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Chers collégues et lecteurs,

Bienvenue a Iédition printemps 2015 du le/the Journal : une
publication de lassociation des étudiants diplomés en éducation de
I'Université d’Ottawa (EGSA-AEDE). Lorsque jai lu les manuscrits
soumis pour ce volume du le/the Journal, lentrelacement de thémes
convergents, mais également uniques a émergé des articles de
nos collégues. Si les auteurs, étudiants diplomés, partagent un
attachement commun pour la poursuite de recherches innovantes
en éducation, et ce, avec le plus haut niveau dengagement, ils
développent et mettent en ceuvre une démarche denquéte unique,
qui leur est propre. Ainsi, ce numéro met en lumiére la nature
diverse des recherches menées par les étudiants au sein de la faculté,
de la réflexion sur lontologie et la méthodologie de la recherche, a
lexploration de lexpérience des enseignants, des parents et des éleves
(ou étudiants) de divers horizons

Notre premier auteur, Anton Birioukov, explore la question de
T'utilisation de Iétude de cas, particuliérement critiquée pour son
manque apparent de pouvoir de généralisation. Il nous offre une
perspective objective quant au recours a cette derniere, critiquant
ainsi les diverses objections émises dans le milieu de la recherche,
fondées sur diverses perspectives épistémologiques et ontologiques.
Enfin, de par sa compréhension profonde de [¢tude de cas, auteur
met en exergue ce quelle a a offrir ainsi que lappréciation des
contributions uniques quelle peut fournir aux chercheurs qualitatifs.

Notre deuxiéme auteur, Karen (Bouchard) O’Shea, discute
du réle complexe et sous-examiné que peuvent jouer les relations
enseignant-enfant dans les relations entre pairs chez lenfant, en
particulier dans les situations de harcélement et d’intimidation.
Lauteur souligne I'importance de la modélisation, par lenseignant,
de relations par les pairs positives, et recommande que les étudiants
a la formation a lenseignement soient formés sur les techniques
d’intervention contre le harceélement et intimidation, mais aussi sur
les différentes fagons d’aborder cette problématique.

Karen Bouchard, Trista Hollweck, et Erin Kraft explorent le
potentiel de croissance des approches de justice réparatrice en ce qui
a trait a la victimisation par les pairs dans nos écoles. Les auteurs
discutent de la maniére dont les concepts de la malléabilité et de
la nature figée des caractéristiques humaines peuvent avoir une
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influence sur le succes des pratiques de justice réparatrice fondées
sur les possibilités de changements individuels et collectifs.

Ashley Campbell parle de l'importance de la voix des peuples
autochtones, des différentes perspectives et modes de savoir dans
la ré/écriture de 'histoire du Canada a travers une exploration
de I'ceuvre du spécialiste indigéne Thomas King. Clest en parlant
d’histoire comme le « re/récit d’une histoire » que 'auteur explore le
travail de King comme bouleversement du « grand récit canadien »
et la nécessité doffrir un contre-récit dans le cadre de Iéducation des
générations futures.

Marie-Caréne Pierre René explore le role des partenariats
parents-enseignants, en se concentrant en particulier sur les
nouveaux arrivants au Canada. A travers Iutilisation de deux études
de cas, lauteur traite des singularités des familles qui viennent
au Canada dans le cadre d’'une immigration économique, par
opposition a ceux qui viennent en tant que réfugiés. Il est suggéré
que ces différences entre les groupes auront une influence sur
les partenariats parents-enseignants et donc, sur la réussite de
I'intégration des éléves.

Enfin, le numéro se termine par un voyage au cceur du non
conventionnel avec Eugenia Vasilopoulos qui nous présente la
potentielle signification de la réalisation de recherches deleuziennes
en éducation. En mettant I'accent sur les différences ontologiques,
épistémologiques et méthodologiques de la recherche deleuzienne,
Tauteur décrit le processus de « rhizoanalysis » tout en nous laissant
développer notre propre compréhension.

Merci aux auteurs qui ont contribué a ce numéro et partagé
leurs travaux; les communautés universitaires ne peuvent se
développer quen raison de la volonté comme la votre de partager et
déchanger des idées. Nous vous souhaitons beaucoup de succeés dans
vos projets académiques, et nous espérons que vous allez continuer
a participer a notre communauté grandissante de chercheurs. Nous
invitons également chacun de nos lecteurs a participer au succes
de la prochaine édition du le/the Journal, et ce, en répondant a
lappel a contribution qui paraitra dans un futur numéro du bulletin
d’information de 'TEGSA-AEDE.



Dear Colleagues/Readers

Welcome to the 2015 spring edition of le/the Journal: A
Publication of the University of Ottawa Education Graduate Students’
Association (EGSA-AEDE). As I read the submissions for this
volume of le/the Journal, the twinned themes of commonality and
uniqueness emerged from our colleagues’ articles. The graduate
student authors share a common dedication to pursuing educational
research at the highest level of engagement and scholarship, while at
the same time being informed by their own unique lenses of enquiry.
This issue highlights the diverse nature of student research across the
faculty, from perspectives on ontology and research methodology,
to explorations of the experiences of teachers, parents, and students
from a variety of backgrounds.

Our first author, Anton Birioukov, explores the use of case
studies, especially critiques of their purported lack of generalizing
power, and offers a balanced perspective on their use that discusses
objections based on both epistemological and ontological
differences. This leads the author to a discussion of the in-depth
understanding that case studies offer, as well as an appreciation
of the unique contributions that they can provide to qualitative
researchers.

Our second author, Karen (Bouchard) O’Shea, discusses the
complex, yet under-examined role teacher-child relationships may
play in children’s peer relationships, particularly in the context of
bullying interactions. The author highlights the importance of
teacher modeling of positive peer relationships, and recommends
that teacher-candidates are educated on both bullying intervention
techniques but also on relational approaches to this issue.

Karen Bouchard, Trista Hollweck, & Erin Kraft together
explore the potential for growth in restorative approaches to peer
victimization in our schools. The authors discuss how concepts of
either the malleability, or of the fixed nature of human characteristics
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may impact the success of restorative practices which are based on
the possibility of individual, and group changes.

Ashley Campbell speaks to the importance of Indigenous
voice, perspectives, and ways of knowing in re/writing Canada’s
history through an exploration of Indigenous scholar Thomas King’s
work. Speaking of history as ‘the re/telling of a story’ the author
explores King’s work as the disruption to the ‘Canadian grand
narrative’ and the necessity of offering a counter narrative as we
‘educate future generations.

Marie-Caréne Pierre René explores the role of parent-teacher
partnerships, focusing in particular on newcomers to Canada. Using
two case studies, the author discusses some of the uniqueness of
families who come to Canada as ‘economic immigrants’ in contrast
to those who come as refugees. It is suggested that these differences
between the groups will have an impact on the parent-teacher
partnerships and thus, to the successful integration of students.

Finally, the issue ends with a journey into the unconventional,
as Eugenia Vasilopoulos presents what it might mean to do
Deleuzian educational research. Emphasizing the epistemological,
ontological and methodological ‘differences’ in Deleuzian research,
the author describes the process of rhizoanalysis, but leaves us to
come to our own understanding...

A special thank you to our contributing authors this issue for
sharing their work; academic communities only thrive because of
willingness like yours to share and exchange ideas. We wish you
continued success in your academic ventures, and hope that you will
continue to engage in our growing community of scholars. We also
invite each of our readers to participate in making le/the Journal
an ongoing success by responding to the next call for papers in an
upcoming edition of the EGSA-AEDE Newsletter.



Beyond the Quantitative:
Generalizing from Case Study Research

Anton Birioukov

ase study research has been used

in various contexts by research-

ers based in multiple disciplines,

thereby classifying case studies as
a distinct form of research is a difficult en-
deavour. The definition of what a case study
is, and how it should be carried out, is as het-
erogeneous as the academic orientations of
those carrying out this type of research. The
methods of evaluating the rigor, effectiveness
and trustworthiness of the findings origi-
nating out of case studies are likewise strat-
ified along epistemological and ontological
groundings of the researchers. However, one
continual criticism of case studies is their lack
of generalizing power (Hodgetts, & Stolte,
2012). Many authors who employ case study
methodology have replied to this critique in
numerous ways, ranging from attempts to
increase the generalizability of the findings
(Cutler, 2004), to an outright rejection of the
desirability of generalizations in case studies
(Thomas, 2010). Yet, although there is quite
a bit of evidence to refute the generalizabil-
ity flaw, case studies continue to be seen as
“a less desirable form of inquiry than either
experiments or surveys’ (Yin, 2009, p. 14).
This paper will focus on the criticisms relat-
ing to a lack of generalizability in case stud-
ies, the defences against these charges, and an
overall framing of the debate that will trace
both sides of the argument and evaluate their
effectiveness. The main argument present-
ed here is that the calls for generalizations
tend to arise from positivist researchers who
equate strong social science to the natural
sciences, which not only distorts the main
goals of qualitative research, but also stunts
its growth and development.

With the breadth of literature on the top-
ic at hand it is important to refine the scope to
a few particulars. Thus, the main discussion
of generalization and case studies will be
limited to qualitatively based research, rath-
er than including debates concerning more
statistical methods employed in other disci-
plines. I will begin by briefly outlining what
comprises a case study, its characteristics and
goals. This will be followed by a documenta-
tion of the various criticisms that are placed
onto case studies, with a particular focus on

the issue of generalization. Lastly, I will trace
the different responses to the critiques, start-
ing with positivistic rebuttals and gradually
moving to interpretivist/constructionist argu-
ments. [ now turn to a general discussion of
what comprises a case study.

Case studies have been used in dras-
tically different contexts and disciplines
including, but not limited to “psychology,
sociology, political science, anthropology, so-
cial work, business, education, nursing, and
community planning” (Yin, 2009, p. 4), thus
to find a workable and precise definition of
case studies is difficult. Yin (2009), who is
considered to be one of the leading experts
in case study methodology conceptualized
case studies in the following way “case stud-
ies are the preferred method when (a) “how”
or “why” questions are being posed, (b) the
investigator has little control over events, and
(c) the focus is on a contemporary phenome-
non within a real-life context” (p. 2), through
this delineation Yin (2009) distinguishes case
studies from experimental designs, which, at
times, have difficulty answering the “how” or
“why” questions. Yin (1981) does acknowl-
edge that “case studies can be done by using
either qualitative or quantitative evidence”
(p. 58), and much of his writing reflects a
positivist leaning. However, context and
depth of meaning are recurring themes in
Yin's (1981; 2009) theorizations on case stud-
ies. Stake (1995), another expert in the field,
takes a more qualitative approach to defining
case studies, stating

We study a case when it itself is of very
special interest. We look for the detail
of interaction with its contexts. Case
study is the study of the particularity
and complexity of a single case,
coming to understand its activity
within important circumstances (p. Xi)

Both authors point to the contextual na-
ture of case study design (Stake, 1995; Yin,
2009), arguing that it is the study of the par-
ticular, rather than an investigation of broad
and large data sets (Barth & Thomas, 2012).
As the focus of this paper is on qualitative
uses of case studies, a more thorough exam-

ination of their application in this context is
discussed further.

