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Over the past two decades, educational contexts have integrated Restorative Justice and Peacebuilding
Practice (RJ & PBP) into legislation and policy. RJ & PBP are research-based and developed to
ameliorate the climate of educational contexts by prioritizing on relationships. Findings generated by a
critical discourse analysis (Foucault, 1965) that investigated legislation, policy, and professional
practice texts related to RJ & PBP in educational contexts within Canada and the United Kingdom. The
analysis revealed binary relations that reinforced legitimation. The study concludes with suggested
amendments to critical RJI&PBP discourse and implications for leadership in educational institutions.

INTRODUCTION

Restorative Justice and Peacebuilding Practice (RJ & PBP) have been formally integrated into
educational contexts around the globe over the past two decades in response to bourgeoning legal, policy,
and practice discourses (Hopkins, 2007; McCluskey, Lloyd, Kane, Riddell, Stead, & Weedon, 2008;
Moore & Mitchell, 2009, 2011; Moore, 2014; Rideout & Windle, 2010; Vaandering, 2011). In light of
this integration, it is important to reinforce that RJ & PBP have antecedents in ancient indigenous
epistemologies focused on communitarian values and acknowledging the complexity of human
relationships (Moore, 2008 a,b; Moore & Mitchell, 2011; Moore & Mitchell, 2016; Pranis, Stewart, &
Wedge, 2003). Moreover, it is upon this foundation that the United Nations has articulated globally
recognized principles for the use of Restorative Justice (United Nations Economic and Social Council,
2002). In the United Kingdom, RJ & PBP have evolved from isolated initiatives within specific schools to
a widespread flourishing across Scotland, Northern Ireland, England, and Wales (Hopkins, 2007).
Similarly, provinces across Canada demonstrate growth in the use of RJ & PBP, both formally and
informally, in educational contexts (Moore, 2014; Moore & Mitchell, 2016; Vaandering, 2010, 2011).
This movement in education is aimed at reaching beyond a primary focus on core curriculum by creating
contexts in which students can positively contribute to school communities (Moore, 2011 a,b; Moore,
2014; Vaandering, 2010) through climates that emphasize the value of relationships (Meyer & Evans,
2012; Moore & Mitchell, 2016).

The purpose of this current study is to critically compare legal, policy, and professional practice texts
from documents related to the implementation of RJ & PBP in educational contexts within Canada and
the United Kingdom to better understand the impact of these discourses on practice in schools. For this
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particular study, RJ & PBP in education is broadly defined as methods of addressing injustice focused on
safety, equity, mutuality, participation, and non-discrimination. To achieve the above goal, the authors
begin by contextualizing this research from their standpoint as scholars, educators, and practitioners of
Restorative Justice and Peacebuilding Practice. This discussion leads into an exploration of critical
pedagogy as a conceptual framework to better understand the use of RJ & PBP in education.
Methodologically, this project assumed a descriptive exploratory approach to qualitative inquiry utilizing
critical discourse analysis (Foucault, 1965; Arribas-Ayllon & Walkerdine, 2008) and grounded theory for
data gathering, analysis, and coding in order to synthesize key findings.

CRITICAL THEORY AND EDUCATION CONTEXT

As scholars, our interpretation of theoretical knowledge and pedagogical practice is informed by
professional careers that include school-based practice in both Canada and the United Kingdom. Both
authors have fulfilled a range of roles as educators, mental health counsellors, consultant psychologists,
and as facilitators of Restorative Justice and Peacebuilding Practice. Currently, author Clarysse is an
elementary school teacher with experience as both a teacher and graduate student in British and Canadian
educational contexts. In addition, she is an RJ & PBP facilitator in school-based, community and judicial
contexts. Author Moore has a primary focus on her academic scholarship as a tenured professor at a
medium-sized Canadian University and consults on various RJ & PBP initiatives.

Accordingly, our approach to research combines theory and practice in the service of social justice
that is congruent with definitions of praxis adopted by critical pedagogues inspired by the work of Paulo
Freire (1970). Freire proposed an education for liberation that is focused on applying theoretical
knowledge to direct education service through critical reflection and social action (Moore, 2006, 2008b).
As scholars, we strive to connect our academic work to the broader community and “assume a measure of
responsibility in naming, struggling against, and alleviating human suffering” (Giroux & Giroux, 2004, p.
84). In this manner, critical pedagogues are challenged to sustain and create safe spaces for criticality in
education and in so doing, encourage students to be social agents of change and to be socially responsible
(see also Moore, 2006; Moore & Mitchell, 2009; Moore & Mitchell, 2016). Freire (1970) states that
policy prompts social action when it has been critically reflected upon. The literature related to RJ & PBP
in educational contexts tends to come from a perspective of either “integration” or “violation” with
respect to human rights (Mitchell, 2010). Thus, policies for social contexts that have been written for
some to critically reflect upon risk overlooking and immobilizing the agency of others.

