stance that Muslim 

women should be seen simultaneously as a threat but also at risk.  
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Sub-theme: The gendering of responsibilisation 

 

The gendering of responsibilisation is made clear below. I analyse how the Muslim 

women within this research felt that Prevent had placed responsibility on Muslim 

communities to be more vigilant and a result of this, pressure to monitor their 

community. Below, within Nadia’s story, she discussed how she felt more 

regulations and outside pressure upon her community: 

 

Nadia’s Story: 

 

having mosques be regulated all of a sudden, having a lot more 

pressure on the Muslim community to sort of be very vigilant and 

aware of what they're doing and where they're going because, you 

know, one little step, or like trip up could cause, God knows what. 

Your kids could be taken away from you or you could, you know, 

potentially be suspended from university. Saying the wrong thing at 

the wrong time [that] we're talking about that's politically sensitive. 

So, I think because of that, it's always been like, although I don't even 

want to know it [Prevent], it's become something that I have had, like 

I've had to know it, because of everything that surrounded it and it 

almost did feel like it's always been targeted towards Muslims, 

although that's not what the strategy suggests… I went through some 

of these things [signs of radicalisation] and again, that's because my 

parents were getting divorced and I was like as a child, I was like 

confused and I was really sad all the time. So, it's again, I'm just 

trying to think like, would I have got like, you know [referred]? Like 

it just makes me think because this doesn't mean you're going to do 

something radical… Umm, but for me it's a bit difficult to fully see 

how a teacher could, it’s almost like a tick box. Like OK, they've got 

this, this, and this, they're definitely being radicalised then. 

- Nadia, HE student, focus group 2. 
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Nadia told me of how the increased monitoring of her community, particularly in 

mosques, resulted in her being more vigilant in terms of what she says or does, even 

within the presence of her own community. Again, I suggest that Muslim women’s 

political agency is limited by Prevent due to the increase in monitoring. Nadia stated 

that she is wary of discussing “politically sensitive” topics due to Prevent and the 

encouraged vigilance that comes from the strategy. She feared the consequences of 

Prevent, as she discussed potentially being suspended from university. Indeed, 

students from a UK university have been suspended for taking part in a rally in 

support of the people of Gaza, Palestine. The university later said that students were 

suspended for breaking venue protocols (Holl-Allen, 2023). Nadia also 

acknowledged that she was aware of Prevent, due to the claims of the targeting of 

Muslims within Prevent. Therefore, Nadia stated that even though she did not wish 

to know what Prevent is, unfortunately, she has had to become aware of the strategy 

and how it operates, out of fear for her and her community, resulting in her 

responsibilisation.  

 

Nadia also highlighted how Prevent has impacted upon Muslim communities more 

generally. She noted how the strategy made the community more “vigilant and 

aware”, citing that mosques had increasing regulations put upon them, and how the 

self-censoring could be out of fear of having children taken out of their parents or 

guardians care, or be suspended from their educational setting. Nadia’s concerns 

were legitimate, as past Prevent initiatives have often focused upon mosque reform, 

resulting in Muslim women’s participation within mosques being observed under a 

CT guise (Allen & Guru, 2012; Cook, 2017). Further to Nadia’s point, The People’s 
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Review of Prevent (2022) highlighted that social services may become involved with 

a child Prevent referral (those aged under 18), even if it does not meet the Channel 

threshold. This means that ‘the threat of intervention’ from social services may put 

pressure on some into engaging with Prevent, despite Channel being labelled as 

voluntary (The People’s Review of Prevent, 2022, p.85). Equally, there are concerns 

that social services are now being blurred with the Prevent duty (The Child Rights 

International Network, 2022). Open Rights Group (2024) presented a case that 

detailed how a student was followed around by his previous school Prevent referral 

and how it still impacted him at his sixth form. This case demonstrated students 

being penalised from their educational setting due to Prevent. This is further 

discussed in chapter 6 when an educator detailed how a student that was referred to 

Prevent did not return to their setting afterwards. Once again, the political agency of 

Muslim communities is brought under question or limited, as Nadia stated that 

making “politically sensitive” comments may result in the above. She also referred 

to the ‘signs’ of radicalisation that educators are trained to look out for, these were 

discussed in chapter 2. Nadia observed that she experienced some of these herself 

when her parents separated, and wondered whether she would have been referred or 

under suspicion when she was younger. In addition to this, there has been an 

increasing number of children being referred to Prevent, with The People’s Review 

of Prevent (2022) affirming that on average there are 6 children per school day 

referred to Prevent in 2021-2022. Nadia made this link of young people being 

increasingly referred to Prevent, and her concerns about counterterrorism strategies 

impacting upon Muslim communities. Therefore, Nadia’s story highlighted how her 

uneasiness surrounding Prevent and counterterrorism strategies in general had 

impacted how she presented herself, particularly as she stated “saying the wrong 
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thing at the wrong time”. I argue that Nadia was aware of the monitoring that 

derives from Prevent and suggested that she and her community self-censor from 

this responsibilisation.  

 

Laila and Safa also discussed how Prevent is targeted towards Muslims or how the 

strategy has essentialised Muslim women: 

 

But sometimes you can tell that specific bits of like the Prevent 

strategy that we're being told are like targeted towards like Muslims, 

because some of the examples that they use in the context that they 

use, it's like very targeted sometimes. 

- Laila, FE student, focus group 1. 

 

I think it goes back to how, you know, Muslim women are, you 

know, portrayed in the media, and mostly talked about in the sense of 

being quiet and being oppressed. And, you know, not being as 

forward thinking and things like that. 

- Safa, HE student, focus group 1. 

 

For Laila, she told of how the examples that her educational setting used when 

discussing Prevent were almost always in reference to Muslims and Islamist 

terrorism. Prevent has oft positioned Muslim communities as vulnerable to 

radicalisation, particularly Muslim men (Pearson, 2023). However, as the shift from 

communities onto individuals occurred in the later phases of Prevent, the strategy’s 

view of Muslim women has remained ‘static’ (Andrews, 2020b, p.6). Prevent has 

continuously viewed women as having a particular influence upon their communities 

in terms of combatting radicalisation. Safa also referenced this, but she further 

discussed the media rhetoric surrounding stereotypes of Muslim women being 
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“oppressed”. Therefore, the pervasive stereotypes of Muslim women that are 

evident within the global media and government rhetoric, may continue to justify the 

expansion and continuation of the responsibilisation of Muslim women through the 

Prevent strategy.  

 

 

Sub-theme: Reporting to Prevent? 

 

In consideration of how the Muslim women perceived Prevent in relation to possibly 

reporting others, they noted how they would be reluctant to report and that being 

expected to do this task responsibilised them. Safa and Laila discussed how reporting 

their friend or family to Prevent would be their “last resort”: 

 

how much like evidence that [I] kind of had about it, if it was just a 

smallest little hunch, I would try and approach them myself, with 

maybe someone who, like if it's my friend, maybe their mum, their 

dad, their sister. If it was a family member, like, if it were my 

younger sister or my brother, me and my mum would go in, approach 

them, stuff like that. But I feel like going to the government or like 

reporting someone is such a massive step. I feel like that would be 

like my last resort if it was something like this is completely out of 

my control. There is no other way to solve this or sort this. Then I 

would do that, that would be, would be [my] 100% last resort. 

- Safa, HE student, focus group 1. 

 

I think the reporting someone to the authorities is like the last step 

that you would take when you feel like it's out of your hands. And I 

would first of all try and solve the problem with myself or with like 

other family members. I think that reporting someone as and as close 

to you as a friend or a family member, I think that's a big step. 



 206 

- Laila, FE student, focus group 1. 

 

For Safa, she suggested that before going through official avenues to report to 

Prevent, she would first try to discuss her concerns with the individual. As she 

described reporting to Prevent as a “massive step”, I argue that Safa was hesitant 

due to her untrustworthiness of the UK government, particularly when it regards 

Muslim communities. I believe that she feared for a reported individual and the 

consequences that a referral may have for that person. For Laila, she also discussed 

how she, like Safa, would attempt to talk to the individual first, before reporting 

someone. She also suggested that reporting someone that was close to her, for 

example a family member or friend, would be very difficult for her and would only 

do so if she felt that the situation was out of her hands. This finding of Muslim 

women being reluctant to report to Prevent due to fear of the consequences for 

themselves and the person referred, along with damaging relationships with those 

that they do and deeming the government as untrustworthy, differs from the findings 

of CREST Advisory (2020). They found that two thirds of British Muslims would 

refer someone they knew to Prevent if they had concerns, and that this would be out 

of care or concern (CREST Advisory, 2020). My research found that the Muslim 

women are reluctant to report to Prevent due to these very reasons, of care or 

concern for their loved ones. They feared what the possible consequences could be 

for them and that they would only report to Prevent as a last resort.  

 

Indah and Naila also discussed the possible consequences upon individuals that may 

be reported to Prevent: 
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I personally wouldn't feel comfortable because. I don't know. I just 

feel like, like Sameera mentioned a lot earlier. Like it just ends up 

ruining them, ends up ruining them like their reputation and stuff. 

Like, I just feel like it causes more harm than good, personally….it 

just instead isolates them. 

- Indah, HE student, focus group 3. 

 

You have to be really certain and it's, it's better that you talk to the 

person first. Then you first assess the situation, because actually 

really quickly just going and reporting someone it could cause a lot of 

big problems… You also think obviously you also think what would 

happen [when] you report this person? What would happen to your 

family? What would happen to yourself? What like? Who knows? 

Like we don't have that kind of information, do we? 

- Naila, HE student, focus group 1. 

 

Indah stated that reporting a person to Prevent could “ruin their reputation” and 

“isolate” an individual. Naila also noted that she feared the consequences of 

reporting someone to Prevent and the lack of information surrounding what happens 

to you, and your family if you do make a report. Indeed, Amnesty International 

(2023) found that a person who is referred to Prevent can experience life-changing 

impacts, these can include mental health changes, a loss of trust within the state and 

concerns surrounding data protection. I believe that the women within this study, had 

experienced a loss of trust with the state, particularly when it concerned the 

protection of Muslim communities nationally and internationally. The isolation of a 

Prevent referral that Indah suggests, has occurred. For example, Mac an Ghaill and 

Haywood (2017) argued that the Prevent duty is more likely to isolate students due 

to becoming more distrustful of teachers. Furthermore, a case highlighted by Prevent 

Watch (2017) revealed how a Muslim girl was questioned under Prevent for wearing 
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a hijab in education. The incident resulted in her having to receive counselling due to 

the ordeal. I therefore argue that the gendered responsibilisation of Muslim women 

that derives from the Prevent strategy, has resulted in the Muslim women losing trust 

within state institutions, feeling as though they are expected to spy upon their loved 

ones and has resulted in the erosion of Muslim women’s political agency.  

 

 

 

Conclusion 

 

The second central theme found that ‘the responsibilisation of Muslim women’ 

through the Prevent strategy has resulted in the Muslim women’s political agency 

being reduced due to the fear and untrustworthiness of Prevent, and the atmosphere 

it has created in education. In addition to this, I have addressed how the Prevent 

strategy perpetuates the maternalistic logic of Muslim women, and therefore 

responsibilised them into countering radicalisation within their homes and 

communities, this demonstrates the racialised and gendered impact of Prevent. I 

suggested that the responsibilisation was often through the avenue of staff sub-

contracting their Prevent Duty out to their Muslim women students. This was crucial 

to recognise as it demonstrated that not only do educators monitor Muslim women 

students as sites of suspicion, but also encourage and transfer this monitoring to the 

Muslim women students to ‘watch’ others.  

 

In this chapter, the CRF framework was able to illustrate how the experiential 

knowledge from the young Muslim women was crucial in understanding their 

counter stories and perspectives on how they have been placed and used within the 

Prevent strategy. This was important when understanding the gendered impact of 
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Prevent (RQ2). Again, this illustrates how this thesis posits Prevent as a project, one 

that utilises Muslim women as a tool within CVE that perpetuates the Orientalist 

logic of how women are to be seen as at risk, yet risky themselves. The next chapter 

offers an analysis upon the theme found from Muslim women students of ‘Gendered 

Islamophobia’, I argue that Prevent has encouraged and furthered this form of 

Islamophobia in post-16 education.  
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Chapter 7: Gendered Islamophobia & the Visible 

Other 
 

 

 

In the previous chapters I focused upon two of the three central themes found within 

the counter stories from Muslim women in post-16 education concerning their 

experiences with Prevent. This chapter directly addresses the final theme of 

‘gendered islamophobia’ amongst the students, and the research questions 1 and 2. I 

discuss how Muslim women students experience the effects of Prevent within post-

16 education. Whilst I argued that self-censoring and the responsibilisation of 

Muslim women can be observed as direct consequences of Prevent, within this third 

theme of ‘gendered Islamophobia’, I suggest that the Prevent strategy has 

encouraged this form of Islamophobia. The sub-themes that were informed by 

gendered Islamophobia included: ‘the visible other’, ‘the difference in the treatment 

of non-racialised students’, and ‘the homogenisation of Muslim women and 

essentialist thinking’.  

 

 

 

Gendered Islamophobia 
 

In the following section, I analyse how Prevent has encouraged gendered 

Islamophobia towards Muslim women students. Firstly, it is important to define 

what I mean by ‘gendered islamophobia’. Zine (2006, p.240) defines gendered 

islamophobia as ‘ethno-religious and racialised discrimination levelled at Muslim 

women that proceed from historically contextualized negative stereotypes that 

inform individual and systemic forms of oppression’. I utilised this definition as a 

framework to uncover how Muslim women experienced Prevent. The theme of 
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gendered Islamophobia arose frequently within the women’s counter stories. I argue 

that gendered Islamophobia relates to Prevent as the strategy has incorporated 

stereotypical gendered approaches. Whether that be women’s empowerment 

initiatives or further monitoring to advance the ‘political legitimacy’ of Prevent 

(Alimahomed-Wilson & Zahzah, 2023, p.240). To demonstrate this, Nadia, Safa, and 

Sameera discussed how counterterrorism rhetoric and the ‘empowerment’ initiatives 

that surround Muslim women often stereotype them as oppressed and cite the lack of 

support for Muslim women outside of the CT sphere: 

 

…associating Muslim women with extremism reinforces the idea that 

there is something more sinister than them. Maybe just not having 

access to resources. I remember when this [David Cameron’s 

comments] happened, there was like a, a really big social media 

campaign in response where Muslim women, I think it was a hashtag 

like ‘#thisMuslimwomancan’ and you've [already] got your doctors 

and your nurses, and you've got women who make up the NHS and 

they make up the schooling systems. There's so many incredible 

Muslim women out there. But I do, I do accept the fact that that 

English language is essential and, and Muslim women should have 

more access to it. But to affiliate it with extremism, again reinforcing 

that idea of ‘there's got to be something there’. 

- Nadia, HE student, focus group 2. 

 

I think people think [that] Muslim women… she's just probably just 

come to the country. She probably doesn't think for herself, doesn't do 

anything for herself, doesn't speak English. [She’s] probably just been 

like a housewife and stayed in a home all her life and doesn't know 

how to do anything, when that is so far from the truth. Because once 

again, it's such a generic term. And everyone, every Muslim woman 

is different and so many people have different experiences, so they're 

not all gonna be like that, [it] is so ridiculous. 
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-  Safa, HE student, focus group 1. 

 

…if you see us as submissive and stuff and you think we have these 

second classes in our households and this is your belief. What are you 

doing to change that? Because if you inherently believe this is 

wrong… are you going out to help these women? 

- Sameera, FE student, one-to-one interview.  

 

Nadia discussed how David Cameron’s comments regarding Muslim women 

needing to learn the English language as to not leave them susceptible to extremism 

(discussed in chapter 5), was something that frustrated her, particularly in relation to 

its connection to possible extremism (Manzoor-Khan, 2022, p.136). Often migrant 

Muslim women are seen as a vehicle for the English language as they socialise their 

children (Yuval Davis, 1997). It is evident that Muslim women are constructed 

within the Prevent strategy as people who will spot and disrupt possible 

radicalisation within their communities. Simultaneously, the women are also seen as 

a possible weak spot themselves regarding improper socialisation of their children. 

Much like Bassel and Khan (2021, p.586) stated that UK migrant Muslim women are 

‘presented as victims of social isolation’ and are encouraged to learn English to 

improve their and their children’s socialisation. I argue that Nadia’s frustration could 

stem from the government’s association of Muslim women to radicalisation and 

from the lack of recognition that is afforded to Muslim women within the UK. 

Indeed, Bhui et al. (2024) argued that migrants not born in the UK and from poorer 

backgrounds, yet had strong community links, were less likely to be radicalised than 

those from more affluent backgrounds. Nadia also referenced how learning the 

English language is useful, and that the availability and opportunities of learning 

English should be increased. This is reflected in Monaghan’s (2016) work, as they 
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point out that there has been a 50% reduction in funding for ESOL (English for 

speakers of other languages) lessons.  

 

Likewise, Safa and Sameera also discussed the stereotypes linked to Muslim women 

and how this generalisation of Muslim women has led to the government persisting 

with calls for Muslim women to learn the English language. Sameera specifically 

noted that the UK government does not help Muslim women as much as they could. 

She noted that if the government do stereotype and perceive Muslim women to be 

“submissive” or as “second class” citizens in their own households, then what is the 

government doing to change this? Under Prevent, Muslim women are consistently 

seen as peacebuilders within their own communities, and the initiatives aimed at 

Muslim women that derive from Prevent are under a CVE guise, rather than one of 

equality (Cook, 2017). Therefore, I argue that the UK government push their agenda 

of responsibilising Muslim women through Prevent and has led to this gendered 

form of Islamophobia through the generalisation of Muslim women.  

 

The assumptions surrounding Muslim women, either by through official rhetoric, 

policy, wider society, or the media, often associate Muslim women and Islam with 

terrorism. Ameera and Nadia both mentioned how this Orientalist association made 

it more difficult to be a Muslim woman: 

 

I don't like how the word terrorist is always, always just associated 

[with] Islam, because it just causes problems with people. And then 

the propaganda around it as well, just makes life as being a Muslim 

woman, like representing religion just harder, because people will 

have perceptions of you, and they'll have like anger towards you. 

- Ameera, HE student, focus group 4. 
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I think that as a Muslim woman, you're categorized into 2 you know, 

either you're that innocent or oppressed lady, or … you've got a voice 

and you're, you're kind of dangerous. And I think, terrorism… I hate 

that I have to prove myself constantly. It really angers me that I have 

to be like the minute like somebody mentions terrorism… like you're 

automatically, like you have to be a spokesperson [and] justify like 

“oh, no, no, no, like we're not like that, oh my God”… So, like I'm 

fed up with justifying myself when I've done nothing wrong and it's 

like you're, you're guilty before your innocent.  

- Nadia, HE student, focus group 2. 

 

And as a Muslim woman growing up in the West, being poor, being 

born here, but then kind of not knowing where I belong. Umm and 

kind of battling with that journey of belonging as well as growing up 

to then realize that, you know, it's just not an internal struggle, it's 

actually a struggle that's external as well. Because just by simply 

being a Muslim woman, you're already either stereotyped or seen in a 

certain light… Sometimes you do have to go the extra mile almost to 

prove that, you know, I'm not a threat. I'm, you know, I'm OK, I'm 

one of you. 

- Nadia, HE student, one-to-one interview. 

 

Both Ameera and Nadia paid attention to the fact that as Muslim women, they are 

viewed as either associated with terrorism or dangerous and oppressed. For Ameera, 

she noted how she felt anger from wider society that perceived her as a threat. She 

stated that these false perceptions made her life as a visible Muslim woman more 

difficult. Therefore, I argue that Prevent has a role to play in pushing the agenda of 

Muslim women being seen as simultaneously at risk yet, risky. This is also echoed 

by Heath-Kelly (2013, p.397) as they found that this securitisation of Muslim 

communities based on what they may do, has led to this ‘risky’ label being attached 



 215 

to them. I further argue that this label of risky is specifically allocated to Muslim 

women through the Prevent agenda. However, with the caveat of Muslim women 

also being seen as responsible to tackle this riskiness within their communities.  

 

Likewise, for Nadia, she expressed that she was aware of this duality of being 

perceived as innocent/oppressed and dangerous. From this, she acknowledged that 

this perceived notion of risky/at risk has been ascribed to Muslim women. I argue 

that this ascription also derives from Prevent, as the strategy perpetuates the 

Orientalist stereotypes surrounding Muslim women. Nadia also discussed how she 

felt “fed up” from having to be a “spokesperson” regarding associations of 

terrorism and Islam. She noted having to “go the extra mile” on her journey of being 

a visible, young, British Muslim woman from a poorer background. Nadia stated that 

this was both an internal and external struggle for her. In CRF terms, Nadia noted 

her intersecting identity of being a Muslim woman and paid reference to her social 

class. Nadia demonstrated how it is not simply being a Muslim in the secular West 

that made her struggle with her identity, but also that being a young woman and 

being from a poorer background compounded this for her (Wing, 2014). Indeed, 

other studies have argued that young Muslim women are often seen as the in-

between generation, one that combines multiculturalism and the traditions that the 

women inherit from their parents (Haw, 2010; McKenna & Francis, 2019; Perry, 

2014). I argue that Prevent has impacted upon this in-between generation by 

perpetuating the stereotypes of ‘submissive’ or ‘oppressed’ Muslim women, leading 

to gendered Islamophobia. Not only has Prevent furthered this gendered 

Islamophobia, but the strategy has also encouraged this thinking, particularly in 

terms of the responsibilisation of Muslim women discussed in the previous chapter.  
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Gendered Islamophobia was mentioned by Indah and Sameera in relation to the 

Muslim women’s peers. They both noted how gendered Islamophobia was directed 

towards them by their peers in education. I argue that Prevent has aided and 

encouraged the gendered Islamophobia that has been experienced by the participants 

in post-16 education:  

 

…but I remember like being called a terrorist when I did wear the 

hijab and … obviously like, people are kids, so they don't understand 

how massive the impact is. But like, it's crazy though, because I see 

the same people and they don't realise the effects that calling me a 

terrorist had on me and you know, it just makes me sad that they can 

just live life with this privilege. 

- Indah, HE student, focus group 3. 

 

Everyone is looking at me and I don't know. In the beginning I 

thought maybe just like I just feeling that I was… But when I talk to 

them, my peers and stuff like, will come like assembly and I just look 

at my friends. It's like the same feeling that we still get that, OK. 

Like, like you want to watch us like, you know like. Like you know, 

just watch out. 

- Sameera, FE student, focus group 3. 

 

Indah and Sameera both discussed the feeling of uncomfortableness surrounding 

how their peers treated them within education. For Indah, she spoke of encountering 

stereotypes of Muslim women wearing the hijab, and how the effects of this 

stereotype made her feel “sad”. She noted the lack of consequences for the peers 

who do hold these Islamophobic views. Indeed, Mirza (2015) discussed how 

teachers also had these preconceptions of Muslim women students wearing the veil, 



 217 

and how they often linked this to agency or restricted choice. I further argue that the 

racialised discourse that is emitted from the Prevent strategy may have furthered this 

thinking of the stereotypical ‘oppressed’ Muslim woman and that this is channelled 

through both peers, and teachers.  

 

Of course, the racialisation and thus, gendered Islamophobia, from the Prevent 

strategy does not exist in a vacuum, and many other factors such as the heavily 

racialised public rhetoric concerning Muslim women must also be considered. 

However, from this, it is important to recognise that Prevent does also have a role to 

play in this gendered Islamophobia. For Sameera, she also experienced this 

Islamophobic gaze within education. However, Sameera linked gendered 

Islamophobia to the feeling of being monitored within education. She noted that her 

and her Muslim girl friends noticed teachers looking at them, as if, as Sameera said, 

they need to “watch” them. I argue that Prevent has enabled and legitimised this 

suspicion towards young Muslim women, particularly in terms of their dress, this 

can also be linked to the monitoring discussed in the previous chapter.  

 

 

 

Sub-theme: The ‘Visible Other’  

 

 

Whilst some participants noted their experiences of gendered Islamophobia within 

education more generally, others specifically mentioned how wearing the hijab and 

their appearance as a visible Muslim woman had affected their experience in post-16 

education. As discussed in chapter 4, I did not gather data concerning how many of 

the participants wore a headscarf. Most (11) of the women chose to comment on if 

they wore a headscarf or not in the focus groups and interviews. 10 commented that 
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they did wear a headscarf, and one stated that they did not. Below, the women 

discussed how the ‘change in appearance’ sign of radicalisation is problematic: 

  

I feel like the obviously coming from Muslim students 'cause if you 

see, let's say for example, a girl who never really used to wear a 

headscarf wearing headscarf suddenly, like chilling with more hijabi 

friends, they're going to be thinking, “oh, OK, what's going on here?”. 

They won't be thinking about the like, let's say, for example, like a 

boy who might not have religion or something like that. Imagine him 

cutting his hair down, turning into an emo. They're not going to be 

like, “oh, yeah, he's being radicalised”. It's for a specific image and 

they know that I feel like me personally. 

- Ameera, HE student, focus group 4. 

 

Like just because someone changes their appearance. I've changed, I 

changed my appearance everyday practically. I have, like, you know, 

I'll change my nails. I'll change what scarf I wear, what shoes or wear 

this style, I wear, I put a fake piercing on. I do all sorts. That's just 

because I'm bored. You know, I mean that is because I'm bored. If 

someone converts to… your religion, that just means they, you know, 

they found something that they enjoy and they relate to. But I can 

guarantee that if someone, if me, a Muslim converted to Christianity 

[or] Buddhism, that is not gonna be looked upon… 

- Safa, HE student, focus group 1. 

 

For example, changing your appearance. The first thing someone's 

gonna think of it like a head scarf or wearing, like, covering your face 

or changing, converting to a new religion. Even if it doesn't 

specifically say Islam, I feel like everyone would be thinking that.  

- Laila, FE student, focus group 1. 
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As discussed in the previous chapter, a ‘change in appearance’ is noted as one of the 

signs of radicalisation within Prevent (Educate Against Hate, 2023, p.1). For 

Ameera, Laila, and Safa, we discussed how this sign of radicalisation proved to be 

controversial for them, as Muslim women. Ameera and Safa pointed out the 

difference in how they are treated with suspicion. Whereas others, for example as 

Ameera said, a boy changing his appearance to be an “emo”, would not be treated 

with suspicion, even though it is still somewhat a change in appearance. Safa 

detailed how she constantly changed her appearance, and she did not recognise this 

as a sign of radicalisation. Rather, Safa saw it as a way to express herself and her 

Muslim identity. Indeed, Bullock and Jafri (2000) found that most Muslim women 

also choose to follow the Islamic dress code as a way of demonstrating their faith or 

as an anti-racist statement. Safa also noted that if she was to convert to Christianity 

or Buddhism, she believed that this would not be seen as a sign of radicalisation by 

her teachers. However, she discussed how it would be deemed as suspicious if she 

converted to Islam. I argue that the signs of radicalisation associated with Prevent 

are heavily racialised and criminalise Muslim identity. This is echoed by Auchter 

(2020) as they describe how the signs of radicalisation are vaguely defined, resulting 

in ‘persistent stereotypical stigmatisations’ (Pawlowski, 2023, p.319). Therefore, the 

Muslim women believe that they are associated with radicalisation from simply 

wearing a headscarf within education. Although some women noted that they did not 

change their appearance despite Prevent’s association of ‘a change in appearance’ 

with possible radicalisation. I argue that the women felt as though this association 

furthers the gendered Islamophobia that is directed towards them. 
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For Sameera, her story told of how she specifically connected Prevent and wider 

counter terrorism discourse, to the way that she presents herself within education: 

 

Sameera’s Story:  

 

Do you think Prevent has impacted your sense of identity as Muslim 

women at all? 

- Researcher 

 

It's [Prevent] definitely changed the way I also present myself when 

I'm outside and that could be like for like and numerous reasons. Like 

especially when I…I went to sixth form, so I moved when I little, I 

was, I was at school [where there was] like lots of lots of lots of 

women who wear headscarf and that was sort of representative. So, I 

was completely fine there, but when I went to sixth form school and 

there's like you know, I become the minority that I am. I definitely 

sort of changed out of the way I sort of like the clothes I was wearing, 

like it's making sure like, for some of my headscarf was as Western as 

it could be…like how you make your show my headscarf tied it back 

like a, like a bandana… it was just a thing of me wanted to make 

myself look less like a target. But again, I do wear a headscarf. … I 

buy like a long dress [that] covers me, so it's again it was just trying 

to sort of trying to take myself out of that narrative. But I think no, it's 

just I think maybe I'm just maturing or I'm starting to have…like 

normal, maybe more confidence for myself, but like I just I, I think 

I've just sort of accepted that no matter what I do, no matter what I 

wear, no matter how I change it, I'm still [a] Muslim woman, and I'm 

still gonna face these days no matter what… 

- Sameera, FE student, focus group 3. 

 

This quotation suggests that Sameera was aware of the pre-existing, Orientalist 

narratives that surround Muslim women’s dress. Sameera spoke to the fact that when 
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she was in a multicultural educational setting, she felt comfortable expressing her 

Muslim identity. However, when she attended her FE setting, she noted how she 

became a minority. Therefore, as she became aware of her “minority” status, she 

began to wear her clothing in a more “Western” style. I argue that Sameera feels the 

need to Westernise her clothing due to the presence and monitoring deriving from 

Prevent, and the gendered Islamophobia that may be directed towards her from both 

peers and staff. Keddie (2018) also highlighted that young Muslim women often feel 

judged and under surveillance from wearing their headscarves. I believe this is why 

so many of the women that participated in this research, spoke to this issue.  

