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Abstract 
 

This research study aims to develop a suitable Religious Education (RE) 

institutional model to meet the needs of students in the west sector of Toronto.  Using 

a mixed methods case study approach the research draws upon data from student 

questionnaires, a focus group with local organization board members and interviews 

with teachers and governance staff.  This research reveals that student needs are being 

met for the most part. However, there are still a small number of students whose 

needs are not being met.  The most popular individuals that students identified as 

supporting their needs are parents, other family members, friends, RE teachers and the 

internal community education board.  Based on these findings, it is suggested that 

students and parents should have more of a voice within the institution.  It is 

recommended that existing partnerships with internal Ismaili community boards be 

developed further.  Additionally, external support should be readily available when 

required.  Finally, this research seeks to understand the relationships between all 

members of the institution which helps to further inform the generation of a 

dialectical, permeable institutional model.   
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Glossary of Terms 

 
 

BUI- Arabic term meaning ‘House of Knowledge’.  Religious 
Education is referred to as BUI. 

 
BUI Encounters-  The new Religious Education programme in Canada for grades 

seven and eight which is taught by those trained in the STEP 
programme. 

 
ELL- English Language learner, where English is not the first 

language. 
 
GTA- Greater Toronto Area which includes different geographical 

sectors. 
 
Ismaili-  A member of the Nizari Ismaili branch of Shiism.  
 
ITREB- Ismaili Tariqah and Religious Education Board, the BUI 

Encounters programme falls under this governing board. 
 
REC- Religious Education Centre where BUI Encounters programme 

takes place. 
 
STEP- Secondary Teacher Education Programme, this programme 

culminates into two postgraduate awards: the Master of 
Teaching and Master of Arts in Education (Muslim Societies 
and Civilizations).  STEP teachers are those who are currently 
undergoing this programme. 
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1.  Introduction 
 

A new BUI Encounters programme, which is part of the Ismaili Religious 

Education (RE) system, was initiated in the fall of 2009 for grades seven and eight in 

four geographical sectors (north, south, east, west) of Toronto, Canada.  This has 

prompted the development of a new institutional model for the RE secondary 

programme.   

Prior to the introduction of this new programme, I was a voluntary vice-

principal within the primary and secondary RE system at a centre in the west sector of 

Toronto.  No data was collected around student needs at that time, but based on my 

observations in the REC I noticed some students lacked self-esteem, felt isolated 

among their peers, were victims of bullying, felt stressed about coming to the REC, 

had physical or learning disabilities that could not be addressed and also found the 

curriculum text challenging to read.  There was no parent council or a platform for 

students to be able to voice their needs (refer to appendix A).  I believe that the REC 

is a place where a student should be holistically cared for.  My hope is to develop this 

idea by looking at the organization and governance structures for the new BUI 

Encounters programme to see how they can best care for student needs specifically in 

the areas of academic, social, emotional, safety and security needs.   

Grade seven and eight classes have now moved from the solely voluntary run 

secondary RE system into a professional system titled BUI Encounters in Toronto, 

Ontario.  This system comprises of different operating levels within the local ITREB 

institutional structure which includes the student, teachers who are supervised by a 

programme manager in Ontario, centre leadership teams, and four members from the 

local organization board.  At the governance level, the Academic Director (AD) and 

the BUI Team Lead (BTL) are also involved in the programme (refer to Appendix A 
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for a description of individual roles of the aforementioned staff and Appendix B for a 

draft programme planning document). 

The focus of this research is to investigate what type of institutional model 

(comprising of centre, organizational, and governance levels) is required to meet the 

needs of students.  The research employed a mixed methods approach with some 

aspects of a case study using the west sector of Toronto.  The research involved 

students from two grade eight classes and four BUI Encounters teachers from the west 

sector of Toronto to explore the perceptions of student needs and how they could be 

supported.  Additionally, communication processes, and initiatives from the local 

regional organizational board members and two national governance staff were 

explored in relation to meeting student needs within an evolving institutional model.  

The outcome of this investigation will be to generate an RE institutional model which 

will provide guidance on the  way the BUI Encounters programme can be developed 

to support the needs of students in the REC.   
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2.  Literature Review 
 

The need to re-conceptualize schools as inclusive and democratic spaces is of 

paramount importance and particularly relevant in its application to a newly emerging 

secondary RE system.  This review has been organized into five sections which 

include the importance of student needs in education, building an education 

community, support members in an education community, change reform, and 

organization models used in education.  Although a vast amount of literature looks at 

supporting student needs in a secular setting where change processes have been 

established for the most part, there are no examples of this within the RE Ismaili 

community.  This chapter provides a background to help inform the type of support 

systems required to meet student needs in an organization which is also undergoing 

change and looking to evolve their current institutional model. 

 

What are student needs and why are they important? 

The adolescent years have been defined as the period between ten to nineteen 

years of age according to the Canadian Paediatric society (2003).  BUI Encounters 

students in the REC fall within this age bracket and are developing intellectually, 

socially, emotionally and physically (Roeser, Eccles, & Sameroff, 2000).  Many 

researchers whose interest lies in adolescent development refer to the work of Erikson 

(1968).  Erikson has rightly argued that opportunities which are provided by adults, 

schools and communities for the cultivation of social, emotional, academic and other 

skills are essential factors which are required to promote successful adolescent 

development.  I concur with this view and add that the REC must cultivate these skills 

as it is also mandated as an objective in the curriculum (refer to Appendix C). 
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Abraham Maslow’s original five stage basic hierarchy of needs (1954/1970) 

model (refer to Appendix D) is relevant in its application for the BUI Encounters 

programme where the needs of students can be met.  Stages two to four (safety, 

belongingness, esteem and self-actualization needs) are parallel to the curriculum 

objectives.  He cautions that a realistic expectation of this model would be seeing 

satisfaction percentages decrease as one moves higher up in the model.  While this 

theory seems quite plausible it comes with the realization that needs are not met even 

at lower levels of the model in education communities.  For example, Joong and 

Ridler (2005) investigated the status of school safety and found that bullying and 

violence still threaten student safety in Ontario schools.    

Hymel and Ford (2003) explored reasons for early school drop out rates and 

found that social-emotional factors such as difficult peer and teacher relationships, 

feeling unsafe, and a lack of a sense of belonging all had an impact on academic 

achievement. These factors are important to consider for BUI Encounters where 

quality and increasing student access are key outcomes.  Conversely, Roeser et al. 

(2000) conducted a study on grade seven and eight students where improved 

academic, social and emotional functioning of students over time was found to be 

correlated with an environment that supported student development and focussed on 

building caring and respectful relationships between teachers and students.  

 

Building a community 

As the REC is situated within the Ismaili community, the notion of building an 

education system as an inclusive community seems only natural.  The education 

reformist John Dewey (1916) pointed out that in order to maintain democracy, 

schools should act as real communities.   Meyerson and Martin (1998) take the 
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position that school organizations may be viewed as cultures.  Acknowledging these 

perspectives, the RE organization can certainly be viewed as a culture comprising of 

an intricate system of differing members who form a larger community network 

within the institutional framework.   

When looking at how a community network is built, reference can be made to 

Wenger’s (1998) idea of communities of practice, groups who come together in 

relation to a common area of interest, engage in discussions around this interest by 

helping one another, share information, and build collective learning relationships. 

The ultimate goal of this community in the RE setting would be to improve on a 

shared aim. This shared aim is to meet the needs of students through different stages 

of their development which also requires members of the community to be carefully 

chosen in order to support such an aim.   

 

Support members within a community 

The student body as a support system has been slowly penetrating education 

systems.  Allen (2004) makes a compelling case stating “As more schools discover 

the benefits of involving students in the high school reform process, the inclusion of 

their voices may prove to be a valuable catalyst for change” (p. 6).  Additionally, 

promoting the idea of student voice has strengthened student-teacher relationships 

(Prieto, as cited in Thiessen, 2007).   

Although the advantages have been pointed out, many studies reveal that 

students are not included in initiatives for education reform (Cassidy & Bates, 2005; 

Thomson & Holdsworth, 2003; Dei, James, Karumanchery, James‐Wilson, and 

Zine, 2000).  Providing students with more agency may create apprehension in other 

community members.  Morrow (1999) found students were not taken seriously in 
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such capacities and were undermined as being incompetent and stigmatized as 

‘irresponsible’.  In the REC the idea of student voice at a policy level has not been 

previously explored; therefore, this may need to be carefully negotiated and a balance 

will have to be sought between responsibility and decision making.  

Teachers have been found to be a large support for students in education.  

Zins, Weissberg, Wang and Walberg (2004) claim that schools which are deemed to 

be successful are schools that make an attempt to promote academic, emotional, and 

social learning needs within a safe environment. This has become the task of the 

teacher within those schools.  They make a compelling argument that “Students do 

not learn alone but rather in collaboration with their teachers, in the company of their 

peers, and with the support of their families” (Ibid., p. 3).  Watkins, Carnell, Lodge, 

Wagner, and Whalley (2002) promote collaborative learning claiming that it develops 

higher order thinking, builds positive relationships and helps learners to gain a sense 

of membership within a community.  BUI Encounters teachers build relationships 

outside of the learning environment which in turn helps to build a foundation of trust 

between teachers and students (Allen, 2004).  However, they need to be equipped 

with skills and training to manage social, emotional and safety issues that may arise 

(Zins et al., 2004). 