Much of what is written about qualitative
case studies often mirrors broad discussions
of qualitative methodologies and methods.
As Firestone (1993) points out “qualitative
methods are useful for understanding the
perspectives of students, teachers, parents,
and others; for clarifying the processes that
take place in classrooms, during program
implementation, and in other areas” (p. 16),
and this can also be applied to case studies.
The focus is on the construction of meaning,
rather than an investigation of an objective
reality that is advocated for by the more posi-
tivist scholars (Tight, 2010). The goal of case
study methodology is to become deeply im-
mersed in a field, to become cognizant of its
particularities, and to learn the contextual na-
ture of the social practices that occur within a
case (Kyburz-Grabner, 2004). The challenge
partly lies in what actually comprises a case,
as Stake (1995) pointed out “custom has it
that not everything is a case...The case is a
specific, a complex, functioning thing” go-
ing on to argue that “the case is an integrated
system. The parts do not have to be working
well, the purposes may be irrational, but it is
a system. Thus people and programs clearly
are prospective cases. Events and processes
fit the definition less well” (p.2). Yet, there is
disagreement about what comprises a case,
and other authors provide a looser definition,
while critics charge that case studies have be-
come a catch-all term that academics use due
to a lack of a more complex methodology
(Dillon & Reid, 2004).

Critically orientated researchers also em-
phasize the involvement with the participants
and creating egalitarian lines of the knowl-
edge exchange process, where the distinction
between the ‘researcher’ and the ‘subject’ is
diminished in favour of a more reciprocal re-
lationship (Andrade, 2009). Related to closer
ties to the participants is the notion of praxis
and action, where the researcher strives to as-
sist those with whom she or he works with to
implement positive changes that arise out of
the research findings. The aim is to contrib-
ute something to the location(s) where the
research was carried out (Corcoran, Walker,
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& Wals, 2004) and lessen the exploitative as-
pects of academic research practices.

Although one could go on for some
length in presenting the varying interpreta-
tions of case studies, due to the scope of this
paper I will now present some of the com-
monly found criticisms of case studies, and
discuss the issue of generalizability in greater
detail.

One of the main criticisms of the case
study approach has been its lack of rigor,
and the overt focus on descriptive accounts
of generally small samples is considered
a methodological weakness, as Barth and
Thomas (2012) point out “while the learning
opportunities offered by case studies have
been explicitly appreciated...their ‘story-tell-
ing’ approach has often been criticised as too
limited and merely descriptive” (p. 753). Ky-
burz-Grabner (2004) has listed several short-
comings of case study research

the case-study documentation is
missing; the case-study report is
superficial and is not related to

the data; a theoretical basis for the
case study does not exist or is not
set out; the data collection and/

or interpretation procedure is not
triangulated; the chain of evidence
is missing or insufficiently stringent;
and the theoretical foundation for
generalization is not appropriate. (p. 63)

Flyvbjerg (2006) also brings forth issues
of confirmation bias that are often cited as be-
ing one of the major pitfalls of not only case
studies, but qualitative research in general.
Since these approaches “allow more room
for the researcher’s subjective and arbitrary
judgment than other methods” ( Flyvbjerg,
2006, p. 234) case studies are considered to
be less rigorous than the more quantitative
methods. One concern is that a researcher’s
intimate involvement with the case can in-
fluence/distort their interpretations to such a
degree that they will inevitably find themes
and patterns that match their expectations
(Hodgetts, & Stolte, 2012). However, by
far the most cited criticism of case study
research in general, and particularly single
case studies, is the inability to generalize to a
broader context (Eisenhardt, 1989).

As in the above discussion, critiques
of case studies are often consolidated into
an overall criticism of qualitative research,
as Firestone (1993) highlighted, “one of the
more frequent criticisms...is that it appears

hard to generalize qualitative findings to
settings other than those studied” and that
“generalizability is clearly not the strength of
qualitative research” (p. 16). Other authors
echo this sentiment, arguing that the contex-
tual nature of case studies prohibits wide gen-
eralizations, which are available with more
numerical approaches (Bergen, & While,
2000). Without a representative or random
sample, case study findings cannot be extrap-
olated to wider contexts. Thus, a feature that
its proponents praise, namely the in-depth
analysis afforded by the case study design, is
also held as a detriment by case study oppo-
nents (Dillon, & Reid, 2004). However, upon
closer inspection the argument of a lack of
generalizability is problematic, as it assumes
a particular epistemic and ontological out-
look that may not fit particularly well within
qualitative research. Numerous researchers
have sought to find answers and solutions
to the generalizing critique, ranging from
positivist to constructivist alignments. In the
following section I will trace the rebuttals to
the generalization dilemma evident in the lit-
erature.

Academics who strive to refute the
generalization arguments, but not discount
generalizations in general, tend to focus on
strategies that attempt to elevate the general-
izability of case study findings (Cutler, 2004;
Yin, 1981). The methods to enhance the va-
lidity of the research are intertwined and in-
terrelated, but can be effectively conceptual-
ized under three concepts: construct validity,
internal validity, and external validity.

Construct validity has been defined as
“operationalising the data-gathering units of
analysis and measures to avoid subjective
judgement” (Cutler, 2004, p. 370), and re-
quires a close scrutiny of variables in order to
avoid confirmation bias. The thrust is towards
a more objective stance, one that allows the
researcher to evaluate the strength of the con-
cepts found within a particular case. In order
to achieve this Eisenhardt (1981) proposed
that the researcher “use multiple sources of
evidence to build construct measures, which
define the construct and distinguish it from
other constructs” (p. 542), and likewise,
many other authors have suggested the use
of multiple data sources as a way to raise the
findings to a more general, and thereby gen-
eralizable level (Kyburz-Grabner, 2004; Yin,
2009). Tied into the notion of construct va-
lidity is the concept of internal validity.

Internal validity “concerns research
where causal links, or inferences of such

links, between two events are made” and “to
avoid making invalid links it is important
that the researcher has considered alternative
explanations in his or her research design,
and sought out evidence that might discon-
firm the link” (Cutler, 2004, p. 370). Increas-
ing internal validity can be accomplished in
numerous ways. The employment of triangu-
lation is again advocated for, with multiple
data sources considered to elevate internal
validity of the findings (Stake, 1994). Others
argue for a ‘chain of evidence’, or rather a
thorough documentation of the procedures
and definitions of terms, providing the reader
with an opportunity to evaluate the relevance
and validity of the concepts (Yin, 1981).

Lastly, external validity shares many
commonalities with generalization as it con-
sists of

identifying correctly the circumstances
under which the results of a study can
be generalized to other cases. The
inference from the studied case to some
new contexts needs to be thus justified
by some factors that give us reason to
believe that what was found true of

the former is most probably true of the
latter as well. (Ruzzene, 2012, p. 106)

Increasing external validity, or gener-
alizability, can be accomplished by many
of the methods described above. However,
there are other steps researchers can take in
order to increase the external validity of their
findings. One such method is to use multiple
cases, where in order for findings to be trans-
ferable to other settings they must be consis-
tent across multiple sites (Andrade 2009). An
analysis of multiple cases also provides an
opportunity to find disconfirming evidence
that would disprove a hypothesis, which
would not be possible in a single case study
(Barth, & Thomas, 2012). Others argue for
the use of a large sample size, that aids the
representativeness of the study, and thus in-
creases external validity (Ruzzene, 2012).
Lastly, Hodgetts, & Stolte (2012) advise that
“the strategic selection and construction of
a case is important in generating findings of
significance beyond the specific example” (p.
381), with careful attention to the selection
of the case, the goal is to be able to explicate
the findings to other, similar populations.

As the above evidence suggests, many
scholars attempt to meet the criteria of validi-
ty within case studies. However, the methods
developed to approach this task often belie
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a positivist approach to research. In the fol-
lowing section, I will discuss the refutation
by qualitatively based researchers, many of
whom argue that the imposition of generaliz-
ability is misplaced in social science, where
there are no universal laws that can be trans-
planted to different contexts (Ruddin, 2006).

Evers and Wu (2006) argued that there
are numerous commonalities between con-
texts, and this allows for the transferability
of research findings between cases. They
posit that educational institutions bare many
similarities that are not context specific,
thereby allowing for results of case studies
to be used in other settings. Building on the
notion of transferability Firestone (1993)
proposed an analytic generalization which
“does not rely on samples and populations...
[rather] to generalize to a theory is to provide
evidence that supports (but does not defini-
tively prove) that theory” (p. 17). Analytic
generalization forgoes the constraints of rep-
resentative samples and causal relationships
advocated for by experimentalists, instead
choosing to focus on broad theories that can
be transplanted into different contexts (Rud-
din, 2006). Moreover, “cases cannot be con-
sidered sample units” (Cutler, 2004, p. 369)
due to their specificity and the search for a
representative sample is misguided and can
never be achieved in the complex world of
social science (Thomas, 2010). As Hodgetts,
and Stolte (2012) argue

Many colleagues see case studies

as a kind of soft option that can be
used to raise interesting insights, but
which does not constitute a reliable

or valid research enterprise. Such
critics often draw their methodological
inspiration for, and understanding of,
research from the physical sciences.
Their criticisms stem from the
assumption that experiments and large
representative samples that support
aggregated analyses comprise the gold
standard for...research. (pp. 379-380).

Qualitatively based researchers infer
a new mode of conceptualizing generalize-
ability and point to the need to “paint a rich
picture”, to provide a detailed and holistic
account of the case to such a degree as to al-
low the reader to make their own inferences.
Generalization thought in this sense does
not arise from the researcher, but is rather
created through the reader’s interpretation

(Firestone, 1993; Hodgetts, & Stolte, 2012;
Thomas, 2010).