 

Below, Iqra and Zainab, also detailed how peers and teachers became suspicious of 

them as they wore a headscarf: 

 

I recently started wearing hijab and it's like I just saw everyone, like 

people around me like, why are you doing that, like what's going on? 

And you could tell it wasn't coming from a place of like, oh, like, well 

done. It was more from a place like, what's going on there, like, 

what's happening? Like, why are you why all of a sudden becoming, 

like, better in your religion and stuff like that?  

- Iqra, HE student, focus group 4. 

 

The second you would hear the word terrorist, all the light skinned 

tone people in the room would look directly at you because you're the 

one with the with the headscarf on and so on. 

- Zainab, FE student, focus group 4. 

 

Both participants discussed how wearing a headscarf in education had resulted in 

negative attention being drawn to themselves. For Iqra, she was aware that when she 
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began to wear her hijab, she received questions such as “what’s happening?”. 

Implying that Iqra may have been struggling or that something was ‘wrong’. It is 

evident that those asking her these questions and Iqra herself, was aware of the 

suspicion that comes with wearing the hijab. This was also clear in Bakali’s (2022) 

study, in which a Muslim woman student was questioned repeatedly with 

Islamophobic questions, following her decision to begin wearing the hijab in 

education. Zainab also noted how when there was discussion concerning terrorism, 

or as she specifically noted the Arab Israeli war, she felt anxiety and social pressures 

from being Othered (Bakali, 2022). The racialisation that comes from wearing the 

headscarf in education is specific to visible Muslim women, it evokes the 

stereotypical assumptions surrounding the oppressed Muslim woman (Karaman & 

Christian, 2020; Selod & Embrick, 2013). I echo this and further argue that the 

Muslim women in this study experience this specific form of racialisation from 

gendered Islamophobia. This gendered Islamophobia combines their intersectional 

identity, for example, their gender, faith, and ethnic backgrounds, and the Oriental 

assumptions about their dress. 

 

Nadia and Safa further spoke of how wearing the hijab brought negative comments 

and stereotypes for them: 

 

People often underestimate me because of they see the headscarf, or 

they see that, you know, I'm from an ethnic minority background 

and... I guess, I think people categorize you into two kind of groups, 

either you're that oppressed Muslim girl that doesn't have a voice or 

you're radicalized and you need to be restrained. 

- Nadia, HE student, focus group 2. 
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I feel like because of stereotypes and things like that, me as a Muslim 

woman and I wear my hijab and I've worn it since, you know, I was 

like 11/12 years old and that's 100% always been my choice. But I 

think people, when they first look at me, they might assume that, oh, 

maybe she's oppressed. Maybe you know she's been forced to put this 

on. Maybe she doesn't wanna wear it… it literally could not be further 

from the truth… 

- Safa, HE student, focus group 1. 

 

As some of the Muslim women within this study discussed wearing the hijab, this 

made them more easily notifiable as Muslim. Wearing the hijab often evoked 

negative, colonialist stereotypes of Muslim women from others. For Nadia, she told 

of how when people identify her as a visible Muslim woman, she felt that others 

often stereotype her as either oppressed or needing to be “restrained”. Safa also 

referenced how the hijbophobia that followed her detailed how she, like Nadia, may 

be “oppressed”, or that she may be “forced” to wear the hijab. I argue that Prevent 

has furthered this type of thinking. The strategy assumes that Muslim women are 

simultaneously at risk of radicalisation and, risky themselves (Heath-Kelly, 2013). 

Furthermore, I assert that Prevent has encouraged the hijabophobia15, that is directed 

towards Muslim women (Zine, 2006). A ‘change in appearance’ as a possible sign of 

radicalisation is heavily racialised and an aspect of Prevent that the Muslim women 

in this study see as further placing suspicion upon them. This indicates that Prevent 

places Muslim women’s dress as suspicious in itself.  

 

 
15 Hijabophobia refers to the racialised, Islamophobic rhetoric that is directed towards Muslim women 

wearing Islamic dress (Zine, 2006).  
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Further to this sub-theme detailing instances of Muslim women’s dress and gendered 

Islamophobia, I also argue that the Muslim women students feel that FBV target 

them as Muslim women and contributes to the women being deemed the ‘visible 

other’. As explored within chapter 2, FBV are heavily involved within the Prevent 

strategy. It was made clear within the focus groups and interviews with the Muslim 

women that they feel FBV are a negative aspect of education and are reluctant to 

engage with the values. FBV have previously been described as ‘clearly rooted in 

Prevent’, facilitating ‘fears of Islamic radicalism’ and viewed as an assimilation 

project for the Muslim other into White Britain (Breen & Meer, 2019, p.600; 

Richardson & Bolloten, 2015). For some of my participants, they noted that the 

optics of FBV either made them feel like they were not ‘British’. Therefore, I argue 

that this is linked to Muslim women being deemed the ‘visible other’ within the 

classroom. 

 

It was kind of like, this is what British people are, and if you don't fall 

in line with this, then you’re not British… It just felt a bit weird a bit 

and a bit odd really, [it] was the most bizarre thing to me, and we had 

the loads of lessons on it and loads of like, and kind of boards and 

billboards… 

-  Tahirah, HE student, focus group 2. 

 

I argue that Tahirah was suggesting that she is hesitant of criticising FBV in her 

setting. Particularly as she stated that “if you don’t fall all line with this, then you’re 

not British”, implying that FBV anyone who may fall outside of the scope of the 

supposed British values, is not deemed to be British. Furthermore, Breen and Meer 

(2019) warned that if Muslims misalign with these values, they are cast as at risk of 

extremism. I argue that if FBV go undebated and uncriticised, and are also portrayed 
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as compulsory, it entails that students must abide and agree with them, or risk 

suspicion. Furthermore, I suggest that if FBV are questioned by Muslim students, 

this is oft accompanied by suspicion under a particular CVE guise. For Muslim 

women, this suspicion could be furthered, particularly if they wore the headscarf, as 

this came with the perceived risk of radicalisation, as mentioned previously. It could 

also be argued that Tahirah’s extract demonstrates how FBV are carried out in FE 

settings and below, as they are required to follow the Prevent Duty which included 

promoting and implementing FBV (Educate Against Hate, 2021). It is important to 

note here that none of the Muslim women mentioned FBV in relation to university. It 

was mostly discussed in reference to school, sixth form or college (FE settings or 

below). It could be argued that this is due to universities not being required to 

promote FBV within their curriculum (HM Government, 2015b). Other participants 

within this research noted how their ‘Britishness’ as a Muslim woman was 

questioned when the topic of FBV arose in classrooms: 

 

I think since primary school, even so now, in sixth form, not as much 

primary, but like British values were suddenly everywhere… I went 

to a very much multicultural primary school, secondary school and 

currently sixth form school and the British values were taught to us to 

be like “yeah, guys, we're British, we're all British”, you know, “we're 

all in it together”, but really, it doesn't really feel like that. 

-  Sameera, FE student, focus group 3. 

 

The second British values came up, it was instantly like eyes on the 

two headscarf women in the room, like as if we don't know what 

British values mean. Like am I British? Am I not British? I was born 

here, thank you. Like, I am British! 

- Zainab, FE student, focus group 4. 
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The thing is for me, although I'm British, I would say that people me, 

the way I look, isn't British. So, although I would be taught these, let's 

just say I wouldn't feel like I could relate to them directly simply 

because I don't look stereotypically, what a British person would look 

like. 

- Nadia, HE student, focus group 2. 

 

It's like they have to overexpose us to this idea so that we know what, 

like [what] British people are, as if I, if I don't know what [it] is to be 

British! 

- Laila, FE student, focus group 1. 

 

Basically, I think they're trying to say like you know, now you're 

here, this is how you have to act sort of even though most of us, most 

of us are British, but we just don't look it. So yeah, it's not targeting 

the people that look British. It's the people that don't. 

- Iqra, HE student, focus group 4. 

 

The above extracts demonstrate how the Muslim women within this research 

recognise that when FBV are discussed, particularly in relation to tolerance, they feel 

increasingly monitored and judged. I argue that the Muslim women were made to 

feel like the visible other in education, as FBV are another site for suspicion for 

them. The women felt the ‘British’ label is often not assigned to them. Similarly, 

Habib (2018) suggested that FBV has placed Muslims under constant surveillance, 

resulting in pressure to show conformity or acceptance to FBV. This research 

demonstrates that not only do Muslim women feel increasingly aware of this 

surveillance through the FBV discourse and are thus monitored, but they also feel 

excluded from discussions concerning FBV. As Sameera noted she felt that they are 
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not “all in it together”. Zainab and Nadia both discussed how they feel they had to 

justify or prove their ‘Britishness’. “I was born here” was Zainab’s statement in 

reaction to her peers looking at her and another woman who wore a headscarf in the 

classroom. Her statement suggested that her peers questioned her, due to her being a 

visible Muslim woman.  

 

Nadia also mentioned how she believed the way she looked “isn’t British” and how 

this attracted suspicion surrounding her when FBV were discussed in the classroom. 

Nadia also noted how her experience of being a visible Muslim woman disproves 

that “tolerance of different faith and beliefs” should be considered a ‘British’ value. 

She and others in her community had not experienced this tolerance from wider 

society or in the educational system. The women also asked what is so specifically 

‘British’ about FBV? This line of argument is furthered as Laila stated that she 

believed FBV to be specifically for racialised communities, as she suggested that 

most White people have not been exposed to FBV as much as she had. From Laila’s 

statement, it was clear that FBV have been constructed for racialised people in order 

to present White ‘British’ values as superior and aims to assimilate the Muslim other 

(Richardson & Bolloten, 2015). Therefore, I argue that FBV add another 

surveillance site to invite suspicion and marginalisation upon the women in 

education, resulting in the women being deemed the ‘visible other’.  

 

 

 

Sub-theme: Difference in treatment of non-racialised students  
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Many of the Muslim women discussed how the difference of treatment between 

them and non-racialised students was evident within their educational setting. This 

usually concerned issues surrounding being monitored in relation to CVE concerns. 

There was a general sense amongst the women that they were often treated more 

harshly or with more suspicion than other students, due to them being Muslim 

women. Through a CRF lens, it was clear to see how Whiteness was functioning 

within the women’s educational settings. For instance, the Muslim women are 

deemed ‘Others’ in their majority White settings in relation to the Islamophobia that 

they experience, in particular gendered Islamophobia (Mills, 1997). Several of the 

Muslim women students spoke to this issue: 

 

…my friends thought it would be funny to Google like ISIS and all of 

that into my computer. And I found it funny, but yeah, so they did. 

And then the next day, the guidance counsellor or like, you know, that 

type of teacher that looks out for people, she liked targeted me among 

other hijabi friends, like why we were Googling terrorism, why and 

like in a weird kind of accused [way] as well. But I feel like, I know 

that like a couple other kids in my class, they were all White boys 

like, not not Muslim at all. And they Googled it as a joke, but it was 

fine for them. Like they didn't get a talk or anything. 

- Indah, HE student, focus group 3. 

 

How you're behaving in class… I feel like it's a bit closely monitored. 

More than what? Perhaps someone who sits next to me, who isn't a 

Muslim woman is saying or doing. I have to be very wary of what I 

say.  

- Laila, FE student, one-to-one interview. 
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During the focus group, Indah described how she had an encounter with a 

safeguarding member of staff that led her to question if she has been stereotyped and 

suspicioned, due to her being a Muslim woman. She noted how her and her hijabi 

friends were targeted and questioned by staff in their educational setting. However, 

the “White boys” in her class, who were also searching the internet for similar 

topics, were not. Because of this, it led Indah to ponder if the only reason her and her 

Muslim friends were spoken to was because they were seen as vulnerable to 

radicalisation, and the White boys in her class were not. Indeed, Brown (2020, 

p.124) discussed how Muslim girls are viewed by policymakers and the media as 

more ‘easily seduced’ by online activities. It was evident that the staff member who 

was alerted to the Muslim women’s searches online, could have been under this 

impression and viewed the Muslim women students as more vulnerable than the 

White boys. A case from The People’s Review of Prevent (2022) also demonstrated 

this difference of treatment of racialised students. They highlighted how a young 

Muslim boy and his family had been questioned by police because of his comments 

that were later found out to be from the game Fortnite. The boy’s parents stated that 

he would not have been questioned if he was a White, non-Muslim boy (The 

People’s Review of Prevent, 2022). Of course, this is not to say that incidents of 

searching possible terrorist content online should not be further investigated. Rather 

that there should be a clear distinction of whether the young people are simply 

testing boundaries, than to securitise and place suspicion upon Muslim students at 

first instance. Ali (2020) further stated that Prevent should be seen as having 

racialised borders, due to constructing Muslim bodies as risky, and the ignorance of 

the threat from right-wing extremism demonstrates this. It appears non-racialised 
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students are afforded this luxury of being cast as testing boundaries or being 

inquisitive, rather than being suspicioned through a CVE lens.  

 

Laila also made a clear distinction between herself, a Muslim woman, and those in 

her class who do not identify as a Muslim woman. She made this distinction as she 

suggested that she is more monitored by her teachers due to her being a Muslim 

woman. Laila therefore alters her behaviour and self-censors accordingly. Muslim 

women are often constructed as the exotic, veiled ‘other’, whilst simultaneously 

being deemed dangerous and/or threatening (Perry, 2014). This binary surrounding 

Muslim women is clear within the participants stories and how they have been 

subject to Prevent, in particular through the secular-Western lens of being viewed as 

oppressed and a security threat (Connah, 2021; Mirza & Meetoo, 2018). This 

difference in treatment of non-Muslim students and surveillance was also true in 

Ameera’s story, which is detailed below. 

 

Ameera’s Story: 

 

I actually encountered one of the most extreme ends of the stick. So, I 

must have been in secondary school, and I must have made like an 

outlandish comment about how I was going to set fire to the school. 

Obviously, that would be a normal comment to like any other student 

to make, but because I was wearing a scarf (headscarf), and this was 

like kind of post when there was a lot of terrorists like activity going 

on in the UK. I remember, the police actually got called in to my 

school and had a sit-down conversation with me about 

counterterrorism. So, they were trying to ask me, like, have you got 

plans to go abroad? Have you got plans to, you know, to be going 

joining places, like they were asking me very extreme questions. And 
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the fact I was like 14 at the time, 13, I didn't understand why what I'd 

said was such a big deal. So, then I came to the realisation that 

because I wear a scarf on my head, because I wear my headscarf and 

it does show that I'm part of religion, it does give some people, like a 

rhetoric about me, even though they don't know me as a person, 

especially when stuff is going on in the world. Then it'll be more like 

more frightening to wear at the end of the day… I was only like, year 

eight. I was kind of shocked, but I was also kind of amused 'cause I 

was like, what is all this for 'cause it's something that you don't 

expect. You don't expect to be sitting in an RE [lesson] and then 

getting pulled out and then having a sit down with two officers and 

telling you, like, this is a warning, you know, like to say, stuff like 

that again. Even though a girl who's sitting next to you with, like, a 

blonde ponytail could say the same thing, and the teacher [would] 

probably scoff and act like she didn't hear anything. So, it's like, 

obviously it was amusing. By the same time, it was very scary in the 

sense that I had, I was being confronted by police over the most 

innocent joke to me.  

- Ameera, HE student, focus group 4. 

 

Ameera’s story highlighted how her “innocent joke” ultimately led to her being 

questioned by the police. Despite Ameera’s story recalling an experience outside of 

an FE or HE setting, I argue that the implications of her story have continued to 

impact her. For example, Ameera’s story was in reply to being asked how CT 

rhetoric or strategies have impacted upon Ameera’s everyday life as a Muslim 

woman. Despite Ameera herself recognising that it was an “outlandish comment”, 

she did not expect to be spoken to by police. I argue that she was suspicioned in this 

way due to her being a Muslim woman.  

 

 



 232 

 

It was clear in her story how the teacher’s decision to flag Ameera’s comment was a 

result of the stereotype that links Muslim women to potential security threats 

(Rashid, 2016a). Here, Ameera was attempting to call out the mistaken link between 

her wearing a headscarf and being a visibly Muslim woman and her perceived risk to 

radicalisation.  

 

As a result of Ameera being questioned by police, she noted the possible difference 

of treatment by her teachers between her and a non-racialised student. She stated, “a 

girl with a blonde ponytail”. I argue here that Ameera proposed that the teacher 

would have regarded similar comments made by a non-racialised student as not 

concerning and would have been passive to their comments. Whereas Ameera, a 

visible Muslim woman, was flagged due to her comments and judged based upon her 

being a possible physical threat (Lockley-Scott, 2020). Ameera’s recollection of her 

Prevent-like incident is much like Indah’s story of being flagged for searching 

certain terms on the internet. In both women’s stories, they pay reference to the 

difference of treatment of non-racialised students. For Indah, this was what 

happened, as the White boys in her class did not receive any judgement. And for 

Ameera, it was the perceived notion of her teacher being passive to a non-racialised 

student’s comments. Therefore, the Muslim women in this study believe that non-

racialised students are afforded more leniency when it concerns ‘jokes’ or 

researching content within the classroom.  

 

Ameera’s comments led to her being spoken to by police in school and having “very 

extreme questions” put to her about her possible intentions to travel abroad. 
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Travelling abroad is something that Ameera never previously commented on nor 

joked about. However, this line of questioning by the police was similar to that seen 

within the ‘Prevent Tragedies’ 2014 initiative (discussed in chapter 3). The initiative 

concerned young Muslim women travelling from the UK to Syria (Andrews, 2020a). 

Ameera illustrated the association of her innocent joke and her being perceived to be 

threatening or at risk by her teacher. Ameera had little knowledge of Prevent. 

However, she experienced an encounter with Prevent-type questioning that 

suggested that she was under the suspicion of possible radicalisation, and that she 

may have potential plans to travel abroad due to her comment and her being a visible 

Muslim woman. The reality of Ameera not having much knowledge surrounding 

Prevent, yet still experienced the strategy, harbours the question of why she was not 

notified that the police were speaking to her for possible CT issues. Furthermore, as 

Ameera stated that she was 13-14 years old at the time of the police questioning her, 

it was unclear if she had an appropriate adult with her in accordance with PACE 

1984 (Home Office, 1985). It was highlighted in a case deriving from The People’s 

Review of Prevent (2022, p.69) that interviews under Prevent are not utilised for a 

criminal offence and ‘therefore not governed by PACE’. The pre-existing evidence 

and Ameera’s case suggest that those under 18 can be questioned by police without 

an adult present. This contributes to the wider questioning of how Prevent is often 

labelled as safeguarding (this is further analysed in chapter 8), when the safeguards 

that are usually afforded to children are not present (The People’s Review of 

Prevent, 2022). Ameera’s story is very similar to one recently reported by Prevent 

Watch (2024), in which a parent detailed how their child was referred to Prevent for 

a similar comment. Within Ameera’s case, she also noted how this was not an 

isolated incident, and unfortunately the repercussions of being flagged on the system 
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once, followed her throughout her time at her educational setting. She told of being 

removed from her class at a later date to explain again why she had searched certain 

terms surrounding radicalisation and Islamophobia. This finding of Muslim women 

facing repercussions in relation to what they research in education is similar to what 

Guest et al. (2020) found. They stated that students are discouraged from researching 

Islam, particularly when it concerns terrorism (Guest et al., 2020). Therefore, as 

stated above, the space for freely and safely researching and debating religion is 

being limited, particularly for Muslim students (Saeed and Johnson, 2016). I argue 

that Ameera’s story demonstrates the racialisation that she experienced as a Muslim 

woman within education, validated by the Prevent strategy.  

 

Laila’s story below highlighted the pervasiveness of Prevent within education. Laila 

recounted how she was researching for her project on Islamophobia and how this 

was flagged by her educational setting.  

 

Laila’s Story: 

 

I did [a project] last year on the, coincidentally it was on 

Islamophobia. And obviously when you start researching for that, 

there is something, some rabbit holes that you go into and I got 

flagged up a few times where the system and I…I was little bit, I was 

a bit like it, felt so surreal to me. I was like, I'm not searching 

anything wrong. It was to do with like radicalisation and how to 

change perceptions. But nothing I was searching necessarily was bad, 

but I had to like I had to plead my case to the ICT and be like, look, 

I'm doing my [project]... Please stop plugging me up in your 

system…I feel singled out, especially last year, like constantly having 

to leave the classroom to explain why I'd searched a certain term on 

Google. It makes you feel a bit like an outsider. Like I keep having to 
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leave to explain this, to explain that everyone's just like everyone's 

really confused as well, and you keep having to explain yourself. It's 

just a very awkward and embarrassing situation, I think.  

– Laila, FE student, one-to-one interview. 

 

Laila expressed how she felt embarrassed and singled out by the situation that led to 

her having to justify why and what she was searching. Laila also said: “as a Muslim 

woman, sometimes I feel like maybe that's just for me, just for my purpose”, in 

relation to her educational setting’s IT department being alerted to certain searches. I 

argue that this statement was in reference to other students not being treated the 

same. A non-racialised student who may have been researching similar things may 

have been flagged on the system, but not followed up or questioned. As seen within 

other participants stories, the feeling of being treated differently due to being a 

visible Muslim woman was often discussed alongside how their teachers react to 

their comments and/or actions that the Muslim women do not deem to be worthy of 

their suspicion. Spiller et al. (2017) noted that the dubiousness of Prevent training 

has led to lecturers being unsure of when a line is crossed, particularly in terms of 

the unclear definition of extremism. Prevent WRAP training is analysed in relation 

to the educator participants within this study in chapter 8. Therefore, this uncertain 

training support from Prevent that is delivered to staff has resulted in untrained 

individuals monitoring students.  

 

Furthermore, some of the women also discussed how rhetoric surrounding 

radicalisation and terrorism in the classroom often made them, as Muslim women, 

feel uncomfortable: 
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…if a teacher saw a hijab young Muslim girl, right, and they saw 

these traits, [it’s] kind of messed up that they think radicalisation. 

Because if they were to see a White boy doing the same type of thing 

while most of the [teachers] they'll think like depression and that. And 

it's just kind of unfair to not get that same treatment to Muslim girls 

or Muslim boys.  

- Indah, HE student, focus group 3. 

 

And then the teacher herself she like pointed out, between the 

difference between… this brown boy would obviously more likely be 

radicalised than this White boy. 

- Safa, HE student, focus group 1. 

 

Indah and Safa both referenced how teachers within their educational setting 

discussed radicalisation or terrorism in association with Islam or Muslims. For 

Indah, she noted how the possible signs of radicalisation that we previously 

discussed together in the focus group, would bring further suspicion upon Muslim 

students in education. She made the comparison of a “White boy” displaying similar 

behaviour may be deemed as a 'sign’ of radicalisation, but that they could be 

regarded as mental health issues rather than a CVE issue. For Safa, it was the 

frustration at the connection between a “brown boy” and radicalisation in 

comparison to a “White boy”. The People’s Review of Prevent (2022) also paid 

attention to these issues. They found that those associated with right-wing extremism 

are often identified as having mental health issues, compared to those with Islamist 

concerns, that are regarded as riskier and more political (The People’s Review of 

Prevent, 2022). Those referred to Prevent with right-wing extremism concerns are 

more likely to be young males (Home Office, 2023b). Ethnicity is not recorded in 

Prevent referrals despite criticism for not doing so, this was discussed within chapter 
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2 (Child Rights International Network, 2022). Therefore, I argue that gendered 

Islamophobia, that is perpetuated by Prevent, has furthered the association between 

Muslim women students and possible radicalisation.  

 

 

Sub-theme: Homogenisation of Muslim Women & Essentialist thinking 

 

I argue that the homogenisation of Muslim women is another avenue of gendered 

Islamophobia that has occurred through the Prevent strategy. It has particularly 

materialised through the restriction of political agency and expression for Muslim 

women in educational spaces (Ayotte & Husain 2005). It became clear that some of 

the Muslim women students believed that they were targeted by the Prevent strategy 

due to their perceived submissiveness: 

 

I think the way this was worded was so like arrogant in the sense of 

like ‘Muslim women’. That is such a broad term to use because 

honestly, woman, you know, the other two girls on this call are 

Muslim women and we speak perfect English.  

- Safa, HE student, focus group 1. 

 

I think it's because women are generally seen as more like submissive 

and like, you know, approachable. So, I think if they think ohh if we 

can have these Muslim women integrate sooner or later, the man will 

follow on because, you know, that's people's mothers, that's people's 

wives. So… they think that if women were to integrate more or be 

more influential in general.  

- Indah, HE student, one-to-one interview. 
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As Safa noted, she was unhappy with how the government use the term ‘Muslim 

women’, as though they are a homogenous group that have the same identities. She 

discussed this in reference to David Cameron’s comments concerning Muslim 

women needing to learn the English language, as discussed in chapter 3. In CVE 

efforts, like Prevent, there is a tendency to treat Muslim women as a category that is 

homogenous. Often policy ignores the intricacies in Muslim women’s lives, from 

their age to their ethnicity, or their social class (Selod & Embrick, 2013).  

 

For Indah, she noted how as a Muslim woman, she is often a target for essentialist 

thinking. I argue this essentialism is aimed at Muslim women through Prevent by the 

denial of the intersecting identities of the women. Prevent has helped create the 

image of the Muslim women as one who is maternal, and peace keeps within their 

families and communities. This has resulted in this gendered, racialised role in 

Prevent as mothers or caregivers, a group who are innately peaceful and maternal 

(Satterthwaite & Huckerby, 2013). Other research also refers to the state assuming 

that women’s roles are purely maternal to promote peacefulness and argue that this 

‘motherwork’ that is carried out in homes and communities, is the priority for 

governments that reinforce this ‘maternalistic logic’ that can be seen within Prevent 

(Gentry, 2009; Satterthwaite & Huckerby, 2013, p.41). Therefore, CVE strategies, 

such as Prevent, have reinforced gendered essentialisms by assuming that men are 

more inherently violent, and that women are able to prevent male violence through 

peacefulness and community work (White, 2022). I argue that gendered 

Islamophobia has permeated through the Prevent strategy, with the use of these 

gendered essentialisms surrounding Muslim women. 
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Varied experiences of FE students and HE students 

 

Above, I analysed how the final theme of ‘gendered Islamophobia’ from the young 

Muslim women was highly relevant to the topic of Prevent in post-16 education. 

Within this section, I analyse insights regarding how the empirical data collected can 

be discussed in relation to the varying experiences between the groups (FE students 

and HE students) that were interviewed. First, is how the different students perceive 

FBV, with many FE students discussing the optics of FBV. And secondly, I detail 

the women’s diversity of location, and how some of the HE students felt more 

comfortable at multicultural universities.  

 

 

FBV in FE and HE 

 

 

A difference found between FE students and HE students was that of how the 

Muslim women experience and encounter FBV.  As discussed in chapter 7, it was 

mostly FE Muslim women students who noted the disturbing optics of FBV within 

their educational settings. This was either in the form of posters or display boards 

that detailed FBV, found in corridors and classrooms. Indeed, other studies have also 

found that the optics of FBV occur in these kinds of settings in similar ways (James, 

2022; Moncrieffe & Moncrieffe, 2019; Richardson and Bolloten, 2015). When some 

of the HE students discussed FBV, it was mostly in relation to how they had 

perceived the values in FE or below, for example in school. I argued that this could 

be due to FBV being a requirement for FE settings and below, as FBV are not 

required to be promoted or taught in HE (HM Government, 2015b). I therefore found 
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that the HE Muslim women students in this study rarely experience FBV within 

universities. This also relates to the sub-theme of ‘staff and lack of support’ 

discussed in chapter 5. HE students in this study had fewer negative experiences as 

Muslim women in university compared to lower levels of education, the exclusion of 

FBV in HE could be part of this reason why.  

 

 

Diversity of Location 

 

 

The Muslim women students in this study also spoke to the fact that they feel more 

comfortable and more supported when their educational setting is diverse and 

multicultural, most noted this in relation to HE. Within this section, I analyse more 

empirical data directly relating to the diversity of location as this has not yet been 

discussed in this thesis. For Safa, she noted how being from a working-class 

background and being a Muslim girl. From this, she felt ‘watched’ in a White-

majority lower-level educational setting: 

 

I was like [one of] five Asian people there and I'd come from 

a different school. And, you know, I was like, on free school 

meals and things like that… you could definitely feel when 

people like, you know, you'd walk into the classroom, I'd be 

one of the only girls. And I'd be the only Muslim girl. 

- Safa, HE student, focus group 1. 
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And then when I got to secondary [school], it was majority 

White students. So like, I felt like I couldn't be understood 

properly… 

- Indah, HE student, focus group 3. 

 

In a predominantly White sixth form, it is controversial, but in 

your own household or at a protest, it's an open 

discussion…considering Israel. 

- Zainab, FE student, focus croup 4. 

 

CRF is key in examining this interplay of racialisation and social class within Safa’s 

educational experiences as a Muslim woman. For instance, class should not be 

identified alone in Safa’s quote, without also paying attention to her being a 

racialised Muslim woman. Safa discussed how being on free school meals, 

insinuating her working-class background, and her being a minority within her new 

educational setting, made her feel “watched” by her peers and staff. I suggest that 

for Safa, her being one of the only Muslim women in her educational setting made 

her feel isolated and thus a lack of community. Safa further shared with me that her 

secondary school was “way more diverse” and thus did not feel as “watched”. 