Commensurate with social justice values at the base of critical pedagogy, Restorative Justice and
Peacebuilding Practice are focused on relational accountability and “teaching community” (hooks, 2003,
p. iv; Moore & Mitchell, 2016). From the perspective of German-Jewish existentialist and philosopher
Martin Buber (1958), a community cannot exist without a leader. This theory can be applied to leaders in
educational contexts. The education industry is hierarchically structured and policy to be translated into
practice is handed down from those positioned above. When leaders are accessible and functioning from
the centre of their school community circle rather than above, they become part of the rhythm of the
dance between I-it and I-thou relationships (Buber, 1958).

I-thou relationships exist when an individual values another human being and chooses to treat them
the way they themselves would want to be treated. I-it relationships are more transactional. They exist
when a human being is perceived as the ‘other’ as a means of achieving a desired goal (Courtney, 2016).
Buber contends that too much time and energy placed on I-it relationships leads to oppressive acts
including but not limited to marginalization and oppression (Avnon, 1998; Guilherme, 2014; Cremin &
Guilherme, 2016). A leader’s movement between these two types of relationships allows them to accept
their community and its members more unconditionally instead of clinging to an unsustainable vision of
exclusively I-thou relationships. A leader’s more unconditional acceptance of the members of their
community allows for conflict to be considered as an opportunity for growth. Unconditional acceptance
of both I-thou and I-it relationships between stakeholders within educational institutions creates space for
a deepening of the communal bond shared amongst people who have to contend with and overcome
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challenges together. Avnon (1998), refers to the rhythm of the dance from I-thou to I-it relationships as a
living community. Much like Restorative Justice and Peacebuilding Practice, a living community is based
on communication — both listening and speaking (Buber, 1958; Morgan & Guilherme, 2013). To
transform school communities within the challenging conditions of the education sector, RI&PBP and
related discourse needs to be scaled to the living communities they are intended to serve encompassing
which requires not only doing and saying but also being (within the community) and listening. When
supporting RI&PBP in their schools, leaders need to keep their eyes on policy, professional development
and practice while keeping a finger on the pulse of their living community. Otherwise, who is leadership,
policy and professional development intended to truly benefit?

RJ & PBP have been situated within both ancient and contemporary cultures and are identified within
more than 100 countries worldwide, including both Canada and the United Kingdom (Moore, 2007,
2008a). Restorative Justice is built upon “indigenous epistemologies” (Arabena, 2008) and a
communitarian world view (see also: Apgar, Argumedo, & Allen, 2009) with a focus on the full
participation of all relevant members from the community in solving problems, and rectifying harm,
wrongdoing, or crime (Moore & Mitchell, 2016). These notions are reinforced by the use of the circle as a
symbol and structural practice tool that implies “community, connection, inclusion, fairness, equity and
wholeness ...which is a common thread” linking RJ & PBP (Costello, Wachtel, & Wachtel, 2010, p. 5). A
commitment to respect for social and interpersonal relations (Moore & Mitchell, 2011b) and the dignity
and worth of each individual are established values in RJ & PBP (Vaandering, 2010, 2011).

The interconnection of rights-based approaches with RJ & PBP is expressed through rights-based
Restorative Justice (Moore 2007; Moore & Mitchell, 2009, 2011, 2016). Rights-based Restorative Justice
combines principles from the Convention on the Rights of the Child (United Nations, 1989) and
instruments of Restorative Justice (United Nations Economic and Social Council, 2002):
non-discrimination, equity, and mutuality
best interests, well-being, and restoration
survival, development, and safety
participation, voice, and volunteerism

The principles of Restorative Justice and Peacebuilding Practice in educational contexts are facilitated
when such approaches, in both theory and practice, are congruent with the principles of children’s rights
and the realities of the living community.