Partnerships between parents and teachers should exist and may be 

strengthened as this can provide additional support to the student and augment their 

learning (Ibid.).  While schools may rely heavily on family support, there is no full-

time position currently for a parent coordinator in the BUI Encounters Programme.  

Sanders (2001) warns that schools cannot possibly provide all the resources. 

Subsequently, she looks at the wider community as playing an important and effective 

part in reform.  Nevertheless, there may be barriers in establishing such 
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collaborations.  Community partners and other organizations may not share the same 

understanding of the community of practice and may in fact have a different motive 

for establishing such a partnership.  When looking to build and sustain such 

collaborations, a two way process between the RE institution and the potential partner 

would need to be recognized.  In this way, the RE institution can provide their 

services to the community, and also receive services as suggested by Epstein (1995). 

 
Change 

Change is a common and accepted word in the BUI Encounters programme 

with the realization that it is a journey as stressed by Fullan & Miles (1992).  These 

authors warn that if an institution is built too impatiently the reform is likely to fail.  

Implementation of change involves a “…process of learning and re-socialization over 

a period of time…Socialization requires interaction and support, especially among 

peers and between peers and others close to the “Action” (Fullan & Stiegelbauer, 

1991, pp. 23-24). As the REC will be a continuously evolving organization, an 

institutional model will have to allow for human elements of interaction, internal and 

external contextual factors, as well as constant evaluation of its changes towards a 

learning organization.  A learning organization is defined by Senge (1990) as a group 

of people who continually enhance their capacity to create what they want to be 

created.   

 

Organization models 

While there are several leadership models in education, I have chosen to 

present those that are familiar to the ITREB and are contained within the 

conceptualization of the programme planning document (refer to Appendix B).  
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 Significant importance has been placed on the administrator’s relationship 

with students as this is crucial for the well-being of students.  Myers and Murphy 

(1995) assert that school-based administrators are mediators who can provide a vital 

channel between the classroom and other external interest groups (parents, social 

service agencies).  This position is suggestive of a pyramidal centralized hierarchal 

model where authority lies solely with the administrator. This model limits the 

building of capacity between key constituents, which for the RE is an essential 

operational aim. 

Education reform has brought about decentralization which promotes 

participation in decision making at local levels, and allows for a general increase in 

democracy due to a distribution of power (Naidoo, 2005).  Edwards (2000), a 

governance board member himself, notes how illogical it is for board members to 

have authority over education when they are not educators themselves.  In the case of 

ITREB, it should be noted that there are educators at the governance level.  Moreover, 

even though there are advantages to a decentralized model, Taylor and Teddlie (1992) 

found that it did not increase teacher collaboration. 

Finally a “chain of command” model (refer to Appendix E) presented by 

Beairsto (2006) shows how action can take place at the point of intersection between 

education members. This involves a combination of authority and leadership, and also 

facilitates responsibility and accountability in both directions.  The model allows for 

expansion as more actors come into the institution.  Hargreaves and Macmillan (1992) 

as well as Lee (2000) argue that an increase in institutional size can lead to a higher 

degree of specialization. This in turn can lead to organizational fragmentation 

resulting in decreased organizational cohesion.  In contrast, I would concur with 

Wohlstetter, Smyer, and Mohrman (1994) who assert that specialization offered by 
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external partners can strengthen the cohesion of the education community, promoting 

more engagement of students so that their needs can be better met.  I believe that the 

strengths derived from each model presented can be incorporated when 

conceptualizing a new institutional model. 

 

Summary 

This literature review is very relevant to my research question as it has 

touched upon what authors have deemed as important needs within the education 

system and what is required from those in and outside of the education system to 

support needs.  It has also discussed change as a process towards the implementation 

of a successful learning organization which needs to be considered when creating an 

institutional model for the BUI Encounters programme.   
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3. Methodology and Data Collection Methods 
 

This chapter discusses the research methodology and data collection methods 

for this study.  It shall include the rationale for the chosen case study methodology, 

outlining its strengths and challenges.  The data collection methods will also be 

explained along with the chosen case samples.  The final section shall explain the 

ethical procedures for this study. 

 

Mixed methods, case study approach 

This empirical investigation seeks to understand the extent to which student 

needs are being met in the west sector BUI Encounters classes in Toronto, Canada.  

While this study did not have a hypothesis, my initial assumption was that the existing 

ITREB institutional model was not adequately meeting student needs.  This was based 

on my observations of students in the previous voluntary system.  However, it was 

important that I remained objective and open to having my assumption challenged.  

By taking a focused approach to the investigation using qualitative and quantitative 

methods, I was able to gain rich descriptive insights by digging deeper into the 

circumstances surrounding student needs. This was investigated from a variety of 

perspectives (students, teachers, and organization and governance staff).   

 

Strengths 

A mixed methods case study approach focuses on relationships and variables 

that are interconnected and can unravel complexities surrounding student needs 

including “…why certain outcomes might happen” (Denscombe, 2007, p. 36).  

Additionally, an advantage of this approach is its use of multiple types of data 

(qualitative and quantitative) and a variety of methods for the investigation (Robson, 
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2002) so that triangulation may occur (Elliott and Adelman, 1976).  This ensures that 

data can be seen from an in-depth wider perspective with the benefit of gaining a 

better understanding of the investigation (Cohen, Manion & Morrison, 2007).    

 

Challenges 

It is recognized that this investigative case study can lead to scepticism about 

producing reasonable generalisations from the findings since a small sample group 

would be used.  However, Denscombe (2007) argues that the extent of generalisation 

of case study findings is dependent on how similar the case study example is to 

others. The sample group taken of students in this study (as will be outlined in the 

description of the sample case group) can provide some degree of reasonable 

generalisations which will be elaborated on further in the discussion section.1 A 

challenge to the mixed methods approach is having findings which may not agree.  

However, Denscombe (2007) explains that this can spark the need for further research 

and provide illuminating insights on the complications revealed and ways forward.  

 

Case sample selection  

Given the six week time period to conduct the study, the west sector of 

Toronto was picked as the sample location due to logistical reasons since I reside in 

this area.  Hence, I was able to access the REC’s and obtain returned parent consent 

forms more easily.  Therefore, the sample of students used in the questionnaire 

represents non-probability purposive sampling.   

Even though I was only able to administer student questionnaires to two out of 

the four west sector BUI Encounters grade eight classrooms (the limitations of this 
                                                
1 There are no official statistics on the number of students of Central Asian background and/ or students 
of South Asian background in the BUI Encounters classes due to Freedom of Information and 
Protection of Privacy Act (FOIP). 
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will be outlined in the discussion section), I was able to interview all four grade eight 

teachers who teach in the west sector.  Therefore, purposive sampling was used for 

these individual teacher interviews since they were deliberately selected for their 

relevance to this case study investigation.  In this manner, I was able to investigate 

comments concerning student needs from both students (through the questionnaires) 

and teachers’ perspectives.  

The sample for the focus group consisted of four organizational ITREB board 

members at the local regional level who manage the BUI Encounters programme 

throughout all sectors of Toronto.  However, on the day of the focus group one 

member was absent, so the final focus group consisted of three board members.   

 

Data collection methods 

The data collection involved five different methods:  student questionnaires, 

semi-structured individual interviews with BUI Encounters teachers, a focus group 

with the local ITREB organization board members, a semi-structured telephone 

interview with the AD, and an unstructured interview with the BTL.  The latter two 

individuals directly liaise with regional board members, BUI Encounters teachers and 

centre leadership teams for all areas and sectors of Toronto, and these liaisons help to 

inform policy at the governance level. 

 

Rationale for methods  

 During the study, I could only access students once a week since students had 

their own time constraints; therefore, it would not have been feasible to expect 

students to participate in writing diary entries about particular needs arising each 

week that were not met, or participate in interviews and a focus group.  Hence, 
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questionnaires were chosen as the most appropriate method to extract data from 

students as it was easier to arrange, collate and quantify.  The disadvantage to this 

method has been elaborated on in the discussion section. 

Semi-structured interviews with teachers and the AD were selected because I 

was looking for in-depth detail, and flexibility of responses which would allow these 

individuals to elaborate, and identify crucial factors (Cohen, Manion, & Morrison, 

2007) pertaining to student needs.  Due to the varying teaching schedules, teachers 

were not able to come together at a specific date and time for a focus group.  I 

considered observing teachers but decided I was not interested in looking at classroom 

practise.  The interview with the AD had to be done by telephone since she resides in 

Vancouver.  The spontaneous interview with the BTL took place when she was 

visiting Toronto. The purpose of this interview was to provide a method for 

elaboration of thoughts (Denscombe, 2007).  The AD and BTL reside out of the 

province of Ontario; therefore, a focus group could not be facilitated with these 

governance members, nor were they able to join the focus group with the local 

Ontario board members.   

Due to my own time constraints as well as that of the local board members, 

they decided they would come together as a group in one location to meet me for one 

and half hours during my research.  A focus group was preferred over a questionnaire 

method with these individuals in order to maximize on detailed responses in a short 

span of time; rather than trying to also conduct individual interviews within the 

allotted time frame provided to me. Denscombe (2007) stresses the advantage of this 

type of group interaction as having the possibility of the group arriving at some 

consensus on shared viewpoints.  Nevertheless, conducting the focus group and 
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interviews as well as transcribing the respective notes for both methods thereafter 

were time consuming. 