However, she also noted that she still felt watched by teachers due to her being a 

visible Muslim woman. Indah shared these sentiments, she noted how when she 

attended a White majority school, she lacked confidence in being a visible Muslim 

woman, with feelings of being misunderstood. Much like Brown and Saeed’s (2015) 

study which found that Muslim women identities are often restricted in education by 

the security discourses that follow them. Some of the FE Muslim women students 
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concerns surrounded teacher stereotypes and feeling unsupported in their educational 

settings. Whilst other HE Muslim women students noted how they felt that 

university did support them as Muslim students, and had fewer negative experiences 

in university compared to secondary school and college: 

 

Ameera’s story: 

 

Personally, I feel like throughout primary school, secondary school 

and college, anything to do with the Islamophobia was taken as a 

joke. I thought like anything that's ever said or said in retaliation is 

always just a joke, like I've had some of the most racist things that 

people can even imagine said to me. I've had people pull off my scarf. 

I've had people call me, you know, Jihadi John, like I've had all sides 

of the spectrum and I feel like, schools never take Islamophobia 

seriously, because I feel like institutions are already built to favour 

some students over others. And obviously me specifically, when I 

went to a White British school, it was not really a thing where I felt 

like I was in a space where I was protected or supported in any way... 

And I feel like now at university… I feel like they do have a lot of 

support systems out there for anything like this. I don't think they'll 

take it as lightly as you know, my college, my high school as well, 

and my primary school. Even like I feel like as a university, an 

institution, it will take a lot more seriously than, you know, high 

school. 

- Ameera, HE student, focus group 4. 

 

Ameera recounted how she experienced serious Islamophobic incidents within 

school, including people forcibly removing her headscarf and being called a terrorist. 

She noted how she attended a majority White British school, because of this she said 

Islamophobia was not taken seriously and it was clear that the schools favoured 
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White students. Her feelings on being unprotected and unsupported by her school 

suggested that she was uncomfortable with showing her Muslim identity, and was 

aware of the racialisation that came with being a visible Muslim woman (Winter et 

al., 2021). She discussed how now she is at university she feels that they would take 

Islamophobic incidents more seriously. 

 

I didn’t feel support previously [at school], but now I do believe I am 

getting a lot more support than I did before. 

- Ameera, HE student, focus group 4. 

 

This could suggest that if the Muslim women feel more supported in their 

educational environment, which in this study, is more likely to be at university, then 

the women are more likely to express themselves and their Muslim identity more 

comfortably. Many noted they felt more supported due to university being more 

diverse. I argue that the Muslim women in this study feel that the diversity of their 

educational setting is important in their development as young Muslim women in 

education and increases their confidence particularly when it comes to issues of 

Islamophobia. I therefore suggest that the Prevent strategy encourages the 

securitisation of Muslim women students and that this could be more prevalent in 

majority-White educational settings, as the women spoke to the fact that they feel 

less monitored when they are not the minority.  

 

 

Conclusion 
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This chapter has discussed the analysis of the final theme of ‘gendered 

Islamophobia’ and uncovered the feelings of the Muslim women in relation to how 

educational staff and peers treat them. I argued that the Muslim women students 

have been suspicioned by both staff and peers within educational spaces. I stated that 

it is important to recognise that this gendered Islamophobia does not exist in a 

vacuum and that many other factors such as the media and public rhetoric play a role 

in this also. However, I found that Prevent has furthered and encouraged the 

suspicion and monitoring aimed at Muslim women in educational settings. This 

therefore contributed to the gendered Islamophobia that is enabled through Prevent, 

this furthering of suspicion also demonstrated the gendered and racialised impact of 

Prevent. I also detailed the varied experiences of the FE women students and the HE 

women students. I argued that the differences between the two groups predominately 

concerned FBV and how they were experienced slightly differently between the two 

groups of students. A commonality between both sets of students was the issue of 

the diversity of location, which mattered greatly to both FE and HE students.  

 

Chapters 5, 6 and 7 have situated the three key themes relating to Muslim women 

amidst the literature, to explore possible ways that the Muslim women’s perceptions 

can be interpreted and to demonstrate how Prevent operates as a gendered, racial 

project. Within the next chapter, I analyse the empirical data from the post-16 

educators within this study, with themes including: ‘Prevent is counterproductive’, 

‘is Prevent safeguarding?’ and ‘Prevent Training is inadequate’.  
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Chapter 8: “It's almost a bit like your MI5”: 

Educators’ experiences and perceptions of the 

Prevent Duty 
 

 

This empirical data chapter analyses post-16 educators’ stories and experiences 

surrounding their Prevent Duty. The third research question of this thesis is ‘how 

post-16 educators perceive their duty to Prevent within education’, is analysed 

within this chapter. The purpose of interviewing educators alongside speaking to 

Muslim women students in focus groups and interviews was to address the gap in 

knowledge and understanding of how Prevent operates specifically within the UK’s 

post-16 education sector, and how it affects both staff and students. The sector 

combined appears to have been largely ignored by policy makers in relation to 

Prevent, particularly when it concerns both staff and student opinion together. Again, 

this thesis focuses upon both FE and HE has they are both named within the 

government Prevent reviews as areas for improvement, and that they are rarely 

considered together. By considering the two together, I demonstrate how Prevent has 

impacted upon not only the Muslim women that are aged between 16-25, but of the 

educators that teach this demographic too. Considering the existing research in the 

area of Prevent in education (Bryan, 2017; Busher et al., 2019; Guest et al., 2020; 

Moffat and Gerard, 2019), this study captures the most recent trends of Prevent. It is 

one of few to provide an opportunity for FE and HE educators alike, to reveal their 

thoughts surrounding the Prevent Duty. From the thematic analysis, the key themes 

that were most prominent within the data were: 

 

1. Prevent is counterproductive 
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2. Is Prevent safeguarding?  

3. Prevent Training is inadequate  

4. Alternatives to Prevent? 

 

Within these themes are sub-themes that elaborate on the educators’ thoughts 

towards the Prevent Duty in post-16 education. Towards the end of this chapter, the 

diversity of experiences are focused upon concerning the FE and HE educators, and 

that of the students and educators.  

 

 

Prevent is Counterproductive 

 

In the following section, I examine how the ‘Prevent Duty’ is perceived by the 

educators’ within this study, and ultimately how Prevent is deemed 

counterproductive through the shutting down of debate within classrooms. Firstly, it 

is important to outline here what is meant by ‘counterproductive’. As noted in 

chapter 3, the UN stated that Prevent may be ‘promoting extremism rather than 

countering it’ due to stigmatising and alienating ‘segments of the population’, 

therefore Prevent is counterproductive as it is not preventing extremism, but could be 

promoting it (United Nations, 2016, p.1). From my interviews with educator 

participants, Prevent was perceived to be counterproductive. This finding highlighted 

the negative perceptions surrounding the Prevent Duty. I found that the educators 

believed that the Prevent Duty negatively impacted upon debates and discussions 

within the classroom. I suggest that Prevent could be counterproductive as the 

strategy relies upon educators referring students on the basis of possible 
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radicalisation. If a student does not engage with debate out of fear of being referred 

to Prevent- how can Prevent pick up on these cases? Most of the educators within 

this research further indicated that they hold critical views of their Prevent Duty. The 

policy remains controversial amongst educators, reflecting other research within this 

area (Bryan, 2017; James, 2022; Moffat & Gerard, 2019; Spiller et al., 2017). Views 

or beliefs that educators hold about how Prevent can be considered 

counterproductive have been sorted into different sub-themes that were also 

identified in the literature and analysed below: 1) ‘British’ or ‘universal’ values?, 

concerning the Fundamental British Values (FBV) aspect of Prevent and, 2) the 

reluctance of educators to make referrals to Prevent (Faure Walker, 2021; The 

People’s Review of Prevent, 2022; Sabir, 2023).  

 

It was evident through the data obtained within this study that the educators 

considered Prevent to be counter-productive through the silencing of debate within 

post-16 education, and how ideas cannot be challenged freely therefore driving 

opinions further underground. This finding coincided with studies that also suggest 

the counterproductivity within Prevent. These include Faure Walker (2021), Open 

Society Justice Initiative (2016) and Saeed & Johnson (2016). The negative feelings 

towards Prevent in relation to the strategy being counterproductive, were highlighted 

by Carl and Jason. They recalled that:  

 

I have been informed by students on that it [Prevent], that it 

makes them think twice specifically as students from religious 

minorities… feeling uncomfortable because they feel like 

they're surveilled as a, as a minority, and I haven't had that 

much information and kind of in indirect ways so people 
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haven't come to me and say, well, in such and such an instance 

this… I think it's more of an atmosphere. 

 – Carl, HE educator 

 

…It is often used to try and limit what kind of issues can be 

discussed in the classroom and as an A-level politics teacher 

that concerns me. You know, I think we should be 

encouraging our students to critique and to ask critical 

questions.  

– Jason, FE educator 

 

Within Carl’s quote, he expressed that he was aware that students from religious 

minority backgrounds feel more wary about mentioning or discussing certain issues 

due to fears about possibly being surveilled by staff, therefore creating an 

“atmosphere”. He implied that due to this “atmosphere”, the students from religious 

minority backgrounds were aware that they could be reported to Prevent for what 

they say or do, and that this has resulted in students self-censoring their behaviour. 

Such an atmosphere of surveillance could suggest that students disengage from 

debates or discussions around sensitive topics. This finding from Carl suggesting 

that there was an atmosphere of surveillance, is consistent with that of Zempi and 

Tripli’s (2023) study. They found that university students self-censor their beliefs 

and opinions (Zempi & Tripli, 2023). Carl further reflected on this atmosphere that 

he believes Prevent has created: “I would really like to support my students in not 

being terrorists. I guess, but I don't, I don't see that the Prevent duty does that”. Carl 

stated that “It’s [Prevent] not really doing what’s intended”. He felt as though 

Prevent was not preventing terrorism, rather the strategy was creating an 

“atmosphere” where students are “feeling uncomfortable”. This finding from Carl 

suggesting the silencing of students is consistent with Faure Walker’s (2021) 
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findings. Faure Walker (2021, p.10) described how Prevent shuts down classroom 

debates rather than promoting debate, resulting in silencing and denying students the 

opportunity to debate which can be ‘vital to the moderation’ of views. Breen-Smyth 

(2013) and Saeed and Johnson’s (2016) finding of ‘quietism’ amongst students and 

students being securitised are echoed within Jason’s statement also. Therefore, 

Prevent being deemed counterproductive is highlighted in Carl’s story as he 

suggested students self-censoring and thus, the moderation of views does not occur. 

 

Within Jason’s comment, he recognised that there is an ongoing debate about 

whether Prevent is considered safeguarding or whether the policy “prevents 

discussions” (see later in the chapter for the theme on safeguarding). He expressed 

that he believes in the latter, that Prevent is used to “limit” certain issues within the 

classroom. Guest et al. (2020) also argue that Prevent discourages free speech in 

education and that both students and staff self-censor to avoid suspicion and difficult 

conversations. The views expressed by Carl and Jason are in line with the findings 

from Guest et al. (2020) study, they suggest that Prevent serves to silence and self-

censor both staff and students, so that difficult or sensitive topics are not discussed. 

It is evident how this can be considered as Prevent being deemed counterproductive, 

as the silencing of debate within classrooms can drive opinions further underground, 

rather than challenged openly. Jason also asserted that we should be allowing 

students to ask critical questions and critique each other’s opinions. Jason told me: “I 

think it's important that those who have different points of view on things like 

immigration, feel that they can actually express those views without being 

completely shut down”. This quotation suggests that Jason believed that the 

moderation of views on immigration is vital in challenging possibly problematic 
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opinions, without students being fearful of being reported to Prevent or being “shut 

down” by staff or others in the classroom. This idea of allowing students to openly 

debate, was similarly found by The Open Justice Society’s (2016) report. The report 

detailed how it is necessary for students to have the opportunity to debate within 

education to moderate views and avoid alienation of students (The Open Justice 

Society, 2016). It was also clear that the educator participants believed that students 

are continuously and constantly viewed under a suspicious lens within the 

classroom, rather than creating an environment in which students feel comfortable to 

discuss issues (Heath-Kelly & Strausz 2019; Rodrigo Jusué 2022).  

 

Furthermore, Jason also criticised the Department for Education’s (2022) guidance 

on ‘political impartiality’:  

 

I think alongside with the political impartiality in schools. I 

feel that we're quite limited in in what we can discuss 

sometimes in the classroom, especially when there's big issues 

like racism, climate change… like policies like, you know, 

around immigration at the moment. You know, it feels that 

where were discouraged from criticising the government on 

these issues…I have to implement Prevent in the classroom, 

but because of, you know, the DfE guidance on political 

impartiality in the classroom, I can't talk about or I can't 

openly criticise the government for using dehumanising 

language around immigrants, you know, that's the bind. I think 

a lot of teachers are in. So, on the one hand, yeah, we’re 

encouraged to report students if they talk about swarms of 

immigrants crossing the channel and none of my students say 

that by the way, but I can't criticise government ministers 
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saying the exact same thing you know on Twitter or, you 

know, after leaving no.10, Downing Street and so on.  

– Jason, FE educator 

 

Here, Jason discussed how Prevent appears to hold educators to a higher standard 

than that of the government. He believed that he would be expected to report similar 

rhetoric, like the government’s, to Prevent if it was expressed from his own students. 

Also, due to the political impartiality guidance, Jason felt as though he could not 

heavily criticise the UK government for using “dehumanising language”. Therefore, 

I suggest that there are also reservations here from Jason about what political 

impartiality actually is, particularly as it comes from government guidance. It was 

clear that Jason does not think highly of the political impartiality guidance, as he 

questions whether it prevents him or his students from discussing topics, particularly 

surrounding immigration. Jason discussed how the requirement to be politically 

impartial is a factor in the silencing of debate within classrooms. It was interesting to 

observe how educators perceive their duty to Prevent in relation to the new political 

impartiality guidance that was released by the Department for Education (2022). 

Although the Prevent Duty is a legal requirement that educational settings must 

abide by, the ‘political impartiality’ is simply guidance that is reinforced by other 

legal duties; including the Prevent Duty, Equality Act 2010 and the Human Rights 

Act 1998 (Department for Education, 2022). As a result of the political impartiality 

guidance, teachers did not have to alter their teaching from this official guidance. 

However, the National Education Union highlighted that there was ‘no need’ for the 

guidance as it confusing and could mean that teachers are ‘less likely to engage with 

political issues’ (Schools Week, 2022, p.1). It is important to note that the political 

impartiality guidance was only directed towards ‘all schools, including academies 
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and independent schools’ and that ‘it does not cover early years settings, 16 to 19 

academies, further education colleges or universities’ (Department for Education, 

2022, p.1). Although the guidance did not officially apply to Jason, as he did not 

work in a school, he nonetheless felt that it impacted upon his teaching by attempting 

to limit what educators can discuss within classrooms. This is particularly important 

as it underlined how lines can be blurred amongst 1) the Prevent Duty, 2) other 

official guidance, and 3) what they ultimately mean for post-16 educators. 

 

This silencing of debate was also found within Laura’s, Tim’s, and Jason’s quotes 

below. Within the discussion, I highlight how some educators have differing levels 

of confidence in terms of discussing certain topics in the classroom:  

 

It's the Islamic side that I really struggle with, largely because 

I'm not Islamic and I don't fully understand their culture…And 

so, I'm being a White, like nonreligious, possibly slightly 

Christian if anything person, then I don't really know how to 

deal with that… As I said, that's the training that we had was 

remind students what British values are and that those [that] 

aren't appropriate, shut the conversation down. Maybe if 

required, remove the student, and have a conversation with 

them and then check the well-being of all the learners in your 

room to make sure that they haven't been upset by that 

student's comments or remarks. But I don't, I don't necessarily 

agree that's the right way of dealing with it. And so, but to be 

honest, it's a bit like they [other staff] didn't really know 

either.  

-  Laura, FE educator 

 

It's not uncommon sometimes to hear opinions from students. 

Um, that may be critical of immigration, and I mean, I've had 
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to challenge like in the past week comments, for example, but 

I feel comfortable doing that. I don't think necessarily 

somebody expressing those views that they've heard from a 

parent, for example, means they're at high risk of 

radicalization. Um, you know, I feel confident of being able to 

challenge that and to have a discussion, not to, you know, 

admonish them in front of the class.  

-  Jason, FE educator 

 

I think I'm relatively good at my job in terms of creating an 

environment in which students feel comfortable to talk about 

those issues. But I can't say that when we talk about those 

issues, you know, is there a chilling effect in terms of how 

students perceive their own freedom of speech to speak in that 

environment? Um, yeah. I think in terms of higher education 

in universities, I think it's, again it for me as an educator 

would be less of an issue. I don't know how that plays out for 

the students, how they perceive it, I know it's much more of an 

issue [for students]. 

- Tim, HE educator 

 

Laura told of how she felt unequipped and uncomfortable teaching about Islam out 

of fear that she could get something wrong, and this also derived from a lack of 

efficient advice from her workplace. She expressed discomfort in discussing Islam. 

This suggests Laura had self-censored, particularly when teaching about religion as 

she did not want to upset or offend students or in turn result in students expressing 

opinions to her that she found difficult to deal with in terms of a possible Prevent 

referral. Moffat and Gerard (2019) argued that teachers within their study often 

avoided discussing or debating certain topics, due to limiting the chances of students 

potentially expressing views that they would then have to report through Prevent 
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(Ramsay, 2017). This could also be down to the lack of support available to staff 

surrounding advice on how to deal with certain topics. The statement from Laura 

reflected the difficulties she faces in terms of the inadequate Prevent training she 

received (which will be discussed later), but also that staff were told to “shut the 

conversation down” to prevent the student continuing to discuss an opinion that may 

or may not be “appropriate”. Laura also asserted that she does not agree with 

stopping a student from discussing what they wish nor removing them from the 

classroom. However, she suggested there is difficulty in knowing what the “right 

way to deal” with a student that may voice controversial opinions, and this was 

shared amongst staff in her setting. In CRF terms, we can view these “shut down” 

comments through a racialised lens. For instance, Laura was discussing her story 

within a White, non-religious context, therefore anything that falls outside of this 

scope is considered to be abnormal. It is evident here that Prevent’s racialised 

boundaries seep into the educators thoughts, resulting in White privilege in action 

(Bhopal, 2023).  

 

Laura’s statement is similar to Jason’s “shut down” comment discussed earlier; this 

requires further dissection. Both educators indicated that they are reluctant to prevent 

or remove students and/or comments that may be deemed controversial in the 

classroom. These comments also demonstrated that there is a lack of clear guidance 

given to staff across different educational settings. For example, Laura was 

specifically told to “shut the conversation down”. On the other hand, Jason and Tim 

told me that they felt confident and comfortable in challenging opinions and 

managing discussions. However, it was not clear if they also received guidance from 

their setting on possible controversial comments from students. Tim noted that he 
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understood that Prevent had more of an impact on students’ freedom of speech, than 

that of educators, like himself. It could be suggested that as Tim is a HE educator, he 

does not feel as legally bound to Prevent as Laura and Jason do, as they are both FE 

educators. Therefore, this could have impacted upon his own confidence levels when 

discussing sensitive topics in his classroom. Carl also told me that he felt confident 

discussing certain topics in university also, however he too shared that Prevent 

“makes students think twice” before speaking in the classroom. Therefore, the 

silencing of debate could be seen to be lesser in university settings as the educators 

feel less bound to the Prevent Duty. However, the HE educators in this study still 

expressed concern for their students’ freedom of speech within university.  

 

O’Donnell (2020) provides an account of how educators should deal with debates or 

comments that are deemed controversial. A crucial role of an educator is that when 

difficult topics arise, the educator is able ‘take it off the table temporarily’, or to 

‘flag’ a student’s comment that can be addressed at a later point out of ‘professional 

judgement’ (O’Donnell, 2020, p.145). Both Jason and Tim expressed that they are 

confident in being able to challenge students’ comments, thus using professional 

judgement. Whereas Laura feels as though the Prevent training that she received 

stops staff from using professional judgement and rather her setting suggested that 

staff should shut down a student and then also remind them of “British values”. 

O’Donnell (2020, p.146) observes that using ‘professional judgement’ allows for 

educators to challenge or explore certain statements made in the classroom. This 

difference in dealing with possible Prevent ‘issues’, reflects what Sjøen and Jore 

(2019, p.277) state as they suggest that “there are differences in approaches, most 

likely due to variations in confidence and experience among educators”.  
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Sub-theme: ‘British’ or ‘Universal’ Values? 

 

Laura’s above quote also touched upon “British values”, which are an aspect of the 

Prevent Duty. These fundamental British values (FBV) were discussed within 

chapter 3. Bolloten and Richardson (2015) and Crawford (2017) both highlight the 

negative impact that these ‘British values’ can have upon students. For example, 

constructing British White values as superior or constructing difference within 

Britain. It is particularly relevant to mention CRF here, as within FBV there are 

racialised undertones implemented within them, often favouring White British 

people. Within this research, the post-16 educators either indicated that ‘British 

values’ were vague, a negative aspect of their teaching life, or were simply ignored. 

When we discussed British values in education, the FE educators within this research 

noted that they were critical of FBV:  

 

They [OFSTED] were asking around about British values and, 

and it's reading off a script we expect from you to be teaching, 

but it doesn't really say, you know, what do they actually 

mean? … one of those things that isn't very easy, to just sort 

of reel off. Umm so I find it. I find it slightly unhelpful.  

– Lewis, FE educator 

 

I had an OFSTED style inspection. And they asked my 

students, my sociology students, have you ever been taught 

British values? And they're like, no, never discussed it… we 

talked so much [about] British values in terms of students 

would know that it is about equality and fairness and 
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kindness, and you know all those kinds of things, but they 

wouldn't know to call them British values… They wouldn't 

know that they're termed British values.  

- Laura, FE educator 

 

I don't give much currency to British values. I have to try and 

evidence on implementing them. 

- Jason, FE educator 

 

I think anything that you'll be made to shoehorn into your 

lesson that doesn't fit naturally doesn't feel right for me… I've 

been teaching now for nearly ten years, and I still don't think 

I'm really clear on how to embed them in my lessons. 

- Sophia, FE educator 

 

Lewis and Laura both discussed FBV in relation to OFSTED. Within Lewis’s quote, 

he suggested that FBV were vague and unhelpful. The OFSTED (2015) Common 

Inspection Framework states that there are ‘several things you can do to increase 

your students’ resilience to extremist narratives’ and that these include ‘promoting 

the fundamental British values’. Lewis’s comments indicated that OFSTED provided 

a “script” of information to teachers concerning how to teach and engage students 

with FBV. He told of how British values are not “easy” to teach and he uses the 

example of “the rule of law” to demonstrate the limitations of British value 

discourse. Lewis asks why OFSTED do not ask if students know how the political 

system works, implying that this would be more productive than implementing 

British values, which he finds “unhelpful” and vague. See also Hodkinson (2020, 

p.35), as they suggest that British values serve to force out the Subaltern Other and 

suggests they are a form of cultural programming. Within Laura’s quote, like Lewis, 

she mentions ‘OFSTED’ in relation to implementing British values and her unease at 
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labelling them British. Most of the participants within this study indicated that they 

felt uncomfortable about British values, particularly surrounding the term ‘British’. 

Laura indicates that the term ‘British’ values is often confusing for students. Her 

students did not know what ‘British values’ were when asked because Laura never 

explicitly called them ‘British values’ within her lessons, as she was uncomfortable 

with that term. Again here, we see that Laura self-censors even when it concerns the 

very notion of ‘British values’. Laura complies with the requirement to implement 

FBV in FE educational settings. However, makes a conscious decision not to label 

them ‘British’, but rather to integrate similar values more naturally into her lessons.  

 

Sophia and Jason, both FE educators, also share Lewis’s and Laura’s view 

surrounding how British values are “unhelpful”. The FE educators within this study 

argued that British values interrupt their teaching because of having to implement, or 

as Sophia said “shoehorn” them into lessons. They view them as unnatural and are 

critical of FBV, but the educators also see FBV as an aspect that they are required to 

implement, as they are observed by OFSTED in relation to their Prevent Duty. See 

also Brooke (2023, p.6) and Lowe (2017, p.921) who insist British values are ‘purely 

subjective’ and that the values have nothing ‘inherently British’ about them. The 

finding here of the uncomfortableness surrounding British values agrees with 

Bryan’s (2017, p.221) findings of British values being described by educators within 

their study as ‘plastic’ and ‘lacking nuance’. Within my study, it is suggested that FE 

educators in particular feel the need to implement FBV in terms of their legal 

obligation, but they do not necessarily agree with them as they deem them to be 

vague, unhelpful, or as a task that they feel required to carry out and implement.  
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Tim and Carl, both HE educators, similarly had negative views towards FBV. 

However, they also suggested that they do not engage with them within the HE 

settings, as they are not required to do so under Prevent (HM Government, 2015b). 

Carl mentioned that his only contact with FBV were in early learning or in a school 

setting.  

 

You know you're talking about universal values. You're 

talking about universal approaches to human rights, so trying 

to say that, you know, Prevent is a way of helping to ensure 

that [British] values…are protected and it's just that it's 

rubbish, isn't it? At the end of the day, um. It's just another 

element of the narrative that's invoked to sort of justify 

legitimise the continued use of Prevent. 

- Tim, HE educator 

 

My main contact with British values is in like early years 

education or school education… it's so broadly and blandly 

defined and then strictly required… 

- Carl, HE educator 

 

In Tim’s account, he thinks that ‘British values’ are utilised to “legitimise” Prevent. 

He suggests that implementing British values into education serves to encourage 

wider public support of the use of Prevent within education. For example, teaching 

young people about values such as ‘respect’ and ‘individual liberty’ should be 

thought of as positive. However, under the guise of ‘British values’ it serves as a 

more sinister project. Jason touches on this below:  

 

…but they're [British values] interpreted in a certain way as 

well. I think it is all about promoting national unity. And you 
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know, it is about celebrating Britain's past. And that is a 

bloody colonial past as well. And that's something our 

students would be aware of… But again, you know, if you 

look at them, if you really scrutinise the values and then look 

at you know what the government is doing and saying today 

you will see you know. That they're not consistently following 

British values.  

- Jason, FE educator 

 

Whilst Jason recognises that the government aim to implement British values to 

promote “national unity”, he also asserts that Britain’s colonial past is oft forgotten 

about or ignored in the context of British values. Indeed, Sharma and Nijjar (2023) 

state that British values never directly reference race. However, FBV are ‘overtly 

nationalistic’ and this serves to enforce British values into the routine everyday life 

of Muslim communities (Sharma and Nijjar, 2023, p.13).  

 

Ultimately, British values can relate to the theme of Prevent being 

‘counterproductive’ due to British values being perceived negatively by all the 

educators within the study. Mainly because of the hostile connotations that British 

values carry, particularly concerning race. This suggests that both FE and HE 

educators within this study were highly critical of ‘Fundamental British Values’ and 

hesitant to implement them within their classrooms. However, in the case of the FE 

educators who understood FBV to be monitored by OFSTED and thus their settings 

compliance to the Prevent Duty, they often had limited opportunities to oppose 

implementing FBV within their lessons. This finding was also consistent with 

Busher et al. (2019, p.451), as they stated that once the Prevent Duty was enacted, 

the educators that were required to conform had ‘limited opportunities for dissent’. 
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Therefore, this sub-theme suggested that FBV are used as a political tool in which 

some educators are bound to ‘promote’. I found that educators do not accept FBV, 

and are reluctant to engage with them. However, they are aware that they must 

implement them into their lessons. This hesitancy surrounding FBV could 

potentially result in hostility and further self-censoring of student and staff opinion 

in fear of being out of line with ‘British values’.  

 

 

Sub-theme: Reluctance to refer to Prevent 

 

The reluctance to refer students to Prevent was another sub-theme found within 

educators’ accounts under the wider theme of ‘Prevent being counterproductive’. 

This was also discussed in relation to the Muslim women students in chapter 6. This 

study suggests that educators are often reluctant to report students to Prevent, thus 

not making Prevent referrals. Other research has also focused upon the referral 

process from the education sector (Cohen & Tufail, 2017; Lakhani, 2020; Pettinger, 

2020; Rights and Security International, 2023; Saeed & Johnson, 2016; Scerri, 

2024). This was discussed within the chapter 2 and 3, particularly in relation to 

Muslim students being over referred to Prevent. Evidence from my study further 

supports such findings. However, within this research, the educators were aware of a 

‘culture of over referrals’ and were therefore increasingly hesitant to report students 

through Prevent (Rights Watch UK, 2016, p.5). When I asked the educators how 

they felt carrying out the Prevent Duty, they told me: 

 

 I would prefer to train teachers to manage those discussions 

and to try and challenge pupils on them to try and understand 
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where these views come from, why they hold them…I 

wouldn’t go through Prevent…  

- Jason, FE educator  

 

It feels more like I'm doing it for the benefit of the police and 

wider society like catching criminals before they become 

criminal. It feels more like that than I'm doing this to support 

my student…I feel like it's like reporting [them] to the 

police…it's almost a bit like your MI5. And I'm dobbing in 

one of my students to you, you know, that's kind of how it 

feels.  

- Laura, FE educator 

 

It's not really about whether I agree with it [Prevent] or not, 

but the extent to which I think it doesn't work. If I was in that 

situation, I would feel torn because the I really strongly think 

that empirical evidence is that the Prevent Duty, it’s not what 

helps, but it's also required.  