Stake (1978), writing about ‘naturalis-
tic generalizations’, implied that the reader
already possesses a wealth of knowledge of
other cases, and it is the author’s responsi-
bility to provide a detailed account of the
setting, the actors within it, the processes
taking place, and the role of the subjective
researcher. Through this procedure the reader
is able to infer their own generalizations, or
more correctly, the transferability of aspects
of one case to another. Rather than focusing
on inductive, theory testing methods, case
study researchers should rather focus on
abduction, during which “findings from par-
ticular case studies are often compared...to
existing theoretical constructs and research
findings, and are used to add depth and con-
text to broader deliberations regarding socie-
tal issues” (Hodgetts, & Stolte, 2012, p. 383).
The findings of a particular case study, even
if it is a single case, can still be quite valuable
in their depth of understanding and provide
important insights that can be transferred to
different settings. This sentiment was bril-
liantly articulated by Flyvbjerg (2006) and
his discussion will conclude the generaliza-
tion refutation section of this paper.

Flyvbjerg (2006) takes particular excep-
tion to the positivist influence on case study
research arguing “there does not and prob-
ably cannot exist predictive theory in social
science research” (p. 223). Flyvbjerg (2006)
posits that social science can never be sepa-
rated from its context, which is its foremost
strength. He goes on to argue that

Formal generalization, whether on

the basis of large samples or single
cases, is considerably overrated as the
main source of scientific progress...
formal generalization is only one

of many ways by which people

gain and accumulate knowledge.

That knowledge cannot be formally
generalized does not mean that it
cannot enter into the collective process
of knowledge accumulation in a

given field or in a society. A purely
descriptive, phenomenological case
study without any attempt to generalize
can certainly be of value in this process
and has often helped cut a path toward
scientific innovation. (pp. 226-227)

Thus it can be discerned that perhaps the
search for generalizability in the positivis-

tic sense is a misguided affair in qualitative
research in general and case studies in par-
ticular. The epistemological and ontologi-
cal groundings that underpin each type of
inquiry strive to accomplish different tasks,
and to hold them to the same standards does
not give qualitative research the justice that
it deserves.

This paper has sought to provide a
general overview of case study approach-
es in qualitative research, their criticisms,
particularly the issue of generalization, and
the rebuttals of the critiques. Initially it may
appear that case studies are a ‘soft’ science
approach that lacks rigour. However, through
a careful analysis one is led to conclude that
often the standards of rigor in qualitative
and quantitative research are incommensu-
rable. Qualitative and quantitative methods
aim to answer different questions and their
approaches are quite diverse. The issue ap-
pears not to be the lack of rigor in case study
research, but that rigor must be understood in
a contextual fashion. Case studies provide an
extremely detailed and rich account of a par-
ticular system, something that is almost im-
possible to accomplish in a more distanced
approach. Their utility lies not in being able
to draw broad generalizations, but in contrib-
uting a depth of understanding that presents
an honest account of a particular case.
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Beyond intervention: Hifhlightin the subtle

nature of teachers in chi

experiences

Karen Bouchard

dren’s bullying

or decades, scholars have acknowl-

edged the critical role of teachers in

shaping children’s experiences, both

within the school and beyond (e.g.
Dewey, 1958; Noddings, 1984/2005; Sabol &
Pianta, 2012). Recent bullying literature has
certainly recognized the role of the teacher in
diminishing children’s bullying experiences,
but much of this study has focused on the
“how-to” of bullying intervention, leaving ob-
scured the more subtle means through which
teachers can impact children’s bullying inter-
actions with peers. I was witness, and indeed,
contributed to this shortcoming in a guest
lecture that I presented to bachelor of educa-
tion students (at a large Canadian university)
on the role of teachers in childrens bullying
experiences. The discussions that followed
my presentation were reminiscent of classi-
cal bullying discourses. My discussions with
the students centred on the identification of
characteristics of children who were more
likely to bully others or to be victimized; the
psycho-social outcomes of bullying and vic-
timization; and the role of teachers in thwart-
ing bullying behaviours in the classrooms
through prescribed prevention and interven-
tion efforts. This classical perspective of bul-
lying de-contextualizes children by removing
them from the multiple factors that could po-
tentially impact their behaviours. Also from
this perspective, teachers' involvement in
childhood bullying is limited to their role as
intervention agents, thereby concealing their
subtle, yet powerful role in shaping children’s
bullying interactions.

After the first guest lecture, I had the op-
portunity to speak to another section of the
same course. Instead of prompting a discus-
sion on the “how-to” of intervention in this
next class, I encouraged students to consider
the ways that teachers may subtly impact chil-
dren’s bullying experiences. A small group of
students suggested that it was teacher caring
that would promote childrens pro-social in-
teractions, and another group argued that
teachers’ positive daily interactions with
children might also assist in diminishing
bullying behaviours. These observations by

bachelor of education students prompted
my interest in the ways that teacher-child re-
lationships can impact children’s experiences
with their peers. In a recent special addition
of the Journal of Applied Developmental Psy-
chology, Farmer et al., (2011) argued that our
understanding of children’s aggressive be-
haviours in school needs to be complement-
ed by a deeper concentration on the ways that
teachers act as “invisible hands” in shaping
children’s multiple contexts. Specifically, the
authors writing in this special issue focused
on the role of teachers in impacting children’s
relationships with peers.

The extent to which teachers can impact
the peer ecology in the classroom has been
under researched. Much of the research that
does exist has centred on the direct role of
teachers in managing peer-level processes,
such as through arbitrating student con-
flicts, and facilitating student interactions in
the classroom through grouping practices
(Farmer et al., 2011; Luckner & Pianta, 2011).
While this work is valuable in highlighting
how teacher practices can impact children’s
peer interactions, it does not consider the
more subtle ways that teacher-child relation-
ships can impact peer experiences. In my dis-
cussion with bachelor of education students,
we agreed that it is the moment-by-moment
teacher-child interactions that can profound-
ly affect children’s relationships with peers,
and more specifically, children’s bullying ex-
periences. We considered that teachers are
not just authorities or managers of children’s
relationships with peers, but also models.

Drawing from Bowlby’s attachment the-
ory (1969), there is a building consensus that
children’s relationships with teachers act as
models for the formation of high quality peer
relationships (Gest & Rodkin, 2011). Spe-
cifically, the communication of the types of
relationships that students are expected to es-
tablish with each other is implicitly modeled
through the teacher-child relationship (Farm-
er et al,, 2011). Drawing from this research,
some scholars have argued that teacher-child
relationships that are distant and conflictual
can contribute to childrens lower levels of so-

cio-emotional adjustment and higher levels
of involvement in bullying with peers (Mur-
ray-Harvey & Slee, 2010). That is, children’s
negative interactions with peers may be syn-
chronous with, and potentially indicative of
the quality of relationships with a teacher.
Recent work has also demonstrated that the
quality of teacher-student relationships may
influence how students are perceived by their
classmates, with students’ preferences for
peers mirroring teacher preferences (Hughes
& Chen, 2011). Echoing this, Chang et al.
(2007), suggested that the stigma associated
with poor teacher-child relationship quality
could increase children’s victimization expe-
riences. This research emphasizes the subtle
ways that children’s relationships with teach-
ers can impact experiences with peers, and
most seriously, can influence children’s expe-
riences with victimization and the develop-
ment of bullying behaviours.

Recent bullying work has called for an
increased recognition of the multiple ecolog-
ical systems that shape children’s bullying ex-
periences, thereby expanding the traditional
approach of the de-contextualized nature of
bullying to a more comprehensive perspec-
tive. In response to this call, many research-
ers have focused on the pivotal role of teach-
ers in childrens bullying, but this has often
been limited to analyses of teacher attitudes
about bullying and teacher competence of
bullying intervention procedures (e.g. Left et
al.,, 2007; Mishna et al., 2004). Reports from
this research often cite the need for ongoing
training so that teachers are able to recognize
and effectively respond to bullying incidenc-
es in the classroom. My first guest lecture
centred on this need, explicating the “how-
to” of bullying intervention. To be sure, it is
important that teacher candidates are edu-
cated on the “how-to” of successful bullying
intervention, but what is perhaps equally
critical is for teachers to understand their
complex role in children’s peer relationships.
This would require further teacher education
to include the ways that the teacher-child re-
lationship models positive peer relationships
in the classroom. This perspective would shift
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the current concentration on the direct prac-
tices of teachers in bullying prevention and
intervention, to re-establishing bullying as a
complex relationship problem that requires
relationship solutions (Craig & Pepler, 2007).
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Room for growth?: Enhancing restorative practices
for geer victimization intervention by considering

imp

icit theories of malleability

Karen Bouchard, Trista Hollweck, ¢ Erin Kraft

eer victimization is a persistent and
prevalent issue facing our children.
Peer victimization has been defined
as a subtype of aggression, whereby
victims are exposed to repeated physical, ver-
bal, or relational actions by one or more in-
dividuals (Olweus, 1993; Pepler et al., 2006).
A critical component to peer victimization,
which distinguishes it from peer aggression,
is the real or perceived power differentials
that exist between the perpetrator(s) and the
victimized. Drawing from this definition,
researchers have demonstrated that bullying
behaviour and being victimized can be pre-
dictive of future psycho-social maladjust-
ment, such as aggressive behaviours, drug
and alcohol abuse, and withdrawal from
school (e.g. Carrera et al., 2011; O’Connell
et al., 1999). The negative outcomes of those
who victimize and who are victimized have
also been acknowledged by practitioners and
policy-makers, as is evident by the increase
in school-based prevention and intervention
programs, and the implementation of gov-
ernment policies, such as Ontarios recently
enacted Accepting Schools Act (2012).

In response to the growing need for ef-
fective peer victimization intervention, many
school-based programs have opted to incor-
porate a variety of approaches in an effort
to ameliorate the negative effects of victim-
ization. These initiatives vary from address-
ing the micro-psychological processes that
contribute to victimizing behaviour or vic-
timization experiences, to considering the
wider macro-social processes of the school
and community. Whole-school restorative
practices in particular, have been utilized at
schools to help children manage their rela-
tionships and encourage effective problem
solving when conflict arises.