 

Questionnaires 

A closed-ended questionnaire was administered to twenty-two students 

(twelve boys, and ten girls) from two west sector BUI Encounters classes, out of 

which one learning disabled student dictated his answers to me.  The questionnaire 

aimed to look at student needs, to what extent these were met, and who could help 

better meet particular needs from a students’ perspective.  The questionnaire was 

initially piloted in a grade eight class using an ‘agree’ ‘disagree’ likert scale 

(Denscombe, 2007, p. 168).  Students found this scale to be confusing and suggested I 

use a similar likert scale where they could choose the extent to which the statement 

(pertaining to a need) affected their participation in REC.   The scale used in the final 

questionnaire (refer to Appendix F) was the scale recommended by the students who 

piloted the initial questionnaire.  The questionnaires administered to the sample 

classes in the study were easily comprehensible, took approximately ten minutes to 

complete and were administered by myself.  Students were encouraged to raise their 

hand if they did not understand a question.   

The questionnaire was categorized into four basic needs (academic, social, 

emotional, safety and security) which were derived from four levels of Maslow’s 

(1943) hierarchy of needs.  For the purpose of this study, academic needs were 

considered part of cognitive needs leading towards self-actualization (Maslow 

(1954/1970).  The questionnaire allowed students to write about other needs affecting 

their participation in REC that were not listed as part of the questionnaire.  Students 

were also asked to rank (from a provided list) the top three individuals they would 
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turn to in order to support a particular need identified.  According to Mukadam (2003) 

one usually ranks choices in a systematic manner where the top three choices are 

usually deemed as the most important.  This ranking would help determine what other 

support systems may need to be considered in the organization and governance model 

to support student needs.  Curriculum objectives derived from the teacher’s guide 

(IIS, 2005) were outlined in the questionnaire with an accompanying close-ended 

question to gage if these objectives were being met as well as an open-ended question 

inviting students to comment on how these objectives could be better met.  

Additionally, two questions were asked in order to seek students’ opinion about the 

involvement of ‘student voice’ in RE matters.   

 

Interviews: 

BUI Encounters teachers: 

One to one semi-structured interviews with four grade eight BUI Encounters 

teachers who teach in the west sector of Toronto were conducted which provided 

qualitative data (refer to Appendix G for questions).  Interview questions were 

initially piloted with STEP teachers in the United Kingdom to uncover potential 

problems such as unclear questions (Davidson & Goldfinch, 1998).  Interviews lasted 

thirty-five to forty-five minutes.  Due to time constraints it was necessary to outline 

issues and questions that needed to be addressed instead of leaving the interview 

completely unstructured.  Conducting the interviews face to face allowed me to check 

the data for accuracy and relevance as well as provide an interpersonal context from 

visual and verbal cues (Cohen et al., 2007).  Audio recording was also used to confirm 

accuracy of responses and transcription notes were verified with each teacher.   
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Academic Director (AD): 

 A semi-structured telephone interview took place with the AD based in 

Vancouver, who oversees the entire RE system in Canada and holds an official 

position with the national governance body for ITREB.  Notes were taken through the 

interview and the transcripts of the interview were verified by the AD.  This interview 

brought in another perspective about student needs and helped me to understand how 

the existing governance and organizational models work within the current and 

evolving ITREB system thereby providing me with qualitative data. 

 

BUI Team lead (BTL): 

 An unstructured interview was held with the BTL who is also part of the 

governing national body for ITREB.  I introduced the research topic and let the 

interviewee elaborate and develop her ideas around the topic while I played an un-

intrusive role.  I took notes while the interviewee was speaking and these notes were 

later transcribed and verified by the interviewee.  In this manner, qualitative data was 

obtained from the interviewee who led me to discover the complexity surrounding 

student needs and how the relationships between governing and organizational teams 

influence the core of the student body. 

 

Focus group with local organizational board members 

A focus group was conducted with local ITREB organization board members 

in a west sector classroom.  Interviewees were informed that ITREB (whom they 

work for in a voluntary capacity) would be obtaining and reading this report.  

Responses from student questionnaires as well as responses from teacher interviews 

were not shared with this focus group in order to maintain an unbiased approach to 
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participants’ responses.  The purpose of this focus group was to have members come 

together to explore attitudes, feelings, opinions, ideas and perceptions about student 

needs and the intricacies and apprehensions surrounding the building of an 

organizational structure to support student needs.  The discussion and interaction 

enabled me to understand a variety of perspectives.  My position in this focus group 

was as a facilitator where I stood back, encouraged group interaction rather than 

leading the session myself, and remained neutral and passive in my expressions to get 

the interviewees to open up (Ibid.).  For triangulation purposes the focus group was 

audio recorded which was less intrusive than video recording, provided a permanent 

record and ensured more reliability and accuracy of the data obtained (Cohen et al., 

2007).   This method freed me from in-depth note taking, so that I could better 

observe non-verbal cues and contextual factors which, as suggested by Hopkins 

(2008) can also be illuminating in initiating further investigations.  

 

Ethics 

All participants were informed in advance of the research aims and methods 

and what their participation in the research would involve (Hopkins, 2008).  

Participants were ensured that the data collected was for educational purposes and 

their anonymity would be protected.  Additionally, informed and signed consents 

were obtained from all participants (refer to Appendices H and I).  They were notified 

that they could participate in a voluntary capacity free of coercion, and could opt out 

at any point in the study (Ibid.).  Since all students were under the age of 18, informed 

and signed parental consents were obtained for students to enable them to participate 

(refer to Appendix J).  The research study was explained to parents/guardians, 
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questions were invited and written permission was sought before proceeding further 

with questionnaires (Cohen et al., 2007).     

Hard copy and electronic information obtained through data collection 

methods was kept in a secure location.  Teacher interviews were not conducted during 

class time and instead took place in a private BUI Encounters office room and an 

enclosed classroom for the focus group.  This helped to ensure personal safety, 

privacy, and offered a space that was comfortable and familiar to respondents 

(Denscombe, 2007).   
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4.  Results and Analysis 
 

The data collected over a six week period captures rich perspectives from 

students, teachers, governance and local organization board members about unmet 

student needs, potential support individuals to meet student needs, and 

communication processes within the institution in relation to student needs.  These are 

the three themes that will be presented in this chapter.  In order to provide an in depth 

exploration of the data, I have chosen to collate all the data collection methods and 

present the results and analysis together.   

It must be noted that I initially assumed that students’ needs were not being 

met in BUI Encounters.  This same thought was reiterated by one teacher who 

commented:   

 
“Because it is a brand new system… I did not expect the needs to be 
met…first of all I did not even know what the needs were going to 
be…”   

 

 I then began the process of discovering the extent to which student needs were being 

met. 

 

4.1 Discovering student needs 
 

All 22 questionnaires that were administered to students were completed 

producing a response rate of 100% (refer to Appendix F).  The results pertaining to 

student needs have been broken down in four areas:  Academic, social, emotional and 

safety and security needs.  After discussions with the BUI Encounters programme 

manager it was highlighted that at this stage of the programme, responses from the 

questionnaires that indicated ‘always’ ‘very often’ or ‘sometimes’ would be 

interpreted as a concerning need that is not being met.  Therefore, the response 
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numbers from these three categories have been presented collectively.   Similarly, 

responses that indicated ‘rarely’ or ‘never’ were deemed as needs that were already 

being met so the response numbers from these two categories will also be presented 

collectively.  Results from the questionnaires have been depicted in graphs (see 

Appendix K).   

 
Academic needs 
 

Questionnaires revealed that eight students have some degree of difficulty 

reading the student text and six students (one of whom has a learning disability) have 

difficulty writing.  Four students required more background knowledge in the subject 

area and three students responded they needed the subject area to be more advanced.  

Two students identified themselves as having a learning disability which sometimes 

affected their participation in REC.   

All four teachers spoke about the greatest need for students as being academic 

related.  Some of their responses included the following:  

…they learn very differently or require special attention with respect to reading or 
writing…I think that in terms of student needs this is the biggest one. 
 
… there are certain students…that need more assistance, so I try to provide different 
questions or different handouts for certain students, but I know there are other 
students at the other spectrum…” 
 
… some of them…speak Farsi…maybe we do need teachers who know the languages 
that are the primary languages of some of these students maybe a curriculum… needs 
to be translated into Farsi.  

 

All local organizational board members concurred during the focus group that 

some students find the curriculum text challenging, some have special needs, some 

are gifted, others have weak writing and reading abilities, and some have language 

barriers.   
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These results suggest that a small number of students display reading and 

writing difficulty.  There is also a recognition that there are mixed learning abilities in 

the classroom that need to be tended to.  The curriculum is written in English and may 

hinder learning for ELL students.  Moreover, various passages of the curriculum 

student text ranges from a grade nine, ten and college reading level (Remtulla, 2010).   

 
 Social needs 

 
The questionnaire revealed that two students felt they had low self-esteem, and 

four students felt they were left out of a social group within the classroom.  Two 

students indicated they had social disagreements with their peers and five students felt 

a lack of respect from their peers.  Four students wrote about other social factors that 

were not listed: 

Friends and peers don’t listen to what I have to say. 
 