Through a critical social justice lens, knowledge is uncovered in the context of power relations and
identity, as well as within contexts of time and history (Mosqueda-Diaz, Vilchez-Barboza, Valenzuela-
Suazo, & Sanhueza-Alvarado, 2014).  Discourse analysis (Foucault, 1965) is an important
methodological tool for critical researchers as it holds the potential of unearthing textual ideologies that
may interfere with the potential of fully actualizing the implementation of RJ&PBP in educational
contexts. These ideologies are influenced by dominant power structures operating within contexts that
would otherwise go unnoticed. Discourse holds power in the form of ideas, images, and practice
circulating in a social field that can attach to strategies of domination or resistance (Diamond, Quinby,
Benhabib, & Cornell, 1990).

Van Leeuwen (2007) provides scholars with a framework of four categories for analyzing processes
that legitimate social practices in public communication, education, and everyday interaction:

e Authorization: legitimation by reference to the authority of tradition, custom and law, and of
persons in whom institutional authority is vested;
Moral evaluation: legitimation by reference to discourses of value;

e Rationalization: legitimation by reference to the goals and uses of institutionalized social
action and to the social knowledge that endows them with cognitive validity;

e Mythopoesis: legitimation conveyed through narratives/stories whose outcomes reward
legitimate action and punish non-legitimate action.
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Further drawing upon Van Leeuwen’s (2007, pp. 106-119) discussion of legitimation categories,
Oakley (2013, pp. 31-32) provides an integrated organization of the various sub-categories underpinning
legitimation as theory and practice:

CATEGORY SUB-CATEGORY |WHY SHOULD I DO THIS (IN THIS DAY?)
. * because I say so
Personal Authority * because so-and-so says so
. * because experts say so
Expert Authority * because Professor X says so
* 1 * 1
Role Model Authority elz)ec:leéusae e:(f)erlenced people say so * because wise
AUTHORIZATION e —
Impersonal Authority because the law says so
p * because the guidelines say so
The  Authority  of]* because this is what we have always done * because
Tradition this is what we always do
The  Authority  of]* because that’s what everybody else does * because
Conformity that’s what most people do
* because it is right
Evaluation * because it is natural
MORAL * because it is perfectly normal
EVALUATION Abstraction * because it has X (moralized) desirable quality
. * because it is like another activity which is associated
Analogies . ..
with positive values
Inst.r ume‘ntal' * because it is a (moralized) means to an end
Rationalization
RATIONALIZATION ‘ because it is the way things are
Theoretical
Rationalization * because doing things this way is appropriate to the
nature of these actors
* . .
MYTHOPOESIS Moral Tales becayse .look at the reward(s) this person achieved
for doing it
Cautionarv Tales * because look at the consequences this person
Y suffered for not doing it

It is noteworthy that processes of legitimation may foster resistance to or acceptance of social action
through textual narratives that are deemed positive, helpful, moral, plausible, indispensable, or
conventional (Van Dijk, 1998; Van Leeuwen, 2007). Although often subtle, dominant perceptions are
revealed within texts through the forms of legitimation that are evident in discursive analysis
(Mausethagan, 2013).

RJ&PBP IN EDUCATIONAL CONTEXTS

The use of any particular designate to identify theory and practice associated with Restorative Justice
and Peacebuilding Practice remains highly contested and, ironically, has created much acrimony over the
past two decades among stakeholders choosing to identify with various signifiers (i.e., Restorative Justice,
transformational justice, Peacebuilding Practice, Restorative Practice, and so forth). As authors, our
choice of terminology — Restorative Justice and Peacebuilding Practice — is a conscious decision that has
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emerged from decades of praxis. In our view and as noted above, this term acknowledges principles for
the use of Restorative Justice established by the United Nations Economic and Social Council (2002) and
realizes the complexity of human relationships. We argue for the need to account for transitional,
structural, social, and interpersonal justice in order to restore traumatized relations of identity, self and
other. This stance, in our view, is also reflected in Canada’s Truth and Reconciliation Commission
(Regan, 2010; Truth and Reconciliation Commission of Canada, 2015) final report and recommendations
for action. We agree with the following articulation presented by Howard Zehr (2008), a pioneer in
Restorative Justice as understood in a contemporary context: “With its focus on interpersonal
relationships, on human need and on collaborative, problem-solving processes, Restorative Justice might
be viewed as a peacemaking or conflict-resolution approach to justice” (p. 4).