- Carl, HE educator 

 

I think they're very clear in that Prevent is the only type of 

training, in the same way that FGM [female genital 

mutilation] is talked about, that we have a legal responsibility 

to report it.  

- Sophia, FE educator 

 

Within the above statements, it is evident that the educators feel hesitant to report to 

Prevent. Jason and Laura do not believe that a Prevent referral would help a student, 

whilst Carl and Sophia struggle with feeling “torn” between knowing they have a 

statutory responsibility to the Prevent duty but also fundamentally disagreeing with 

Prevent and knowing that it could negatively impact a student’s life. Jason suggests 

that he is hesitant to report a student to Prevent and that he would rather have an 
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open discussion with the student. David Omand, the architect of Prevent, had 

suggested that the Prevent Duty should not have been statutory, as it encouraged 

teachers to report rather than dealing with the issue ‘pragmatically’ (O’Donnell, 

2020). In Jason’s comment, it was clear that he would rather deal with a student’s 

problematic remarks ‘pragmatically’, rather than seeing his duty to Prevent as 

compulsory as he chooses not to report to Prevent. Like Jason, Laura also 

demonstrated her reluctance to engage with Prevent on the basis that the implications 

of referring a student to Prevent may not sufficiently protect or help them. Much like 

Fernandez’ (2024, p.12) findings, in that teachers often feel uncomfortable referring 

students to Prevent, with one claiming that ‘they [students] will be on the radar for 

years to come’. The educator’s comments demonstrate that Prevent is 

counterproductive through the reluctance to report due to being critical of the 

strategy. Therefore, if the strategy is seen as unfavourable by the educators, Prevent 

is not promoting its supposed aim of preventing those from becoming radicalised, 

instead, the educators find it an unhelpful tool. 

 

It was suggested that some of the educators within the study felt as though they were 

part of an educational security apparatus, in which they felt as though they are 

required to report on suspicious behaviour. This is similar to the idea that teachers 

have now become responsibilised into extended agents of the state in order to 

recognise possible ‘radicalisation’ warning signs (Finn, 2011; Heath-Kelley, 2016a; 

James, 2022; Whiting et al., 2024). Carl’s response indicates that not only does he 

think that Prevent “doesn’t work” due to there being strong “empirical evidence” 

that suggests Prevent is unhelpful, but he also acknowledged that he felt that he has 

no choice in resisting Prevent if he did have concerns about a student. So, whilst the 
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reluctance to report to Prevent is evident within Carl’s statement as he stated his 

unease surrounding Prevent, he was also aware of the statutory nature of the Prevent 

Duty: “I mean it's a duty and it's legal, so I'm bound to it”. Sophia also told me of 

how she believed that they, as educators, have a “legal duty” to Prevent. There is 

research that have found similar conclusions that although educators are critical of 

the Prevent Duty, it is accepted by them on the basis that they believe it to be 

compulsory (Busher et al., 2019; da Silva et al. 2021). In that sense, it could be 

argued that there is an increasing movement towards shutting down criticism and 

dissent towards the Prevent Duty, as it is framed as either ‘required’ or as a ‘legal 

duty’. Busher et al. (2019, p.440) make the point that this may not ‘reflect reluctant 

policy accommodation’ or even ‘straightforward policy acceptance’, but that it is a 

combination of the Prevent’s ‘narration, enactment and adaption’.  

 

Laura’s story: 

Laura, told me a detailed story of how she was reluctant to report a student to 

Prevent that had shared concerning comments to Laura about women and 

homosexuality:  

 

So, I've got this lovely kid [student]. As I was saying, but he's 

got some really difficult ideas about women, and he thinks 

they should always be in the home… How do I deal with that 

in the classroom?... I feel I would never report them through 

Prevent because I feel like…actually, by reporting them 

through Prevent, I'm saying what you are saying now is wrong 

and we need to shut that conversation down. And that actually 

just drives things further into problem territory.  

- Laura, FE educator 
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It is evident that Laura felt as though she was not well equipped to deal with difficult 

conversations within the classroom, as she asked how she could deal with this issue, 

particularly surrounding misogyny. In addition to this, she indicated that she is also 

reluctant to refer to Prevent. Laura recognised that Prevent is counterproductive. For 

example, Laura stated that reporting the student to Prevent could deepen the problem 

by driving “things further into problem territory”, thus further problematising the 

student. She suggested that allowing students to voice their opinions and to debate 

rather than shutting students down, it would be more productive in helping the 

students. As discussed earlier, Prevent referrals can often make a student withdraw 

from society and result in further alienation (Open Society Justice Initiative, 2016). 

Laura told me that she did not know what to do with the student, whilst 

simultaneously not wanting to refer them to Prevent. Instead, she emailed the 

regional Prevent team for advice: 

 

Nobody quite knew what to do about it. So, at this point I then 

I actually emailed the Prevent team and said, look, this is the 

situation…Would you come in and talk to our college because 

it's different if someone comes in from outside rather than like 

me standing up who they see every day going “So today we're 

going to talk about Prevent”. It just doesn't. It just doesn't feel 

right. And but anyway, they never responded. So, I've no idea 

what their thoughts were on it either.  

- Laura, FE educator 

 

Within this story, Laura described how the regional Prevent team did not give a 

“single reply” to her request for help concerning a student. Despite Laura not 

wanting to report the student to Prevent, she still wished to gain advice from the 

regional Prevent team. She also indicated that having a local Prevent team visit her 
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setting to discuss potential problems with students would have been more beneficial 

than her simply talking about Prevent to her students. However, Prevent training 

appears to be more commonplace for educators (WRAP training), as this a 

requirement to fulfil their Prevent Duty, than for workshops to be delivered to 

students concerning Prevent (Moffat & Gerard, 2019). I asked Laura how she felt 

concerning this situation, she told me “I just found it useless to be fair”. Laura’s 

hesitancy to report to Prevent could be perhaps better explained by one of her 

previous experiences of a student being referred to Prevent in her setting, and the 

student then not returning to their educational setting afterwards:  

 

With my last student…when he was reported to Prevent uh, it 

wasn't a nice experience and he never returned to school after. 

- Laura, FE educator 

 

Laura’s response indicates that Prevent can be deemed counterproductive as the 

student that was referred to Prevent did not enter her educational setting again, and 

she was unaware of what happened to the student thereafter. This demonstrated how 

the alienation process of a Prevent referral takes place: a student expresses an 

opinion, staff pick up on this and report to Prevent, the student is contacted by 

Prevent and withdraws themselves and is therefore alienated from education and/or 

society (Faure Walker, 2021; Open Society Justice Initiative, 2016). This alienation 

process also results in the self-censorship of students discussed earlier. Students are 

aware of Prevent operating in education, therefore they self-censor their opinions out 

of fear of a Prevent referral (as discussed in the previous chapter).  
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A HE educator, Tim, also detailed the difficulty in possibly intervening if they have 

concerns about a student and the implications of referring a student to Prevent: 

  

…what might be the impact of intervening say in a young 

person's life and saying to them, we're worried that you're 

going to become a terrorist? When maybe they're just 

exploring the boundaries of political debate and issues that 

border into areas of extremism.  

- Tim, HE educator 

 

Within Tim’s statement, he indicated that he was reluctant to report to Prevent as a 

student may simply be “exploring” their own opinions and societal boundaries 

surrounding issues that may border into “extremism”. The notion of ‘extremism’ 

was discussed in chapter 3. Within Prevent there is a particular focus on ‘non-violent 

extremism’. Many have critiqued this term as difficult to define and having the 

potential to affect lawful political dissent (Child Rights International Network, 2022; 

Faure Walker, 2021; Kundnani and Hayes, 2018; United Nations, 2016). Tim 

recognised that there are blurred lines in what the Government define as ‘extremism’ 

and what educators perceive to be students simply “exploring the boundaries of 

political debate”. The requirements of Prevent remain blurred, as Tim recognises a 

young person exploring politics, whereas in the past, referrals to Prevent have 

concerned comments taken out of context or misunderstood (Prevent Watch, 2021). 

This could result in the hesitancy to engage with a Prevent referral following debates 

within the classroom. This sentiment is somewhat similar to what Kundnani (2009, 

p.6) discussed in relation to Prevent aiming to ‘depoliticising young people’. This 

depoliticization results in Prevent being counterproductive as it ‘strengthens the 

hands of those who say democracy is pointless’ (Kundnani, 2009, p.6). Tim also 
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considered the impact of a Prevent referral in a young person’s life. He suggests that 

reporting on a student that may or may not become ‘radicalised’ due to the opinions 

that they hold, could potentially harm them. This can be linked to the alienation 

process of Prevent referrals discussed above (Open justice Society, 2016).  

 

As stated by The People’s Review of Prevent (2023), a student referral can often 

begin with a distressing experience of being questioned by a teacher, or by the 

police, to decide whether there should be a Prevent referral or not. This is similar to 

the experience that a student within this study, Ameera, a HE student, described 

above when questioned by the police in school (this was analysed in chapter 7). 

Furthermore, the referral process can leave lasting effects on the individual, such as 

social exclusion, even when they are not deemed to be at risk of radicalisation 

(Abbas et al., 2021). Controversies surrounding Prevent data collection and retention 

also poses issues, as discussed in chapters 2 and 3 (Child Rights International 

Network, 2022; Rights and Security International, 2023). It is therefore unsurprising 

that the educators stated their reservations about potentially referring a student to 

Prevent with likely negative implications. In relation to the main theme of ‘Prevent 

is counterproductive’, it can be argued that Prevent is not achieving what it aims to 

do if educators are not willing or are reluctant to report to Prevent. 

 

At this point, the question posed at the beginning of the chapter of ‘how post-16 

educators perceive their duty to Prevent within education?’, can be addressed. This 

section has sought to uncover educators’ feelings towards their Prevent Duty. The 

above theme of ‘Prevent is counterproductive’ was separated into sub-themes, that 

included, ‘British’ or ‘universal’ values? and ‘the reluctance to refer to Prevent’. 
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Within the analysis of how staff are self-censoring, particularly when FBV are 

concerned, it demonstrated how opinions could be driven further underground. The 

hesitancy of staff to report to Prevent could also suggest that Prevent is failing in its 

aim of requiring educators to make these initial referrals.  

 

 

Is Prevent ‘safeguarding’?  

 

An important theme that arose from the interviews that I held with educators was 

that of ‘is Prevent safeguarding?’. Existing research in this area often concludes that 

educational settings have the dominant view that Prevent is regarded as part of their 

‘safeguarding’ regime, and that settings rely on existing safeguarding strategies to 

promote Prevent (Ali, 2020; Busher et al., 2017; Martin, 2019; Thomas, 2016; 

Whiting et al., 2024; Qurashi, 2017). In addition to these findings, labelling Prevent 

as a part of educators safeguarding duties has been criticised as ‘masking the true 

nature of Prevent’ and not having a young persons’ best interests at heart (Child 

Right’s International Network, 2022; Lundie, 2019; Sabir, 2022). Below analyses the 

comments made by Sophia and Lewis when we discussed Prevent as safeguarding:  

 

I view it in the same way that I view safeguarding.  

- Sophia, FE educator 

 

 

Researcher: And in terms of it [Prevent] being described as 

safeguarding… how do you feel about that? 
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Lewis: I suppose yes, yes, if it if this is if is this… And it is a 

safeguarding duty. I accept it. I accept that. That's probably as 

it should be.  

- Lewis, FE educator  

 

 

Sophia and Lewis were the educators within this study that suggested they 

uncritically accepted the Prevent Duty as part of their safeguarding duties. This is 

similar to what Busher et al. (2019, p.454) found, in that once a social issue is 

framed as a ‘safeguarding issue’, it is ‘broadly accepted’ by educators ‘whatever the 

national scale’. Framing Prevent as a safeguarding approach could make it more 

palatable for educators (Whiting et al., 2024). The safeguarding of children and 

young people is often understood as an aspect in the educational sphere that is 

deemed ‘desirable’ and ‘politically neutral’ (Spiller et al., 2022, p.123). It was 

evident that Sophia and Lewis also foster this neutral perspective. O’Donnell (2020) 

further discussed how this adoption of ‘safeguarding’ rhetoric by Governments is 

now heavily involved within the realm of P/CVE. The UK government stated that 

educational settings can safeguard children from extremist views ‘in the same ways 

that they help to safeguard children from drugs, gang violence or alcohol’ (HM 

Government, 2011, p.69). This view is something that the educator, Lewis, also 

touches on. He told me that:  

 

Violent extremism seems to be better seen or understood as 

just one of, a number of, rabbit holes that um, teenagers, 

particularly teenage boys, can fall down, and that actually 

understanding it in the same way as drug and substance or the 

substance misuse, gangs of violence, that kind of thing.  

- Lewis, FE educator 
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Lewis’ indicated that he understood violent extremism in the same terms of young 

people being drawn to drugs or gangs. This language of safeguarding is an 

interesting one. On one hand there are educators who accept the Prevent Duty as part 

of their wider safeguarding responsibilities. On the other hand, there is the question 

of what safeguarding from ‘radicalisation’ looks like. For instance, the Joint 

Committee on Human Rights (2016, p.5) highlighted that there is ‘no consensus or 

shared definition of what children would be safeguarded from in the case of so-

called radicalisation’, in comparison to issues such as sexual or physical abuse 

(O’Donnell, 2020).  

 

Compared to Sophia and Lewis, the other educators within the study were more 

critical of Prevent being deemed as ‘safeguarding’. When I asked the educators on 

how they felt regarding Prevent being seen as part of his safeguarding duties, they 

responded: 

 

I'm not sure it's entirely consistent with safeguarding. For 

example, like for example, if I think [if] a student…criticises 

British foreign policy and yet there has been referrals and you 

know, with regard to Prevent about people criticising foreign 

policy that then get investigated and you get like a whole 

range of professionals asking that student to come in and 

trying to justify what they said like. Um, I don't see that as 

effective safeguarding.  

- Jason, FE educator 

 

And I think what Prevent does is it puts the onus entirely on 

teachers as like as you say, another safeguarding requirement, 



 272 

but in line with kind of like telling social services about 

somebody because the repercussions of Prevent could be quite 

severe. And it sort of tends to take students entirely out of the 

picture. [It] places the onus on teachers as the police force… 

- Laura, FE educator 

 

Universities have a requirement around safeguarding, but that 

only extends as far as professional and support staff. It 

shouldn't actually impact upon academics. OK, so academics 

are covered under, in higher education at university level, 

we're covered under academic freedom, so we should be able 

to talk about and discuss these issues without Prevent ever 

touching us… And it is it's framed through that that point of 

safeguarding.  

- Tim, HE educator 

 

As Jason and Laura suggest that Prevent is not consistent with safeguarding, this can 

be linked back to the idea of how there is no clear consensus on what safeguarding a 

young person from radicalisation is (Joint Committee on Human Rights, 2016). 

Jason essentially asks why students who may be critical of the Government may 

result in them being “investigated” through a CT lens. This line of questioning 

indicated that Jason did not see Prevent in the safeguarding sphere as it is not what 

‘safeguarding’ is intended to do. This is particularly relevant to consider as this data 

paralleled wider findings concerning the purpose of safeguarding. Laura further 

suggests that Prevent operates within the education system treating educators as a 

police force. She also recognised the severe consequences of a Prevent referral, 

which were highlighted in chapters 5 and 6. ‘Safeguarding’ is highlighted in other 

research as protecting ‘individuals from harm, rather than protecting society from 

harmful individuals’ (Brooke, 2023, p.5; Coppock and McGovern, 2014). It is 
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suggested that Prevent in fact, does the opposite (Heath-Kelly & Strausz, 2018; 

Qurashi, 2017).  

 

Further to this, Tim firmly believed that Prevent should not impact upon educators 

within university due to the role of Prevent primarily being formed by “professional 

and support staff”. Tim suggested that Prevent should never intervene with 

academics due to ‘academic freedom’- which is a legal right in the UK- he also 

acknowledges that Prevent is framed through safeguarding (Education Reform Act, 

1988). Also, note how Tim said “we should be able to talk about and discuss” issues 

without the fear of the Prevent Duty, the word “should” suggested that Tim was also 

aware that unfortunately Prevent does impact upon what educators say, and the 

topics that they discuss. I believe that Tim’s comments were in reference to the Duty 

applying ‘to institutions rather than to individual staff’ (Amnesty International, 

2023). In relation to this issue of how HE educators participate with their Prevent 

Duty, Spiller et al. (2022) found that the rules surrounding how HE educators, like 

Tim, are expected to engage with the Prevent Duty are unclear. Prelec et al. (2022) 

also observed that more than two thirds of the UK social science academics surveyed 

felt that academic freedom was under threat in universities. Therefore, it can be 

argued that whilst some educators felt that Prevent should be considered 

safeguarding, just as safeguarding young people from drugs or violence occurs, 

others considered that Prevent is not an effective safeguarding tool. As they cited 

possible drastic consequences for the student. Therefore, Prevent was described as 

not having the students’ best interests at heart and that the strategy was implicated 

with academic freedom, which may be failing.  
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Prevent Training is inadequate  

 

Below highlights how the participants within this study stated that the Prevent 

training they received from their educational workplace was inadequate. Despite 

some research findings that suggests Prevent training was received positively by 

staff (Busher et al., 2019), my finding of Prevent training being seen to be 

inadequate is in keeping with the majority of other research in this area (Acik & 

Deakin, 2017; Blackwood et al., 2012; Gulland, 2017; Heath-Kelly & Strausz, 2019; 

Lakhani, 2020; Scerri, 2024; Spiller at al., 2018). However here, I give an updated 

view on specifically how some post-16 educators feel towards their Prevent training. 

The educators detailed that the training was inadequate in several ways: 1) it was an 

unhelpful tick-box exercise, 2) it occurred predominately online, and 3) Prevent 

training did not aid them in spotting possible signs of radicalisation in their students. 

Tim, Carl, and Laura detailed how the training that they received resembled a tick-

box format: 

 

For universities, it's kind of like this, this tick-box exercise of 

‘are we compliant with it’? So, in my university, I think we do 

a 45-minute training programme, an online training 

programme that staff take… So, it becomes an issue of 

compliance rather than, you know, is this thing actually 

effectively working, does it, does it allow us to stop people 

from being drawn into terrorism? It's more about ticking a box 

and saying ‘okay, yeah, we've done this’. And how that plays 

out in my university is we roll out training on Prevent to all 

professional and support staff, but also to academics as well, 
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and I think that's potentially over compliance in terms of the 

university.  

- Tim, HE educator 

 

It doesn't actually help you to implement anything. [It] doesn't 

help you to understand it, and it's like a tick boxing, tick-box 

exercise. That's how it comes across… It feels wholly 

uncritical. 

- Carl, HE educator 

 

You know, I just found it [Prevent training] useless to be fair 

it sort of… It didn't help with anything apart from to say we've 

talked about Prevent training in a capacity. Therefore, we've 

ticked that box, and they say thank you. 

- Laura, FE educator 

 

The educators understanding of the training that they received was overall negative. 

Their referencing to the “tick-box exercise’’, was used by them to demonstrate that 

the Prevent training was overall simple and unhelpful. Indeed, Tim stated that the 

training was to “check compliance”, this could have been in relation to the Prevent 

Duty requiring that FE and HE provide sufficient training to appropriate staff 

members (Home Office, 2023d). Tim and Laura also hint that this “compliance” or 

ensuring that they have “ticked that box”, relates to Prevent being a statutory duty. 

This statutory duty can create an atmosphere of being unable to question the training 

that they receive, and that the educators feel they must endure the training in relation 

to their safeguarding duties (Moffat & Gerard, 2019; Open Society Justice Initiative, 

2016). Tim further suggested that universities should be questioning if Prevent 

“works”, and not have unquestioning obedience with the Duty, or as Tim put it 

“over compliance”. Again, the level of compliance in HE regarding how educators 
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are expected to engage or act alongside the Prevent Duty remains unclear (Spiller et 

al., 2022).  

 

Carl further suggested that there is little room for questioning or criticising Prevent 

training, as he describes it as “wholly uncritical” and having “no opportunity to 

think”. It was a simple exercise that was completed quickly. Carl and Laura both 

suggested that the training does not “help” them with anything that Prevent involves 

nor how to implement it, this included not being prepared to spot possible signs of 

radicalisation. This finding suggested that the Prevent training that is provided to 

educators within this study does not ensure that they fully understand their Duty, nor 

do they feel it helps prepare them to implement it within their classrooms. It is 

simply another training exercise that they must do required by their institution to 

“tick” a box.  

 

The Prevent training being inadequate theme continued as all the educators that I 

interviewed detailed that the training was an online exercise. Sophia was the only 

educator within this research to note that her training combined online training with 

external speakers delivering training. The other educators expressed their 

uncomfortableness around their online training: 

 

[It was] generic kind of, online training… I just thought it was 

very simplistic. 

- Jason, HE educator. 

 

We had to do the online Government Prevent training 

which…to be honest, I mean any online training’s crap 

anyway, isn't it? … you're told [that] everyone must do this by 
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October and you've got no time to do it. And so, you literally 

press the ‘click through’ button, it's scrolling through as fast 

as you can make it. You're setting all your videos to like speed 

1-2x, so you can get through them faster. And then you 

answer the quiz at the end. Job done.  

- Laura, FE educator 

 

It just asks you to fill in 10 questions, having watched a 5-

minute video or whatever happens. And then if you get any of 

them wrong, that's fine. You just go back and click the other 

one on the multiple choice is like this, just completely…Yeah, 

uncritical application… My professional opinion is that the 

training is BS [bullshit]. And because it's delivered in the 

same way that… so I used to have manual jobs and when I did 

manual labour… you have a cup of tea and you and it washes 

over you and the Prevent Duty training is like that. It's like a 

video, and it doesn't mean anything.  

- Carl, HE educator 

 

This finding of Prevent online training being perceived to be unhelpful or “generic”, 

is like that of Moffat and Gerard’s (2019) research. They suggested that the 

‘superficial nature’ of the online training did not help teachers feel well equipped to 

fulfil the Prevent Duty (Moffat & Gerard, 2019, p.204). The online training was 

described by Carl as being similar to a manual labour job’s health and safety videos. 

This suggested that the Prevent training was merely surface level as it included 

quizzes, videos, and questions. The educators above stated that they sped the video 

up, so that it could be completed faster as they have little time to do this training 

along with their regular teaching duties. Simply re-doing the training questions that 

they get incorrect was an aspect the educators touched upon, and thus completing the 
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Prevent training seemingly qualifies them to spot possible signs of radicalisation 

(Heath-Kelly & Strausz, 2019).   

 

In addition to the simplistic online training, the educators in this study also expressed 

doubt on whether the Prevent training prepared them to spot possible signs of 

radicalisation within their students:   

 

I think it's difficult because teenagers are…they're trying on 

different like identities and so…. it's not necessarily easy to 

spot. And I think… the signs being, oh, they're becoming 

more withdrawn or they're hanging out with a different group 

of people or they’re, you know, discussing or their writing in 

their work or discussing sort of more, I don’t know… violent 

thoughts that contradict British values. And but then a lot of 

students sort of do that, because lots of students are angry and 

they're angry because maybe they are Muslim and living in 

poverty, and they're angry at the lack of education they've had 

because of COVID. And they're angry because they're 17/18 

years old and they're just angry! So how I kind of feel like as 

an educator, my job is to support my young people. And to 

help them navigate this transition into adulthood, and it's not 

to stop them exploring different viewpoints, but it's to assist 

them in understanding bias and umm appropriateness and 

things like that. And I kind of feel like Prevent doesn't do that.  

- Laura, FE educator 

 

I do [feel confident looking for signs of radicalisation] but not 

because of any of the training or really any of the 

documentation.  

- Carl, HE educator 
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I don't think the training has enabled me to spot the signs of 

radicalisation. 

- Jason, FE educator 

 

OK, so the idea of Prevent is that you're going to intervene in 

somebody's life to stop them from becoming a terrorist. But 

there's a sort of a logical fallacy at the heart of that in the 

sense of how can you ever be certain that person's gonna go 

on and become a terrorist, right? What point do you intervene? 

-  Tim, HE educator 

 

A frequently discussed issue was that of knowing at what point to intervene with a 

student. It was clear that the educators in this study did not wish to report a student 

unnecessarily, and they were aware of the negative impact that it could have on the 

student. Laura touches on the socio-economic status of students and supporting their 

transition into adulthood and notes that Prevent does not allow for the exploration of 

“different viewpoints”, she suggested that Prevent hinders her students’ development 

because of this. In relation to exploring different viewpoints, the UK is a party of the 

United Nations Convention on the Rights of the Child (UNCRC) in which asserts 

that young people are in a ‘state of transition’, and this should not be an indicator to 

a long-term commitment to any cause (Amnesty International, 2023, p.38). Rather 

than focusing of the wellbeing of students, Prevent training focuses on spotting the 

dubious signs of radicalisation (McGlynn and McDaid, 2019).  

 

Carl and Jason both expressed that they prefer to use common sense than to rely on 

Prevent training. This may be a consequence of the quality of the Prevent training 

that was provided, for example, the online training. On the other hand, it could also 

be due to them fundamentally disagreeing with Prevent and that they only engage 
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with it as it is a statutory duty. A study that shared this insight is that of Kaleem 

(2022), as they state that Prevent is shrouded in reluctant compliance on 

safeguarding grounds. This finding is not to highlight that Prevent training could or 

should be improved, as the Shawcross (2023) review previously recommended. But 

rather that the basis of Prevent training is deeply flawed. I also discuss this within 

chapter 4 in the context of being asked to partake in the improvement of a university 

Prevent package.  

 

Furthermore, Lewis, told me of how he felt so uncomfortable with the Prevent 

training he received, that he complained about the link of mental health and 

extremism:  

 

And I responded to that quite vehemently about how dreadful 

that training was, absolutely dreadful... it was very generic.. 

But I think there was one thing particularly where I got very, 

very angry. It was when it said that, umm, anyone diagnosed 

with autism is much more likely to be radicalised… And I 

make complaints about this, but of course it didn't go 

anywhere. 

- Lewis, FE educator 

 

There is a high number of referrals of neurodiverse, autistic, young people to Prevent 

and this has ‘fallen into the lap of counterterrorism professionals’ (MedAct, 2020; 

The Guardian, 2021, p.1). This linkage of radicalisation/extremism with autistic 

individuals was highlighted by Prevent coordinators (Intelligence and Security 

Committee of Parliament, 2022). However, the UK’s updated counterterrorism 

strategy has asserted that there is ‘limited evidence to support a direct causal link 
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between mental ill-health or neurodivergence and an individual’s terrorist threat or 

susceptibility to radicalisation’ (Home Office, 2023d, p.1). It was clear that Lewis 

did not agree with the use of autism in his Prevent training and complained to his 

setting. However, there was no resolution to his complaint. 

 

Ultimately, the educators within this study highlighted that they feel uncomfortable 

with the Prevent training that is provided to them on the basis that is an unhelpful, 

mundane, online, mandatory exercise that does not support staff nor students. This 

has resulted in an obedience to the Prevent Duty as it is labelled as part of their 

safeguarding duties and viewed as a statutory duty, resulting in unqualified ‘agents’ 

of Prevent.  

 

Alternatives to Prevent? 

 

 

Another theme found within the data from the six educators consisted of 

‘alternatives to Prevent’. For instance, if Prevent did not exist or if the educators felt 

that Prevent was not adequate, what would they prefer to see implemented within 

their educational settings? As discussed within the literature review, calls for Prevent 

to be scrapped have been made by numerous academics and organisations (Aked, 

2021; Amnesty International, 2023; Open Rights Group, 2024; Rights and Security 

International, 2024; The People’s Review of Prevent, 2022). However, some also 

point to replacing the duty with other strategies. For example, Steadman et al. (2019) 

highlight that the Prevent Duty should prioritise giving educators freedom to 

challenge students, rather than to report them. And whilst Amnesty International 

(2023) believe that the Prevent Duty should be abolished, they also state that in the 
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meantime, the Duty could be improved in a number of ways. Such as enabling the 

challenging of Prevent referrals and referral data removals. Below, Laura reflected 

upon the need for Prevent: 

 

I think students are massively lacking kind of well-being 

support… And so I sort of feel like actually, well, if well-

being were better and mental health support were better for 

teenagers and students, then you wouldn't need Prevent 

anyway because it [would] be picked up in a different path. 

- Laura, FE educator 

 

Laura touched upon the subject of existing safeguarding practices that may already 

prevent students from being vulnerable to ‘radicalisation’. Her response suggests that 

Prevent aims to “support students and guide their development”, but that this is 

clouded by Prevent’s overbearing focus on religion. She indicates that existing 

safeguarding practices, such as improving mental health support for students and 

social integration in education, would pick up possible issues without the need for a 

focus on ‘radicalisation’ or ‘extremism’. I was unaware if Laura also knew that 

Prevent operates in the health sector within mental health settings. This is 

highlighted by Younis and Jadhav (2020) as they discuss how Prevent has resulted in 

inappropriate referrals to Prevent from the health sector, and this is often through 

institutional racism. Therefore, it can be observed here that Laura suggests that a 

‘politically neutral’ mental health safeguarding practice would be more efficient at 

tackling radicalisation than the racialised policy of Prevent (Spiller et al., 2022, 

p.1123). Laura also mentioned how Prevent does not put students at the centre of its 

care. She indicated that Prevent is observed and centred as a policing structure rather 

than one of ‘safeguarding’. As Laura noted, the repercussions of Prevent can be 
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“quite severe”. I believe this was in reference to one of her previous students that 

was referred to Prevent, not returning to college after. It is suggested that Prevent 

should not be framed as safeguarding as it can have dire consequences for a young 

person, therefore not having a child’s best interests at heart- as noted by Child 

Right’s International Network (2022).  