At times when some people in my class do not show up I do not enjoy learning as 
much as I am not comfortable with the other people around me.   
 
Sometimes mixed groups (outside of cliques) do not work well together. 
 
…the not so smarter people do not answer because they feel like everyone else would 
get impatient with their wrong answers. 
 

The results show that most students feel a strong sense of self-esteem, 

belonging and respect that emanates from the interaction with their peers.  However, 

there may still exist some apprehension on the students’ part when entering group 

work activities and being able to feel comfortable with all classmates regardless of 

their differing intellectual levels.   

 

Reflecting on the curriculum objectives 

When reflecting on meeting the curriculum objectives (refer to Appendix C) 

one student said:  
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I don’t think there are other objectives we need to meet, because in our 
class everyone…gets along with each other.  We help each other, 
support one another and respect everyone. 

 

On the other hand, some students suggested that classes needed to be more interactive 

and engaging through games and debates which could help boost confidence levels 

among their peers. 

 
The interviews revealed that all four teachers felt the objectives were met for the most 

part.  They agreed that the responsibility of meeting these objectives came down to 

the various roles that teachers play and the type of inclusive classroom environment 

they create, which for the most part has enabled social needs to be met.  One teacher 

noted it was sometimes hard to comprehend students’ social issues if one does not 

understand their cultural context or speak their primary language.  Teachers’ 

responses included the following: 

…none of the students feel like outsiders…students do feel valued in the classroom, an 
outcome is that they are there every week...the centre’s community is like a family… 
 
…our community consists of me, the students, the parents, and the leadership team. 
 
… you know when you establish that kind of bond with the students some of them do 
feel free to come up to you outside the classroom space …and speak about social or 
different issues that they might be facing… 
 
…I am providing a mentorship, social and emotional role for these types of issues. 
 
…just the regular interaction I think is building that relationship so I think that 
provides that self-esteem and those needs.  I think the teacher plays several roles in 
the child’s life… 
 

One teacher commented on the lack of a lunch break, which had existed in the 

previous voluntary secondary RE system where students had the opportunity to 

socialize.  Four students wrote at the end of the questionnaire that they would like 

food to be served at the centre.   
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The comments above suggest inconsistency in perceptions between teachers 

and students about meeting social needs.  Despite creating an enabling classroom 

environment to meet social needs, some students indicated that their social needs have 

not been met.  Students are seeking more interactive ways to learn and interact with 

their peers (Watkins et al., 2002).  On the other hand, teachers felt by taking on 

various pastoral roles, student-teacher relationships and trust have been built which in 

turn has helped to ensure student needs are being met.  Nevertheless, teachers concur 

with students that there are no other opportunities for them to socialize outside of the 

classroom time at the BUI Encounters facility.   

During the focus group one local board member made the following comment: 

At the end of the day I want them to…have fun, I want them to make 
friends, and I want them to want to come back each week…because if 
they are coming there just to hang out with their friends they are 
learning something, so there is a social aspect…   

 
The comment above suggests access may be strongly correlated to the type of 

socialization offered at the REC.   

All four teachers acknowledged that initial partnerships have been made with 

the internal Ismaili community social welfare board which has proved successful in 

equipping teachers to address social issues, but this link should be extended so 

teachers may be able to answer more complex social questions and be able to 

understand socio-cultural contexts better.   

 
Emotional needs 
 

The findings from the questionnaires revealed that four students felt sad, two 

students felt irritable, five students felt nervous and three students felt stressed.  Two 

students wrote that they felt embarrassed which occurred rarely.  One student felt 
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overwhelmed and wanted to feel more relaxed, but the extent of this feeling was not 

indicated.   

 
All teachers felt that emotional needs were being met.  Comments from teachers 

included: 

…I notice sometimes when they…haven’t been okay they are okay to tell me 
that…maybe this role falls under a pastoral role. 
 
…the ones that I teach are not going through any severe emotional trauma or life 
altering experiences so far… but I think if something serious happened that’s when I 
would look for more help…. 
 
...also emotionally speaking, some students might come and they talk to me about 
things…going on in their lives…so to an extent I meet some kind of an emotional 
need… 
 

The results indicate that emotional needs are met for the majority of students. 

This could be attributed to the community environment and the various roles that 

teachers play as mentioned earlier.  However, one teacher noted emotional issues may 

emerge in the future which would require support.  Issues around emotional needs 

could have been further explored in a student focus group to obtain a more detailed 

analysis of these responses. For example, feeling overwhelmed and wanting to feel 

more relaxed came from a student who felt the teacher overwhelmed the class with 

too much work.  This student also felt that the teacher was not relaxed, which in turn 

affected the students. 

 
Safety/Security needs 
 

Key findings from the questionnaires indicated that 20 students did not feel 

bullied at the REC.  Two students stated they had a physical disability, but this did not 

affect their participation in the REC.  Two students also indicated they had a long-

term illness, but this did not affect their REC participation.   
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Safety and security needs are regarded as highly important at this stage of the 

programme as articulated by all levels of the institution: 

 
 
AD: 
 
…right now the efforts go into making sure that the classroom is a safe and conducive 
place to be.   
 
Local board member: 
 
…I think an important need in that classroom is to feel safe.   
 
Teacher: 
 
The leadership at the governance level…and…the organization at the local level 
[are]… finding spaces where students can ensure their safety and privacy.  So 
we…can pick up our role without having to worry about all the basic needs at the 
lower levels of the students’ hierarchy of needs. 
 

The above data emphasizes the need for safety and security which have been 

ensured by all levels of the institution. 

 
Overall 
 

Questionnaires revealed that 19 out of 22 students felt the REC met the 

objectives stated in the curriculum.  One of the organizational board members 

remarked: 

I think that in Encounters…we are doing a much better job of meeting all 
those needs than we…were in the volunteer system.  I don’t think we are 
100% …but I think for the most part we have seen significant 
improvement… 

 
The results above show that the new Encounters programme met student needs 

for the most part. 
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4.2 Support processes 
 

Students were asked to choose and rank the first three individuals they would 

turn to for support from a provided list for each of the four areas of needs identified in 

the questionnaire (refer to Appendix F).  During the research process it became too 

complex to analyze why students ranked support individuals in a different order.  As a 

result, I became interested in only finding out which three individuals each student 

chose to support their needs and this has been presented in the findings (refer to 

graphs 4.2A, 4.2B, 4.2C, 4.2D).  Due to space limitations only the most popular 

support individuals chosen by students will be discussed at length in this section.  

However, it should be noted that there were other support individuals identified, but 

they did not seem to be popular choices amongst the majority of students sampled.  

Nevertheless, their potential for inclusion will be explained in the discussion section 

of the report.   
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Parental support 
 

The results from the graphs above show that parental support ranked the 

highest as of one of the top three choices students would turn to for meeting all of 

their needs.   

Teachers also commented on the important role of parents in RE: 

Parent involvement is important because it is within a community… 
  
…by extension parents are part of student needs this needs to be taken into 
consideration.   
 
If we say parents…then we need them full time… 
 
In the interview, the AD offered the following comment about parental inclusion: 

Regarding the parental… you can only build it up when the system is 
stable…we don’t have them as part of the governance and 
organizational structure yet…as the system gets more stabilized 
perhaps they can be included at that time.  

 

Graph 4.2D 
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From the above comments it is clear that parents are considered to be a large 

support for students within the RE community even from the perspectives of staff.  A 

teacher suggested that parental involvement should be in a full-time capacity; 

however, the governing body recognizes the possibility of their inclusion only at a 

later stage, once the programme is more stabilized.   

 
Peer support 
 

The results from the graphs indicate that majority of students would choose 

their friends as one of the top three individuals for academic, social and emotional 

support (second in popularity to parents), and also as one of the first individuals they 

would turn to for safety and security support along with parents. 

The above data may suggest a high level of social security, and belongingness 

that students feel toward their peers.  This correlates with having social and emotional 

needs met for the most part (Zins et al., 2004).   

 
Support from the RE teacher 
 

The data presented in the graphs show that the RE teacher ranks lower in 

popularity in comparison to parents and friends for supporting social, emotional, 

safety and security needs.  However, the RE teacher ranked third in popularity for 

these aforementioned needs and second in popularity alongside a friend for students’ 

top three choices to help support their academic needs.  The BTL offered the 

following comment about teacher support: 

…any model that we do has to best support the teacher and if you 
understand and support the teacher you will have a positive impact on the 
student. 

 
The results above suggests that the needs of teachers have to be recognized 

and addressed since this has a direct impact on meeting student needs, particularly 
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since the results showed that the RE teacher is someone whom students may 

frequently turn to for support in addition to  parents and friends. 

 
Academic support 
 

Thirteen students ranked the education board, (an internal Ismaili community 

board), within the top three choices for supporting students’ academic needs (refer to 

graph 4.2A).  All teachers concurred with requiring more support to meet students’ 

academic needs: 

…there is no connection right now with the education board and BUI system…we 
should, by now, know the education board inside out… and we have not even had one 
meeting with them… it should be a partnership and that is non-existent.  In terms of 
trying to meet academic needs…it should be a full time thing. 
 