Restorative Justice engaged in educational contexts is symbiotic to Peacebuilding Practice. These
paradigms are processes that are difficult to neatly define as they are context-bound and resistant to
homogeneity (Moore, 2014; Moore & Mitchell, 2016). Notwithstanding, the increasing use of RJ & PBP
in education is often overshadowed by the normalization of competition and relational aggression
between school leadership, teachers, students and parents and this nullifies efforts to build safe school
communities (De Vos & Kirsten, 2015; Bickmore, 2011).Within the hierarchical structure of educational
contexts, systemic violence is omnipresent as a result of power imbalances that contribute to an
undercurrent of unhealthy social and interpersonal relationships (De Vos & Kirsten, 2015; Gonzalez,
2012; McCluskey et al., 2011). Traditional approaches to managing violence in educational contexts have
been shown to be punitive in ethos and prioritize the goals of social control and surveillance that erodes
relationships (Bickmore, 2011; Gonzalez, 2012). According to the United Nations World Report on
Violence Against Children, the culture of educational institutions is steeped in the very same violence that
they are mandated to educate and empower against (Pinheiro, 2006). Violence in educational contexts
may be obvious or hidden in ongoing bias-based exclusionary practice that have a cumulative effect over
time (Bickmore, 2011; Povedano, Cava, Monreal, Varela, & Musitu, 2015; SooHoo, 2009). RJ & PBP in
educational institutions requires critical hope (Bozalek, Leibowitz, Carolissen, & Boler, 2013) and
recognition that educational contexts are settings that have the privilege and potential of dismantling
deeply embedded patterns of overt and covert violence (Pinheiro, 2006).

For the purpose of this study, RJ & PBP in educational contexts is broadly defined as methods of
addressing injustice focused on safety, equity, mutuality, participation, and non-discrimination. Examples
of RJ & PBP in educational contexts are far ranging and may include the following examples: using
dialogue to build relationships and a sense of community; discussing conflict; interrupting existing
colonial relations that serve to fabricate a misleading appearance of peace; and the application of
mathematical and scientific tools to resolve everyday real-world problems (Bickmore, 2011; Bickmore &
Parker, 2014; Biziouras & Birger, 2013; Moore, 2014; Tupper, 2014). Ultimately, the goal of RJ & PBP
in educational contexts is to shape collective intentionality by building a core infrastructure of community
(Bickmore, 2014; Funk, 2012; Tupper, 2014). It is important to note that Restorative Justice and
Peacebuilding Practice has been critiqued for a failure to address and potentially to exacerbate existing
power imbalances that result in violence and victimization (Barnes, Hyatt, Angel, Strang, & Sherman,
2015). On the other hand, RJ&PBP has also been credited with preventing incidents of harm from
happening in the first place, reducing incidences of suspensions, exclusions and classroom disruptions
and improving school climate (McCluskey, Lloyd, Stead, Kane, Riddell & Weedon, 2008; Calhoun &
Pelech, 2010; Green, Johnstone, & Lambert, 2013).

METHODOLOGY
The purpose of this research is to compare text samples from RJ&PBP focused legal, policy and
practice documents for educational contexts within Canada and the United Kingdom. To achieve this, a

Critical Discourse Analysis (CDA) of legitimation in a representative set of texts excerpts was carried out
to explore the following central research question:
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Are discursive legitimation strategies linguistically evident in Restorative Justice and Peacebuilding
Practice related texts for educational institutions? If so, how?

Discourse analysis serves to unearth textual ideologies influenced by dominant power structures
operating within contexts that would otherwise go unnoticed, unchallenged, and remain oppressive
(Foucault, 1965). Established in the early 1990s as a theoretical and methodological framework, CDA’s
first practitioners include van Dijk, Fairclough, Kress, Van Leeuwen, and Wodak (Fairclough & Wodak,
1997). CDA is a specific methodological tool which looks at the ideologies in discursive texts that are
perpetuated by dominant power structures in educational contexts (Rogers, Malancharuvil-Berkes,
Mosley, Hui, & Joseph, 2005). Critical discourse analysis reveals ideological positions and their
influence on language (Fairclough, 2003).