 

Similar to Laura, Jason also referenced other factors at play that could be harming 

young people’s development. For Laura, it was mental health, and for Jason, he 

discussed the impact of austerity on young people.  

 

It's gonna take like, um… a multifaceted approach… Again, 

like if we look at the profile of people who are being 

radicalised, they are, you know, people from disadvantaged 

groups, you know, marginalised, um, you know, feel really… 

alienated…You know, the impact of austerity. Um, you know, 

the closure of youth centres. And the dismissal of youth 

workers, the restrictions as well on what we're able to talk 

about in schools and colleges as well… I'm not sure like what 

could replace Prevent to be honest. But I think Prevent, it 

needs to go, I think, but I'm not sure what to replace [it] with. 

- Jason, FE educator 

 

Jason noted that Prevent “needs to go”, whilst also recognising the difficulty of 

knowing what to replace the Duty with. He referenced a “multifaceted” approach, 

this could suggest that Jason recognised the need to encompass all aspects of a 

young person’s life. For example, their mental health, their physical health, and their 

economic background to tackle radicalisation in young people. Jason’s point also 

links to CRF, as he discussed social class in terms of austerity on disadvantaged 

groups. He acknowledged that differing identities and how they intersect, such as 
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social class or race, can make a young person feel “alienated” and perhaps more 

susceptible to radicalisation. This intersectional view on how to tackle radicalisation 

is briefly highlighted in the independent Shawcross review. Within the review it was 

made evident that Prevent does fund projects that tackle social problems, such as 

drug issues and unemployment (Home Office, 2023a). However, as discussed in the 

literature review, these projects are implemented under a CVE guise, rather than one 

of care and protection of the individual (Cook, 2017). Overall, it could be 

summarised that some of the educators in this study believed that Prevent was ill 

equipped to deal with young people and radicalisation in education. The strategy 

often restricted young people rather than approaching the issue as one of 

safeguarding and care for the student.   

 

Diversity of experiences: Experiences of FE & HE educators 

 

Above has analysed the educator data concerning how they perceive their duty to 

Prevent. Within this section, I move on to discuss the diversity of experiences 

between the FE and HE educators and that of the Muslim women students and the 

educators in this study. Within chapter 7, the diversity of experiences between FE 

and HE students were focused upon. The sections below detail how FBV have been 

utilised and perceived by both FE and HE educators in their workplace. I also 

discuss how freedom of speech is perceived in relation to how HE staff fear for their 

students’ freedom. Later, I turn to the diversity of experiences between the Muslim 

women students and the educators that detail training issues and a reluctance to 

report to Prevent. 
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FBV in the different sectors  

 

A major difference found between FE and HE educators was that of how they utilise 

FBV within their educational settings. Many studies have touched upon the issue of 

FBV and how they are perceived in education, what my research focused upon was 

how post-16 educators, together, viewed FBV (Bolloten and Richardson, 2015; 

Brooke, 2023; Bryan, 2017; Busher et al., 2017; Crawford; 2017; Hodkinson, 2020; 

Lowe, 2017). As discussed earlier in this chapter, the FE educators noted how they 

were required to implement FBV within their lessons. Whilst HE educators 

discussed how they do not engage with FBV within their settings. For FE educators, 

such as Laura and Jason, they regarded FBV to be unhelpful and something that 

interrupted their teaching. Laura went further and made a conscious decision not to 

label FBV as ‘British’. For HE educators, they noted how they did not implement 

FBV because they were not required to do so. However, they do critique FBV. This 

suggests that the FE educators disliked having to implement FBV, but were aware of 

the compulsory nature of it under the Prevent Duty. Nonetheless, both educators 

were alike in having negative perceptions of FBV. The educators within this research 

perceived FBV negatively, and therefore were hesitant to include them within their 

lessons. The difference being that FE were more likely to have to include them due 

to OFSTED requirements, whereas HE educators were not bound by this 

requirement.  

 

 

 

Freedom of speech within post-16 education? 
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Another difference that became evident within the educator data was that of HE 

educators feeling that they are less legally bound to the Prevent Duty compared to 

FE educators. For example, the HE educators both noted that they felt comfortable 

discussing sensitive topics within university but were aware that students may feel 

the Prevent Duty’s restriction upon freedom of speech more than HE staff. This is 

compared to the FE educators within my study, who noted their own discomfort or a 

lack of confidence when discussing certain issues within their classrooms. Similarly, 

Moffat and Gerard (2019) and Ramsay (2017) found that teachers within their 

studies also felt limited in what they could discuss in the classroom due to the 

possibility of a student expressing views that may be worthy of a Prevent referral. I 

argued that this difference could be down to the FE educators being more legally 

bound to the Prevent Duty, particularly in terms of the extent to what they can 

discuss, in combination with that of their students. Whereas the HE educators fear 

more for their students’ freedom of speech, than that of themselves. Therefore, this 

has impacted upon confidence levels when carrying out the Prevent Duty by both FE 

and HE educators, with slight differences regarding a fear for their freedom of 

speech as educators, and a shared commonality in a fear for their students’ freedom 

of speech.  

 

 

Diversity of experiences: Muslim Women Students & 

Educators 

 

Whilst the above discussed the varied experiences of FE and HE educator 

participants, here, I offer similarities found between the Muslim women students and 

post-16 educators. Within the stories explored, certain similarities between the 
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student data and the educator data were evident during the data analysis stage. This 

section will aid the discussion of how Prevent is perceived in post-16 education 

overall, as I compare both sets of participant data.  

 

WRAP Training issues 

 

Firstly, a major similarity became clear when Prevent training was discussed. Within 

the Muslim women student data, many of the women made clear that they felt unsure 

about the extent to what they could discuss in the classroom and how staff may place 

suspicion upon them because of this. As discussed in chapter 5, the students have 

self-censored out of fear of a Prevent referral based upon what may be deemed as a 

potential ‘flag’ to staff. I argued that this could be due to the inadequacy of the 

Prevent WRAP training that educators receive, that has led to untrained staff 

reporting on signs of ‘radicalisation’ within their students. These inadequacies have 

also been highlighted within other studies, what my research demonstrates is that this 

worry about Prevent training is also shared by Muslim women students (Busher et 

al., 2017; Moffat & Gerard, 2019; Pearce et al., 2023; Spiller et al., 2017; Thomas, 

2016; Whiting et al., 2020). In this chapter, the educators also noted their feelings 

towards Prevent training. The educators detailed how the training that they received 

did not help them spot possible signs of radicalisation within their students, and that 

most of the time they resorted to using their common sense rather than the 

information that they received from WRAP training. Further to this, the educators 

also noted that the training either occurred predominately online or was a simple 

tick-box exercise that could be repeated if wrong. From this, I argue that both the 

Muslim women students and the educators feel distrust towards the Prevent strategy 
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due to the lack of quality in the Prevent training that staff receive. For the students, 

they felt unsure on how staff perceive the possible signs of radicalisation, and 

whether this meant that they could be further monitored if they did display any 

behaviour that an educator would deem as suspicious. Likewise, for the educators, 

they also felt this uneasiness regarding the signs of radicalisation. They discussed 

how WRAP training left them unprepared to carry out the Prevent Duty and how it 

did not support or protect them, nor their students.  

 

FBV concerns 

 

In addition to the similarity of concerns regarding Prevent training, FBV were 

discussed as a negative aspect of post-16 education by both Muslim women students 

and the educators in my study. In chapter 7, the Muslim women students indicated 

that they felt FBV made them feel uncomfortable when they are discussed or ‘seen’, 

in the form of posters or display boards in education. Many of the students told of 

how FBV were considered to be compulsory in the sense that if they did not appear 

to be affirming FBV or agreeing with them, this could be accompanied by a fear of 

suspicion. As discussed in chapter 7, the students mostly discussed FBV in relation 

to FE or below, it was not mentioned in relation to university (HE). Below, Laila 

noted how her teachers also appeared to be “fed up” of implementing FBV: 

 

And I think even like the teachers are a bit like, they know that we're 

fed up of doing this. And we're all like, it's pretty meaningless during 

this, but it's like they're like, it's we have to do it. It's like it's in the 

curriculum. You have to do it at sort of like a formality that you have 

to complete.  

- Laila, FE student, focus group 1. 
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I argue here that FBV are not only deemed as an aspect of the Muslim women’s 

educational journey that made them uncomfortable, but also as a compulsory 

activity. As James (2022, p.130) found that often, teachers felt that they had minimal 

time to spend debating or discussing FBV without it being considered ‘tokenistic’. 

Likewise, the post-16 educators on this study also felt that FBV was unhelpful to 

their teaching duties. They noted that it often feels unnatural to try to implement 

them into their lessons, with one participant stating that the use and promotion of 

FBV attempts to legitimise the Prevent Duty. Some educators also commented upon 

how specifically labelling them ‘British’ is unhelpful in their multicultural 

educational settings. Other research has also shown how FBV construct White 

British values as superior, therefore making divides within classrooms (Bolloten and 

Richardson, 2015; Crawford, 2017). What my research demonstrated is that not only 

are educators uncomfortable promoting and utilising FBV, but that Muslim women 

students also feel that FBV serve to ‘other’ anyone who does not fit the FBV 

stereotype, which is mainly White British. 

 

Consequences of a Prevent referral and reluctance to report 

 

Another similarity found between the Muslim women students and post-16 educators 

was that of feeling worried for students being penalised in education due to Prevent. 

For the Muslim women students, some noted how they would be fearful of reporting 

an individual to Prevent. Whether that be a referral for a family, friend, or stranger, 

due to the unknown of what would happen to that individual and, what would 

happen to themselves. It was Nadia, a HE student, who noted that social services 
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could become involved or that you could receive punishment from your educational 

setting if you get a Prevent referral. Cases were highlighted from the Open Rights 

Group (2024) and The People’s Review of Prevent (2022), that demonstrated young 

people being harmed by a Prevent referral, whether directly or indirectly. Similarly, 

for the post-16 educators, some noted fear relating to what would happen to a student 

that they may refer to Prevent. It was Laura, an FE educator, who told her story of 

how a previous student that was referred to Prevent never returned to her educational 

setting, she described the process as being an unpleasant experience. The educators 

discussed how they were reluctant to report to Prevent due to the impact on the 

student’s life. Similarly, Ameera, a HE student, was questioned by police in relation 

to her comments that she considered to be a joke. Ameera described the Prevent 

encounter as shocking, with questioning that suggested that she may be travelling to 

another country- something she did not joke about nor allude to. Therefore, I argue 

that this similarity of both educators and Muslim women students being concerned 

about the possible consequences of a Prevent referral demonstrates the Prevent 

strategy’s counter productiveness. For example, if both groups deem referring 

someone to Prevent as concerning and fear the consequences of doing so, then it 

renders Prevent unusable.  

 

Self-censoring intricacies  

 

Concerns surrounding self-censoring were highlight by both the educators and the 

Muslim women students. I discussed in Chapter 5 how the Muslim women students 

fear Prevent referrals and the consequences of this, therefore they self-censor. This 

self-censoring affected their freedom of speech and expression, with stories detailing 
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the self-censoring of their dress, being fearful of discussing Palestine, and/or their 

religion. This finding of self-censoring is not a new phenomenon; indeed, many 

studies have found that students self-censor in the UK (Guest et al., 2020; Saeed and 

Johnson, 2016; The People’s Review of Prevent, 2022; Qurashi, 2018; Zempi & 

Tripli, 2022). However, my research demonstrates that Muslim women students 

specifically self-censor in certain ways. For example, Laila, an FE student, noted 

how she had to justify why she wore her headscarf differently as the seasons 

changed. From this, she felt she had to self-censor the way that she dressed so that 

she would not be questioned in education. Furthermore, the alienation that Muslim 

women students feel in relation to what they can and cannot discuss was also 

discussed by the educators. The post-16 educators noted that the Prevent Duty has 

created an atmosphere that encourages suspicion and monitoring of students. They 

were aware that Prevent limited what students and themselves can discuss or debate 

in classrooms. As a result of this, my study found that both Muslim women students 

and educators are aware of the atmosphere that the Prevent Duty has created and 

therefore, limits the issues that they discuss in education.  

 

 

Conclusion 

 

This chapter presented an analysis of the four major themes found within the 

interviews with six post-16 educators in England and Wales. The following themes 

and sub-themes informed the research questions: 

• Prevent is counterproductive 

- ‘British’ or ‘universal’ values? 
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- The reluctance of educators to make referrals to 

Prevent 

• Is Prevent safeguarding? 

• Prevent Training is inadequate 

• Alternatives to Prevent? 

 

By examining these themes, an updated insight has been provided into how post-16 

educators perceive their duty to Prevent within education. All the key themes 

combined, point to Prevent being labelled as a negative aspect of educators’ teaching 

duties. These findings are important as they add to existing literature highlighted 

above that also critique Prevent. This research also provides an updated view on how 

specifically sixth form, college and university educators perceive the Prevent Duty.  

 

Having analysed the educators’ perceptions of Prevent, I then offered a discussion 

that detailed the diversity of experiences between the FE and HE educators and that 

of the Muslim women students’ and the educators. The differences found between 

the FE and HE educators were how both sets of educators utilise and implement 

FBV within their settings, and how the educators freedom of speech was impacted 

upon, depending on if they taught within FE or HE. When considering the varied 

experiences of the students, and the educators, the predominant arguments were that 

both were critical of the Prevent training that staff may or had received. Along with 

how FBV are perceived negatively within post-16 education. The next chapter will 

offer some conclusions regarding this thesis. I revisit the theoretical framework in 

relation to the findings, highlight my contribution to the field and the limitations of 

this study, whilst discussing directions for future research. 
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Chapter 9: Conclusions 
 

 

 

This thesis addressed the impact of the Prevent strategy upon Muslim women in 

post-16 education. I interviewed 20 Muslim women who were FE students (five) or 

HE (15) students in England. Of the 20 Muslim women, I interviewed all of them in 

focus groups, and five of them in follow-up one to one interviews. In addition, to 

capture perspectives on Prevent from educators working in either FE or HE, I 

conducted one to one semi-structured interviews with 6 individuals. The rationale for 

the study was to close the gap of previously overlooked experiences of young 

Muslim women in relation to the Prevent strategy. I have been successful in 

capturing how some Muslim women students and post-16 educators in England have 

experienced and encountered Prevent. In previous chapters, I analysed the empirical 

data from the Muslim women students and the post-16 educators who participated 

within this study. I found key themes that related to the students’ experiences of 

Prevent in FE and HE. Within this concluding chapter, I give an overview of the 

thesis’ chapters and discuss the original contributions of this research. I move on to 

revisit the research questions of the project, and how they relate to the key findings. I 

then reflect upon utilising Critical Race Feminism as a choice for the theoretical 

framework, and the limitations of this study. Finally, I discuss the recommendations 

from this thesis and how future research could inform the field.  

 

Thesis overview 

 

Within the introduction, policy background and literature review chapters, I gave an 

overall picture of the Prevent strategy and its impact upon post-16 education. I 
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outlined how up until this point, no literature existing upon the issue of Prevent’s 

impact upon Muslim women students. Within the policy background, I discussed 

how the racialisation of Muslims is not a new phenomenon, and that it led to the 

creation of policies, such as Prevent. From the beginning of this thesis, I believed 

that it was important to outline how Prevent was created to specifically prevent 

violent Muslim extremism (O’Toole, 2016; Kundnani, 2014; Qurashi, 2018). The 

chapter discussed how Prevent is considered to be a heavily racialised strategy, and 

one that has already been discredited by many academics, unions, and human rights 

groups. The literature review illustrated an overview of the key studies relating to 

this thesis. Key literature regarding how women have come to be included with the 

WOT and wider CT policies were analysed. For instance, Masters (2009) and 

Pearson et al. (2020) examined how the predominant discourses surrounding the 

WOT was women’s rights. Furthermore, Abu-Lughod (2013) and Ahmed (1992) 

made clear how specifically Muslim women have been infantilised within CT policy 

through the secular-Western reinforcement of stereotypes. This literature contributed 

to the examination of how this thesis views Prevent as operating as a gendered, racial 

project, particularly through the aforementioned stereotypes. The chapter discussed 

how young Muslim women have been neglected in discussion surrounding CT/CVE 

policy. I argued that Andrews (2020), Cook (2017) and Rashid (2016), and had 

previously examined how Muslim women are situated within Prevent, but what this 

thesis sought to uncover was how young, Muslim women have experienced Prevent. 

I also made clear how studies detailing an overall picture of post-16 educators’ 

views, in combination, were limited and therefore what this thesis would also discuss 

in an exploratory way.   

 



 295 

Within the methodology chapter, I centred the use of Critical Race Feminism as an 

ontology and epistemology that could be utilised in relation to the intersectional 

experiences of the young Muslim women in this study. I positioned my contribution 

between different fields which included Critical Race Feminism, Critical Race 

Theory and Critical Terrorism Studies. CRF is inherently intertwined with CRT, as 

the theory derives from it. However, my addition of also utilising emancipatory 

elements of CTS helped the thesis not be a simple policy improvement 

recommendation, but rather one that highlights the racist background behind the 

policy and one that calls for its removal. I further illustrated how the intersectional 

identities of the participants in this study fit well with the theoretical framework of 

CRF. Some of the women noted their ethnicity, culture, their dress, or their pre-

existing knowledge of Prevent. From this, I highlighted how I did not gather 

additional information to store from the women I spoke to, due to concerns about 

Prevent being a controversial topic. Within the methodology chapter, I also 

highlighted my researcher reflections and the thesis’ limitations. This included how 

the study may not be generalisable due to a small sample size. I believe that using 

CRF as the theoretical framework allowed for a smaller number of participants, as I 

wished to delve deeper into their counter stories, rather than have a large number of 

them (Evans-winters & Esposito, 2010). I also discussed the ‘exception to anonymity 

and confidentiality’ clause that had to be included on the participant information 

sheets (see Appendix B, K, L, M). I was wary of including this as I did not want to 

deter potential participants, as students have been unnecessarily referred to Prevent 

in the past for their comments or actions (Cohen & Tufail, 2017). My positionality as 

a non-racialised, non-religious woman, was also heavily reflected upon. This section 

was not to suggest that I can un-do my privileges, but rather demonstrated how I 
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sought to address them. Overall, the methodology chapter recognised the strengths, 

limitations and challenges in my research on Prevent in post-16 education. 

 

Chapters 5, 6, 7, and 8 addressed the thematic analysis and the key themes found 

from the data concerning the Muslim women students and post-16 educators. The 

key themes were self-censoring, the responsibilisation of Muslim women, gendered 

Islamophobia, Prevent is counterproductive, is Prevent safeguarding?, Prevent 

training is inadequate and Alternatives to Prevent? The themes are reflected later in 

this conclusion chapter in relation to my key findings. 

 

The Gendered impact of Prevent 

 

The empirical significance of this research was demonstrated by the original data 

that illustrated Muslim women student’s views and experiences of the Prevent 

strategy in post-16 education. As stated within chapter 1, there is extensive research 

upon racialised communities and how they have been affected by CT polices (Allen 

& Guru, 2012; Bhattacharyya, 2008; Crenshaw, 1989; Kundnani, 2009; 

Satterthwaite and Huckerby, 2013). However, no attention has been paid to the 

impact of the CT policy Prevent upon young Muslim women. Therefore, I identified 

a gap in the literature surrounding the gendered impact of Prevent, specifically in 

post-16 education. 

 

The findings from this study demonstrated a contribution to knowledge in following 

ways. First, at the time of writing, this is the only empirical research that details the 

perceptions of Prevent from Muslim women students. All prior studies focus upon 
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Muslim students in general, in schools, college and universities, and their opinions of 

Prevent (Busher et al., 2019; Coppock and McGovern, 2014; Guest et al., 2020; 

Kyriacou et al., 2017; McGlynn and McDaid, 2019; Moffat and Gerard, 2019; 

Spiller et al., 2017; Zempi & Tripli, 2022). My empirical contribution considers this 

gap of a lack of gendered focus and Prevent’s impact upon young Muslim women 

students. 

 

For some of the Muslim women students, they were aware of Prevent and 

commented upon its targeting of Muslim communities. Similarly, Faure Walker 

(2019) found that his students were aware of Prevent and how they were affected by 

the strategy. However, most of the students in my research stated that they did not 

have knowledge of Prevent. Much like Lockley-Scott’s (2020) study, in which they 

found pupils have a lack of awareness of Prevent. Although it was the case that most 

of the participants in this thesis did not have knowledge of Prevent, some women 

still described Prevent-like incidents that they had experienced (as discussed in 

chapters 5 and 6). The women said that they felt fearful of discussing certain topics, 

such as their religion or issues relating to Palestine, so self-censored from this. This 

finding demonstrated that the self-censoring of Muslim women students resulted 

either from a fear of a Prevent referral, for either themselves or peers, or a risk 

further suspicion being placed upon them. The continuation of the gendered and 

racialised impact of Prevent was also discussed within the sub-theme of surveillance. 

I argued that although the students may not know what Prevent is, the strategy can 

be felt through the fear of Prevent or the constant monitoring of their speech and/or 

behaviour. 
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I also advance academic understandings of the responsibilisation from CT/CVE 

policy (Abbas, 2016; Brown, 2010; Thomas, 2017), by demonstrating how Prevent 

has specific gendered responsibilising tactics. Whether that was in the form of 

teachers’ asking the Muslim women students to look out for signs of radicalisation 

within their own siblings, or the UK government essentialising Muslim women as 

submissive yet risky (discussed in chapter 6). The reinforcement of the idea that 

Prevent serves as a gendered, racialised project is continued from chapter 5 to 

chapter 6, specifically when discussing the women’s uneasiness surrounding 

Prevent, and how Prevent responsibilised them as young Muslim women students. 

My research highlights that Prevent has perpetuated the maternalistic logic of 

Muslim women (Brown, 2013), and this has resulted in the responsibilisation of 

young Muslim women in post-16 education into countering radicalisation within 

their own families, friends and communities. Within chapter 7, I built upon existing 

discussions of gendered Islamophobia (McKenna & Francis, 2019; Easat-Daas & 

Zempi, 2024; Zine, 2006). This topic of gendered Islamophobia is under-researched 

in relation to Prevent, hence my focus upon it. I explored this discussion in a new 

way, demonstrating how the Prevent strategy has contributed and encouraged this 

form of Islamophobia amongst Muslim women students. Most participants 

referenced how their Islamic dress often bought negative attention to them, either 

from teachers or peers. As discussed, Mirza (2015) detailed how teachers often had 

preconceptions of veiled Muslim students, with teachers linking it to agency or 

restricted choice. Therefore, I argued that Prevent operates as a racialised strategy, 

often encouraging this type of Islamophobic thinking, aimed towards Muslim 

women. Above demonstrated how this thesis has offered multiple discussions that 
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make clear the gendered impact of the Prevent strategy for Muslim women in post-

16 education. 

 

Prevent’s impact on post-16 education 

 

This thesis also offered an updated exploratory view of Prevent experiences from 

post-16 educators. Whilst other studies have focused upon on schools, FE and HE 

sectors separately (Bamber et al., 2018; Bryan, 2017; Busher et al., 2019; Guest et 

al., 2020; Lockley-Scott, 2016; Moffat and Gerard, 2019; Panjwani, 2016; Revell 

and Bryan, 2016), few had engaged with FE and HE together. I offer an empirical 

contribution in this educational sphere, as I interviewed both FE and HE educators to 

make up the post-16 educational sector. This thesis therefore gives an exploratory 

view of some educator’s perspectives of Prevent from the post-16 sector in England, 

along with their similarities and differences (note ‘some’ as this was a small sample 

size- discussed in chapter 4). This was important, particularly as the Shawcross 

review had implications for both the FE and HE sector. I also contributed to the field 

by offering an updated view from some educators on the Prevent Duty post-

Shawcross (Home Office, 2023a) review that was published as I was writing this 

thesis  

 

I found that the educators that I spoke to were mostly critical of their Prevent Duty. 

They noted feelings of frustration at the training provided to them. I argue that this 

thesis is not a call to improve the Prevent training, but rather to highlight the 

inadequacy of it. Therefore, this thesis concludes that the basis of Prevent training is 

deeply flawed. I assert that the training relies upon basic training videos or unhelpful 
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tick-box exercises, that seemingly qualify staff to report signs of radicalisation 

within their students. This finding was in keeping with other research in the area of 

Prevent training (Acik & Deakin, 2017; Blackwood et al., 2012; Gulland, 2017; 

Heath-Kelly & Strausz, 2019; Lakhani, 2020; Spiller at al., 2018). Other educators 

told of their worry surrounding the limiting of debate within classrooms. I conclude 

that the educators in this research believed that Prevent negatively impacted upon 

debates in the classroom. I further argued that this made Prevent counterproductive, 

by driving potentially problematic views further underground as they go 

unchallenged in education. The ever-growing debate surrounding Prevent and it 

being deemed as safeguarding was also analysed (Ali, 2020; Busher et al., 2017; 

Martin, 2019; Thomas, 2016; Qurashi, 2017). The few educators that I interviewed 

were critical of Prevent being deemed as part of their safeguarding duties. I 

suggested that the educators believed Prevent to be an ineffective safeguarding tool, 

as they noted the potential consequences of a Prevent referral for a student. Some of 

the educators in this thesis also questioned Prevent’s usefulness (or lack thereof) and 

the potential alternatives to Prevent. They referenced mental health and tackling 

austerity as some measures that could aid young people, outside of the CVE guise 

that is Prevent.  

 

As stated in previous chapters, my sample size was relatively small. However, my 

findings were similar to the studies mentioned above, particularly in terms of 

educators being critical of Prevent. My thesis differs slightly, and therefore offers an 

original contribution, as I combined a small number of both FE and HE educators to 

uncover varying experiences between the two educator groups. The differences 

between the FE and HE educators included FBV being utilised differently in the 
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settings. I suggested that FE educators were critical of FBV but were aware of the 

compulsory nature of implementing the values, whereas the HE educators in this 

study chose not to engage with FBV. This demonstrated the compulsory nature of 

Prevent in FE, yet disapproval amongst both the FE and HE sector. Another 

difference that was found detailed a fear for the restriction of freedom of speech 

either for themselves or their students. I found that the FE educators feared for 

themselves and their students regarding issues surrounding freedom of speech, 

whereas the HE educators were concerned predominately for their student’s freedom 

in voicing opinions, not for themselves. I argued that this could have been due to HE 

educators not being as legally bound to Prevent as FE educators are. Overall, 

empirical contributions were made that demonstrate how the Prevent Duty is 

perceived by some post-16 educators.   

 

I believe that an academic thesis is not sufficient to capture the true lived reality of 

Prevent for many Muslim women and post-16 educators in the UK. This is mainly 

due to the fact that this was a small-scale qualitative study, based upon a limited 

sample size, this thesis is not representative of all Muslim women, nor all post-16 

educators. Instead, the value in this thesis is that I sought to build a picture regarding 

how some Muslim women students and post-16 educators in the sector felt towards 

the Prevent strategy. My thesis contributed to the under-researched topic of Muslim 

women students and Prevent. I also call for more research into the area of Muslim 

women and CVE policy. This is discussed later in the chapter.  

 

 

Answering the research questions 
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This thesis has examined how Muslim women students in the post-16 education 

sector experience and view the Prevent strategy, along with that of educators that 

work within the post-16 education sector. My objective in undertaking this study was 

to provide an intersectional analysis with the use of CRF, to uncover how Muslim 

women are impacted by Prevent in HE and FE. Below, I revisit my research 

questions in greater detail in relation to the key findings that were evident within the 

data. 

 

 

RQ1. How has Prevent impacted upon Muslim women’s experience in 

post-16 education?  

 

The women within this study noted feelings of frustration, a reluctance to express 

their true feelings and awareness of monitoring that occurs in post-16 education. 

This was analysed in chapters 5, 6 and 7 in relation to the key themes that I found 

within the focus group and interview data. The theme of ‘self-censoring’ (discussed 

in chapter 5) was mentioned amongst the Muslim women students. The chapter 

detailed how Prevent’s presence in post-16 education was notable through the 

suspicion placed upon the Muslim women, or through the monitoring that occurs in 

educational spaces in relation to racialised students. The sub-themes also discussed 

within the wider theme of ‘self-censoring’ were: ‘Palestine’, ‘uneasiness surrounding 

Prevent’, ‘media and government rhetoric’, ‘the optics of British values’ and, ‘staff 

and lack of support’. I argued that the strategy’s presence has led to the Muslim 

women students holding back their true feelings or expressions out of fear of a 

potential Prevent referral, either for themselves or their Muslim peers. Notably, the 
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limitation of free speech that derived from this self-censoring, has led to issues such 

as Palestine and wider topics relating to Islam not being discussed in post-16 

educational spaces. I argued that because of this, Prevent is counterproductive in the 

sense that it is contributing to driving debates underground, rather than to freely 

discuss issues in a safe environment that could be challenged.  