… for a student...who has a special need and works well with someone continually 
supporting him or her…why not partner up with someone who can then come into the 
classroom and…support them? 
 

From these results, it seems the education board is a large resource base for 

students and teachers that can serve to meet academic needs.  In order to access the 

education board, a partnership first needs to be built.  It has been suggested that their 

involvement should be full-time.  However, the suggestion of accessing other external 

resources has not been ruled out.   

 
Internal Ismaili community support systems 
 

Teachers and local board members mentioned during the interviews that 

successful links have already been made with internal Ismaili community institutional 

boards (refer to Appendix L for an explanation of the organization of internal boards).  

These include the social welfare board, the world partnership walk team, and the 

health board.  The latter has ensured the safety of students and the local organization 

board wishes to collaborate with them on a full-time basis.  It was recommended that 

the former two boards be accessed on an ‘as needed’ basis.  The following were 
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comments extracted from the focus group with board members and an interview with 

a teacher:  

 
Local board member: 
 
Another way is that…we collaborate with other institutions, they too have resources 
available…the institutions are willing to partner up with us and with one 
another…it’s just that it is a matter of still understanding what one another does … 
 
…in terms of resources we first look at within the community…because the community 
context is better understood within the community…  
 
Teacher: 
 
…there needs to be collaboration between educational groups with social groups so 
that they can see that there is a strong connection between religious education and 
social networking… 
 

This data indicates the readiness of the local organization board and teachers 

to collaborate with other internal Ismaili community boards.  However, the roles of 

each internal board needs to be mutually understood by one another so that they can 

be cross-utilized as suggested by Epstein (1995) in a more effective manner to support 

the holistic needs of students. 

 
External support systems 
 

During the interviews all four teachers commented on the need to access 

external support systems on a part-time basis to support their own professional 

development and for meeting the needs of students, including language needs.  One 

teacher stated the following: 

 
…there are organizations out there that are trained to work with specific needs 
such as autism or physical needs…I think partnerships can be bridged with all 
those individual groups…where teachers can develop skills, and strengthen 
their own partnerships within the organization, so strengthening our vision and 
our goal together as a team … 
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It is evident that teachers are open to collaborating with other organizations 

outside the Ismaili community. 

One teacher summed up how support systems should be built:  

I think that proper planning is definitely needed and the attempt to meet 
all student needs all at once and grow too quickly could be 
detrimental…it is very important that we grow at a pace where we can 
ensure that we are meeting all of the needs of students and we are 
moving forward in a way that is comfortable for everybody… 

 

This comment suggests a support system has to be built gradually. 

 
 

4.3 Communication processes within the institution in relation to student needs 
 

The data that emerged from the interviews, focus group and questionnaires 

helped me to understand the current system and communicative processes between 

each level of the ITREB as it relates to student needs.   

 
Student voice 
 

I first looked at students themselves to see if they would like to be a part of RE 

decision making.  Nineteen students responded affirmatively and some elaborated on 

their responses:  

Since this programme is designed for the students, the students should have a bud and 
active voice in any changes.   
 
I have great ideas to improve learning of children because I am one. 
 
My opinion would matter and I want to make REC better. 
 
Improve BUI system as the students would be giving input-more enjoyable. 
 
We would have background information about the decisions being made—may 
increase participation. 
 
We would feel more involved 
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The AD’s response during the interview about student voice was the following:  
 

…a student council cannot be a priority right now, the teachers are a 
priority.  Once…BUI Encounters gets stabilized and teachers too, then 
parents can come in.  After parents come in and it becomes 
stabilized…then students can come in, so it will … happen in layers.   

 
From the results above, it is clear that a platform for student voice does not 

exist currently, but this could possibly be introduced once the organization gains 

stability.  However, from the students’ perspective, it was evident that they wanted an 

active voice which included involvement in decisions (which are currently taking 

place congruently with change processes).  

 
Teachers’ relationships with parents 
 

The teacher interviews revealed that communication between teachers and 

parents exists through a ‘family chat’ sent home weekly and parental sessions once 

per term.  In regards to communication with parents, teachers said the following: 

…the parent sometimes has a hard time understanding what the students’ needs are, 
so I can then be a potential bridge in articulating what those needs might be to the 
parents…  
 
… I think the role of the parent has been downplayed or has been sort of side-stepped 
…we are trying to…make parents and families understand that…we are in 
partnership with them… 
 

From the results above, it seems there are initiatives in place to facilitate 

parental communication, yet the parental role within the RE framework may need to 

be more apparent so that it reflects a more integral partnership with teachers and 

students. 

 
Communication processes between institutional staff  
 

During the interview, the BTL described her full-time role as one that has a 

direct relationship with the AD.  Both are educators and work with teachers to 

understand the educational aspects of the curriculum.  The BTL liaises with the local 
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board members and centre leadership teams, who both function in a voluntary 

capacity, to see how best they can support those educational aspects through 

management initiatives, but the leadership development at the local level is still 

centrally (nationally) driven.  The BTL stated three operational aims:  Student access 

(which is mainly the goal of the local board members), quality (which is the main goal 

of the teachers) and capacity (in which each group focuses on building this capacity in 

each other) which helps to strengthen the curriculum objectives. The BTL explained 

that capacity building happens between all levels of the ITREB institution: 

 
…I see the student at the centre because I think student needs are our 
prime focus…around this…is…the greatest impact to that student being 
the teacher.  We looked at…factors that influence student experience, so 
our work became with teachers, leadership teams and…parents.  The 
student was always in the centre and how ‘we’ (the rest) fit in was in 
relation to the student… 
So…we have to then start with the local board member…if I or others do 
not engage with the board then you are not going to influence what 
happens downward to the student. 

 
I understand the day to day needs at the student and teacher level 
because then only can I seek to influence policy (at the governance 
level). 

 
During the interview with the AD, she described the current model as one that 

is centralized at the top and consists of the national chair, honorary secretary and local 

national board members whose positions are voluntary, constitutionally bound and 

change every three years.  Additionally, there is an executive officer who is a paid 

staff in a full-time position.  She added that it had to be a centralized model in this 

voluntary system at the governance level and described the institutional model as a 

professional model with a strong volunteer component. 

In the focus group, the local organizational board members described 

themselves as part of a horizontal type model where they meet with teachers and the 
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national governance team of BUI Encounters weekly to discuss student needs in 

detail.   

The results above show that when conceptualizing a model to meet student 

needs, the model must allow for fluid communication between all levels of the 

institution with student needs as the focal point.  Additionally, an institutional model 

would have to retain the professional staff educators and voluntary core staff at the 

organization and governance level.   

 
Summary 
 

Discovering student needs, envisioning individuals to support students and 

understanding the communication processes that exist within the current system has 

provided a foundation for conceptualizing an institutional model that will be inclusive 

of these aspects.   
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5. Discussion and Conclusion 
 
 

Upon my return to Toronto after two years, my original assumption that 

student needs were not being met was challenged and this initially set me back as a 

teacher-researcher.  Given my strong feelings about the importance of student care, it 

was necessary to remain objective whilst conducting the research and reviewing the 

data.  I adapted my way of thinking (Strauss, 1995) during the research process 

towards an Appreciative Inquiry stance which is a different mode of thinking. This 

mode of thinking involves asking questions and envisioning a positive future which 

builds on the existing goodness of an organization thereby enhancing its capacity for 

change (Cooperrider, Sorensen, Yaeger, & Whitney, 2001).  Nevertheless, there were 

limitations during the research process that should be noted.   

 

Limitations 

Balancing the position of being a teacher-researcher was tough.  The nature of 

the social research required me to meet many expectations simultaneously which 

included my own research objectives that I had set out with, complying with the 

course regulations, and working under unfamiliar conditions set out by ITREB.  These 

conditions required me to deal with sensitivities of the organization as I was intruding 

on draft policies of the organization, and views which may not have aligned with the 

findings of the research, yet I still had to provide a way forward for ITREB.  I had no 

prior working knowledge of the field I was to conduct my study in (Toronto) since all 

the preparation work for the study took place in London while I was simultaneously 

completing other coursework assignments.  

It should be noted that I had initially planned to sample groups of students 

from each sector of the GTA to be able to provide a reasonable generalisation for the 
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entire BUI Encounters programme for Toronto; however, I was challenged with time 

constraints of a six week study, classroom logistics, distance between sectors and 

following up with signed parental consent forms.  I then thought about researching the 

needs of all students in the west sector of Toronto and was faced with similar 

challenges.  Other research studies were already taking place in many west sector 

classes; therefore, I could not use those classrooms for my research.  One of the 

classes used for my research study needed to include the grade eight class which I was 

assigned to co-teach alongside a BUI Encounters teacher.  I therefore decided to focus 

only on grade eight students, so the final sample group included students from two 

grade eight classes out of the four grade eight classes in the west sector of Toronto.   

I realized during the research that the closed-ended questionnaire would limit 

the elaboration of views from students (Denscombe, 2007).  The intention was to 

conduct student focus groups with each class to gain deeper insights into their 

questionnaire responses and rationales for ranking support individuals in the manner 

that they did.  However, three consecutive classes were cancelled thereafter, so it was 

difficult to access students to conduct focus groups.  Nevertheless, the questionnaire 

did meet the research objectives which were to measure the extent to which student 

needs were being met and identify support individuals.   