The text excerpts being compared are drawn from 5 law, policy, and professional practice documents
from Canada and 5 from the United Kingdom that relate to the use of RJ & PBP in educational contexts.
The documents were found through libraries from both the University of London (U.K.) and Brock
University (Canada) in addition to public documents available online. In the two initial phases of this
study, 20 RJI&PBP related texts intended for stakeholders in educational contexts were selected. More
salient documents for this study were chosen, which narrowed the number down to 10 documents
representing legislation, regulation, policy, and professional practice related to RJ & PBP for Canadian
and UK educational contexts. In the third phase, grounded theory procedures (Glaser & Strauss,
1967/2010) for open coding of textual language were carried out with a specific focus on RJI&PBP in
educational contexts. During the final stage of the coding process, the data was combined, compared, and
collected from textual sources and documents were matched according to theme. This permitted a
balanced final number of 5 RJ & PBP documents from the United Kingdom to be compared with 5 RJ &
PBP documents from Canada. Data analysis included multiple steps and draws from Glaser and Strauss’s
work in grounded theory (1967/2010). Grounded theory engages the process of inducing broader theory
from specific observations, and offers a significant contribution to educational theory by uncovering
knowledge that applies to the real-world experience of stakeholders in educational contexts (Glaser &
Strauss 1967, 2010). The texts chosen had to fulfill the following criteria:

(i) the document has been published within the last decade

(i) the document must have been published in either the United Kingdom or Canada

(iii) the document is aimed towards stakeholders in educational contexts

(iv) a focus of the document is Restorative Justice and Peacebuilding Practice in
educational contexts

FINDINGS OF TEXTUAL ANALYSIS
DOCUMENT COMPARISON ONE

(A) Collingwood Primary School (England) and (B) Nova Scotia Provincial Code of Conduct
Policy (Canada)

(A) The school embraces Restorative Practice (RP) as a means of empowering teachers to be successful
and effective practitioners within their classroom, raising standards and achievement across the school
and developing aspirational, motivated and responsible pupils. (p. 3)

(A) Aims of Policy: To create a consistently orderly environment, both inside and outside of the
classroom which enables everyone to work and learn. (p. 3)
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(B) When responding to unacceptable behaviour, schools will: use restorative strategies, when
appropriate (p. 1&2))

LEGITIMATION STRATEGY — INSTRUMENTAL RATIONALIZATION

The legitimation strategy of Instrumental Rationalization substantiates a social action on the grounds
that it is fundamental to the realization of a desired goal. As such, the realization of a goal/practice
corresponds with the success or failure to realize the goal/practice (Van Leeuwen 2008). Not only does
the legitimation strategy of Instrumental Rationalization invoke the polarizing lens of success/failure,
good/bad etc., but an emphasis on the usefulness of the legitimated social goal/practice is elemental
(Oakley, 2013; Van Leeuwen, 2008; Martin Rojo and van Dijk, 1997; Fairclough 2009). Legitimated as a
means to a socially desired end, Restorative Justice and Peacebuilding Practice is legitimated by what it
allows stakeholders in educational contexts to accomplish.

In the text sample from document A, the legitimation of Restorative Justice and Peacebuilding
Practice as being instrumental to success diverts responsibility and away from the fundamental inequities
within the education system. On the other hand, document B conveys openness to approaches in
educational institutions other than RJ&PBP. In doing so, the text sample from document “B” balances
the endorsement of RJ&PBP while refraining from discounting or discouraging stakeholders who are
unfamiliar with or currently unconvinced by the effectiveness of RI&PBP in educational institutions. As
well, the text sample from document “A” notes RI&PBP as instrumental to teacher empowerment which
could lead to polarizing the interpretations of the remaining and unmentioned stakeholders in educational
institutions.  Referring to the empowerment of teachers revokes agency from leadership and the
remaining stakeholders in educational contexts and fuels the scapegoating of teachers for perceived past,
present and future failures in educational institutions. On the other hand, the text sample from document
“B” mentions schools in a more generalized manner instead of referring to specific stakeholders in
educational institutions. Both documents “A” and “B” reflect a consistent finding that the majority of the
RJ&PBP documents published in the UK are scaled to school while the Canadian documents are all
scaled provincially. Perhaps this can be attributed to the differences between the two countries in the
governance of their education systems. The Canadian RJI&PBP documents were scaled provincially
because each of the 10 provinces and 3 territories in Canada are responsible for governing their own
educational institutions. The authors use the term “scaled to school” when referring to school policy
documents that are drafted for specific schools and informed and developed with and for the stakeholders
within the school communities.