Grounded in a relational pedagogy, re-
storative approaches disrupt traditional dis-
ciplinarian practices by focussing, instead,
on peer relationships and on healing the
harm that was caused within a community
of support. While these whole-school restor-
ative initiatives may provide some success
in resolving and reconciling children’s rela-

tionships with aggressive peers, McCluskey
(2011) argued that many of these positive
changes are inconsistent across and within
contexts, and are not sustained over the long
term. This inconsistency is especially evident
in secondary school settings (Smith et al.,
2004). These mixed results can be attributed
to its “patchy” implementation (McCluskey
etal., 2008) and an inconsistent vision shared
by members of the school community. Most
notably, Morrison et al. (2005) argued that a
core requirement for successful implemen-
tation of a restorative program is that it is
embedded within a framework that already
recognizes the importance of relationships
and individuals’ needs for social and emo-
tional engagement. While there can be no
question that a whole-school culture change
is required to successfully integrate restor-
ative practices, recent research (Yeager et al,,
2011; 2013) has indicated that children’s so-
cial-cognitive schemas may also provide fur-
ther insight about why these programs may
or may not be successful at restoring healthy
relationships following peer aggression.

An Introduction to Implicit
Theories of Malleability

Implicit theories of human malleabil-
ity are the theories that people hold about
the nature of human attributes and interac-
tions. More precisely, these theories concern
whether people have the capacity to change
or whether human characteristics are rela-
tively static. Researchers have categorized
implicit theories into entity and incremen-
tal theories (Carr et al., 2012; Dweck et al.,
1993; 1995; Erdley & Dweck, 1993). Entity
theorists focus on fixed traits and are more
likely to categorize people in terms of these
fixed traits (i.e. he is a bad person, she is an
aggressive person). Conversely, incremental
theorists share a belief in malleable human
qualities and tend to focus on other factors
that mediate individuals’ behaviours (i.e. he
is aggressive because he feels excluded). In-
cremental theorists tend to believe that basic
human qualities can be changed through ef-

fort and education, whereas entity theorists
are often sceptical that these most basic qual-
ities can be changed.

Implicit Theories and
Responses to Conflict

Recent literature has sought to examine
the relationship between implicit theories
and responses to social failure, particularly
peer victimization (Dweck, 1995; Rudolph,
2010; Yeager et al., 2011; 2013). Implicit the-
ories of personality, or the belief that person-
ality characteristics are immutable or mallea-
ble, create a framework for how individuals
interpret and respond to peer victimization.
Those who hold a entity theory may believe
that people who are “bullies” or “losers” can-
not change. This is contrasted with an incre-
mental theory of personality which employs
the belief that mediating factors can help to
explain aggressive behaviour, and that these
characteristics can be changed through ne-
gotiation, education, forgiveness, and reha-
bilitation (Chiu et al., 1997; Yeager, 2011).
In 2013, Yeager et al., sought to examine this
relationship further by testing the connec-
tion between entity and incremental theories
and vengeful responses to overt peer victim-
ization. The results demonstrated that entity
theorists were more likely to make attribu-
tions about the “kind of person” the perpe-
trator was. When prompted by a hypothetical
and recalled scenario of peer victimization,
entity theorists were more likely to retaliate
aggressively towards the transgressor, espe-
cially when accompanied by the belief that
one was likely to be further excluded fol-
lowing the conflict. These results were also
comparable to earlier studies that found that
entity theorists were likely to view social re-
jection and victimization as resulting from
permanent personal deficits and, as a result,
were also likely to target the transgressor’s
character and endorse heavier punishments
(Dweck, 1995; Erdley et al,, 1997; Giles &
Heyman, 2003). From this perspective, entity
theorists view other’s aggressive behaviours
as reflective of enduring immoral characters,
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and therefore justifying punishment (Dweck,
1995). In contrast, those individuals who
hold a more incremental belief of personal-
ity may be less likely to associate the negative
behaviour with the transgressor’s enduring
qualities. While entity and incremental the-
ories are separate constructs, there is also ev-
idence to suggest that incremental theorists
are more likely to adopt pro-social strategies
and coping mechanisms when victimized by
peers (Yeager et al., 2011).

Considering Implicit
Theories when Responding
to Peer Victimization
through a Restorative
Approach

School-based restorative approaches
are premised on the concept of restorative
justice. Rooted within traditional aborigi-
nal practices, restorative justice was initially
utilized within the criminal justice system.
Originating in the 1970, restorative justice
was largely employed as a framework for
working to restore relationships that were
harmed from transgressions. The practice
was often carried out through mediation be-
tween the victims and offenders. Since the
early 1990’ this approach has broadened to
include the communities of care - namely
the families and friends participating in the
process through peacemaking circles and re-
storative conferences. This approach has also
been widely adopted in schools, signalling a
shift from traditional punitive discipline, to a
more holistic and engaging process that em-
phasizes reconciliation (Costello et al., 2010;
Morrison & Vaandering, 2012).

The aim of the restorative approach is to
reintegrate those affected by a harm/injustice
back into the community, through nurturing
the “human capacity for restitution, resolu-
tion, reconciliation” (Morrison & Vaander-
ing, 2012, p. 140). The restorative approach
values: healing, moral learning, community
participation, respectful dialogue, forgive-
ness, responsibility, apology, and making
amends. Within the last two decades, there
has been an emergence of restorative practic-
es being used in schools to address relational
conflict (Costello et al., 2010). In comparison
to other proactive and reactive strategies, the
restorative approach has been rated by edu-
cators as moderately to highly successful in
developing a safe and accepting school ethos,
and for resolving relational conflict (McClus-

key et al,, 2011). However, it has also been
noted that these improvements are often not
sustained overtime.

Restorative practices are premised on
change. Students involved in restorative con-
ferencing are asked to consider the harm that
was caused, listen to all members involved,
and adopt strategies to work through the
problems constructively. This process is fol-
lowed by a genuine attempt to make amends,
and for affected members to reintegrate back
into the school community. Students who
hold incremental beliefs may be more likely
to promote discussion, education, and display
an effort to try to cultivate the damaged rela-
tionships. Mirroring this, a study conducted
by Haselhuhn et al. in 2010, found that in-
cremental theories may lead to more trust
recovery efforts, as opposed to entity theo-
ries, which promote scepticism and insen-
sitivity to trust-repair efforts. Students with
incremental beliefs may also be more likely
to consider the mediating factors that led to
the transgression, while placing less empha-
sis on the transgressors permanent qualities.
This focus on malleable characteristics may
promote a further engagement in adopting
pro-social strategies when addressing con-
flict with peers. While many restorative prac-
tices already focus on the process of making
amends and recognizing the external factors
that may have lead to the transgression, these
efforts may prove to be less successful if chil-
dren’s fundamental knowledge structures are
not first addressed. Evidence from research
on implicit theories would suggest that there
needs to be an effort to change construals
of oneself and others before actions for rec-
onciliation should be adopted. Considering
these implicit beliefs about the malleability of
personality may be an integral component in
order for students and the school community
to profit from restorative interventions.

Changing Implicit Theories

Given the emphasis placed on renew-
al and reconciliation that both incremental
theories and restorative practices share, ad-
dressing implicit theories within a restorative
framework may contribute to more success
in restoring healthy relationships following a
social conflict. Very few intervention strate-
gies have explicitly addressed socio-cognitive
knowledge structures within its framework,
but there is evidence to suggest that by do-
ing so, students’ implicit beliefs are able to
change, which may affect students’ response

behaviour. Given the pervasive nature of im-
plicit beliefs, it is surprising that these beliefs
can be changed, even with minimal prompt-
ing (Kray & Haselhuhn, 2007). In 2013, Yea-
ger et al, found that teaching incremental
theories to students through various work-
shops reduced conduct problems in schools,
and reduced depressive symptoms, primarily
among those students who reported the most
victimization by peers. These changes re-
mained 3 months post-intervention. In 2011,
the same researchers found that even reading
an article about incremental theories reduced
students’ desires for vengeance and increased
pro-social responses. These results suggest
that addressing implicit beliefs and teaching
about incremental theories can modify stu-
dents’ responses to peer victimization.

Conclusion

A restorative practices framework for
peer victimization intervention should in-
clude a message of malleability - namely,
that we are not divided into good people and
bad people and that our relationships require
cultivation and effort to develop successfully.
While some research may suggest that chang-
ing implicit theories requires little probing,
reducing aggression is not a simple matter.
Mentioning implicit theories in restorative
approaches may not be enough to create last-
ing changes in childrens responses. As with
any intervention, the practices and values of
the intervention need to match the practices
and values of the school community. This re-
quires an ongoing commitment in fostering
a school ethos that promotes an incremental
theory of growth.

References

Carr, P. B, Rattan, A., & Dweck, C. S.
(2012). Implicit theories shape inter-
group relations. Advances in Experi-
mental Social Psychology, 45, 127-165.

Carrera, M. V., DePalma, R., &Lameiras,
M. (2011). Toward a more compre-
hensive understanding of bullying
in school settings. Educational Psy-
chology Review, 23(4), 479-499.

Chiu, C., Dweck, C. S., Tong, J. Y., & Fu, J.
H. (1997). Implicit theories and concep-
tions of morality. Journal of Personality
and Social Psychology, 73, 923-940.

8 | le/the Journal



Costello, B., Wachel, J., & Wachel, T. (2010).
Restorative circles in schools: Building
community and enhancing learning.
Bethlehem, Penn: International In-
stitute for Restorative Practices.

Dweck, C. S. (1999). Self-theories: Their role
in motivation, personality and develop-
ment. New York: Psychology Press.

Dweck, C. S. (2008). Can personality be
changed? The role of beliefs in person-
ality and change. Current Directions in
Psychological Science, 17(6), 391-394.

Dweck, C. S., Chiu, C., & Hong, Y.

(1995). Implicit theories and their

role in judgments and reactions: A
world from two perspectives. Psy-

chological Inquiry, 6(4), 267-285.

Erdley, C. A., Cain, K. M., Loomis, C.

C., Dumas-Hines, E, & Dweck, C. S.
(1997). Relations among children’s social
goals, implicit personality theories,

and responses to social failure. Devel-
opmental Psychology, 33(2), 262-272.

Erdley, C. A., & Dweck, C. S. (1993).
Children’s implicit personality theories
as predictors of their social judgments.
Child Development, 64, 863-878.

Giles, J. W.,, & Heyman, G. H. (2003).
Preschoolers’ beliefs about the stability
of anti-social behaviour: Implications
for navigating social challenges. So-
cial Development, 12(2), 182-197.

Haselhuhn, M. P,, Schweitzer, M. E., &
Wood, A. M. (2010). How implicit
beliefs influence trust recovery. Psy-
chological Science, 21, 645-648.

Heyman, G., & Dweck, C. S. (1998). Chil-
dren’s thinking about traits: Implications
for judgments of the self and others.
Child Development, 64(2), 391-403.

Kray, L. J., Haselhuhn, M. (2007). Im-
plicit negotiation beliefs and perfor-
mance: Longitudinal and experimen-
tal evidence. Journal of Personality
and Social Psychology, 93, 49-64.