 
Needs emerging out of the study 

This study found that for the most part social, emotional, safety and security 

needs were being met. This was contrary to my initial assumptions.  I learned that 

building an inclusive community, and having RE teachers take on various pastoral 

roles has helped to create rapport between teacher and student which has in turn 

assisted in meeting social and emotional needs of students (Zins et al., 2004).  

However, though not statistically significant, there were some needs expressed by 



 43 

students that were not met.  The research revealed a need to create spaces within the 

programme for more socialization opportunities including more interactive 

pedagogical strategies which may in fact augment the existing community experience 

of the programme (Watkins et al., 2002).  I would further recommend finding 

resources for teachers in order to help them better understand the context and primary 

languages of their students so that they may become more aware of some of their 

needs.   

  Over a quarter of students were challenged with the reading and writing 

aspects of the programme.  This was a concern for teachers who felt a need to be 

better equipped to cater to the different learning abilities in the classroom.  I would 

recommend a study to investigate the language level difficulty in the curriculum and 

its suitability to the different types of academic learners in the classroom.  The 

research also suggests a need to explore the relationship between ELL students and 

their academic needs which may differ from those for whom English is their first 

language (Slavin & Cheung, 2003).   

 
Support systems 

The second area this research endeavoured to look at was the support systems 

required at this stage of evolvement in the programme.  This research revealed that 

meeting student needs is also dependent on meeting the needs of teachers since they 

were ranked as one of the top three individuals to provide support for students and are 

the students’ first point of contact in the RE classroom.  Therefore, RE teachers need 

to be provided with more professional development opportunities.  Some of these 

endeavours have already been initiated through partnerships with the internal Ismaili 

community boards (denoted in figure 5.1 with a green dashed box) which have started 
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to penetrate the RE system and have been successful.  Nevertheless, these 

partnerships can be further strengthened and enhanced as the programme evolves.   

Based on the data, I have recommended that students should be given a more 

active voice as consultants in this stage of the programme as they too serve a key 

support system to their peers. The AD stated the parental layer can only be built 

gradually.  Perhaps this needs to be re-considered, given the highly identified support 

role parents play for students.  Consequently, the proposed model recommends the 

idea of creating a layer for parental or ‘other’ family support (denoted in orange) 

which lies in closer proximity to the student and to the local organizational body 

suggesting the possibility of creating a closer connection with the core staff.  

One of the support systems that ranked high among students for academic 

support was the internal community education board.  The frequency of their 

involvement was suggested as being full-time; therefore, it is recommended that this 

layer of support be considered close to the student sphere. 

 

Designing a proposed institutional model with identified support individuals 

Finally, this research endeavoured to create an institutional model that would 

be required to meet student needs in BUI Encounters west sector while also 

incorporating the support individuals identified (see figure 5.1).  I found it difficult to 

situate BUI Encounters within a leadership model that was entirely vertical or 

horizontal.  Instead, I sought to build on the strengths of the existing model using 

ideas conveyed in the communicative processes and relationships within the ITREB 

institution that emerged from the data.  The proposed model had to integrate the 

existing vertical centralized governance part of the planning document (refer to 

Appendix B) which according to the AD is an important volunteer sustaining 
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component that is constitutionally bound and a non-negotiable.  The model also had to 

depict a cascading role (denoted by double sided arrows) that the BTL and AD play to 

support the educational aims at the local level and understand the needs at the 

grassroots level so that they can cascade upwards to inform policy at the governance 

level.  It was clear that a model for BUI Encounters at the local regional level would 

need to be a cascading, dialectical, and easily permeable model (denoted by dashed 

lines in each layer) that could serve to build capacity between individuals in each 

layer with the aim of  making the student  the focal point in these exchanges.  Hence, I 

felt a circular model representing a community enterprise would be most appropriate.  

Additionally, the model had to invite other internal and external support individuals to 

be available within the model.   

As the programme evolves, the model allows room for expansion (denoted by 

the outer blue dashed line) for other support layers such as a psychologist, which few 

students had identified, as the demand increases for their use.  Refer to Appendix M 

for a more in depth explanation of figure 5.1.
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Validity 

Using questionnaires, interviews and the focus group with board members 

were useful in this study as it allowed me to view the investigation from different 

perspectives and in the process there was some use of triangulation.  Analyzing 

the data from the mixed methods helped me to generate new knowledge with the 

creation of an institution model.  Denscombe (2007) warns that a challenge of the 

mixed methods approach is having findings which may not agree.  This was the 

case with the idea of student voice and additional parental support where 

viewpoints from students differed from that of the AD.  However, these were 

illuminating insights as it provided evidence for their inclusion into the model.   

 

Generalisations 

It is hard to generalize the findings (Bassey, 1998) for the GTA because 

student needs in each sector of the GTA may differ.  Despite the limitations 

mentioned earlier, there are similarities in the model that can be applied to each 

sector of the GTA including parts of the west sector that were not included in the 

study. 

The governance team oversees the entire BUI Encounters programme 

nationally so this part of the model can be applied to any sector or class.  The 

communication processes between all core staff (denoted in black) and the BTL 

and AD would be similar across all Encounters centres.  Since all centres 

comprise of core essential staff (teachers, centre leadership team and the local 

organization board who oversee each centre) this part of the proposed model can 

also be applied to all REC’s in the GTA.   
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If applying the same model to other sectors one can easily use the same 

methodology and replace the support layers of the model (denoted in orange and 

green) with a different layer of support that would suffice to meet the needs 

identified in another geographical location.  All sectors would still be able to 

access internal and external support resources since these are available to all in the 

GTA.   

I would recommend this research be further expanded to include opinions 

of other support members such as the parent, education board, and centre 

leadership teams and engage in deeper dialogue with students through a focus 

group which could provide a more detailed perspective of student needs and 

support mechanisms to meet these needs.  Though this study only focused on four 

areas of needs, a larger scale research can build on this study to look at other areas 

such as motivational needs.  Aspects of the model can certainly be applied to a 

secular school context as well.   

 

5.1 Conclusion 
 

The key findings of this research suggest that when creating an 

institutional model for an evolving programme it cannot be a one-way process 

governed by those that create policy.  Scott (2000) warns that a policy that is 

centrally controlled may be a one-way process and may only “…support a 

particular set of values” (p. 21).  Conversely, Scott (2000) discusses a pluralist 

model representative of multifaceted and pluralist processes which combines the 

“…work of a large number of people operating at different levels of the system 

and at different sites” (p. 21).  I would certainly concur with this statement since I 

found that in order to look at student needs and the appropriate necessary support, 
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I was required to consult many individuals that serve in different layers of the 

institution to understand their opinions, roles and communication processes within 

the institution.   

As the new RE organizational structure is still evolving and the model is in 

the stages of a planning document, the information emanating out of this proposed 

model can be a crucial step towards furthering this planning document or even 

implementing the proposed model for BUI Encounters.  As Adelman, Kemmins 

and Jenkins (1980) rightly point out case studies are ‘a step to action’ where its 

interpretative insights can be used for staff development, institutional feedback 

and policy making.  It is intended and hoped that the research I have undertaken 

will help to inform policy within the institutional structure and develop sustaining 

partnerships with internal and external community institutions that can serve to 

meet student needs.   

It was encouraging to see that in a short span of eight months since the 

introduction of the BUI Encounters programme student needs were being met for 

the most part. I look forward to expanding this model in the future as the 

programme evolves with the aim to meet various types of needs to an even greater 

extent in all sectors of the GTA. 
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Appendix A 
 

Previous voluntary system centre administration team: 
 
The previous centre leadership teams consisted of a principal, vice-principal, 
parent coordinator, refreshment coordinator, and a data systems management 
person who recorded attendance access.  The role of these individuals was to 
ensure efficiency in the areas of safety, logistics, and administration of the centre.   
 
 

Roles of BUI Encounters staff at the various institutional levels: 
 
The current BUI Encounters model provides RE centres that are staffed with 
voluntary leadership teams comprising of a principal in charge of centre 
operations, and a vice-principal whose role also comprises of parental support and 
communications.   
 
At the organizational level BUI Encounters falls under a local provincial 
programme manager who manages all the Encounters teachers in Toronto (East) 
within the province of Ontario.  Alongside this individual are four provincial local 
board members.  One of these board members’ role is to focus on special needs 
(although there has been only one case looked at so far within the BUI Encounters 
programme).  Other roles of these board members include working on parental 
engagement strategies, human resources, central operations, liaising with centre 
leadership teams, weekly meetings with BUI Encounters teachers, and special 
projects.   
 
At the governance level the Academic Director oversees the entire RE (primary 
and BUI Encounters programme) for all six provincial regions within Canada. The 
director also works closely with all educators (primary and secondary) in looking 
at curricular aspects, key messages and professional development.  The BUI Team 
Lead is responsible for the overall management for all provincial regions and 
works in close relation with the Academic Director acting as a bridge between the 
educational aspects and the management pieces.  
 
There is a current programme planning document in place (see Appendix B) but it 
is not entirely reflective of the current processes since some pieces are not yet in 
place, so it is an evolving document.  The ‘secondary’ and ‘secondary support’ are 
now phasing out since the initiation of the BUI Encounters programme. 
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Appendix B: 

 
Draft Programme Planning document which is still in evolving stages 
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Appendix C 
 
 

One of the curriculum objectives for teaching adolescents: 
 

In order for the curriculum to be imparted effectively, an insightful understanding 
of youths must inform the instructional processes. 
 