DOCUMENT COMPARISON TWO
(A) Restorative Practice in Schools — A Guide (Wales) and (B) The Safe, Caring and Orderly
Schools — Guide of the British Columbia Ministry of Education

(A) About the Author: Paul Howard has over thirty five years’ experience in education, having been a
youth worker, teacher, lecturer and headteacher of a behaviour support service, before establishing his
current training and consultancy practice in 1999. (p. 4)

(B) This Facilitators’ Companion has been created to assist boards of education in meeting their
obligation to ensure that codes of conduct in their districts meet the provincial standards and comply with
the School Act and the Provincial Standards for Codes of Conduct Order. (p. 2)
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LEGITIMATION STRATEGY - AUTHORIZATION (EXPERT & IMPERSONAL
AUTHORITY)

The legitimation strategy of Authorization validates a social action or practice because it is entrusted
in the: “authority, tradition, custom, law and/or persons within whom some kind of institutional authority
is vested” (Van Leeuwen, 2008). As such, the realization of a goal/practice corresponds with the
authorization or backing of a person or organization with authority (Van Leeuwen, 2008: 105). Not only
does the legitimation strategy of authorization invoke an answer to the question of why but an also
answers the question of who can exercise authority and #ow (Oakley, 2013; Van Leeuwen, 2008; Martin
Rojo & van Dijk, 1997; Fairclough, 2009).

An example of expert authority, document “A” (p.4) begins by introducing the author’s credentials
and experience within the education system. Accordingly, the legitimacy of this RJ&PBP document is
evident as a result of the author’s expertise rather than status (Van Leeuwen, 2008). Similarly, the text
sample from document “B” draws legitimation from impersonal authority when it refers to the RI&PBP
guide as helping school boards comply with the law (Van Leeuwen, 2008). In this example from
document “B”, the answer to the question of why is because the laws, rules, regulations and guidelines
say so (Van Leeuwen, 2008). The use of nouns such as; act, standards, codes and order appear and are
central to identifying the use of impersonal authority in this example (Van Leeuwen, 2008).

The evidence of legitimation in the text examples from these documents risks using authorization to
reinstate power to experts and laws instead of school leadership and stakeholders at the front lines of
educational institutions. In addition, the legitimating text samples from documents “A” & “B” divert
agency and responsibility and away from the majority of other stakeholders in educational contexts.

DOCUMENT COMPARISION THREE
(A) Included Engaged and Involved, Part 2 (Scottish Government, 2011) and (B) Safe and
Caring Schools (Hamilton-Wentworth District School Board, 2012)

(A) In planning support for learners at risk of exclusion, school staff may consider the use of school-
based provision such as enrichment groups, support classes, time within support bases, and, where
appropriate, nurture groups. This planned support enables the learner to work intensively towards
specific goals, for example learning techniques which support improved behaviour, or purposeful
conversations using restorative or solution oriented approaches. (p. 26)

(B) Every student deserves to feel and be safe in a school, on the school grounds, on the school bus, and
at school events and activities. At Hamilton-Wentworth District School Board (HWDSB), we know safety
is essential to good learning. Students learn and teachers teach more successfully when schools are safe.
If a student misbehaves, the principal decides on what steps to take to help the student improve his or her
behaviour. Restorative Justice Practice represent one possible step. (p. 2)

LEGITIMATION STRATEGY - INSTRUMENTAL RATIONALIZATION

The legitimation strategy of Instrumental Rationalization substantiates a social action on the grounds
that it is fundamental to the realization of a desired goal. As such, the realization of a goal/practice
corresponds with the success (document “B”) or failure (document “A”) to realize a goal/practice (Van
Leeuwen, 2008). Not only does the legitimation strategy of Instrumental Rationalization lend itself to the
polarizing discourse of success/failure, good/bad etc., but an emphasis on the usefulness of the
legitimated social goal/practice is elemental (Oakley, 2013; Van Leeuwen, 2008; Martin Rojo and van
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Dijk 1997; Fairclough 2009). Legitimated as a means to a socially desired end, Restorative Justice and
Peacebuilding Practice are theoretically rationalized by what they allow stakeholders in educational
contexts to accomplish. In the case of the text sample from document “A”, school staff choose
Restorative Approaches that are instrumental to solutions. RJ&PBP are “kinds of truth” (Habermas,
1976) and described as “kinds of solutions™ with the overarching goal of “strategic-utilitarian morality”
(Habermas, 1976). Similarly, in the text sample from document “B”, the school principal chooses
Restorative Approaches that have been referred to as possible steps or “micro-actions” towards success
(Van Leeuwen, 2008).