McCluskey, G., Lloyd, G., Kane, J.,

Riddel, S., Stead, J., & Weedon, E.
(2008). Can restorative practices in
schools make a difference? Educa-
tional Review, 60(4). 405-417.

McCluskey, G., Kane, J., Lloyd, G., Stead,
J., Riddell, S., & Weedon, E. (2011).
“Teachers are afraid we are stealing their
strength”: A risk society and restorative
approaches in school. British Journal
of Education Studies, 59, 105-119.

Morrison, B. E., & Vaandering, D.

(2012). Restorative justice: Pedago-
gy, praxis and discipline. Journal of
School Violence, 11(2), 138-155.

Morrison, B. E., Blood, P, & Thorsborne,
M. (2006). Practicing restorative justice
in school communities: The challenge
of culture change. Public Organization
Review: A Global Journal, 5, 335-357.

Morrison, B. (2002). Bullying and victim-
ization in schools: A restorative justice
approach. Australian Institute of Crim-
inology: Trends and Issues, 219, 1-6.

O’Connell, P, Pepler, D., & Craig, W. (1999).
Peer involvement in bullying: Insights
and challenges for intervention. Jour-
nal of Adolescence, 22(4), 437-452.

Olweus, D. (1993). Bullying at school:

What we know and what we can
do. Cambridge, MA: Blackwell

Rudolph, K. (2010). Implicit theo-
ries of peer relationships. Social
Development, 19(1), 113-129.

Smith, J. D., Schneider, B. H., Smith,

P. K., & Ananiadou, K. (2004). The
effectiveness of whole-school an-
tibullying programs: A synthesis
of evaluation research. School Psy-
chology Review, 33, 548-561.

Yeager, D. S., Trzesniewski, K. H., & Dweck,
C. S.(2013). An implicit theories of per-
sonality intervention reducsed adoles-
cent aggression in response to victimiza-
tion. Child Development, 84(3), 970-988.

Yeager, D. S., Trzesniewski, K. H., Tir-
ri, K., Nokelainen, P, & Dweck, C.

S. (2011). Adolescents’ implicit the-
ories predict desire for vengeance
after peer conflicts: Correlational and
experimental evidence. Developmen-
tal Psychology, 47(4), 1090-1107.

VOLUME 4, No.1 | 9



An Indigenous Voice: Re/writing Canada’s History

Ashley Campbell

“The truth about stories is thats
all we are” (King, 2003, p.2).

istory is the re/telling of a story,

and like all stories, it can change

depending on who is telling it.

In Thomas King’s (2012), The
Inconvenient Indian: A Curious Account of
Native People in North America, he presents
his/story as a nonlinear sequence of events
that defies political borders. King’s narrative
account is not a story of national progress
and development. His work embodies Ezra
Pound’s concept of memory:

We do NOT know the past in
chronological sequence. It may be
convenient to lay it out anesthetized on
the table with dates pasted on here and
there, but what we know we know by
ripples and spirals eddying out from
us and from our own time. (p. Xi)

King (2012) challenges the role of the
‘good historian’ in his role as storyteller: “A
good historian would have tried to keep bi-
ases under control. A good historian would
have tried to keep personal anecdotes in
check. A good historian would have provided
footnotes...I have not” (p. xii).

Canada’s colonial history served to si-
lence the voices of Indigenous peoples. As
Werner (2002) states, “Voice and power are
inseparable;” and it is through understanding
these power relationships that readers come
to recognize a text beyond the voices present
(p. 202). The Canadian grand narrative con-
tinues to deny the complexities and cultural
diversity of Indigenous peoples in favour of
a single story that celebrates national heroes
and triumphs (Ross, 1995). Ross argues that
History by its, “...Normative inclusive char-
acter denies its own fictionality and instability
and thereby distorts the creative possibilities
of the present and future” (p.673). King ar-
gues that such grand narratives present a ro-
manticized version of History, which contin-
ues to deny Indigenous voices. As he writes,
“We trust easy oppositions. We are suspicious
of complexities, distrustful of contradictions,
fearful of enigmas” (King, 2003, p. 25). King’s
narrative account challenges simple binaries

and gives voice to Indigenous histories and
worldviews.

The Canadian grand narrative freez-
es the image of ‘the Aboriginal’ in the past
in favour of a story of national progress.
“Typically then, the Aborigine, like the Na-
tive American, occupies a paradoxical place
in the national narrative. They are both set
apart, not considered citizens, yet migrants
from a primordial time” (LaSpina, 2003,
p.678). Canadas colonial history and con-
tinued re/telling of this single story fails to
relate present challenges to the past in the
continued disenfranchisement of Indigenous
peoples. Furthermore, these historically con-
structed images remain fixed within contem-
porary society, which perpetuates harmful
stereotypes. King, a voice of resistance, states,
“North America no longer sees Indians”
(King, 2012, p. 53). What Canadians do see is
the fabricated image of the ‘North American
Indian’ as presented in Canadian textbooks
and history curricula.

Stanley (2000) argues that, “overcoming
colonialism is a complex project. It requires
rejecting simple binaries of heroes and vic-
tims”(p.101). Canada’s educational institu-
tions play an important role in transforming
our understanding of our colonial past. As
Létourneau (2006) writes, Mythistories are
stories created by groups and/or individuals
that are held as historical truths based on a
person’s personal understanding and expe-
riences. She poses the question: “How does
information of different types mix in a per-
son’s mind to produce ways of seeing that,
over time, will consolidate ‘mythistories’ that
may undermine his or her capacity to see
the world another way” (p. 71)? King chal-
lenges the mythistories of Canada’s past and
its reputation as a fair country, and disrupts
this position of power prevalent in nationalist
histories.

King (2012) further challenges the as-
sumption that the past is in the past, and that
historical conflicts have been resolved. “You
see my problem. The history I offered to for-
get, the past I offered to burn, turns out to
be our present. It may well be our future” (p.
192). King speaks of Canadian-Aboriginal
relations, from the Canadian government’s
apology for Indian Residential Schools, to
Prime Minister Harper’s statement at the

G20 summit in which he declared, “We have
no history of colonialism” (p. 124). This con-
tradiction indicates Canadas failure to learn
from its history. King also speaks of govern-
ment policies such as the two-generation cut-
off clause, which denies some Aboriginal peo-
ple their status. He highlights the report from
the Royal Commission of Aboriginal Peoples
prepared for the Federal government, which
outlined recommendations to improve First
Nations living conditions and government
relations. “Probably the most embarrassing
aspect of the Royal Commission of Aborig-
inal Peoples affair was the speed with which
the report was buried. Alive” (p. 170). King
raises awareness of present-day treaty abus-
es and unresolved land claims. As he states,
“The issue has always been land. It will always
be land, until there isn’t a square foot of land
left in North America that is controlled by
Native people” (p. 217).

King (2012) argues that there is a history
of a ‘racist denial’ in Canada that is not only
perpetuated through government policies,
but also through mainstream media (Stanley,
2006). “They [Indians] are the stereotypes
and clichés that North America has conjured
up out of experience and out of its collec-
tive imaginings and fears” (p. 53). Media as
a cultural tool influences our understand-
ing of our realities. As Wertch (2002) states,
“Remembering is a form of mediated ac-
tion, which entails the involvement of active
agents and cultural tools” (p. 13). King speaks
of his experience meeting with a French pho-
tographer who was taking his picture with a
group of Native authors: “But, with my splen-
did moustache, I was no longer an authentic
Indian. Real Indians, she told me, with no
hint of humour or irony, didn’t have facial
hair”(King, 2012, p. 64). In sharing person-
al anecdotes, King evokes an emotional re-
sponse from his readers that encourages a
deeper reflection. As Werner (2002) argues,
“Narrative and empathetic readings can be
used instructionally to counter us/them di-
chotomies and the process of “othering” that
often results from perceived cultural differ-
ences and assumed hierarchies” (p. 411).

Stories have the power to educate and
transform. King’s account of Native history in
North America is a counter narrative to the
Canadian grand narrative - a series of inter-
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connected his/stories. King discusses the his-
torical mistreatment of Indigenous peoples
in Canada and continued abuses. As Werner
(2002) states, “There is no narrative closure
except as authors attempt to impose it, and as
readers accept this attempt as legitimate” (p.
207). King (2012) presents a renewed vision
of Canadian history that connects the past
to present as an on-going story. He is direct
in his language and unapologetic for brash

statements. Sharing his own lived experienc-
es, he disrupts traditional academic writing,
assigned schemas, and traditions. “Besieged
by coyotes in Ottawa and Washington, Native
people stopped asking for justice and began
demanding it” (King, 2012, p. 157). King
asserts his identity as an Indigenous scholar
through the historical re/telling of American/
Canadian histories that give rise to Indige-
nous perspectives. King does not ask permis-

sion or avoid controversy in telling this story,
but reaffirms his identity as a member of the
academic community and storyteller. If his-
tory is not to repeat itself, and Canada is to
recognise its failures and move forward as a
nation that values Indigenous ways of know-
ing, then more academics like King, need to
continue to disrupt tradition in order to tell
their stories and educate future generations
about the dangers of silence.
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Partenariat parents-enseignants

Marie-Caréne Pierre René

Introduction

i Técole est 'une des institutions qui

facilitent lintégration sociale des

éleves nouvellement arrivés et des im-

migrés, elle représente un défi de taille
pour leurs parents qui ont de la difficulté a
comprendre le systéme scolaire. Cette situ-
ation se vit beaucoup a Ottawa ou S’installe
la grande majorité des nouveaux arrivants
et des réfugiés sétablissant au Canada (CPS,
2004). Plusieurs chercheurs ont étudié la
collaboration et le partenariat entre parents
immigrants et enseignants, sans tenir compte
de la terminologie utilisée dans leurs études
(Kanouté et Lafortune, 2011; Kanouté et Lle-
vo, 2008; Kanouté, Vatz Laaroussi, Rachédi
et Doffouchi, 2008; Vatz Laaroussi, Kanouté
et Rachédi, 2008). Afin de comprendre les
phénomenes sociaux tels que la collaboration
entre parents et enseignants, le terme « im-
migrant » est souvent utilisé dans son sens
large par ces auteurs pour désigner a la fois
les parents immigrants et économiquement
autonomes et les parents réfugiés - ceux qui
ont fui leurs pays pour éviter la persécution
(Kanouté et Lafortune, 2011; Kanouté et Lle-
vo, 2008; Kanouté et coll., 2008; Vatz Laar-
oussi et coll., 2008). Afin d’inclure les deux
groupes ci-haut mentionnés, il faudrait plutot
parler de parents immigrés au lieu de parents
immigrants si lon se référe au concept dans
son sens global. En évitant de différencier
entre les parents immigrants économique-
ment autonomes et les parents réfugiés, les
chercheurs ignorent les trajectoires migra-
toires distinctes de ces individus. Ces tra-
jectoires divergentes pourraient affecter
l'intégration de ces parents dans leur nouvel
environnement de différentes fagons, ce qui
pourrait nuire a Iétablissement du rapport
parents-enseignants. Cet article vise a étudier
les différences entre les parents économique-
ment autonomes et les parents réfugiés afin
de mieux comprendre I'importance de la col-
laboration parents-enseignants dans l'accom-
pagnement et la réussite scolaire.