Adolescence is a complex phase accompanied by physical, emotional and 
intellectual changes.  These changes vary widely, depending on the gender and 
age of the youth, and the environment in which they live.  The pace at which 
young people mature is an important factor which affects how they learn.  In a 
single class, there will be students of varying intellectual abilities, social maturity, 
and individual interests, although they may all be of the same age.  These 
differences can be viewed as an asset for enriching the lessons since students 
stand to gain much by learning from one another. 
 
The early years of adolescence are perhaps the most challenging since it is this 
phase that young people start experiencing rapid growth and change in their 
lives. Youths begin to express a sense of independence from their families and 
seek greater affiliation with their peers.  The need for group acceptance is felt 
strongly at this stage, and may lead to emotional stress in cases where youths feel 
isolated or rejected.  Creating an inviting atmosphere in the class where young 
people feel wanted can contribute significantly to their sense of self-esteem.  
Pupils will respond with motivation and commitment if they are valued, and if 
their presence and contribution in the religious education classes is acknowledged 
with support and encouragement.  

 
 

Reference: 
 

Institute of Ismaili Studies. (2005).  Draft-Module four:  Ethics and development:  
One earth many worlds, secondary two (p.13).  London:  Institute of Ismaili 
Studies.) 
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Appendix D 
 

Maslow’s Hierarchy of Needs model 

 
 
 

Reference: 
 

Maslow, A.H. (1943).  A theory of human motivation.  Psychological  
 Review, 50(4), 370-96. 

 
 
 

The student 
questionnaire was based 
on these four levels of 

needs 
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Ministry Board Super Principal Teacher Student  

Model Adapted from: 
Beairsto, B. (2006).  Learning to lead.  BC Educational Leadership Council Ejournal, Issue 4.   

 

 
 
 

Appendix E 
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Appendix F 
 

Institute of Education, University of London/ The Institute of Ismaili Studies 
Student Questionnaire 

 
Name : ________________________ 
 
What grade are you in? 
 
What RE centre do you attend in the Greater Toronto Area (GTA)? 
 
Sector (to be completed by researcher) ____________ 
 
What is your gender: Male or Female (circle one) 
 
INSTRUCTIONS: 
Please complete the following questionnaire by reading the questions carefully 
and circling the option that best describes how you feel.  If you do not understand 
a question or a word, please raise your hand and the teacher researcher will 
respond to your question. 
 
RE= Religious Education 
REC= Religious Education Classes 
 
Academics: 
 
Please circle the option that best describes the extent to which the statement 
affects your participation in REC.   
 
 

1. I have difficulty reading the student text which affects my participation in 
REC. 

 
1  2  3  4  5 

Never  Rarely  Sometimes Very Often Always 
 
 

2. I have difficulty with my writing skills when asked to do a writing activity 
for my RE class which affects my participation in REC.  

  
1  2  3  4  5 

Never  Rarely  Sometimes Very Often Always 
 

 
3. I feel I need more background information on the subject of some lessons 

so that I can understand the topic better and this affects my participation in 
REC.  

 
1  2  3  4  5 

Never  Rarely  Sometimes Very Often Always 
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4. I feel that the subject material needs to be more advanced for me and this 
affects my participation in REC. 

 
1  2  3  4  5 

Never  Rarely  Sometimes Very Often Always 
 
 
5.  My learning disability affects my participation in REC. 
 

1         2  3  4  5 N/A  
Never  Rarely  Sometimes Very Often Always      Not applicable 

 
 
6.  Please write in the space provided any other academic factor(s) not listed 

above that may affect your participation in REC.  If there are none, please 
write N/A. 
____________________________________________________________
____________________________________________________________ 

 
 
Academics: 
 
From the following list of possible individuals who may be able to support you 
academically choose THREE and put them in rank order:   
1= the first person you would like or wish to go to help meet your academic 
needs,  
2= the second person you would like or wish to go to help meet your academic 
needs and 3= the third person you would like or wish to go to help meet your 
academic needs.  
 
___Member from an education board (either from your secular school board, an 
after-school learning centre, or someone from the education board of the Ismaili 
community). 
___A psychologist (specialized in counselling). 
___A psychiatrist (a type of medical doctor that helps treat mental and emotional 
disorders). 
___Another health professional (please specify if you can) 
___________________ 
___Social worker (provides individual, family and group counselling, consults 
and develops relationships between the student, parent, school and refers and 
works with other community programs to help students attain their potential). 
___Your RE Teacher. 
___Parent. 
___Friend 
___Other:__________________(please list any other person not mentioned on 
this list whom you would like or wish to go to for academic support). 
 
 
 
 



 61 

Social Needs: 
 
Please circle the option that best describes the extent to which the statement 
affects your participation in REC.   
 
 

1.  I feel that I have low self-esteem which affects my participation in REC.  
 

1  2  3  4  5 
Never  Rarely  Sometimes Very Often Always 

 
 

2. I feel left out as I do not belong to a member of any social group within the 
classroom and this affects my participation in REC.  

 
1  2  3  4  5 

Never  Rarely  Sometimes Very Often Always 
 
 
3. I have social disagreements with some students in my classroom and this 

affects my participation in REC.  
 

1  2  3  4  5 
Never  Rarely  Sometimes Very Often Always 
 
 
4. I feel I am not respected by other students in the classroom and this affects 

my participation in REC. 
 

1  2  3  4  5 
Never  Rarely  Sometimes Very Often Always 
 
 
5. Please write in the space provided any other social factor(s) not listed 

above that may affect your participation in REC.  If there are none, please 
write N/A. 
____________________________________________________________
____________________________________________________________ 

 
 
Social: 
 
From the following list of possible individuals who may be able to support your 
social needs choose THREE and put them in rank order:   
1= the first person you would like or wish to go to help meet your social needs,  
2= the second person you would like or wish to go to help meet your social needs 
and  
3= the third person you would like or wish to go to help meet your social needs.  
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___Member from an education board (either from your secular school board, an 
after-school learning centre, or someone from the education board of the Ismaili 
community). 
___A psychologist (specialized in counselling). 
___A psychiatrist (a type of medical doctor that helps treat mental and emotional 
disorders). 
___Another health professional (please specify if you can) 
___________________ 
___Social worker (provides individual, family and group counselling, consults 
and develops relationships between the student, parent, school and refers and 
works with other community programs to help students attain their potential). 
___Your RE Teacher. 
___Parent. 
___Friend. 
___Other:__________________(please list any other person not mentioned on 
this list whom you would like or wish to go to for social support). 
 
 
Emotional 
 
Please circle the option that best describes the extent to which the statement 
affects your participation in REC.   
 

1. I feel low (sad) which affects my participation in REC. 
 

1  2  3  4  5 
Never  Rarely  Sometimes Very Often Always 
 
 
2. I feel irritable which affects my participation in REC.  
 

1  2  3  4  5 
Never  Rarely  Sometimes Very Often Always 
 
 
3. I feel nervous which affects my participation in REC.  
 

1  2  3  4  5 
Never  Rarely  Sometimes Very Often Always 
 
4. I feel stressed which affects my participation in REC.  
 

1  2  3  4  5 
Never  Rarely  Sometimes Very Often Always 
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5. Please write in the space provided any other emotional factor(s) not listed 
above that may affect your participation in REC.  If there are none, please 
write N/A. 
____________________________________________________________
____________________________________________________________ 
 

 
Emotional: 
 
From the following list of possible individuals who may be able to support your 
emotional needs choose THREE and put them in rank order:   
1= the first person you would like or wish to go to help meet your emotional 
needs,  
2= the second person you would like or wish to go to help meet your emotional 
needs and 3= the third person you would like or wish to go to help meet your 
emotional needs.  
 
___Member from an education board (either from your secular school board, an 
after-school learning centre, or someone from the education board of the Ismaili 
community). 
___A psychologist (specialized in counselling). 
___A psychiatrist (a type of medical doctor that helps treat mental and emotional 
disorders). 
___Another health professional (please specify if you can) 
___________________ 
___Social worker (provides individual, family and group counselling, consults 
and develops relationships between the student, parent, school and refers and 
works with other community programs to help students attain their potential). 
___Your RE Teacher. 
___Parent. 
___Friend 
___Other:__________________(please list any other person not mentioned on 
this list whom you would like or wish to go to for emotional support). 

 
Safety/ Security 
Please circle the option that best describes the extent to which the statement 
affects your participation in REC.   
 
 

1.  I feel threatened due to verbal and/or physical bullying from my peers 
which affects my participation in REC. 

 
1  2  3  4  5 

Never  Rarely  Sometimes Very Often Always 
 
 
2. I have a physical disability which affects my participation in REC.  
 

1         2  3  4  5 N/A  
Never  Rarely  Sometimes Very Often Always      Not applicable 
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3. I have a long term illness which affects my participation in REC.  
 

1         2  3  4  5 N/A  
Never  Rarely  Sometimes Very Often Always      Not applicable 

 
 
4. I have other health related problems which affects my participation in REC. 
 

1         2  3  4  5 N/A  
Never  Rarely  Sometimes Very Often Always      Not applicable 

 
 
5. Please write in the space provided any other safety/security factor(s) not 
listed  above that may affect your participation in REC.  If there are none, 
please write N/A. 