DOCUMENT COMPARISON FOUR
(A) Safe, Caring and Restorative Schools — Suspensions (Kawartha Pine Ridge District School
Board, 2013) and (B) Exclusions From Schools and Pupil Referral Units (Welsh
Government, 2012)

(A) This administrative regulation is written in accordance with the guiding principles in Board Policy No.
ES-1.1, Safe, Caring and Restorative Schools. Suspensions, for the most part, are one step in a continuum
of progressive discipline. The school Code of Conduct, as organized in Administrative Regulation No. ES-
1.1.1, Safe, Caring and Restorative Schools: Discipline/Promoting Positive Student Behaviour/Code of
Conduct, sets clear standards of behaviour and specifies a range of consequences for pupil actions that do
not comply with those standards. (p. 1)

(B)  Under section 52(4) of the Education Act 2002, headteachers, teachers in charge of a PRU,
governing bodies, LAs and independent appeal panels must by law have regard to this guidance when
making decisions on exclusion and administering the exclusion procedures and appeals. Exclusion should
not be used if alternative solutions are available. Examples include the following: Restorative justice,
which gives offending learners the opportunity to redress the harm that has been done to a victim, and
enables all parties with a stake in the outcome to participate fully in the process. All professionals need to
be involved in the process and all parties must consent to participate. (pp. 5&11)

LEGITIMATION STRATEGY — AUTHORIZATION (IMPERSONAL AUTHORITY)

As aforementioned, the legitimation strategy of Authorization validates a social action or practice
because it is entrusted in the “authority, tradition, custom, law and/or persons within whom some kind of
institutional authority is vested” (Van Leeuwen, 2008). As such, the question of ‘why’ is answered by a
person/expert (personal authority) or a group/institution (impersonal authority) that holds authority. The
above Welsh and Canadian text samples are examples of legitimation via impersonal authority. The
example from document “A” relies on the impersonal authority of policies, codes and regulations to
answer the question ‘why’ while the text example from document “B” cites the law. The authority of
policies, codes, regulations and the law answers the question of ‘why’, as well as who can exercise
authority and Asow (Oakley, 2013; Van Leeuwen, 2008; Martin Rojo and van Kijk 1997; Fairclough
2009). It is noted here that school leadership (headteachers) is mentioned before teachers in example b.
This highlights the salient role of school leadership in the transformation to an increasingly Restorative
and Peacebuilding school community.
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DOCUMENT COMPARISON FIVE

(A) Community Wide Restorative Practice Program — Implementation Guide
(Claire Casey /Child Development Initiative Dublin, Ireland, 2014) and (B) Bullying and Violence
Prevention Project Glenview Park Family of Schools Waterloo Region District School Board Final
Project (Ontario Education Services Corporation, 2009)

(A) Evidence of RP as Best Practice:

Research carried out in Tallaght (Fives et al, 2013) found that there was a 43% reduction in overall
disputes in home, schools and families through the use of restorative practice. The same report shows
that 87% of those that had undertaken RP training reported being better able to manage conduct and
82% reported being better able to manage other problems within their workplace or family structure as a
result of undertaking the training. (p. 9)

(B)  Progressive discipline, as supported by Bill 212, has been a positive support for our restorative

practices and strategies.(pp.5&11)

LEGITIMATION STRATEGY - AUTHORIZATION (EXPERT AUTHORITY (A) &
IMPERSONAL AUTHORITY (B)) AND INSTRUMENTAL RATIONALIZATION

As examples of authorizing discourses, the text samples from documents “A” and “B” draw
legitimation from scholarly research. As an example of Instrumental Rationalization, the text sample from
document “A”, legitimates RJ&PBP as instrumental to reducing disputes and improving conduct and
problem management in educational institutions.Hence, the ability to actualize the instrumentality of
RJI&PBP in improving educational institutions corresponds with the authorization or backing of a study
conducted by scholars with personal or institutional authority (Van Leeuwen, 2008). Much like the earlier
example of Instrumental Rationalization in this study, the text sample from document “A” invokes an
answer to the question of why with an emphasis on answering the question of who (authorization) can
exercise authority and how (instrumentality) (Oakley, 2013; Van Leeuwen, 2008; Martin Rojo and van
Dijk 1997; Fairclough 2009).