Au cours de lexamen du partenariat
entre parents immigrants, parents réfugiés
et enseignants, les questions de recherche
qui Simposent sont les suivantes : comment
les différentes trajectoires viennent-elles in-
fluencer le partenariat entre parents-ensei-

gnants? Quels défis cette influence vient-elle
ajouter a la collaboration?

Larticle est divisé comme suit : la problé-
matique et la justification de la recherche, la
recension des écrits (partenariat parents-en-
seignants), la méthodologie, les résultats, la
discussion et la conclusion.

Problématique et
justification de la recherche

Une grande majorité des nouveaux ar-
rivants et des réfugiés au Canada sétablit a
Ottawa. Selon le Conseil de planification so-
ciale dOttawa (CPS), la région accueille 29 %
des réfugiés, en comparaison avec Vancou-
ver qui en recoit 9 %, Toronto qui en regoit
10 % et Montréal qui en regoit 19 % (CPS,
2004). De plus, 11 % (7 065) des nouveaux
arrivants qui sétablissent dans la région d'Ot-
tawa proviennent dautres villes canadiennes
(CPS, 2004). Les écoles représentent 'un des
premiers lieux d’interaction des nouveaux ar-
rivants. Il est important d’assurer que les ins-
titutions scolaires facilitent leur intégration
dans la société.

Une enquéte menée par le CPS concer-
nant l'intégration des gens issus de I'immi-
gration fait état d’'un écart qui existe entre
les parents immigrants, les parents réfugiés
et les enseignants. Les parents immigrants
sont souvent des résidents permanents qui
ont immigré en raison de leur capacité a
contribuer a léconomie canadienne et des
travailleurs qualifiés acceptés en raison de
leurs compétences professionnelles (CIC,
2012). Ces travailleurs qualifiés ont fait leur
propre demande pour sétablir au Canada
dans le but daugmenter leur capital et leur
statut social (Kanouté et Llevo Calvet, 2008).
En revanche, les parents réfugiés qui se
trouvent au Canada craignent la persécution
s'ils retournent dans leur pays dorigine (CIC,
2012). En majorité, ces familles réfugiées ont
dt endurer des conditions migratoires dé-
plorables, entre autres, les camps de réfugiés
clandestins et divers tracas administratifs
(Kanouté et Vatz Laaroussi, 2008). Ils vivent
encore des moments difficiles au Canada au
point de vue économique et social. Les pa-
rents réfugiés, qui ont souvent de la difficulté
a communiquer dans 'une des deux langues
officielles du Canada, soit par géne ou par

manque de connaissances, comptent souvent
sur leurs enfants pour les aider a interpréter
et comprendre les normes institutionnelles
et ces limitations sont souvent une source de
plusieurs malentendus entre les familles et
[école (Vatz Laaroussi, 2008).

Le malentendu entre
parents immigrants-
enseignants et parents
réfugiés-enseignants

Le malentendu entre parents et ensei-
gnants peut étre attribué a Iécart sociale et
culturelle qui existe entre les parents et les
enseignants. Les différences culturelles et les
styles parentaux, en autres, sont souvent uti-
lisés pour expliquer les difficultés scolaires
des nouveaux arrivants et méme leurs échecs
(Vatz Laaroussi et al, 2008).

Le projet migratoire est souvent structu-
ré autour du réve d’'une mobilité sociale ra-
pide et significative (Vatz Laaroussi et Raché-
di, 2001). Selon Dubet (1997), quoique lécole
soit devenue plus démocratique, elle continue
a renforcer les inégalités sociales : « lécole
sest donc démocratisée, mais les écarts entre
les groupes sociaux se sont maintenus et
méme creusés » (p. 2). Malgré leurs difté-
rents niveaux de classe sociale dans leur pays
dorigine, les familles immigrantes et les fa-
milles de réfugiés voient leur capital social
changer dans le pays d’accueil. D’une part, les
familles immigrantes cherchent & surmonter
ces obstacles en essayant de sintégrer. Elles
sefforcent & participer aux partenariats pa-
rents-enseignants dans le but daugmenter
leur capital social, tandis que les familles ré-
fugiées vont essayer datteindre le méme ca-
pital social que les familles canadiennes, car
elles nont pas dobjectif réaliste par rapport
a leur situation socio-économique (Dubet,
1997; Vatz Laaroussi et coll., 2008). Ceci peut
avoir un impact sur la réussite scolaire et l'ac-
compagnement scolaire.

Les parents ont souvent des attentes en-
vers les enseignants et vice versa. Changka-
koti et Akkari (2008) postulent que les tiches
des enseignants et des parents ne peuvent
étre clairement définies. Il y aura toujours
du chevauchement entre les deux. Les ensei-
gnants doivent accepter que la mission assi-
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gnée a lécole soit désormais la socialisation et
linstruction selon les contextes.

Méthodologie

Ce qui suit sont deux études de cas,
non-généralisables qui ont été effectuées dans
le cadre d’'un projet pilote. Afin dexaminer
comment les différentes trajectoires migra-
toires viennent-elles influencer le partenariat
entre parents-enseignants nous avons utilisé
une approche qualitative avec des entretiens
semi-structures face a face. Une analyse du
contenu des réponses a été effectuée en util-
isant les procédures de repérage des thémes
semblables pour comprendre le phénoméne.
La recherche eut lieu dans un organisme
communautaire a but non lucratif qui offre
des services détablissement et d’intégration a
la communauté immigrante d'Ottawa.

La collecte de donnée sest donc faite
avec la participation de deux parents. Lun
(pseudonyme « Jocelyne ») appartenait a
la catégorie de travailleurs qualifiés. Lautre
(« Roger ») est un réfugié de la Somalie venu
sétablir au Canada avec sa famille. Lorigine
ethnoculturelle et le sexe nétaient pas un fac-
teur dans la sélection des parents dans cette
étude.

Cas de Jocelyne

Jocelyne est mére monoparentale qui a
émigré de I'Egypte avec ses 3 enfants. Elle a
une fille agée de 13 ans en 8¢ année, un gargon
de 11 ans en 6°année et une fille de 9 ans en 4°
année. La famille réside dans un appartement
subventionné par le gouvernement canadien.
Jocelyne, appartenant a la catégorie de tra-
vailleurs qualifiés, était hautement scolarisée.
Elle était reconnue en tant quanesthésiolo-
giste en Egypte, son pays dorigine.

Cas de Roger

Roger a immigré au Canada avec son
épouse et leurs 9 enfants (4 garcons et 5
filles). Sa fille ainée est mariée et réside pré-
sentement dans leur pays dorigine. Six des
neuf enfants sont présentement inscrits dans
une institution scolaire : deux en 11¢ année,
un en 8¢ année, une fille en 3° année, une
jeune fille au jardin denfants et deux jeunes
garcons dage préscolaire nés au Canada.
Roger, qui était réfugié, mavait pas complété
son secondaire. Jocelyne et Roger ont vécu a
Ottawa entre 6 mois et 1 an. Lentrevue avec

Roger nécessitait la présence d’'un interprete
qui avait été fournit par lorganisme.

Discussions

Perception positive de
l'institution scolaire

Les deux parents disent avoir bien été
accueillis par le personnel scolaire. Ils ont des
personnes ressources a qui faire appel lorsque
cest nécessaire et les enseignants sont préts a
leur fournir de la rétroaction sur le progres
de leurs enfants en tout temps. En général,
Jocelyne et Roger semblent avoir une bonne
relation avec les enseignants. Ils expliquent
tous les deux que les enseignants sont pa-
tients et leur fournissent de l'aide au besoin.

Parents économiquement
autonomes et partenariat avec
'enseignant

Jocelyne participe le plus souvent pos-
sible aux rencontres avec les enseignants.
Elle lit souvent les notes envoyées par ceux-
ci, surveille les devoirs de ses enfants et elle
les accompagne dans leurs scolarité. Elle
exerce une collaboration a la fois assignée et
partenariale. Son plus gros défi est quelle le
fait seule dans un pays auquel elle nest pas
encore habituée. Cétait son choix de quitter
son pays natal pour venir éduquer ses enfants
au Canada. Elle accueille ces obstacles a bras
ouvert et se dit que cest le prix a payer pour
la décision quelle a prise. Elle est optimiste
que sa situation saméliorera aussitot, quelle
aura réussi son agrément dans sa profes-
sion et quelle pourra travailler dans son do-
maine. Elle accepte les changements culturels
avec un esprit léger. Elle a une bonne mine
concernant sa nouvelle vie et le cheminement
quelle a décidé dentreprendre. Son attitude
positive se traduit directement dans la facon
quelle transige avec les enseignants.

Parents réfugiés et partenariat
avec l'enseignant

Roger ne participe pas activement aux
rencontres scolaires. Ce nest pas parce qu’il
nest pas investi dans la réussite scolaire de
ces enfants. Au contraire, cest l'une de ses
premiéres inquiétudes. Roger nous fait com-
prendre que ses enfants nont pas eu accés a
des institutions scolaires lorsqu’ils étaient
dans les camps de réfugiés et souffrent donc
d'un manque dans leur éducation. A leur

arrivée au Canada, ils ont tous été placés dans
des classes qui correspondaient a leur age et
non a leur niveau académique. Comme pa-
rent, il trouve extrémement difficile dexpri-
mer et de faire comprendre ses inquiétudes,
surtout pour ses enfants au niveau du secon-
daire. Il reconnait que ses enfants ainés ne
pourront pas continuer leurs études univer-
sitaires, mais il souhaiterait qu’ils apprennent
un métier pour pouvoir vivre et avoir une
source de revenus. Il aurait préféré inscrire
ses enfants dans une école de vocation, mais
cette décision était hors de son controle.