 

My research confirmed previous research findings around Muslim students self-

censoring from the Prevent strategy (Amnesty International, 2023; Guest et al, 2020; 

Qurashi, 2018; Zempi & Tripli, 2022). I further suggested that Muslim women 

students’ educational experiences have been impacted by Prevent. Their experiences 

were particularly impacted when it concerned issues of wearing the headscarf/hijab, 

as some participants noted self-censoring surrounding their dress in educational 

spaces. Even though some participants noted that they did not know what Prevent 

was (discussed in chapter 4), some discussed experiences that could relate to Prevent 

or had at least experienced Prevent-like incidents. There is some research regarding 

students and their knowledge of Prevent (Faure Walker, 2019; Lockley-Scott, 2020). 

However, the purpose of this research was not to uncover who did and did not have 

knowledge, but rather how young Muslim women experience Prevent in post-16 

education as they are an overlooked group. 

 

In relation to the theme of ‘the responsibilisation of Muslim women’ in chapter 6, I 

argued that Prevent has reduced Muslim women students’ political agency due to 

having feelings of fear and untrustworthiness towards Prevent. The sub themes also 

discussed in relation to the responsiblisation of Muslim women were ‘spying and 

self-snitching’, ‘Shamima Begum’, ‘the gendering of responsibilisation’ and 
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‘reporting to Prevent?’. To summarise, the sub themes detailed how the students 

often felt that the government was asking them to watch or ‘spy’ upon their own 

friends or family. I suggested that the women were aware of this responsibility and 

therefore felt a lack of trust towards the government. Other students also told of how 

teachers attempted to pry information from them concerning other students. 

Therefore, I argued that not only are the Muslim women students expected to watch 

and report on others in their community, but also within their educational sphere too. 

Shamima Begum was a case that arose frequently within the focus groups and 

interviews. I maintained that the case appeared to be a turning point for the young 

Muslim women in education at the same time as the case unfolded. The women 

noted a shift in the way they were focused upon in education after the Begum case. I 

argued that not only were the Muslim women students responsibilised into 

survielling others, but that they also had further surveillance placed upon themselves. 

 

I also suggested that the Muslim women were reluctant to report to Prevent. This 

illustrated that the responsibilisation of Muslim women has resulted in Prevent being 

counterproductive. This is mainly due to Prevent relying upon others reporting 

individuals to the strategy. If the Muslim women do not wish to do this, as they 

noted a fear of consequences for themselves and others, then it renders Prevent 

inefficient. The above reasons combined of Muslim women feeling distrust towards 

the government, feeling responsibilised into countering terrorism, and survielling 

others, has therefore affected their experience within education. The maternalistic 

rhetoric that oft surrounds Muslim women in CT/CVE strategies has been researched 

by others (Brown, 2008; 2013; Pearson et al., 2020; Rothermel & Shepherd, 2023; 

Spalek, 2012). What I suggested was that this feminised logic of responsibility has 
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seeped into Prevent and has placed responsibility, particularly upon the shoulders of 

young Muslim women, to watch their family, friends, or community through a 

deradicalisation lens.  

 

The theme of ‘gendered Islamophobia’ was analysed in chapter 7 in relation to how 

Prevent has impacted upon Muslim women students in post-16 education. The sub-

themes included issues such as being the visible other, the differential treatment of 

non-racialised students and the homogenisation of Muslim women. From these sub-

themes, I argued that the women’s experience in education had been impacted by 

Prevent as the strategy has encouraged the suspicion placed upon them by staff and 

peers, particularly in relation to their dress and being visible Muslim women. I also 

put forward that Prevent is not the sole reason for this gendered Islamophobia in 

post-16 education, as it does not exist in a vacuum. Rather that Prevent plays a role 

within gendered Islamophobia, as does the media and public rhetoric.  

 

RQ2. To what extent is this (Prevent’s impact on Muslim women 

students’ experiences) a ‘gendered’ impact?  

 

The focus groups and interviews with the Muslim women students uncovered the 

gendered impact of Prevent. I argued that this gendered impact was mostly seen 

through the responsibilisation of Muslim women (discussed in chapter 6) and the 

gendered Islamophobia, analysed in chapter 7. Within the finding of the 

responsibilisation of Muslim women, the students referred to Muslim women being 

perceived by the UK government as more ‘submissive’ than Muslim men, and that 

they were often seen as ‘peaceful’ people who could tackle radicalisation. Other 

research has also found that women in CVE regimes are seen as moderate people 
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who can fix problems (Auchter, 2020). What I suggested was that the Muslim 

women students were aware that they are perceived this way, and that from this they 

believed that the responsibility that has been placed upon them, was due to the 

‘submissiveness/peaceful’ stereotype. Chapter 6 discussed how this 

responsibilisation of Muslim women has led to the students feeling particularly 

vulnerable to being monitored by staff. This became especially evident when some 

of the participants spoke about the case of Shamima Begum, and the impact her case 

had upon their educational journeys.  

 

The gendered Islamophobia analysed in chapter 7 paid special attention to the 

Muslim women’s dress, and how the security suspicions that are oft connected to the 

hijab were placed upon the students in this study. I argued that Prevent has 

encouraged the Orientalist assumptions about the headscarf/hijab within educational 

spaces. Most research has previously focused upon the impact of Prevent upon 

Muslim students in general (Breen-Smyth, 2013; Faure Walker, 2021; Guest et al., 

2020; Lakhani, 2020; Sian, 2015; Zempi & Tripli, 2022). My study has shown that 

Muslim women students experience Prevent through a specific gendered lens, 

particularly when it concerned responsibility or gendered Islamophobia.  

 

RQ3. How do educators perceive Prevent and their duty to it within 

education?  

 

To address research question 3, I highlighted the major themes that were found from 

the post-16 educators that reflected their overall experiences of the Prevent Duty in 

chapter 8. ‘Prevent is counterproductive’ was a key theme found. It detailed how 

educators perceived the duty to be silencing debates within the classroom. The 
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educators noted that an atmosphere of surveillance was present in the education 

sector, and that they were aware of students self-censoring their opinions and beliefs. 

The limiting of certain issues that were discussed in the classroom was also reflected 

upon and how Prevent has contributed to this. From this surveillance, self-censoring 

and limiting of debates, I argued that Prevent is counterproductive as if students are 

being alienated for their views, then Prevent could drive these issues further 

underground, rather than addressing them in a safe environment. My findings are 

similar to that of Faure Walker (2021), Open Society Justice Initiative (2016) and 

Saeed & Johnson (2016). However, as most research has focused upon schools or 

universities in relation to Prevent, I contributed to this field by analysing a small set 

of empirical data from specifically FE and HE educators.  

 

The Prevent Duty being deemed as ‘safeguarding’ was also analysed in chapter 8. 

Some research asserts that educators do see the Prevent Duty as a wider part of their 

safeguarding duties as educators (Ali, 2020; Busher et al., 2017; Martin, 2019; 

Thomas, 2016; Qurashi, 2017). Although the sample size for my study was small, 

only the minority of educators uncritically accepted this view that Prevent should be 

viewed as safeguarding. Indeed, Busher et al. (2019) and Spiller et al. (2022, p.123) 

found that framing Prevent as safeguarding aids the strategy’s legitimacy amongst 

educators and wider society, as it is portrayed as ‘politically neutral’. I found that 

most of the educators that I interviewed were more critical of the Duty being 

described as such. Some of the educators made statements surrounding being unsure 

at what point to intervene with a student, that Prevent does not place young people in 

the centre of its ‘care’, and they shared sentiments that detailed the consequences of 

a Prevent referral for a young person. All these reasons combined led to the 
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conclusion that by framing Prevent as a safeguarding approach, it has made it more 

palatable for some educators. However, this study has also shown that the framing of 

Prevent in such a way has largely not stopped educators questioning why and how 

Prevent is portrayed as such.  

 

I also analysed the theme of Prevent training being inadequate. My findings correlate 

with the wider literature, that note the dubiousness of the training received by 

educators (Acik & Deakin, 2017; Blackwood et al., 2012; Gulland, 2017; Heath-

Kelly & Strausz, 2019; Lakhani, 2020; Spiller at al., 2018). My thesis gave an 

updated account on how some post-16 educators feel toward their Prevent training. 

The educators spoke about the training being an unhelpful tick-box exercise, that it 

occurred predominately online, and that the training did not aid them in spotting 

possible signs of radicalisation within their students. I suggested that although the 

educators felt negatively towards the training, they also perceived it as a compulsory 

task. Overall, the post-16 educators that I interviewed perceived Prevent and their 

duty to it as mundane, confusing, as restricting free speech, yet compulsory. Next, I 

map out my reflections upon using CRF as a theoretical framework for analysing 

young Muslim women’s thoughts and experiences upon Prevent. 

 

 

 

Reflections upon Critical Race Feminism 

 

Throughout this thesis, I have discussed the theoretical and empirical contributions 

to the CRF and the CTS field by developing an empirical analysis concerning the 

gendered impact of Prevent. CRF frameworks are rarely used in relation to CTS. 
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Therefore, along with utilising commitments from CTS (outlined in chapter 4), I 

illustrated the empirical contributions whilst employing these intersectional 

frameworks. This thesis concluded that Prevent does have a specific gendered 

impact upon young Muslim women in post-16 education. My findings advance 

insights on how Prevent’s gendered impact was observable in the empirical data and 

it occurred through different avenues, whether this was in the form of the women 

noting that they self-censored, that they feel responsible for reporting to Prevent, or 

that Prevent has encouraged gendered Islamophobia.  

 

Within this section, I make clear how CRF aided the development of the empirical 

understandings from the Muslim women participants. Theoretically, this thesis was 

informed by critical understandings of racism and race (Delgado & Stefancic, 2017; 

Meghji, 2022). The theory of CRF has been mostly used in the US context, along 

with CRT in the field of education in the UK (Chakrabarty, et al., 2012; Gillborn, 

2007; Wing, 2014). Although some work within the field of security studies have 

also adopted a CRF stance (Henry, 2021; Lewis, 2003), I used CRF to uncover the 

intersectional experiences of the Muslim women in this critical study. Within this 

thesis, I have demonstrated how CRF was useful when examining racialised 

women’s experiences in relation to Prevent. For example, my theoretical 

contribution is one of implementing CRF empirically with the strategy. Therefore, 

this study demonstrated how CRF can be used to gather and analyse empirical data 

collected within the critical terrorism field. From this thesis, I recommend for others 

in the field to continue to develop CRF’s use when collecting and analysing data.  
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The racialisation of Muslims from the Prevent strategy was the pivotal point of the 

thesis; this was discussed in chapter 2 and 3. It was from this racialisation that it was 

evident that states are using Muslim women in the CT, CVE, and deradicalisation 

sphere (Brown, 2008; 2013; Cook, 2017). I argued that this racialisation of Muslim 

women in FE and HE is encouraged and continued within the Prevent strategy. This 

was demonstrated through the targeting of women to ‘look out’ for signs of 

radicalisation within their community, the strategy’s encouragement of suspicion 

from educational staff for Muslim women’s clothing, or the limiting of political 

agency of the young women in education. By adopting a CRF theoretical framework, 

I was able to further explore the intersectional identities of the women (discussed in 

chapter 4). This exploration often occurred within the focus groups and interviews. 

Some women commented upon their race, ethnicity, culture, dress, and class 

background. Their intersectionality was expressed through their counter stories 

regarding their experiences of post-16 education, but some also specifically 

commented upon their identity regarding Prevent too (discussed in chapters 4, 5 and 

6). The women’s intersectionality became clear when they revealed incidents that 

highlighted how they experienced Prevent, Islamophobia, and sexism. For example, 

Nadia commented upon her ethnic background in relation to gendered Islamophobia. 

Other participants, such as Safa, also discussed their social class background. The 

students highlighted how they were asked to ‘keep an eye’ on siblings, they detailed 

how Islamophobic incidents in education are not taken seriously, and they told of 

how Muslim women are often perceived as more submissive. Altogether, the women 

discussed stories of their intersectional identities and how they have been impacted 

by the presence of Prevent.  
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The use of counter storytelling within the focus groups and interviews aided this 

thesis’ aim of adding to existing critical studies on terrorism that discuss the 

securitisation of racialised people and the expansion of the global WOT. The method 

of counter storytelling contributes to the understanding of those who are often 

ignored (Martinez, 2014; Olszewski, 2022). My focus upon Muslim women post-16 

students was because most research into Prevent has focused solely on Muslim 

communities as a whole, and usually concerned schools or universities when 

discussing Muslim students (Ghani & Nagdee, 2019; Lockley-Scott, 2016; Thomas, 

2016; Qurashi, 2018; Zempi & Tripli, 2022). This study has added to the above 

literature and filled the gap that consisted of a lack of focus upon Muslim women 

students in FE and HE. The use of counter storytelling proved useful in 

understanding how Prevent operates. For instance, the women’s stories casted doubt 

upon the official narrative from the UK government that Prevent contributes to 

‘keeping our country a free and safe place for all its citizens’ (Home Office, 2023a, 

p. 5). The doubt derived from the women detailing issues of self-censoring, 

responsibilisation, gendered Islamophobia, and a reluctance to report to Prevent. By 

utilising counter storytelling to better understand the lived experiences of young, 

Muslim women I was able to place their stories in the context of how Prevent 

operates as a gendered, racial project that serves to infantilise yet responsiblise them. 

Overall, the use of CRF as the intersectional, theoretical framework for this thesis 

enabled the Muslim women’s counter stories to come to the forefront of this study, 

placing their voices and stories at the centre to challenge dominant government 

discourses surrounding Prevent.  
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Limitations 

 

 

This section details the limitations of this thesis. Considering that some of these 

issues were discussed in detail within chapter 4, I will briefly reflect on some of the 

limitations here. Firstly, there is the issue of if the argument can be made that the 

impact upon Muslim women students in post-16 education is as a result of the 

Prevent strategy, or a result of wider marginalisation and stigmatisation of Muslim 

women. Within my findings it became clear that some aspects of the self-censoring 

and the responsibilisation of Muslim women were observed as direct consequences 

of Prevent. For instance, when Nadia spoke of how Prevent added another “burden” 

to her life as a Muslim woman, or how some students discussed spying in education 

and how they were asked to watch others. I also argued that the gendered 

Islamophobia that is evident within the Prevent strategy does not exist in a vacuum. 

Rather, that Prevent has a role to play in the wider racialised rhetoric of Muslim 

women within society, through encouraging this form of Islamophobia. Therefore, I 

recognise that not all the women’s experiences in this study related directly to 

Prevent, but that they exist in the same domain of Prevent. For example, being asked 

to “keep an eye” on siblings, or to “spy” on other students were not directly 

discussed in relation to Prevent, but that they lie under the wider umbrella of 

monitoring of students and racialised communities. However, I argued that Prevent 

operates within a sphere of heavily racialised discourse and that because of this, 

Prevent perpetuates the Islamophobic stereotypes concerning Muslim women.  

 

Secondly, there was the issue that this study had a small sample size. The number of 

students that participated within this research (20) and six educator participants 
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could be considered a limitation. However, as this thesis utilised CRF as a theoretical 

framework, this allowed for a smaller number of participants to gain counter stories 

in greater detail (Evans-winters & Esposito, 2010). The number of educators 

interviewed (six) was also small, this was due to this element of the fieldwork being 

exploratory. It was exploratory due to educator’s counter stories not being the central 

component to this thesis. Nonetheless, this study gave an updated view on how some 

sixth form, college and university educators feel towards their Prevent Duty. This 

thesis was also the first to combine the above educators to compare their feelings 

towards Prevent. My research mainly encompassed educator voices from a Social 

Science background, this could also be considered a limitation. This was not 

intentional, but rather a result of my recruitment. As a result of the small sample 

size, this research is not generalisable but was never intended to be so. It could be 

recommended that future research could have a larger sample size. As stated in 

chapter 4, the role of educators in the interviews could also be considered a 

limitation. Upon reflection, the interview schedule (Appendix H) should have been 

amended following the student focus groups. In order to gain insight on how 

educators perceive Prevent’s impact upon Muslim women students, questions 

surrounding this should have been implemented within the interview schedules with 

educators. I discussed in chapter 6 how the Muslim women students believed that 

they became a site of suspicion for educators, this would have been an interesting 

question to put to the educator participants.  

 

It was also important to reflect upon my own positionality within this research. This 

was discussed in detail within chapter 4. To reiterate, my own identity as a non-

religious, non-racialised woman could have impacted this study in numerous ways. 
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For instance, my positionality may have influenced the meanings that I gave and 

interpretations that I made as the researcher. I aimed to counteract this by wanting to 

avoid reproducing victimising discourses about the young Muslim women, and 

therefore not feeding into white or governance feminism. Of course, positionality 

can only be reflected upon, but ultimately, I do believe that me not being a Muslim 

woman most likely did impact this work. 

 

 

Future research and recommendations 

 

From the beginning of this research, it was clear that there were few studies that paid 

attention to the effects of the Prevent strategy upon Muslim women. Therefore, this 

thesis offered a critique of the Prevent strategy, in relation to its gendered impact 

upon Muslim women post-16 students. Above highlighted brief recommendations 

following my own limitations. To build upon this, I highlight below where I see 

future research possibilities in detail.  

 

To further investigate the gendered impact of Prevent outside of education, Muslim 

women should be spoken to regardless of their student status. This should also be the 

main focus of future studies, as some other empirical research has researched women 

in relation to Prevent, however Muslim women have not been the sole focus 

(Andrews, 2020b). This would help demonstrate a picture of Prevent’s gendered 

impact on Muslim women in the UK. Future studies should also focus on the 

experiences from Muslim women who have been specifically referred to the Prevent 

or have had direct contact with it. Amnesty International (2023) were unable to 

interview women and girls who had been referred to Prevent despite attempts. 
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Therefore, this demonstrates how under-research this topic area of women, 

specifically Muslim women is, and how important it would be for future research to 

consider this gap. This would be helpful in revealing their gendered experiences of 

the strategy. I believe by that doing this, it would add a new perspective to the 

literature. However, I am also aware that Muslims can be over-researched, 

particularly in relation to CT. Therefore, a focus upon those who enact Prevent, 

whether those who work directly for Prevent (for example, local authorities), or 

those who policy-make could be useful to further understand how or if the ‘workers’ 

of Prevent perceive the strategy to be ‘gendered’.  

 

Finally, I would also suggest researching Prevent in terms of how it affects all 

students, regardless of their religion or race. This is because of increasing concern 

surrounding the targeting of dissenting voices on other issues, such as climate 

change (Amnesty International, 2023). Questions such as: do they believe Prevent is 

also affecting them? Do they feel the need to self-censor? Do they feel responsible to 

report others to Prevent?, could be asked. Furthermore, this could also be applicable 

to non-students too. For instance, how do climate change activists perceive the 

Prevent strategy? Are they fearful of its potential targeting? As Fernandez (2021, 

p.1) stated that although Muslims bear the brunt of these Islamophobic surveillance 

strategies, ‘surveillance didn't start with Muslims, and it won't end with Muslims’. 

This avenue of research could be insightful regarding Prevent’s targeting of non-

racialised groups. 

 

The aims of this study were to 1) critically explore the gendered impact of the 

counterterrorism strategy Prevent on young Muslim women in further and higher 
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education, and 2) add to existing critical studies on terrorism that discuss the 

securitisation of racialised people and the expansion of the global WOT (war on 

terror). As I was working within the field of CTS, I did not want to offer a ‘problem-

solving approach’ for the Prevent strategy (Joseph, 2009, p. 94). This thesis put 

forward a critique of Prevent and added to the literature in this field. The 

recommendations made below are suggestions that could be further developed using 

the above future research proposals.  

 

During the fieldwork, many of the participants, both students and educators, noted 

that they enjoyed having the opportunity to talk about an issue that interests them. 

The quotes below demonstrate how some participants either enjoyed the focus group 

or interview process, or that they wanted to be involved because the topic interested 

them: 

 

it's been nice to feel like, OK, someone's listening [to] like 

everything 

- Sameera, FE student, one-to-one interview. 

 

I thought your research is really valuable. So that's why I 

thought I'd have a look. 

- Laura, FE educator. 

 

The participants appeared to value the opportunity to speak about the topic of 

Prevent and wider issues that matter to them. I argue that this could suggest that 

students in particular, should be encouraged to discuss issues that they value in safe 



 317 

spaces within education, without the fear of Prevent. By creating safe spaces, 

students and staff will feel better equipped on how to discuss topics that could be 

challenged appropriately. The need to consider how the creation of safe spaces for 

debate to encourage academic freedom is crucial. This issue needs to be 

acknowledged in the context of how it could occur if Prevent persists in education.  

 

In light of the finding that the students and educators within this study had negative 

perceptions of Prevent, with some detailing upsetting experiences with Prevent. I 

argue that withdrawing Prevent from education would be a constructive idea. Whilst 

I recognise that this is unlikely, this is not a new call. Others have also suggested the 

withdrawal or scrapping of the Prevent strategy (Aked, 2021; Amnesty International, 

2023; Open Rights Group, 2024; Rights and Security International, 2024; The 

People’s Review of Prevent, 2022). However, Skoczylis and Andrews (2020) believe 

that scrapping Prevent would not benefit the communities that have been affected by 

Prevent. On the other hand, Manzoor-Khan (2022) states that scrapping Prevent does 

not go far enough, rather we need to reconsider all deep-rooted surveillance practices 

that police racialised people. However, I believe that although scrapping Prevent will 

not solve the overall treatment of racialised communities, it is a small but 

nonetheless important step forward to removing harmful CT/CVE policies that target 

legitimate and lawful political dissent. The ‘alternatives to Prevent’ theme was 

discussed in relation to educators within chapter 8. I suggest the withdrawal of 

Prevent on the grounds that the strategy is a heavily racialised one, one that relies 

upon Islamophobic tropes and one that encourages Islamophobic rhetoric. Even 

though the sample size for this thesis was relatively small, my findings correlated 

with other research in the area, stated above. This recommendation is not to suggest 
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that problematic or concerning views from vulnerable students should not be 

challenged, but rather that this challenging should not be under a CVE guise that 

ultimately harms students. 

 

As I write the end of this thesis, I hope that my retelling of the women’s experiences 

of Prevent provides some insight to the huge variety of experiences of young Muslim 

women within the UK. However, questions and criticisms surrounding Prevent in 

education, and more broadly persist. Wider questions remain surrounding the 

appropriateness of Prevent’s new referral categories, namely that of ‘incel’. 

Together, with the 2023 Shawcross review, the UK’s new definition of extremism, 

and the genocide in Gaza, Prevent proves to be consistently problematic. The ever-

growing criticism of Prevent does not appear to be waning. Lastly, to highlight the 

importance of free speech within education, I leave a quote from bell hooks (1994, 

p.12): ‘the classroom remains the most radical space of possibility in the academy’. 
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Appendix 
 

 

Appendix A: Timeline of Prevent and associated thesis events 

 

Timeline of Prevent and associated thesis events: 

House of Commons debate surrounding Critical Race Theory October 2020 

William Shawcross appointed as independent reviewer of 

Prevent  

January 2021 

Began doctoral studies October 2021 

Participant recruitment began November 2022 

Online focus groups began January 2023 

Shawcross, Home Office Prevent review published  February 2023 

Educator online interviews began February 2023 

Attack on Israel and Gaza, Palestine October 2023 

Completed fieldwork January 2024 

New UK definition of ‘extremism’ published  March 2024 

Thesis submitted September 2024 

 

 

 

Appendix B: Participant Focus Group Information Sheet- Muslim Women students 

under 18 

 

 

Participant Information Sheet: Focus Groups 

College/Sixth Form 

 

 

Project Title: 

 

Prevent and Critical Race Feminism: The implications of Prevent for young 

Muslim women in education. 
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Thank you for considering taking part in this research. Before you decide it is 

important for you to understand why the research is being carried out and 

what participation will involve. Please take time to read the following 

information carefully. Ask if there is anything that is not clear or if you 

would like more information. Take time to decide if you wish to take part. 

You can keep this document for your own record. Thank you ☺  

 

What is the project’s purpose?  

This project hopes to critically explore the impact of the counterterrorism 

strategy Prevent on young Muslim women in further and higher education.  

 

It is hoped that this research will contribute to the debate surrounding the future 

(if any) of Prevent and highlight the impact Prevent has upon young Muslim 

women in education. 

 

I am particularly interested with how Prevent operates in sixth forms, colleges 

and universities in England & Wales and what young Muslim women (aged 16-

25) think of Prevent.  

 

Who is running this study?  

The project is being carried out by me, Lilly Barker, a PhD researcher at 

Nottingham Trent University at the School of Social Sciences.  

I am a qualified further education teacher and has been researching racism, 

xenophobia and the impact of government policies upon racialised communities 

in the UK for over 4 years. 

The supervisors for the project are Dr Jane Pilcher and Dr Katerina Krulisova, 

who have extensive research experience in Education, International Relations 

and Sociology. 

 

Who is funding this study? 

This study is funded by Nottingham Trent University. 

 

Why have I been chosen?  

You have been chosen as you: 

▪ identify as a Muslim woman 

▪ are aged 16-25  

▪ currently attend either sixth form or college in England or Wales 

 

We are asking you to take part in an online focus group (a group discussion) 

with a maximum of 11 other young Muslim women because the research wants 

to uncover your opinions surrounding the counterterrorism strategy Prevent and 

topics surrounding it.  

You do not need to have any prior knowledge about Prevent. 
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Do I have to take part? 

No, your participation is entirely voluntary.  

If you are aged 16 or 17, your parent/guardian will also have to consent to 

you taking part in this research. Please let Lilly know via email if you need 

the ‘Parental consent and information form’ in another language- this can 

be provided. 

If you do decide to take part, you will be given this information sheet to keep and 

you will be asked to sign a consent form.  

You will be free to withdraw during data collection (during the focus group) but 

it will not be possible for participants to withdraw their data from the focus 

group after it has finished. 

You can withdraw from the study by leaving the focus group and emailing Lilly 

afterwards (Lilly.barker2021@my.ntu.ac.uk) stating you have withdrawn, you 

do not have to give a reason why, nor will face any repercussions. 

 

What will happen if I take part? 

The focus group will last no more than 1 hour and a half. 

It will take place online.  

It will be arranged at a time convenient for everyone in the focus group. 

Focus groups topics will be surrounding, for example: ‘fundamental British 

values’, classroom debate, knowledge of Prevent, past experiences in education, 

confidence in the classroom, Islamophobia in Britain. 

If you feel uncomfortable at any time during the focus group you can leave 

at any point and will not have to give a reason why. 

Once the focus group is over, you may also be invited to take part in a one-to-

one, online interview at a later date. 

If you are invited to a one-to-one interview, then you will be given another 

information sheet and asked to sign a consent form (and if you are under 18, you 

will also need parental consent). 

The focus groups and interviews will be carried out by Lilly. 

All data will be anonymised in publication (a fake name will be given).  

 

Will I be recorded? 

You will be audio recorded (voice only) in the focus groups. 

All recordings will be permanently destroyed once they have been transcribed. 

 

What will happen to the information I give during the focus group? 

The recording of the focus group will then be transcribed (written/typed out) by 

Lilly.  

The transcripts will be seen by Lilly, Jane and Kat. 

When writing up, all data will be anonymised.   

You may be quoted directly but your name will never be published.  

mailto:Lilly.barker2021@my.ntu.ac.uk
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At the end of the study, the anonymous transcripts will be deposited in the 

Nottingham Trent Data Archive and will only be available to other genuine 

researchers. 

Anonymised data will be stored on Nottingham Trent Data Archive for up to ten 

years. 

 

How will you protect my confidentiality and anonymity? 

All the information that we collect about you during the research will be kept 

strictly confidential.  

Your anonymity will be protected as I will not use your name but give you a 

fake name instead. 

You will not be able to be identified in any ensuing reports or publications. 

The recordings of the focus group will only be accessed by Lilly. 

The transcripts of the focus groups will be accessed by Lilly, Jane and Kat.  

All electronic files and recordings will be kept on a highly secure database within 

Nottingham Trent University only accessible by Lilly. 

Once the transcripts have been placed in the database, the recordings of your 

focus group will be destroyed.  

We are confident that these precautions will ensure that no one will be able to 

trace your transcript back to you.  

 

The Exception to Confidentiality and Anonymity  

The only exception to maintain the confidentiality and anonymity of your data is 

if you disclose details of previously unreported or intended criminal activity and 

we can identify you or an alleged victim. If this happens, the researcher would 

have an obligation both lawful and professional to report it to the relevant 

authorities. At no time during the research process will the researcher ask 

questions that might incriminate you. We strongly advise that you do not 

reveal any identifying information unless you wish to do so.  

 

What are the possible disadvantages and risks of taking part? 

The main cost to you is the time needed to do the focus group and the possibility 

of an interview.  

The main risk is you feeling uncomfortable with any of the subjects that may 

arise, remember if you do feel uncomfortable you can leave or withdraw from 

the study during the focus group, without question. 

My hope is that the discussions and topics mentioned will not cause significant 

distress to participants. 

If you do feel upset or distressed there are helplines available:  

Muslim Youth helpline: 0808 808 2008, webchat via: 

https://myh.org.uk/how-we-can-help/chat-with-us/ 

Muslim Women’s Network helpline: 0800 999 5786, webchat via: 

https://www.mwnhelpline.co.uk/  

 

What are the possible benefits of taking part? 

https://myh.org.uk/how-we-can-help/chat-with-us/
https://www.mwnhelpline.co.uk/
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You will have receive a £10 voucher after the focus group has finished. This is a 

gesture of thanks from the research team. A £10 Amazon voucher is given if 

you are selected for a one-to-one interview at a later date. If you’d like the 

opportunity to receive a voucher, please leave your email on the consent 

form.  