Likewise, the text sample in document “B” is an example of legitimation drawn from impersonal
authorization when it mentions the /aw’s support of RI&PBP. The use of RI&PBP is authorized first, by
the support of Bill 212 followed by the support of progressive discipline. Hence, the use of instrumental
rationalization is also evident in text sample from document “B” because Bill 212 underpins the positive
support of Restorative Justice and Peacebuilding Practice. In this example from document B, the answer
to the question of why is because the law says so (Van Leeuwen, 2008).The use of the noun law is central
to identifying the use of impersonal authority in this example (Van Leeuwen, 2008). In the text excerpt
from document B, the legitimation strategy of Instrumental Rationalization gleans the polarizing lenses of
positive/negative and progressive/regressive (Oakley, 2013; van Dijk; Martin Rojo and van Dijk 1997;
Fairclough, 2009). In addition, the implication in the text sample from document “A” that Restorative
Justice and Peacebuilding Practice leads to less problems and better management diverts responsibility
and away from the fundamental inequalities within the education system that reinforce these issues.

DISCUSSION

This CDA analyzes text samples from legal, policy, and practice documents related to RJ & PBP in
educational contexts within Canada and the United Kingdom. The findings indicate that the narratives in
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RJ&PBP documents articulate a shift towards a more democratic educational ethos. However, the subtle,
yet cumulative themes of legitimation risk underscoring divisive power relations which are contrary to the
principles of RI&PBP. Although it is important to validate Restorative Justice and Peacebuilding Practice
in educational institutions, an over-use of legitimation, this can turn away teachers, students and parents
who are yet to be fully convinced of its merits. This could make school leadership’s task of motivating
stakeholders to practice Peacebuilding and use Restorative Justice more difficult. Legitimation in
RJ&PBP discourse originating from ‘higher-ups’ in the education industry needs to be grounded within
the living community of the actual school they are intended to serve or the transition will be fractured and
the transformation will be fragmented.

The further RJ & PBP discourse journeys away from the importance of leadership and the real lived
experience of school community members, legitimation that is traceable to an external governing body
will be increasingly relied upon. Texts from both Canada and the United Kingdom showed evidence of
legitimization as a result of various forms of authorization and rationalization. This pattern serves to
validate authority and reconstitutes the dichotomous “us versus them” mentality that is prevalent in
educational contexts and potentially counter-productive to the development of relationship-focused
restorative communities.

CONCLUSION

This study contributes to the growing body of literature related to Restorative Justice and
Peacebuilding Practice in education, as it is one of the first comparative studies utilizing critical discourse
analysis (CDA) to analyze text samples from RI&PBP documents published in Canada and the United
Kingdom. Drawing from Foucault’s (1965) conceptualization of discourse analysis, the following
research question was addressed:

Are discursive legitimation strategies linguistically evident within Restorative Justice and
Peacebuilding Practice related texts? If so, how?

In documents from both the United Kingdom and Canada, thematic patterns in selected text samples
convey binary relations of power and identity that reinforce legitimation of RI&PBP via the processes of
authorization and rationalization. Findings indicate that the narratives in the text excerpts carry the
potential to impede the full realization of the principles of Restorative Justice, Peacebuilding Practice in
education contexts. Although it is important to emphasize the benefits of RJI&PBP for educational
institutions and their stakeholders, greater attention to strategies of legitimation is warranted in the
development of future documents and training materials to avoid the counter-productive and polarizing us
versus them narratives.

When discourses related to RI&PBP in educational contexts are legitimated and at times, idealized,
the risk of alienating stakeholders less familiar with RJ & PBP increases. Grounding related discourse
such as professional development materials within the living school community will foster a more
balanced understanding of and openness towards RI&PBP in educational institutions. Developing texts
related to RI&PBP in educational institutions with persistent consideration towards how they will be
received and interpreted by the other will most likely improve RI&PBP receptivity and related transfer of
training. Finally, professional development opportunities that emphasize productive interpretation of the
principles within these texts could reinforce practice integrity as well as the value of student participation
and community.

Although this study had limitations regarding the scope of textual data from Canada and the UK. that
could be included for analysis, it does interject critical questioning related to the translation of RJ&PBP
texts into practice in education contexts. Future research could contextualize these findings by including
personal in-depth interviews with stakeholders and expanding RJI&PBP materials specifically for school
leadership that are relevant to the living school community.
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