De plus, il explique quil na pas
les compétences langagieres, ni les connais-
sances académiques nécessaires, pour aider
ses enfants avec leurs devoirs. Cest donc
sa responsabilité daller chercher de laide
pour qu’il puisse y arriver ou au moins com-
prendre ce qu’ils sont en train dapprendre. Il
va souvent chercher cette aide en communi-
quant avec son agent de liaison, un bénévole
offert par lorganisation a but non-lucratif,
qui le guide et lui fournit les renseignements
au sujet de divers clubs de devoirs auxquels
pourraient participer ses enfants.

Résultats et Conclusion

Létude avait pour but dexaminer com-
ment les différentes trajectoires viennent-elles
influencer le partenariat entre parents-ensei-
gnants? Quels défis cette influence vient-elle
ajouter a la collaboration?

Selon notre étude, un partenariat entre
parents immigrants autonomes et ensei-
gnants est plus facile a établir, car les parents
nont pas autant de barriéres linguistiques. Ils
peuvent se débrouiller dans au moins I'une
des deux langues officielles, ils accueillent et
acceptent les changements culturels et a cause
de leur éducation, ont souvent recours au
modele de collaboration assignée et a la col-
laboration partenariale avec les enseignants,
ce qui facilite la tiche d¥éducation et la réus-
site scolaire. Généralement, les enfants des
parents immigrants autonomes ont regu une
bonne éducation dans leur pays dorigine, ce
qui leur permet de sintégrer plus facilement
dans le pays d’accueil. Les parents réfugiés
ont plus de difficulté a établir un partenariat
de collaboration. Ces parents éprouvent plus
de contraintes linguistiques dans les langues
officielles du Canada et doivent avoir recours
aux organismes communautaires pour obte-
nir de laide supplémentaire afin de faciliter
leur intégration dans la nouvelle communau-
té et la réussite scolaire de leurs enfants.

VOLUME 4, No. 1 | 13



Il est important de retenir qu'il existe des
différences entre les deux groupes de parents
et ces différences doivent étre reconnues
lorsque les chercheurs effectuent des études.

Cette recherche pourrait aider les pro-
fesseurs a deux niveaux : en premier lieu, a
mieux comprendre le style parental qui peut
exister parmi les parents immigrés afin déta-
blir une meilleure partenariat entre parents et

enseignants pour laccompagnement scolaire
de leurs enfants et étudiants, et deuxieme-
ment, éviter de regrouper dans la méme caté-
gorie les parents qui ont subi des trajectoires
migratoires différentes.
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Experimenting with Deleuzian Research

Methodologies

Eugenia Vasilopoulos

his paper attempts to explain what

it means to do educational research

from a Deleuzian perspective.

Deleuzian ontology and associated
research methodologies are far from conven-
tional. As one experienced researcher warns,
“if one wishes to put Deleuze’s concepts into
practice, it demands a radical transforma-
tion of what it is to do educational research:
epistemologically, conceptually, theoretically,
methodologically, and rhetorically” (Water-
house, 2011, p.506). The natural question that
follows is whether this struggle will produce
worthwhile results. In this paper, I discuss the
many challenges of applying Deleuze (and
Deleuze and Guattari) to practical educa-
tional. Conversely, I also discuss its potential
of making a meaningful contribution to the
field of education. I do this by first explain-
ing what Deleuzian research methods entail.
I then present how this fits within the Deleu-
zian assemblage. Finally, in Deleuzian style, I
leave it up to the reader to plug-in and take
what they may from this discussion.

What are Deleuzian
Research Methods?

What are Deleuzian research methods?
While it would be convenient to answer this
question with a prescriptive list of criteria, it
is no accident that such an inventory does not
exist. In other words, the descriptive “what
is” definition and the instructional “how to”
procedures of Deleuzian research method-
ology remains ill-defined because as Lath-
er rationalizes, it is “an inquiry that might
produce different knowledge and produce
knowledge differently...This inquiry cannot
be tidily described in textbooks or hand-
books (2013, p.635). Lather (2013) goes on to
define characteristics of Deleuzian research
methods as thinking differently and going
beyond the reflective turn. It problematizes
traditional notions of scientific inquiry em-
phasizing Marcus’ (2009) notion that there is
“no methodological a priori” (p. 5).

With no fixed procedural set of meth-
ods to prescriptively guide data collection
and analysis, Deleuzian research methods

can be viewed as a “thousand tiny method-
ologies” that are highly context dependent
(Lather, 2013). The prominence of variation
and difference in methodology contrasts to
consistency and systematicity that has long
defined scientific research. Again, this is no
coincidence. A central principle of Deleuzian
ontology is emphasis on difference, and this
is reproduced in opposition to modes of in-
quiry that do not seek to uncover commonal-
ity and sameness (Deleuze & Guattari, 1987).
Martin and Kamberlis (2013) emphasize its
deconstructive nature which problematizes
positivist arguments, quantitative representa-
tions, and structuralist logics. For Peters and
Burbules (2004) this means calling attention
not only to what is included in the research
but also to what is omitted. From a Deleuzian
approach to inquiry, the researcher is forced
to grapple with the messy transgressive data
that doesn't fit into neat coding and catego-
rization practices (St. Pierre, 2013). Further-
more, notions of essentialist identities, brute
data, and fixed categorization of phenomena
and processes are rejected giving primacy to
differentiation and how continuous differ-
ence evolves (Greene, 2013).

As with postmodern/post-structural ap-
proaches to qualitative research, Deleuzian
research methods also aim for a more “dy-
namic, historic, contingent, and situated un-
derstandings of complex human interactions,
events, and institutions” (Martin & Kamberl-
is, 2013, p. 669). However, there are inherent
differences which are expounded in Deleuze
and Guattari’s explanation of a rhizome and
rhizoanalysis. Methodologically, Deleuzian
research draws on the rhizome and the prac-
tice of rhizoanalysis which incorporates 6
basic principles (Delueze & Guattari, 1987).
For brevity, I will fast forward to the last two
principles which relate to methodology and
the observation, documentation, and expla-
nation of growth. Principle five is “decalco-
mania” (tracing) and principle six is “cartog-
raphy” (mapping). A tracing is a copy and
operates according to principles of reproduc-
tion with the aim of representing the struc-
ture as accurately as possible. Tracing prac-
tice is embedded in scientific inquiry which

assumes the phenomenological experience to
be essential and stable. This tradition has long
guided qualitative inquiry. Tracing involves
coding, interpretation, analysis and the pre-
sentation of generalized thematic findings
representative of the research subjects. As
a final product, a tracing is typical of qual-
itative data analysis and reporting; it would
convey with closest accuracy the current state
of meanings and experiences for the research
participants. Tracing portrays reality as
straightforward, linear, cause and effect rela-
tions and consequently, ignores other forces,
often hidden, that may be at work (Martin &
Kamberlis, 2013).

On the other hand, mapping involves
tracing, but it moves beyond what is ob-
servable by exploring how open systems are
contingent, unpredictable, and productive.
Maps exceed both individual and collective
experiences of what seems ‘naturally” real
uncovering the virtual and potential for lines
of flight that are particular to each individu-
al. According to Deleuzian ontology, reality
is composed of two kinds of vectors or lines
of force. First,

lines of articulation are centripetal,
homogenizing, hierachizing, and
normalizing discourses and practices.
They perpetuate the status quo.

Lines of flight are centrifugal,
decentering, dispersing discourses
and practices. They are the available
means of escape from forces of
repression and stratification (Martin
& Kamberlis, 2013, p. 671).

To emphasize difference, the fundamen-
tal purpose of rhizoanalysis is to identify and
map lines of flight. Hence the purpose is not
to identify what is common or the same with-
in the research but to emphasize difference,
that is, what happens in between essentialized
codes and categories. For example, in educa-
tional research this may be looking between
the pre-given categories of motivated/unmo-
tivated students, participatory/non-partici-
patory learning, or inclusive/non-inclusive
curriculum.
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What does Rhizoanalysis
Look Like?

Now, I will turn to Multiple Literacies
Theory (MLT) (Masny, 2013) for a more
specific explanation of rhizoanalysis. Keep-
ing with Deleuzian ontology, MLT main-
tains that there are no codes as codes im-
ply pre-given or constructed categories for
which the data should be dissected and neatly
packed to fit the category. Likewise, from an
MLT perspective, interpretation of the data
and generalizations are not the goal. Such an
approach would be creating a type of knowl-
edge based on the researcher’s judgment and
interpretation. Instead, vignettes are offered
as raw data, unfiltered and untouched except
for its selection based on researcher affect.
Data is presented through vignettes as events
that happened. At this juncture, the critical
question is how vignettes are selected. Masny
(2013) suggests

The vignettes foregrounded for
analysis is based on its power

to affect the assemblage and be
affected by the assemblage. Vignettes
rupture, deterritorialize, and take

of in unpredictable ways. Instead

of considering interpretation and
what a text means, the questions

are what vignettes do and how

they function” (p. 343).

From this explanation, we can see that
when reading the data, the researcher is af-
fected. There are certain points within the
data that strike the researcher’s interest. The
data has affected the researcher, and recipro-
cally, the researcher affects the data through
selecting that piece as a vignette to be dis-
cussed. This multilateral interconnection
between researcher, participants, data, in-
struments, observation site, and work space
is the assemblage where the manuscript is
produced. This data is offered to the reader to
plug into and create their own independent
meaning. Another assemblage occurs when
a reader picks up the manuscript and begins
to engage. The audience creates their own as-
semblage plugging into the ideas and reading
in their own way.

Is This Still Research?

Clearly, what I describe above does not
fit the criteria of traditional definitions of

scientific research. For the undiscerning eye,
rhizoanalysis may seem to be the antithesis of
systematic rigor, the benchmark of scientific
inquiry. In other words, it may be perceived
as random, not objective, and complete-
ly void of logical reasoning (Greene, 2013).
Those unfamiliar with Deleuzian research
methods might ask: Is this still research? The
answer to that question depends on what you
call research, and your ontological view of
the world".

At this point, I should clarify how rhizo-
analysis is not random, and instead, how this
technique is embedded and coherent with
the Deleuzian ontological view of the world
that emphasizes difference (discussed above)
and interconnection (Deleuze & Guattari,
1987). In terms of interconnections, Deleuze
and Guattari maintain that people are not
isolated from their environment. People are
inseparable from the pressures and resources
presented by the external and internal milieu
which they function in and from which they
are produced. In fact, all entities, human and
non-human are in flux in the assemblage.