I hope that you will find the focus group discussions interesting and will take 

satisfaction from helping to develop knowledge of this important topic. 

 

 

What will happen to the results? 

The results of the research may be published.  

Once the findings from the research have been analysed, you will be able look at 

them and these will be emailed in the form of a summary of the results, if you 

wish to do so.  

This information will be stored separately from any other data.  

The data collected during the project may be used for additional research. This 

will all be anonymous, you will not be identified. 

 

Who is responsible if anything goes wrong? 

I am responsible for the conduct of the study under the supervision of both of my 

supervisors.  

 

 

I’m thinking about taking part in this research/ I still have some questions, what 

do I do? 

Please contact the principal investigator, Lilly, at: 

Lilly.barker2021@my.ntu.ac.uk and state that you would like to take part. 

If you do not receive a reply within 5 working days please email Dr Jane Pilcher 

or Dr Katerina Krulisova (details below).  

 

Contacts for further information 

Please feel welcome to contact Lilly or her supervisors Dr Jane Pilcher 

or Dr Katerina Krulisova for further information: 

 

Lilly Barker 

Email: Lilly.barker2021@my.ntu.ac.uk 

 

Dr Jane Pilcher 

School of Social Sciences, Nottingham Trent University, Chaucer Building, 

Goldsmith Street, Nottingham NG1 5LT 

Phone: +44 115 84 86033. Email:  jane.pilcher@ntu.ac.uk  

 

Dr Katerina Krulisova 

mailto:Lilly.barker2021@my.ntu.ac.uk
mailto:Lilly.barker2021@my.ntu.ac.uk
mailto:jane.pilcher@ntu.ac.uk
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School of Social Sciences, Nottingham Trent University, Chaucer Building, 

Goldsmith Street, Nottingham, NG1 5LT 

Phone: +44 115 84 86444, extension 86444. Email: katerina.krulisova02@ntu.ac.uk 

 

 

We look forward to hearing from you!  

 

 

 

 

Appendix C: Recruitment Posters 
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Appendix D: Participant Consent Form - Educators 

 

 

Participant Consent Form 
Research project title: Prevent and Critical Race Feminism: The 

implications of Prevent for young Muslim women in education. 

 

Please read and confirm your consent to being interviewed for this project by 

ticking the appropriate box(es) and signing and dating this form. You can keep 

a copy of this consent form for your own records. 
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Once completed, please email it back to Lilly at: 

Lilly.Barker2021@my.ntu.ac.uk 

 

Please tick the appropriate boxes: Yes No 

I confirm that the purpose of the study has been explained to me and 

that I have been given information about it. 

  

I confirm that I have had the opportunity to ask questions about the 

research and I understand that I am free to contact the researcher with 

any questions I may have in the future. 

  

I agree to take part in the project. Taking part will include being 

interviewed and audio or video recorded, on the understanding the 

recording will be destroyed at the end of the study in December 2024.  

  

I understand that my participation is voluntary, and that I am free to 

withdraw at any time without giving any reason and without any 

repercussions. 

  

I have read the information sheet.   

I understand that my personal details will not be revealed to people 

outside of the project. 

  

I understand that the quotes from the interview may be used and 

anonymised. 

  

I understand that my real name will not be used.   

I agree that the data I provide will be archived at NTU Data Archive 

for up to ten years. 

  

I understand that other researchers will have access to the anonymised 

data only if they have ethical approval.  

  

I understand that if I disclose details of previously unreported or 

intended criminal activity and we can identify you or an alleged victim, 

the researcher would have an obligation to report it to the relevant 

authorities. 

  

I would like to read a summary of the findings once finished and I will 
leave my email to do so. 

  

 

Name of respondent:  
 
Email of respondent:  
 
Region of sixth form/college/university (e.g. East Midlands):  
 
Date:                                                                                          
    
Signature of respondent:  
 
  
Name of researcher: Lilly Barker 
 
Date: 
 

mailto:Lilly.Barker2021@my.ntu.ac.uk
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Researcher Signature:  
 

Lilly Barker 

Principal Investigator 

Lilly.Barker2021@my.ntu.ac.uk 

Nottingham Trent University, School of Social Sciences 

 

 

 

Appendix E: Focus Group Topic Schedule 

 

• Knowledge of Prevent,  

• ‘Fundamental British Values’ 

• Classroom debate 

• Past experiences as a Muslim woman within education concerning peer 

relations and teacher-student relations,  

• Islamophobia in education 

• Confidence in the classroom 

• Wider Islamophobia in Britain 

 

 

 

Appendix F: Student Focus Group informal schedule 

 

 

Questions: 

 

1. Do you know what the counterterrorism strategy ‘Prevent’ is? Have you 

ever heard of it? Heard family or friends talking about it? In the 

media/news/social media? How do you feel about it? 

 

{If no} How do you feel about counterterrorism strategies/ rhetoric in the 

UK? Positively/negatively? 

 

2. Do you feel as though counterterrorism strategies in the UK have affected 

you as Muslim women? How does talk about ‘terrorism’ make you, as a 

Muslim woman, feel? 

 

{If yes} Do you feel that Prevent could impact your time in education as 

Muslim women? 

 

3. David Cameron a previous Conservative British Prime Minister said that 

Muslim women need to ‘integrate more’ and learn the English language 

as to not leave them ‘susceptible from the extremist message’. What are 

your opinions on this? 

 

mailto:Lilly.Barker2021@my.ntu.ac.uk
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4. Under Prevent, teachers and lecturers have to carry out the ‘Prevent Duty’ 

which consists of reporting students they feel are at risk of radicalisation. 

How do you feel about teachers potentially reporting ‘traits’ of 

radicalisation (show sheet of ‘traits’ teachers look for). 

 

5. Teachers also have to promote ‘British values’ under the Prevent Duty. 

Has anyone heard of ‘British values’?  

 

6. British values are (show sheet- teachers have to implement these in 

classroom). How do you feel about these? Have you ever been aware that 

these values are being taught in the classroom and an example of this 

occurring?  

 

7. Moving on to discuss classroom debate now. Can you describe a time 

when you’ve ever had a debate or discussion in the classroom? How did 

it make you feel? 

 

8. The UK Government has previously said that Muslim women “can play a 

vital role in building strong communities and tackling violent extremism 

and radicalisation”. Have do you feel about this statement? 

 

9. Would you feel comfortable in reporting a friend or family member to, 

for example, Prevent? Why/why not? 

 

10. How do you think the topic of Islamophobia is dealt with in 

schools/colleges/universities? Do you feel supported? 

 

 

 

Appendix G: Student 1-1 Interview Informal Schedule 

 

Questions: 

 

1. How did/do you feel when …? 

2. You said…. Why do you think that? 

3. We talked about … in the focus group. Why did you say this?  

4. Anything else you’d like to add to our discussion today about how Prevent 

could impact upon Muslim women in education? 

5. Out of all the things we discussed in the focus group and today, what do you 

think is the most important issue to you? 

 

 

 

Appendix H: Educator interview informal schedule 

 

Questions 
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1. How much do you know of Prevent & how do you feel about Prevent in 

general? 

 

2. How do you feel about the ‘Prevent duty’ that you have as an educator? 

 

3. How do you feel that the ‘Prevent duty’ is described as part of your 

‘safeguarding duties’? 

 

4. Have you received any kind of training for Prevent? What did that entail? 

What was your experience of that? How did you feel undergoing the 

training? 

 

5. Did you feel the training was positive/negative, for what reason? Did it 

prepare you to be part of the Prevent duty? 

 

6. Do you feel confident in carrying the Prevent duty out/ spotting signs of 

radicalisation/ referring students? 

 

7. How do you feel about the ‘British value’ discourse that is a part of Prevent? 

 

8. Within the focus groups that I did with students, they brought up issues of 

not wanting to say certain things in case they are picked up by teachers. Have 

you ever been aware of this?  

 

9. Have you ever felt that you could not discuss certain topics with students? 

 

10. In the new government Prevent report, it cites that students should be treated 

as ‘susceptible’ to radicalisation rather than ‘vulnerable’ due to having 

‘agency’. What are your opinions on this?  

 

11. Recently, there have been cases of teachers referring students to Prevent due 

to ‘incel/misogyny’ concerns. What are your opinions on this?  

 

12. Do you think anything could work better work better for yourself as an 

educator and for students to tackle the issue of radicalisation? 

 

 

Appendix I: Nottingham Trent University Ethics application approval 
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Appendix J: Participant Consent Form Focus Group- Muslim Women students under 

18 

 

 

Participant Consent Form: Focus Groups Colleges/Sixth Forms 
Research project title: Prevent and Critical Race Feminism: The 

implications of Prevent for young Muslim women in education. 

 

Please read and confirm your consent to being interviewed for this project by 

ticking the appropriate box(es) and signing and dating this form. You can keep 

a copy of this consent form for your own records. 

 

Once completed, please email it back to Lilly at: 

Lilly.Barker2021@my.ntu.ac.uk 

 

mailto:Lilly.Barker2021@my.ntu.ac.uk
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Please tick the appropriate boxes: Yes No 

I confirm that the purpose of the study has been explained to me and 

that I have been given information about it. 

  

I confirm that I have had the opportunity to ask questions about the 

research and I understand that I am free to contact the researcher with 

any questions I may have in the future. 

  

I agree to take part in the project. Taking part will include being in an 

online focus group and audio recorded, on the understanding the 

recording will be destroyed at the end of the study in December 2024.  

  

I understand that my participation is voluntary, and that I am free to 

withdraw at any time without giving any reason and without any 

repercussions before the focus group takes place. 

  

I understand that my parent/guardian has to give consent if I am aged 

under 18. 

  

I have read the information sheet.   

I understand that my personal details will not be revealed to people 

outside of the project. 

  

I understand that the quotes from the interview may be used and 

anonymised. 

  

I understand that my real name will not be used.   

I agree that the anonymised data I provide will be archived at NTU 

Data Archive for up to ten years. 

  

I understand that other researchers will have access to the anonymised 

data only if they have ethical approval.  

  

I understand that if I disclose details of previously unreported or 

intended criminal activity and I can be identified or an alleged victim 

can be, the researcher would have an obligation to report it to the 

relevant authorities. 

  

I confirm that I will leave my email in order to have a chance to win an 

Amazon voucher. 

  

I confirm that I can be contacted (if selected) via email to be invited to 

a one-to-one follow up interview. 

  

I would like to read a summary of the findings once finished and I will 
leave my email to do so. 

  

 

Name of respondent:  
Age: 
                                                                                                    
Email of respondent: 
 
Location of college/sixth form (e.g. Manchester, London):  
 
Date:                                                                                             
    
Signature: 
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Email of parent/guardian (if you are aged under 18):  
 
  
 
Name of researcher: Lilly Barker 
 
Date: 
 
Researcher Signature:  
 

Lilly Barker 

Principal Investigator 

Lilly.Barker2021@my.ntu.ac.uk 

Nottingham Trent University, School of Social Sciences 

 

 

 

Appendix K: Participant 1-1 Interview Information Sheet- Muslim Women students  

 

 

Participant Information Sheet: Interview 

 

 

Project Title: 

 

Prevent and Critical Race Feminism: The implications of Prevent for young 

Muslim women in education. 

 

Thank you for considering taking part in this research. Before you decide it is 

important for you to understand why the research is being carried out and 

what participation will involve. Please take time to read the following 

information carefully. Ask if there is anything that is not clear or if you 

would like more information. Take time to decide if you wish to take part. 

You can keep this document for your own record. Thank you ☺  

 

What is the project’s purpose?  

This project hopes to critically explore the impact of the counterterrorism 

strategy Prevent on young Muslim women in further and higher education.  

 

It is hoped that this research will contribute to the debate surrounding the future 

(if any) of Prevent and highlight the impact Prevent has upon young Muslim 

women in education. 

 

I am particularly interested with how Prevent operates in sixth forms, colleges 

and universities in England & Wales and what young Muslim women (aged 16-

25) think of Prevent.  

mailto:Lilly.Barker2021@my.ntu.ac.uk
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Who is running this study?  

The project is being carried out by Lilly Barker, a PhD researcher at Nottingham 

Trent University at the School of Social Sciences.  

I am a qualified further education teacher and has been researching racism, 

xenophobia and the impact of government policies upon racialised communities 

in the UK for over 4 years. 

The supervisors for the project are Dr Jane Pilcher and Dr Katerina Krulisova, 

who have extensive research experience in Education, International Relations 

and Sociology. 

 

Who is funding this study? 

This study is funded by Nottingham Trent University. 

 

Why have I been chosen?  

You have been chosen as you: 

▪ identify as a Muslim woman 

▪ are aged 16-25  

▪ currently attend either sixth form, college or university in England or 

Wales. 

 

We are asking you to take part in a one-to-one, online interview because the 

research wants to uncover your opinions surrounding the counterterrorism 

strategy Prevent and topics surrounding it.  

You do not need to have any prior knowledge about Prevent.  

 

Do I have to take part? 

No, your participation is entirely voluntary.  

If you are aged 16 or 17, your parent/guardian will also have to consent to 

you taking part in this research. Please let Lilly know via email if you need 

the ‘Parental consent and information form’ in another language- this can 

be provided. 

If you do decide to take part, you will be given this information sheet to keep and 

you will be asked to sign a consent form.  

You can withdraw during data collection and you can withdraw your interview 

data (if you are invited to an interview) up to two weeks after interview has taken 

place.  

You can withdraw from the study by emailing Lilly 

(Lilly.barker2021@my.ntu.ac.uk) stating that you would like to withdraw, you 

do not have to give a reason why, nor will you face any repercussions. 

 

What will happen if I take part? 

The interview will last no longer than 1 hour. 

It will occur online. 

mailto:Lilly.barker2021@my.ntu.ac.uk
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It will be arranged at a time convenient for you. 

If you feel uncomfortable at any time during the interview you can leave at any 

point and will not have to give a reason why. 

The interviews will be carried out by Lilly. 

All data will be anonymised in publication (a fake name will be given).  

 

Will I be recorded? 

It will be video recorded (but cameras do not have to be on). 

Only the audio recording from the interview will be analysed. 

 

What will happen to the information I give during the interview? 

The recording of the interview will then be transcribed (written/typed out) by 

Lilly. 

The transcripts will be seen by Lilly, Jane and Kat. 

When writing up, all data will be anonymised.   

You may be quoted directly but your name will not published.  

At the end of the study, the anonymous transcripts will be deposited in the 

Nottingham Trent Data Archive and will only be available to other genuine 

researchers. 

Anonymised data will be stored on Nottingham Trent Data Archive for up to ten 

years. 

 

How will you protect my confidentiality and anonymity? 

All the information that we collect about you during the research will be kept 

strictly confidential.  

Your anonymity will be protected as I will not use your name, but give you a 

fake name instead. 

You will not be able to be identified in any ensuing reports or publications. 

The recordings will only be accessed by Lilly. 

The transcripts will be accessed by Lilly, Jane and Kat.  

All electronic files and recordings will be kept on a highly secure database within 

Nottingham Trent University only accessible by Lilly. 

Once the transcripts have been placed in the database, the recordings will be 

destroyed.  

We are confident that these precautions will ensure that no one will be able to 

trace your transcript back to you.  

 

The Exception to Confidentiality and Anonymity  

The only exception to maintain the confidentiality and anonymity of your data is 

if you disclose details of previously unreported or intended criminal activity and 

we can identify you or an alleged victim. If this happens, the researcher would 

have an obligation both lawful and professional to report it to the relevant 

authorities. At no time during the research process will the researcher ask 

questions that might incriminate you. We strongly advise that you do not 

reveal any identifying information unless you wish to do so.  
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What are the possible disadvantages and risks of taking part? 

The main cost to you is the time needed to do the interview.  

The main risk is you feeling uncomfortable with any of the subjects that may 

arise.  

Remember if you do feel uncomfortable you can leave the interview or 

withdraw from the study entirely during data collection, without question.  

My hope is that the discussions and topics mentioned will not cause significant 

distress to participants. 

If you do feel upset or distressed there are helplines available:  

Muslim Youth helpline: 0808 808 2008, webchat via: 

https://myh.org.uk/how-we-can-help/chat-with-us/ 

Muslim Women’s Network helpline: 0800 999 5786, webchat via: 

https://www.mwnhelpline.co.uk/  

 

What are the possible benefits of taking part? 

You will receive a £10 Amazon voucher after the interview.  

If you’d like to receive a voucher, please leave your email on the consent 

form.  

I hope that you will find the interview interesting and will take satisfaction from 

helping to develop knowledge of this important topic. 

 

What will happen to the results? 

The results of the research may be published.  

Once the findings from the research have been analysed, you will be able look at 

them in the form of a summary of the results, if you wish to do so.  

This information will be stored separately from any other data.  

The data collected during the project may be used for additional research, again 

this will all be anonymous, you will not be identified. 

 

Who is responsibly if anything goes wrong? 

I am responsible for the conduct of the study under the supervision of both of my 

supervisors.  

 

I’m thinking about taking part in this research/ I still have some questions, what 

do I do? 

Please contact the principal investigator, Lilly, at: 

Lilly.barker2021@my.ntu.ac.uk and state that you would like to take part. 

If you do not receive a reply within 5 working days please email Dr Jane Pilcher 

or Dr Katerina Krulisova (details below).  

 

Contacts for further information 

Please feel welcome to contact Lilly or her supervisors Dr Jane Pilcher 

or Dr Katerina Krulisova for further information: 

https://myh.org.uk/how-we-can-help/chat-with-us/
https://www.mwnhelpline.co.uk/
mailto:Lilly.barker2021@my.ntu.ac.uk
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Lilly Barker 

Email: Lilly.barker2021@my.ntu.ac.uk 

Dr Jane Pilcher 

School of Social Sciences, Nottingham Trent University, Chaucer Building, 

Goldsmith Street, Nottingham NG1 5LT 

Phone: +44 115 84 86033. Email:  jane.pilcher@ntu.ac.uk  

 

Dr Katerina Krulisova 

School of Social Sciences, Nottingham Trent University, Chaucer Building, 

Goldsmith Street, Nottingham, NG1 5LT 

Phone: +44 115 84 86444, extension 86444. Email: katerina.krulisova02@ntu.ac.uk 

 

 

 

We look forward to hearing from you 

 

 

 

Appendix L: Participant Focus Group Information Sheet- Muslim Women students 

18 & over 

 

 

 

Participant Information Sheet: 18+ Student Online 

Focus Groups 

 

 

Project Title: 

 

Prevent and Critical Race Feminism: The implications of Prevent for young 

Muslim women in education. 

 

Thank you for considering taking part in this research. Before you decide it is 

important for you to understand why the research is being carried out and 

what participation will involve. Please take time to read the following 

information carefully. Ask if there is anything that is not clear or if you 

would like more information. Take time to decide if you wish to take part. 

You can keep this document for your own record. Thank you ☺  

 

What is the project’s purpose?  

This project hopes to critically explore the impact of the counterterrorism 

strategy Prevent on young Muslim women in further and higher education.  

 

mailto:Lilly.barker2021@my.ntu.ac.uk
mailto:jane.pilcher@ntu.ac.uk
mailto:katerina.krulisova02@ntu.ac.uk
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It is hoped that this research will contribute to the debate surrounding the future 

(if any) of Prevent and highlight the impact Prevent has upon young Muslim 

women in education. 

 

I am particularly interested with how Prevent operates in sixth forms, colleges 

and universities in England & Wales and what young Muslim women (aged 16-

25) think of Prevent.  

 

Who is running this study?  

The project is being carried out by me, Lilly Barker, a PhD researcher at 

Nottingham Trent University at the School of Social Sciences.  

I am a qualified further education teacher and has been researching racism, 

xenophobia and the impact of government policies upon racialised communities 

in the UK for over 4 years. 

The supervisors for the project are Dr Jane Pilcher and Dr Katerina Krulisova, 

who have extensive research experience in Education, International Relations 

and Sociology. 

 

Who is funding this study? 

This study is funded by Nottingham Trent University. 

 

Why have I been chosen?  

You have been chosen as you answer yes to all three: 

▪ identify as a Muslim woman 

▪ are aged 18-25  

▪ currently attend a sixth form, college or university in England or Wales. 

 

We are asking you to take part in an online focus group (a group discussion) 

with a maximum of 11 other young Muslim women because the research wants 

to uncover your opinions surrounding the counterterrorism strategy Prevent and 

topics surrounding it.  

You do not need to have any prior knowledge about Prevent. 

 

Do I have to take part? 

No, your participation is entirely voluntary.  

If you do decide to take part, you will be given this information sheet to keep and 

you will be asked to sign a consent form.  

You will be free to withdraw during data collection (during the focus group) but 

it will not be possible for participants to withdraw their data from the focus 

group after it has finished. 

You can withdraw from the study by physically leaving the focus group and 

emailing Lilly afterwards (Lilly.barker2021@my.ntu.ac.uk) stating you have 

withdrawn, you do not have to give a reason why, nor will face any 

repercussions. 

mailto:Lilly.barker2021@my.ntu.ac.uk
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What will happen if I take part? 

The focus group will last no more than 1 hour and a half. 

It will take place online. 

It will be arranged at a time convenient for everyone in the focus group. 

Focus groups topics will be surrounding, for example: ‘fundamental British 

values’, classroom debate, knowledge of Prevent, past experiences in education, 

confidence in the classroom, Islamophobia in Britain. 

If you feel uncomfortable at any time during the focus group you can leave 

at any point and will not have to give a reason why. 

Once the focus group is over, you may also be invited to take part in a one-to-

one, online interview at a later date. 

If you are invited to a one-to-one interview, then you will be given another 

information sheet and asked to sign a consent form.  

The focus groups and interviews will be carried out by Lilly. 

All data will be anonymised in publication (a fake name will be given).  

 

Will I be recorded? 

You will be audio recorded (voice only) in the focus groups. 

All recordings will be permanently destroyed once they have been transcribed. 

 

What will happen to the information I give during the focus group? 

The recording of the focus group will then be transcribed (written/typed out) by 

Lilly.  

The transcripts will be seen by Lilly, Jane and Kat. 

When writing up, all data will be anonymised.   

You may be quoted directly but your name will never be published.  

At the end of the study, the anonymous transcripts will be deposited in the 

Nottingham Trent Data Archive and will only be available to other genuine 

researchers. 

Anonymised data will be stored on Nottingham Trent Data Archive for up to ten 

years. 

 

How will you protect my confidentiality and anonymity? 

All the information that we collect about you during the research will be kept 

strictly confidential.  

Your anonymity will be protected as I will not use your name but give you a 

fake name instead. 

You will not be able to be identified in any ensuing reports or publications. 

The recordings of the focus group will only be accessed by Lilly. 

The transcripts of the focus groups will be accessed by Lilly, Jane and Kat.  

All electronic files and recordings will be kept on a highly secure database within 

Nottingham Trent University only accessible by Lilly. 
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Once the transcripts have been placed in the database, the recordings of your 

focus group will be destroyed.  

We are confident that these precautions will ensure that no one will be able to 

trace your transcript back to you.  

 

The Exception to Confidentiality and Anonymity  

The only exception to maintain the confidentiality and anonymity of your data is 

if you disclose details of previously unreported or intended criminal activity and 

we can identify you or an alleged victim. If this happens, the researcher would 

have an obligation both lawful and professional to report it to the relevant 

authorities. At no time during the research process will the researcher ask 

questions that might incriminate you. We strongly advise that you do not 

reveal any identifying information unless you wish to do so.  

 

What are the possible disadvantages and risks of taking part? 

The main cost to you is the time needed to do the focus group and the possibility 

of an interview.  

The main risk is you feeling uncomfortable with any of the subjects that may 

arise, remember if you do feel uncomfortable you can leave the room or 

withdraw from the study during the focus group, without question. 

My hope is that the discussions and topics mentioned will not cause significant 

distress to participants. 

If you do feel upset or distressed there are helplines available:  

Muslim Youth helpline: 0808 808 2008, webchat via: 

https://myh.org.uk/how-we-can-help/chat-with-us/ 

Muslim Women’s Network helpline: 0800 999 5786, webchat via: 

https://www.mwnhelpline.co.uk/  

 

What are the possible benefits of taking part? 

You will receive a £10 Amazon voucher after the focus group has finished. 

This is a gesture of thanks from the research team. A £10 Amazon voucher is 

given if you are selected for a one-to-one interview at a later date. If you’d 

like the opportunity to receive a voucher, please leave your email on the 

consent form.  

I hope that you will find the focus group discussions interesting and will take 

satisfaction from helping to develop knowledge of this important topic. 

 

What will happen to the results? 

The results of the research may be published.  

Once the findings from the research have been analysed, you will be able look at 

them and these will be emailed in the form of a summary of the results, if you 

wish to do so.  

This information will be stored separately from any other data.  

The data collected during the project may be used for additional research. This 

will all be anonymous, you will not be identified. 

https://myh.org.uk/how-we-can-help/chat-with-us/
https://www.mwnhelpline.co.uk/
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Who is responsible if anything goes wrong? 

Lilly is responsible for the conduct of the study under the supervision of both of 

her supervisors.  

 

I’m thinking about taking part in this research/ I still have some questions, what 

do I do? 

Please contact the principal investigator, Lilly, at: 

Lilly.barker2021@my.ntu.ac.uk and state that you would like to take part and 

return the signed consent form.  

If you do not receive a reply within 5 working days from Lilly, please email Dr 

Jane Pilcher or Dr Katerina Krulisova (details below).  

 

Contacts for further information 

Please feel welcome to contact Lilly or her supervisors Dr Jane Pilcher 

or Dr Katerina Krulisova for further information: 

 

Lilly Barker 

Email: Lilly.barker2021@my.ntu.ac.uk 

 

Dr Jane Pilcher 

School of Social Sciences, Nottingham Trent University, Chaucer Building, 

Goldsmith Street, Nottingham NG1 5LT 

Phone: +44 115 84 86033. Email:  jane.pilcher@ntu.ac.uk  

 

Dr Katerina Krulisova 

School of Social Sciences, Nottingham Trent University, Chaucer Building, 

Goldsmith Street, Nottingham, NG1 5LT 

Phone: +44 115 84 86444, extension 86444. Email: katerina.krulisova02@ntu.ac.uk 

 

 

We look forward to hearing from you!  

 

 

 

 

Appendix M: Participant Focus Group Parental/Guardian Information Sheet 

 

Participant Information Sheet: Parental/Guardian 

Focus Group 

 
 

Your child aged under 18 is being invited to take part in our research study. Before 

you decide whether you would like your child to take part, we’d like you to 

understand why the research is being conducted and what it would involve for your 

mailto:Lilly.barker2021@my.ntu.ac.uk
mailto:Lilly.barker2021@my.ntu.ac.uk
mailto:jane.pilcher@ntu.ac.uk
mailto:katerina.krulisova02@ntu.ac.uk
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child. Ask if there is anything that is not clear or if you would like more information. 

Take time to decide if you wish to take part. You can keep this document for your 

own record. Your child is also being asked to give their own consent. Thank you.  

 

 

Project Title: 

 

Prevent and Critical Race Feminism: The implications of Prevent for young 

Muslim women in education. 

 

 

What is the project’s purpose?  

This project hopes to critically explore the impact of the counterterrorism 

strategy Prevent on young Muslim women in further and higher education.  

 

It is hoped that this research will contribute to the debate surrounding the future 

(if any) of Prevent and highlight the impact Prevent has upon young Muslim 

women in education. 

 

I am particularly interested with how Prevent operates in sixth forms, colleges 

and universities in England & Wales and what young Muslim women (aged 16-

25) think of Prevent.  

 

Who is running this study?  

The project is being carried out by Lilly Barker, a PhD researcher at Nottingham 

Trent University at the School of Social Sciences.  

I am a qualified further education teacher and has been researching racism, 

xenophobia and the impact of government policies upon racialised communities 

in the UK for over 4 years. 

The supervisors for the project are Dr Jane Pilcher and Dr Katerina Krulisova, 

who have extensive research experience in Education, International Relations 

and Sociology. 

 

Who is funding this study? 

This study is funded by Nottingham Trent University. 

 

Why has my child been invited?  

Your child has been invited as they: 

▪ identify as a Muslim woman 

▪ are aged 16-25  

▪ currently attend either sixth form or college in England or Wales. 

 

We are asking your child to take part in an online focus group with a maximum 

of 11 other young Muslim women because the research wants to uncover their 
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opinions surrounding the counterterrorism strategy Prevent and topics 

surrounding it.  

Your child does not need to have any prior knowledge about Prevent. 

All data will be anonymised in publication (a fake name will be given).  

 

Does my child have to take part?  

No, your child’s participation is entirely voluntary.  

If your child does take part, you and your child will be given this information 

sheet to keep and you will be asked to sign a consent form.  

Your child will be free to withdraw during data collection but it will not be 

possible for participants to withdraw their data from the focus group after it has 

finished. 

Your child can withdraw from the study by physically leaving the focus group 

and emailing Lilly afterwards (Lilly.barker2021@my.ntu.ac.uk) stating that they 

have withdrawn, they do not have to give a reason why, nor will face any 

repercussions. 

 

What will happen if my child takes part? 

The focus group will last no more than 1 hour and a half. 

It will take place online. 

It will be arranged at a time convenient for everyone in the focus group. 

Focus groups topics will be surrounding, for example: ‘fundamental British 

values’, classroom debate, knowledge of Prevent, past experiences in education, 

confidence in the classroom, Islamophobia in Britain. 

After the focus group has taken place, your child may be invited to a one-to-one, 

online interview at a later date with Lilly to explore these topics more. 

If your child is invited to do an interview, you and your child will be asked to 

sign another consent form and will be given another information sheet also.  

The focus groups and interviews will be carried out by Lilly. 

 

If your child feels uncomfortable at any time during the focus group your child 

can leave at any point and will not have to give a reason why. 

 

Will my child be recorded? 

Your child will be audio recorded (voice only) in the focus groups. 

All recordings will be permanently destroyed once they have been transcribed. 

 

What will happen to the information my child gives during the focus group? 

The recording of the focus group will then be transcribed (written/typed out) by 

Lilly. 

The recordings and all other information will be kept on a highly secure 

Nottingham Trent University database. 

The transcripts will be anonymised (your child’s name will be taken out and this 

information will be kept separately on a secure database only accessed by Lilly).  

mailto:Lilly.barker2021@my.ntu.ac.uk
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The transcripts will be seen by Lilly, Jane and Kat. 

Your child’s anonymity will be protected as I will not use your child’s name 

but give them a fake name instead. 

Your child may be quoted directly but their name will not published.  

At the end of the study, the anonymous transcripts will be deposited in the 

Nottingham Trent Data Archive and will only be available to other genuine 

researchers. 

Anonymised data will be stored on Nottingham Trent Data Archive for up to ten 

years. 

 

How will you protect my child’s confidentiality and anonymity? 

All the information that we collect about your child during the course of the 

research will be kept strictly confidential.  

Your child will not be able to be identified in any ensuing reports or publications. 

The recordings of the focus group will only be accessed by Lilly. 

The transcripts of the focus groups will be accessed by Lilly, Jane and Kat.  

All electronic files and recordings will be kept on a highly secure database within 

Nottingham Trent University only accessible by Lilly. 

We are confident that these precautions will ensure that no one will be able to 

trace your transcript back to your child.  

 

The Exception to Confidentiality and Anonymity  

The exception to maintaining the confidentiality and anonymity of your child’s 

data is if your child discloses details of previously unreported or intended 

criminal activity and we can identify you or an alleged victim. If this happens, 

the researcher would have an obligation both lawful and professional to report it 

to the relevant authorities. At no time during the research process will the 

researcher ask questions that might incriminate your child. We strongly 

advise that your child does not reveal any identifying information.  

 

What are the possible disadvantages and risks of taking part? 

The main cost to your child is the time needed to do the focus group. 

The main risk is your child feeling uncomfortable with any of the subjects that 

may arise, remember if they do feel uncomfortable they can leave or 

withdraw from the study during the focus group, without question.  

My hope is that the discussions and topics mentioned will not cause significant 

distress to participants. 

If your child does feel upset or distressed there are helplines available:  

Muslim Youth helpline: 0808 808 2008, webchat via: 

https://myh.org.uk/how-we-can-help/chat-with-us/ 

Muslim Women’s Network helpline: 0800 999 5786, webchat via: 

https://www.mwnhelpline.co.uk/  

 

What are the possible benefits of taking part? 

https://myh.org.uk/how-we-can-help/chat-with-us/
https://www.mwnhelpline.co.uk/
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Your child will receive a £10 Amazon voucher after the focus group has 

finished. If they are selected for a one-to-one interview they will receive a 

£10 Amazon voucher. This is a gesture of thanks from the research team.   

I hope that your child will find the focus group discussions interesting and will 

take satisfaction from helping to develop knowledge of this important topic. 

 

What will happen to the results? 

The results of the research may be published.  

Once the findings from the research have been analysed, you will be able look at 

them and these will be emailed in the form of a summary of the results, if you 

wish to do so.  

This information will be stored separately from any other data.  

 

Who is responsibly if anything goes wrong? 

I am responsible for the conduct of the study under the supervision of both of my 

supervisors.  

 

I’m thinking about my child taking part in this research/ I still have some 

questions, what do I do? 

Please contact the principal investigator, Lilly, at: 

Lilly.barker2021@my.ntu.ac.uk. 

If you do not receive a reply within 5 working days please email Dr Jane Pilcher 

or Dr Katerina Krulisova (details below).  

 

Contacts for further information 

Please feel welcome to contact Lilly or her supervisors Dr Jane Pilcher or Dr 

Katerina Krulisova for further information: 

 

Lilly Barker 

Email: Lilly.barker2021@my.ntu.ac.uk  

 

 

Dr Jane Pilcher 

School of Social Sciences, Nottingham Trent University, Chaucer Building, 

Goldsmith Street, Nottingham NG1 5LT 

Phone: +44 115 84 86033. Email:  jane.pilcher@ntu.ac.uk  

 

Dr Katerina Krulisova 

School of Social Sciences, Nottingham Trent University, Chaucer Building, 

Goldsmith Street, Nottingham, NG1 5LT 

Phone: +44 115 84 86444, extension 86444. Email: katerina.krulisova02@ntu.ac.uk 

 

 

 

 

mailto:Lilly.barker2021@my.ntu.ac.uk
mailto:Lilly.barker2021@my.ntu.ac.uk
mailto:jane.pilcher@ntu.ac.uk
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We look forward to hearing from you!  

 

 

 

 

Appendix N: Participant Information Interview Sheet- Educators 

 

 

Participant Information Sheet: 1-1 interview. 

 

Project Title: 

 

Prevent and Critical Race Feminism: The implications of Prevent for young 

Muslim women in education. 

 

Thank you for considering taking part in this research. Before you decide it is 

important for you to understand why the research is being carried out and 

what participation will involve. Please take time to read the following 

information carefully. Ask if there is anything that is not clear or if you 

would like more information. Take time to decide if you wish to take part. 

You can keep this document for your own record. Thank you.   

 

 

What is the project’s purpose?  

This project hopes to critically explore the impact of the counterterrorism 

strategy Prevent on young Muslim women in further and higher education.  

 

It is hoped that this research will contribute to the debate surrounding the future 

(if any) of Prevent and highlight the impact Prevent has upon young Muslim 

women in education. 

 

I am particularly interested with how Prevent operates in sixth forms, colleges 

and universities in England & Wales and what young Muslim women (aged 16-

25) and those who teach think of Prevent.  

 

Who is running this study?  

The project is being carried out by me (Lilly Barker) a PhD researcher at 

Nottingham Trent University at the School of Social Sciences.  

I am a qualified further education teacher and have been researching racism, 

xenophobia and the impact of government policies upon racialised communities 

in the UK for over 4 years. 

The supervisors for the project are Dr Jane Pilcher and Dr Katerina Krulisova, 

who have extensive research experience in Education, International Relations 

and Sociology. 
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Who is funding this study? 

This study is funded by Nottingham Trent University. 

 

Why have I been chosen?  

You have been chosen as you are a teacher/lecturer in England/Wales in a sixth 

form, college or university.  

We are asking you to take part in an online, one-to-one interview, to uncover 

your opinions surrounding the counterterrorism strategy Prevent and topics 

surrounding it.  

The one-to-one interview will take place online. 

The interviews will be carried out by Lilly. 

All data will be anonymised in publication.  

 

Do I have to take part? 

No, your participation is entirely voluntary.  

If you do decide to take part, you will be given this information sheet to keep and 

you will be asked to sign a consent form.  

You can withdraw from the study by emailing Lilly stating that you would like to 

withdraw. You do not have to give a reason why nor will face any 

repercussions. 

If after completing the interview you no longer wish to take part, you can ask to 

withdraw from the research altogether. This means that your recorded interview 

and any information relating to you will be destroyed as soon as possible. You 

will have up until 2 weeks after the interview to do this. After this time, your 

data may have been incorporated into the final analysis. To withdraw, please 

contact Lilly via email (Lilly.barker2021@my.ntu.ac.uk) 

 

What will happen if I take part? 

The interview will last no longer than 1 hour. 

It will take place online.  

It will be arranged at a time convenient for you. 

Interview topics will be surrounding for example, what you think of Prevent and 

how it affects your teaching practice.   

You have the chance to ask questions before the interview begins and you can 

take breaks at any point throughout the interview. 

 

Will I be recorded? 

You will be video recorded via the online platform Microsoft Teams. 

Camera/webcam does not have to be on.  

Only the audio from the interview will be analysed. 

The recordings will be permanently destroyed once they have been transcribed. 

You will be asked for your written permission to video record the interview, to 

ensure that the information you give us is accurately recorded.   

mailto:Lilly.barker2021@my.ntu.ac.uk
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What will happen to the information I give during the interview? 

The recording of the interview will then be transcribed automatically by the 

video recording software.  

The recordings and all other information will be kept on a highly secure 

Nottingham Trent University database. 

Any information that could identify you will be kept separate from the 

recordings on the database and will be destroyed upon completion of the study. 

The transcripts will be seen by Lilly, Jane and Kat. 

When writing up, all data will be anonymised. Any information that identifies 

you will be removed.  

Your anonymity will be protected as I will not use your name, but I will use 

a pseudonym in place of your name. 

You may be quoted directly but your name will not be published.  

At the end of the study, the anonymised transcripts will be deposited in the 

Nottingham Trent Data Archive and will only be available to other genuine 

researchers. 

Anonymised data will be stored on Nottingham Trent Data Archive for up to ten 

years. 

 

How will you protect my confidentiality and anonymity? 

All the information that we collect about you during the course of the research 

will be kept strictly confidential.  

You will not be able to be identified in any ensuing reports or publications. 

The recordings of the interviews will only be accessed by Lilly. 

The transcripts of the interviews will be accessed by Lilly, Jane and Kat.  

You will not be named or otherwise identified in any publication arising from 

this project.  

We are confident that these precautions will ensure that no one will be able to 

trace your transcript back to you.  

 

The Exception to Confidentiality and Anonymity  

The only exception to maintain the confidentiality and anonymity of your data is 

if you disclose details of previously unreported or intended criminal activity and 

we can identify you or an alleged victim. If this happens, the researcher would 

have an obligation both lawful and professional to report it to the relevant 

authorities. At no time during the research process will the researcher ask 

questions that might incriminate you. We strongly advise that you do not reveal 

any identifying information unless you wish to do so.  

 

What are the possible disadvantages and risks of taking part? 

The main cost to you is the time needed to do the interview. 
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The main risk is you feeling uncomfortable with any of the subjects that may 

arise.  Remember if you do feel uncomfortable you can leave the interview or 

withdraw from the study entirely at any point, without question.  

My hope is that the discussions and topics mentioned will not cause significant 

distress to participants. 

If you do feel upset or distressed there are helplines available:  

Education Support helpline: 08000 562 561 

CALM webchat: https://www.thecalmzone.net/help/webchat/  

 

What are the possible benefits of taking part? 

Whilst there are no immediate benefits for participating in the project, it is hoped 

that this work will highlight the impact Prevent has upon young Muslim women 

and contribute to the debate about the future (if any) of Prevent. 

I hope that you will find the interview interesting and will take satisfaction from 

helping to develop knowledge of this important topic. 

 

What will happen to the results? 

The results of the research may be published.  

Once the findings from the research have been analysed, you will be able look at 

them and these will be emailed in the form of a summary of the results, if you 

wish to do so.  

This information will be stored separately from any other data.  

The data collected during the project may be used for additional research. You 

will not be identified. 

 

Who is responsibly if anything goes wrong? 

I am responsible for the conduct of the study under the supervision of both of my 

supervisors.  

 

I’m thinking about taking part in this research/ I still have some questions, what 

do I do? 

Please contact the principal investigator, Lilly, at: 

Lilly.barker2021@my.ntu.ac.uk  

If you do not receive a reply within 5 working days, please email Dr Jane Pilcher 

or Dr Katerina Krulisova (details below).  

 

Contacts for further information 

Please feel welcome to contact the principal investigator, Lilly, or her 

supervisors Dr Jane Pilcher or Dr Katerina Krulisova for further information: 

 

Lilly Barker 

Email: Lilly.barker2021@my.ntu.ac.uk 

 

Dr Jane Pilcher 

https://www.thecalmzone.net/help/webchat/
mailto:Lilly.barker2021@my.ntu.ac.uk
mailto:Lilly.barker2021@my.ntu.ac.uk
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School of Social Sciences, Nottingham Trent University, Chaucer Building, 

Goldsmith Street, Nottingham NG1 5LT 

Phone: +44 115 84 86033. Email:  jane.pilcher@ntu.ac.uk  

 

Dr Katerina Krulisova 

School of Social Sciences, Nottingham Trent University, Chaucer Building, 

Goldsmith Street, Nottingham, NG1 5LT 

Phone: +44 115 84 86444, extension 86444. Email: katerina.krulisova02@ntu.ac.uk 

 

 

We look forward to hearing from you!  

 

 

 

 

Appendix O: Parental/ Guardian Information Sheet 1-1 Interviews 

 

 

Participant Parental Information sheet:    
Interview  
  
Your child aged under 18 is being invited to take part in our research study. Before 
you decide whether you would like your child to take part, we’d like you to 
understand why the research is being conducted and what it would involve for your 
child. Ask if there is anything that is not clear or if you would like more information. 
Take time to decide whether or not you wish to take part. You can keep this 
document for your own record. Your child will also be asked for their consent. 
Thank you.   

  
  

Project Title:  
  

Prevent and Critical Race Feminism: The implications of Prevent for young Muslim 
women in education.  
  

  
What is the project’s purpose?   
This project hopes to critically explore the impact of the counterterrorism 
strategy Prevent on young Muslim women in further and higher education.   
  
It is hoped that this research will contribute to the debate surrounding the 
future (if any) of Prevent and highlight the impact Prevent has upon young 
Muslim women in education.  
  

mailto:jane.pilcher@ntu.ac.uk
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I am particularly interested with how Prevent operates in sixth forms, colleges 
and universities in England & Wales and what young Muslim women (aged 16-
25) think of Prevent.   

  
Who is running this study?   
The project is being carried out by Lilly Barker, a PhD researcher at Nottingham 
Trent University at the School of Social Sciences.   
I am a qualified further education teacher and has been researching racism, 
xenophobia and the impact of government policies upon racialised communities 
in the UK for over 4 years.  
The supervisors for the project are Dr Jane Pilcher and Dr Katerina Krulisova, 
who have extensive research experience in Education, International Relations 
and Sociology.  

  
Who is funding this study?  
This study is funded by Nottingham Trent University.  

  
Why has my child been invited?   
Your child has been invited as they:  

▪ identify as a Muslim woman  
▪ are aged 16-25   
▪ currently attend either sixth form or college in England or 
Wales.  

  
We are asking your child to take part in a one-to-one, online interview because 
the research wants to uncover their opinions surrounding the counterterrorism 
strategy Prevent and topics surrounding it.   
Your child does not need to have any prior knowledge about Prevent.  
The interviews will be carried out by Lilly.  
All data will be anonymised in publication (a fake name will be given).   

  
Does my child have to take part?   
No, your child’s participation is entirely voluntary.   
If your child does take part, you and your child will be given this information 
sheet to keep and you and your child will be asked to sign a consent form.   
Your child can withdraw during the interview and your child can withdraw their 
interview data, up to two weeks after interview has taken place.   
Your child or you can withdraw from the study by emailing Lilly 
(Lilly.barker2021@my.ntu.ac.uk) stating that you would like to withdraw. You 
do not have to give a reason why, nor will face any repercussions.  

  
What will happen if my child takes part?  
This interview will take place online.   
It will be arranged at a time convenient for your child.  
The interview will last no longer than 1 hour.   
Your child and you will be asked for your written permission to video record the 
interview, to ensure that the information you give us is accurately recorded.    

mailto:Lilly.barker2021@my.ntu.ac.uk
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If your child feels uncomfortable at any time during the interview your child can 
leave at any point and will not have to give a reason why.  

  
Will my child be recorded?  
If your child is invited to and accepts a one-to-one interview it will be video 
recorded (but cameras do not have to be on).  
Only the audio recording from the interview will be analysed.  
All recordings will be permanently destroyed once they have been transcribed.  

  
What will happen to the information my child gives during the interview?  
The recording of the interview will then be transcribed (written/typed out) by 
Lilly.  
The recordings and all other information will be kept on a highly secure 
Nottingham Trent University database.  
The transcripts will be anonymised (your child’s name will be taken out and this 
information will be kept separately on a secure database only accessed by 
Lilly).   
The transcripts will be seen by Lilly, Jane and Kat.  
Your child’s anonymity will be protected as I will not use your child’s name but 
give them a fake name instead.  
Your child may be quoted directly but their name will not published.   
At the end of the study, the anonymous transcripts will be deposited in the 
Nottingham Trent Data Archive and will only be available to other genuine 
researchers.  
Anonymised data will be stored on Nottingham Trent Data Archive for up to ten 
years.  

  
How will you protect my child’s confidentiality and anonymity?  
All the information that we collect about your child during the research will be 
kept strictly confidential.   
They will not be able to be identified in any ensuing reports or publications.  
The recordings of the interviews will only be accessed by Lilly.  
The transcripts of the interviews will be accessed by Lilly, Jane and Kat.   
All electronic files and recordings will be kept on a highly secure database 
within Nottingham Trent University only accessible by Lilly.  
We are confident that these precautions will ensure that no one will be able to 
trace your transcript back to your child.   

  
The Exception to Confidentiality and Anonymity   
The exception to maintaining the confidentiality and anonymity of your child’s 
data is if your child discloses details of previously unreported or intended 
criminal activity and we can identify them or an alleged victim. If this happens, 
the researcher would have an obligation both lawful and professional to report 
it to the relevant authorities. At no time during the research process will the 
researcher ask questions that might incriminate your child. We strongly advise 
that your child does not reveal any identifying information.   
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What are the possible disadvantages and risks of taking part?  
The main cost to your child is the time needed to do the interview.   
The main risk is your child feeling uncomfortable with any of the subjects that 
may arise. Remember if they do feel uncomfortable they can leave the 
interview or withdraw from the study entirely at any point, without 
question.   
My hope is that the discussions and topics mentioned will not cause significant 
distress to participants.  
If your child does feel upset or distressed there are helplines available:   

Muslim Youth helpline: 0808 808 2008, webchat via: 
https://myh.org.uk/how-we-can-help/chat-with-us/  
Muslim Women’s Network helpline: 0800 999 5786, webchat via: 
https://www.mwnhelpline.co.uk/   

  
What are the possible benefits of taking part?  
Your child will receive a £10 Amazon voucher after the interview has finished. 
This is a gesture of thanks from the research team.    
I hope that your child will find the interview interesting and will take 
satisfaction from helping to develop knowledge of this important topic.  

  
What will happen to the results?  
The results of the research may be published.  
Once the findings from the research have been analysed, you will be able look 
at them and these will be emailed in the form of a summary of the results, if 
you wish to do so.   
This information will be stored separately from any other data.   

  
Who is responsibly if anything goes wrong?  
I am responsible for the conduct of the study under the supervision of both of 
my supervisors.  
  
I’m thinking about my child taking part in this research/ I still have some 
questions, what do I do?  
Please contact the principal investigator, Lilly, at: 
Lilly.barker2021@my.ntu.ac.uk  
If you do not receive a reply within 5 working days please email Dr Jane Pilcher 
or Dr Katerina Krulisova (details below).   

  
Contacts for further information  
Please feel welcome to contact Lilly or her supervisors Dr Jane Pilcher or Dr 
Katerina Krulisova for further information:  

  
Lilly Barker  
Email: Lilly.barker2021@my.ntu.ac.uk   
  
  

Dr Jane Pilcher  

https://myh.org.uk/how-we-can-help/chat-with-us/
https://www.mwnhelpline.co.uk/
mailto:Lilly.barker2021@my.ntu.ac.uk
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School of Social Sciences, Nottingham Trent University, Chaucer Building, Goldsmith 
Street, Nottingham NG1 5LT  
Phone: +44 115 84 86033. Email:  jane.pilcher@ntu.ac.uk   
  
Dr Katerina Krulisova  
School of Social Sciences, Nottingham Trent University, Chaucer Building, Goldsmith 
Street, Nottingham, NG1 5LT  
Phone: +44 115 84 86444, extension 86444. Email: katerina.krulisova02@ntu.ac.uk  

  
  

  
We look forward to hearing from you!   

 

 

 

 

 

Appendix P: Participant Consent Form Focus Group- Muslim Women students 18 & 

over 

 

 

Participant Consent Form: 18+ Student Online Focus Groups 
 

Research project title: Prevent and Critical Race Feminism: The 

implications of Prevent for young Muslim women in education. 

 

Please read and confirm your consent to being interviewed for this project by 

ticking the appropriate box(es) and signing and dating this form. You can keep 

a copy of this consent form for your own records. 

 

Once completed, please email it back to Lilly at: 

Lilly.Barker2021@my.ntu.ac.uk 

 

Please tick the appropriate boxes: Yes No 

I confirm that the purpose of the study has been explained to me and 

that I have been given information about it. 

  

I confirm that I have had the opportunity to ask questions about the 

research and I understand that I am free to contact the researcher with 

any questions I may have in the future. 

  

I agree to take part in the project. Taking part will include being in an 

online focus group and audio recorded, on the understanding the 

recording will be destroyed at the end of the study in December 2024.  

  

I understand that my participation is voluntary, and that I am free to 

withdraw at any time without giving any reason and without any 

repercussions before the focus group takes place. 

  

I have read the information sheet.   

mailto:jane.pilcher@ntu.ac.uk
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I understand that my personal details will not be revealed to people 

outside of the project. 

  

I understand that the quotes from the interview may be used and 

anonymised. 

  

I understand that my real name will not be used.   

I agree that the anonymised data I provide will be archived at NTU 

Data Archive for up to ten years. 

  

I understand that other researchers will have access to the anonymised 

data only if they have ethical approval.  

  

I understand that if I disclose details of previously unreported or 

intended criminal activity and I can be identified or an alleged victim 

can be, the researcher would have an obligation to report it to the 

relevant authorities. 

  

I confirm that I will leave my email in order to have a chance to win 

an Amazon voucher. 

  

I would like to read a summary of the findings once finished and I will 
leave my email to do so. 

  

 

Name of respondent:  
 
Age:  
                                                                                                    
Email of respondent:  
 
University/sixth form/college location (e.g. Sheffield/Leeds):  
 
Date:     
    
Signature:  
  
 
Name of researcher: Lilly Barker 
 
Date: 
 
Researcher Signature:  
 

Lilly Barker 

Principal Investigator 

Lilly.Barker2021@my.ntu.ac.uk 

Nottingham Trent University, School of Social Sciences 

 

 

 

 

 

 

Appendix Q: Parental/Guardian Consent Form Focus Group 
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Participant Consent Form: Parental/Guardian. Focus 

Group 
Research project title: Prevent and Critical Race Feminism: The 

implications of Prevent for young Muslim women in education. 

 

Please read and confirm your consent to being interviewed for this project by 

ticking the appropriate box(es) and signing and dating this form. You can keep 

a copy of this consent form for your own records. 

 

Once completed, please email it back to Lilly at: 

Lilly.Barker2021@my.ntu.ac.uk 

 

Please tick the appropriate boxes: Yes No 

I confirm that the purpose of the study has been explained to me and 

that I have been given information about it. 

  

I confirm that I have had the opportunity to ask questions about the 

research and I understand that I am free to contact the researcher with 

any questions I may have in the future. 

  

I agree for my child to take part in the project. Taking part will include 

being in an online focus group and audio recorded, on the 

understanding the recording will be destroyed at the end of the study.  

  

I understand that my child’s participation is voluntary, and that my 

child is free to withdraw at any time without giving any reason and 

without any repercussions before the focus group.  

  

I have read the information sheet.   

I understand that my child’s personal details will not be revealed to 

people outside of the project. 

  

I understand that the quotes from the interview may be used and 

anonymised. 

  

I understand that my child’s real name will not be used.   

I agree that the anonymised data I provide will be archived at NTU 

Data Archive for up to ten years. 

  

I understand that other researchers will have access to the anonymised 

data only if they have ethical approval.  

  

I understand that if my child discloses details of previously unreported 

or intended criminal activity and we can identify them or an alleged 

victim, the researcher would have an obligation to report it to the 

relevant authorities. 

  

I confirm that my child can be contacted (if selected) to invite them to 

a one-to-one follow up, online interview and I will be asked to sign 

another consent form.  

  

I would like to read a summary of the findings once finished and I will 
leave my email to do so. 

  

I give permission for my child to be entered into a prize draw to win an 

Amazon voucher. 

  

mailto:Lilly.Barker2021@my.ntu.ac.uk
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Name of parent/guardian:       

                                                                                                                                             
Email of parent/guardian: 
 
Name of child: 
 
Date:                                                                                             
    
Signature: 
 
 
 
Name of researcher: Lilly Barker 
 
Date: 
 
Researcher Signature:  
 

Lilly Barker 

Principal Investigator 

Lilly.Barker2021@my.ntu.ac.uk 

Nottingham Trent University, School of Social Sciences 

 

 

 

 

Appendix R: Participant Consent Form 1-1 Interview- Student 

 

 

Participant Consent Form: Interview 
Research project title: Prevent and Critical Race Feminism: The 

implications of Prevent for young Muslim women in education. 

 

Please read and confirm your consent to being interviewed for this project by 

ticking the appropriate box(es) and signing and dating this form. You can keep 

a copy of this consent form for your own records. 

 

Once completed, please email it back to Lilly at: 

Lilly.Barker2021@my.ntu.ac.uk 

 

Please tick the appropriate boxes: Yes No 

I confirm that the purpose of the study has been explained to me and 

that I have been given information about it. 

  

I confirm that I have had the opportunity to ask questions about the 

research and I understand that I am free to contact the researcher with 

any questions I may have in the future. 

  

mailto:Lilly.Barker2021@my.ntu.ac.uk
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I agree to take part in the project. Taking part will include being in a 

one-to-one, online interview and audio or video recorded, on the 

understanding the recording will be destroyed at the end of the study in 

December 2024. 

  

I understand that my participation is voluntary, and that I am free to 

withdraw at any time without giving any reason and without any 

repercussions. 

  

I have read the information sheet.   

I understand that my personal details will not be revealed to people 

outside of the project. 

  

I understand that the quotes from the interview may be used and 

anonymised. 

  

I understand that my real name will not be used.   

I agree that the data I provide will be archived at NTU Data Archive 

for up to ten years. 

  

I understand that other researchers will have access to the anonymised 

data only if they have ethical approval.  

  

I understand that my parent/guardian has to give consent if I am aged 

under 18. 

  

I understand that if I disclose details of previously unreported or 

intended criminal activity and we can identify you or an alleged victim, 

the researcher would have an obligation to report it to the relevant 

authorities. 

  

I confirm that I will leave my email in order to receive an Amazon 

voucher. 

  

I would like to read a summary of the findings once finished and I will 
leave my email to do so. 

  

 
Name of respondent:  
                                                                                                    
Email of respondent:  
Location of university/college/sixth form (e.g. Leeds, Manchester):  
Date:                                                                                   
Signature:  
  
 
Name of researcher: 
 
Date: 
 
Researcher Signature:  
 

Lilly Barker 

Principal Investigator 

Lilly.Barker2021@my.ntu.ac.uk 

Nottingham Trent University, School of Social Sciences 
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Appendix S: Parental/ Guardian Consent Form- 1-1 Interview 

 

 

Participant Consent Form: Parental/Guardian. 

Interview 
Research project title: Prevent and Critical Race Feminism: The 

implications of Prevent for young Muslim women in education. 

 

Please read and confirm your consent to being interviewed for this project by 

ticking the appropriate box(es) and signing and dating this form. You can keep 

a copy of this consent form for your own records. 

 

Once completed, please email it back to Lilly at: 

Lilly.Barker2021@my.ntu.ac.uk 

 

Please tick the appropriate boxes: Yes No 

I confirm that the purpose of the study has been explained to me and 

that I have been given information about it. 

  

I confirm that I have had the opportunity to ask questions about the 

research and I understand that I am free to contact the researcher with 

any questions I may have in the future. 

  

I agree for my child to take part in the project. Taking part will include 

being in an online interview and recorded, on the understanding the 

recording will be destroyed at the end of the study in December 2024.  

  

I understand that my child’s participation is voluntary, and that my 

child is free to withdraw data two weeks following the interview date 

without giving any reason and without any repercussions. 

  

I have read the information sheet.   

I understand that my child’s personal details will not be revealed to 

people outside of the project. 

  

I understand that the quotes from the interview may be used and 

anonymised. 

  

I understand that my child’s real name will not be used.   

I agree that the data I provide will be archived at NTU Data Archive 

for up to ten years. 

  

I understand that other researchers will have access to the anonymised 

data only if they have ethical approval.  

  

I understand that if my child discloses details of previously unreported 

or intended criminal activity and we can identify them or an alleged 

victim, the researcher would have an obligation to report it to the 

relevant authorities. 

  

I would like to read a summary of the findings once finished and I will 
leave my email to do so. 

  

mailto:Lilly.Barker2021@my.ntu.ac.uk
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I give permission for my child to be entered into a prize draw to win an 

Amazon voucher.  

  

 

Name of parent/guardian:       
                                                                                                                                             
Email of parent/guardian: 
 
Name of child: 
 
Date:                                                                                             
    
Signature: 
 
 
 
Name of researcher: Lilly Barker 
 
Date: 
 
Researcher Signature:  
 

Lilly Barker 

Principal Investigator 

Lilly.Barker2021@my.ntu.ac.uk 

Nottingham Trent University, School of Social Sciences 
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