This interconnection extends to the re-
search process whereby the researcher, re-
search topic, research participants, research
site, and research methodologies are all in-
tertwined making and unmaking each other.
Thus, the researcher cannot separate herself
from the research topic, the research site, the
field material, and the research participants.
Entangled within the research assemblage,
it is impossible for the research to ascertain
pure positivist objectivity. While post-struc-
turalists are in agreement on this point and
have long acknowledged this unrealistic ex-
pectation, there still remains a belief that a
“real truth” exists. This “real truth” can be
only be discovered by reflective researchers
well-trained in stepping outside of them-
selves and bracketing their subjectivity
(Barad, 2007). Moreover, Barad (2007) refers
to Haraway’s observation that “reflexivity has
been recommended as a critical practice, but
my suspicion is that reflexivity like reflection,
only displaces the same elsewhere, setting up
worries about...the search for the authentic
and really real” (p. 71). In other words, the
quest for reflexivity perpetuates the impossi-
ble search for a fixed truth.

Similarly, Deleuzian ontology rejects the
notion that there is a ‘real’ truth’ waiting to be
uncovered. For Deleuze and Guattari, multi-
ple truths of reality exist momentarily only to
morph into a different truth, and then anoth-

er different truth, and so on. Because what-
ever “truth” we can make of reality is always
fleeting, Deleuze and Guattari espouse re-
search that shifts from the participants’ expe-
rience of the research phenomenon to what
is happening in the research assemblage.
Hence, the focus in on the research process
itself as the researcher attempts to uncover
and understand the participants’ experiences.
As Sandvik (2010) notes:

The radical shift of focus from the
subject (here the researcher) as a
unit inscribed in and inscribing
her/himself discursively, towards
a decentered subject immanently
related to matter, time and nature,
passing into the various elements
and objects opens up to an
overwhelming complexity ( p. 31).

This decentered researcher placed next
to a decentered participant reflects what
Lather (2013) and Martin and Kamberelis
(2013) describe as a different type of inquiry
to produce a different type of knowledge.

Conclusion

This paper provides a cursory introduc-
tion and explanation of Deleuzian methodol-
ogies. I write this paper from the perspective
of a novice researcher in the field. Unfortu-
nately, I notice too often academic peers have
been quick to reject what does not neatly ad-
here to established practices, guidelines, and
assumptions. The messiness, non-uniformity,
abstract, overly philosophical, and not-readi-
ly accessible nature of Deleuzian inspired re-
search makes it easy target for gut reactions.
Keeping with tradition is much more com-
fortable than embarking on an unpredictable
journey, especially a journey that endorses
and embraces the very unpredictability that
research has for so long denied. If one accepts
that the world, and the world of educational
research is not as clear cut as previously be-
lieved, and that much goes on in-between the
categories that we've used to define, essential-
ize, and interpret our research participants’
experiences, then we must look towards an
ontology and corresponding tool-kit of re-
search methodologies that better reflects
the phenomenon around us and within us. I
leave it up to the reader to make their own
assessment.
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Endnotes

1. St. Pierre (2000, 2002, 2004) provides
an excellent discussion of the epistemo-
logical coherence of research method to
ontology. Lather (2004a, 2004b, 2006)
also puts forward a compelling argument
for the expansion of criteria for rigor in
scientifically based educational research.

References

Barad, K. (2007). Meeting the universe
halfway: Quantum physics and the
entanglement of meaning. Durham,
NC: Duke University Press.

Burbules, N. & Petes, M. (2004).
Post-Structuralism and Educa-
tional Research. Lanham, U.S.A.:
Rowman & Littlefield.

Deleuze, G. (1990). The Logic of Sense. New
York, NY: Colombia University Press.

Deleuze, G. & Guattari, E (1987). A Thou-
sand Plateaus. London: Continuum.

Greene, J. (2013). On rhizomes, lines of
flight, mangles, and other assemblag-
es. International Journal of Qualitative
Studies in Education, 26, 749-758.

Lather, P. (2013). Methodology-21:
What do we do in the afterward?
International Journal of Qualitative
Studies in Education, 26, 634-645.

Lather, P. & St. Pierre, E.A. (2013).
Post-qualitative research. Interna-
tional Journal of Qualitative Stud-
ies in Education, 26, 629-633.

Lather, P. (2004a). This is your father’s par-
adigm: Government intrusion and the

case of qualitative research in education.

Qualitative Inquiry, 10 (1), 15-34.

Lather, P. (2004b). Scientific research
in education: A critical perspec-
tive. British Educational Research
Journal, 30 (6), 759-771.

Lather, P. (2006). Paradigm proliferation
as a good thing to think with: Teaching
research in education as a wild profu-
sion. International Journal of Qualitative
Studies in Education, 19 (1), 35-57.

Martin, A. D. & Kamberelis, G. (2013).
Mapping not tracing: qualitative edu-
cational research with political teeth.
International Journal of Qualitative
Studies in Education, 26, 668-679.

Masny, D. (2013). Rhizoanalytical path-
ways in qualitative research. Qual-
itative Inquiry, 19 (5), 339-348.

Sandvik, N. (2010). The art of/in educa-
tional research: assemblages at work.
Reconceptualizing Educational Re-
search Methodology, 1 (1) 29-40.

St. Pierre, E. (2013). The posts continue:
becoming. International Journal of Qual-
itative Studies in Education, 26, 646-657.

St. Pierre, E. (2004). Deleuzian con-
cepts in education: The subject
undone. Educational Philosophy
and Theory, 36 (3), 283-296.

St. Pierre, E. (2002). ‘Science’ re-
jects postmodernism. Education-
al Researcher, 31 (8), 25-27.

St. Pierre, E. (2000). The call for intelligibil-
ity in post-modern educational research.
Educational Researcher, 29 (5), 25-28.

Waterhouse, M. (2011). Deluezian ex-
perimentations in Canadian immi-
grant language education: research,
practice, and policy. Policy Future
in Education, 9 (4) 505-517.

VOLUME 4, No. 1 | 17



Anton Birioukov attended Ryerson
University, majoring in History, with a
minor in Sociology. Upon completing his
Bachelor’s degree he earned a Master’s of
Education degree and a Graduate Diploma
in Urban Education at York University
where he investigated causes of student
absenteeism in an inner city secondary
school. He is currently attending the
University of Ottawas Ph.D. program in
Education in the concentration of Society,
Culture and Literacies. His current research
focuses on how inner city schools approach
attendance issues when working with an
economically disadvantaged demographic.

Karen Bouchard (O’Shea) is a Ph.D. student
in the Teaching, Learning and Evaluation
stream at the Faculty of Education,
University of Ottawa. Her interests focus

on children’s social-emotional experiences
at school, particularly in how students
develop and navigate their social groups
and friendships. For her dissertation, she
will explore how pre-adolescents experience
victimization within their friendships.
Karen is involved in Canada’s PREVNet
(Promoting Relationships and Eliminating
Violence Network), as a graduate student
executive member and continues to
annotate violence prevention programs for
the Canadian Best Practices Portal. Karen
holds a B.A., B.Ed., and M.Ed. from Queen’s
University.

Ashley Campbell is a Ph.D. student at the
Faculty of Education in the Society, Culture
and Literacies stream. Her research focuses
on decolonization and the integration

of local and Indigenous knowledges in
teacher education programs and public
schools systems. She previously worked for
the Ministére de 'Education nationale in
France, Aboriginal Education/The Native
Language Instructors’ Program at Lakehead
University in Thunder Bay, Ontario. She

has also worked in various alternative
education settings, including the Montessori
system. She holds a B.A. in French Studies
and Sociology, a B.Ed. in French as

Second Language (FSL) and Social Science
(Individual & Society), and an M.Ed. (thesis)
with a focus on children’s human rights and
arts-based education.

Trista Hollweck is a Ph.D. student at the
University of Ottawa in the department

of Education, Teaching, Learning and
Evaluation. After her experience teaching
in Japan through the JET programme,
Trista earned her Post Graduate Certificate
of Education (PGCE) from the University
of Edinburgh (Moray House) in 2000 and
began her teaching career as a middle
school ELA teacher at the Western Quebec
School Board. Since then she has been an
administrator, teacher leader and school
board consultant. Most recently, she has
been involved in the development and
coordination of board-wide new teacher
induction and mentoring and teacher
evaluation initiatives, which aim to promote
teaching and learning. As a passionate
community builder, Trista is actively
engaging with and training others in
Restorative Practice (IIRP), Tribes TLC and
Instructional Intelligence within the school
and University setting. Trista also holds a
B.A. (McGill) and an M.Ed. from OISE/UT.

Erin Kraft is a M.A.(Ed) student in

the Teaching, Learning and Evaluation
concentration in the Faculty of Education

at the University of Ottawa. Her area of
research examines the teaching methods
that are utilized by swimming instructors,
when teaching children with an Autism
Spectrum Disorder (ASD) diagnosis how

to swim. A specific interest in this research
focuses on the enhanced peer interactions
that emerge from implementing appropriate
teaching methods into aquatic based lessons.
Erin completed her double major B.A. at
York University and B.Ed. at the University
of Ottawa.

Marie-Carene Pierre René est doctorante

a la Faculté déducation de I'Université
d’Ottawa. Détenant un baccalauréat

en developpement international et
mondialisation avec concentration en
psychologie ainsi qu'une maitrise en
éducation, son champ d’intérét de recherche
comprend lexperience des etudiants
immigrants dans le context de leducation
langue seconde, la race et la racialisation.

Gene Vasilopoulos is a second year

Ph.D. student in the Second Language
Concentration. Her research interests are in
language identity and language socialization,
and most recently, language learning from a
Deleuzian perspective.

le/the
Journal

VOLUME 4, No. 1

SPRING 2015
PRINTEMPS 2015

A publication of the Education
Graduate Students Association
Association des étudiant.e.s
diplomé.e.s en éducation
(ESGA-AEDE) of the

University of Ottawa

Une publication de 'Education
Graduate Students Association
Association des étudiant.e.s
diplomé.e.s en éducation
(EGSA-AEDE) de

I'Université d’Ottawa

EDITOR-IN-CHIEF
REDACTRICE EN CHEF
Joanne M.C. Lalonde

ASSOCIATE EDITORS
REDACTEURS ADJOINTS
Maria Bastien

Shezad Ghani

PRODUCTION EDITOR
REDACTEUR, PRODUCTION
Jonathan Weber

L earning Together,
g 1og b

Apprendre ensem

(3




	Journal_Cover_2015-10-14b
	TheJournal-2015-10-14b