____________________________________________________________
____________________________________________________________ 
 

 
Safety/ Security: 
 
From the following list of possible individuals who may be able to support your 
safety/security needs choose THREE and put them in rank order:   
1= the first person you would like or wish to go to help meet your safety/security 
needs,  
2= the second person you would like or wish to go to help meet your 
safety/security needs and  
3= the third person you would like or wish to go to help meet your safety/security 
needs.  
 
___Member from an education board (either from your secular school board, an 
after-school learning centre, or someone from the education board of the Ismaili 
community). 
___A psychologist (specialized in counselling). 
___A psychiatrist (a type of medical doctor that helps treat mental and emotional 
disorders). 
___Another health professional (please specify if you can) 
___________________ 
___Social worker (provides individual, family and group counselling, consults 
and develops relationships between the student, parent, school and refers and 
works with other community programs to help students attain their potential). 
___Your RE Teacher. 
___Parent. 
___Friend 
___Other:__________________(please list any other person not mentioned on 
this list whom you would like or wish to go to for emotional support). 
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Additional Questions: 
 
The secondary curriculum teacher’s guide states:  
 
“…there will be students of varying intellectual abilities, social 
maturity, and individual interests, although they may all be of the 
same age…The need for group acceptance is felt strongly at this stage, 
and may lead to emotional stress in cases where youths feel isolated 
or rejected. Creating an inviting atmosphere in the class where young 
people feel wanted can contribute significantly to their sense of self-
esteem. Students will respond with motivation and commitment if they 
feel valued, and if their presence and contribution in the Religious 
Education classes is acknowledged with support and encouragement.” 
 
 
Reflecting on the above objectives, do you think the REC is meeting these 
objectives? 
 

(circle one) 
YES   NO   
 
Do you have any ideas of how the above objectives can be (further) met? 
(e.g. other support systems/programs that you would like to see as part of the 
Religious Education system and why you think these are important).   
 
 
 
 
 
 
 
Would you like to be given the opportunity to be consulted about decisions 
affecting REC?   
 
YES  NO  (please circle one) 
 
 
 
 
If you have answered yes, please expand and provide more detail as to why you 
wish to be consulted (e.g. what are the advantages to you?)  
 
 
 
 
 
 
 

Thank you so much for your time in completing this questionnaire 
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Appendix G 
 

Semi-Structured interview questions with BUI Encounters teachers 
 
 
Questions: 
 

1. How many students do you have in your classroom? 
2. What sector of the Greater Toronto Area are you representing for this 

interview? (North, South, East, or West) 
3. From your teaching experience with your class in the sector you represent, 

do you feel there are unmet needs from your point of view? What are these 
unmet needs and can you provide examples?  

 
 
Concept description:  

By organization I am referring to the leadership that is responsible in establishing 
a system of management in order to achieve its mission and objectives whilst it 
maintains its core values (Sommers, 2009).   
 
By governance I am referring to organizational policies, roles, responsibilities, 
and processes that have been established to guide, direct, and control how the 
organization meets its goals (in this case being student needs)  (Potgieter, Visser, 
Van der Bank, Mothata & Squelch, 1997).  
 
Effective governance in the case of RE would ensure that the needs of students are 
also met.   

Recognizing that every organization has unique needs and goals that will affect its 
approach to governance, no single approach will fit the cultures or requirements of 
all organizations. 
 
 
Referring to the objectives of RE as stated in the teacher’s guide of the RE 
curriculum it states: 
 
“…there will be students of varying intellectual abilities, social 
maturity, and individual interests, although they may all be of the 
same age…The need for group acceptance is felt strongly at this stage, 
and may lead to emotional stress in cases where youths feel isolated 
or rejected. Creating an inviting atmosphere in the class where young 
people feel wanted can contribute significantly to their sense of self-
esteem. Students will respond with motivation and commitment if they 
feel valued, and if their presence and contribution in the Religious 
Education classes is acknowledged with support and encouragement.” 
 

4. In your opinion how does the governance and organizational framework of 
RE support the above objectives?   
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5. How does the governance and organizational framework of RE support the 
unmet needs which you have identified? 

 
6. What area(s) if any, require strengthening in the current governance and 

organizational framework of RE to be able to address these student needs? 
 

7. How else could these students be supported? 
 

 
Concept description: Katz (2003) refers to partnerships as “…any 
relationship between independent organizations created to achieve…goals and 
objectives” (p. 2).   
“Partnership can assume many forms, with varying degrees of closeness…” 
(p. 2) 
 
“partnerships can allow institutions to share risk and take positive advantage 
of each other’s expertise” (Ibid.).   
 
 
8. Do you think the organization should be in regular contact with external 

partners?  If so, who should the external partners be? And why?  
 
9. At what level (full time, part-time, ad-hoc) do you feel these external 

partners could be involved in the RE system? 
 
10. Besides ‘teaching’ the class, what other role(s) do you feel you provide or 

have provided for students?  How have you been supported in this role for 
students? Do you feel you are the most appropriate person to play this 
role? (Why or why not?).   

  
11. What contributions, other than teaching, have you made so far to the 

development and enhancement of the objectives (refer to teacher’s guide 
objectives as stated earlier) of the RE community? 

 
12.  What have been the results of your contributions?  

 
 
 

Do you have any questions? 
 
 
 
 
 
 
 
This concludes the interview.  I would sincerely like to thank you very much for 

the time you have provided for this interview. 
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Appendix H 

 
Institute of Education, University of London/ The Institute of Ismaili Studies 

Information and Consent to Participate in Research 
 

CONSENT FORM 
 

Governance and Organizational Model: 
Perceptions about governance and organizational framework in 

meeting student needs  
 
Researcher:  
Email:  
 
 Please initial box 

 
1. I confirm that I have read and understand the information 

sheet for the above study and have had the opportunity to 
ask questions. 

 

  
 

2. I understand that my participation is voluntary and that I  
 am free to withdraw at any time, without giving reason. 
 

 

3. I agree to take part in the above study. 
 
 

  
 

 Please tick box 
 
   Yes            No 

4.        I agree to the interview being voice recorded    

5.         I agree to the use of anonymized quotes in publications  
 

  

6. I agree that the data gathered in this study may be used 
for future research. 

 

  

 
 
 
 
Name of Participant    Date   
 Signature 
 
 
 
Name of Researcher    Date   
 Signature 
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Appendix I 
 

Institute of Education, University of London/ The Institute of Ismaili Studies 
Information and Consent to Participate in Research 

 
CONSENT FORM 

 
Governance and Organizational Model: 

Perceptions from teachers about student needs and governance and 
organizational framework in meeting student needs  

 
Researcher:  
Email:  
 
 
 Please initial box 

 
2. I confirm that I have read and understand the information 

sheet for the above study and have had the opportunity to 
ask questions. 

 

  
 

3. I understand that my participation is voluntary and that I  
 am free to withdraw at any time, without giving reason. 
 

 

3. I agree to take part in the above study. 
 
 

  
 

 Please tick box 
 
   Yes            No 

4.        I agree to the interview being audio recorded    

5.         I agree to the use of anonymized quotes in publications  
 

  

7. I agree that the data gathered in this study may be used 
for future research. 

 

  

 
 
 
 
Name of Participant    Date   
 Signature 
 
 
 
Name of Researcher    Date   
 Signature 
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Appendix J 
 

Secondary Teacher Education Program (STEP) 
Research Practicum: Toronto 

May-June 2010 
 Parent Consent Forms 

CONSENT FORM:  Master of Arts, Education (Muslim Societies and Civilizations)                        
& Master of Teaching (MTeach) 

I have read the parent information letter concerning the practicum research project. I am aware that 
my child’s classroom research will be on the following topic:  What governance and organization 
model would be effective in meeting student needs. This research will involve determining the 
needs (educational, emotional, social, safety/security) of students as well as the perceived 
partners that could potentially be involved as part of the RE framework to support the 
identified needs, and to propose a governance and organizational model that could meet the 
needs of students.  The data collection methods will involve administering questionnaires to 
students and a possible focus group with few selected students later on. These studies will be 
conducted by [name of researcher] of the Department of Graduate Studies at the Institute of 
Ismaili Studies and of the Institute of Education, University of London. 

I have had the opportunity to ask any questions and receive any additional details I wanted about 
the project.  

I acknowledge that all information gathered on this project including photographs, video materials, 
and/or interview recordings will be used for research purposes only and for developing the final 
MA/ MTeach Report and/or Dissertation. The information will be considered confidential. I am 
aware that permission may be withdrawn at any time without penalty by advising the STEP teacher 
researchers. 

I realize that this project has been reviewed by, and has received ethics clearance through the 
Department of Graduate Studies (STEP Program) at the Institute of Ismaili Studies and the 
Institute of Education, University of London and that I may contact these offices, or the STEP 
teacher researchers if I have any comments or concerns about my son's or daughter's involvement 
in this study. 

Child's Name: _____________________________________ 

Child's BUI Centre and Grade _________________________ 

Permission Decision:  

____ Yes - I would like my child to participate in the STEP MA/ MTeach practicum 
research project                                

____ No - I would not like my child to participate in the STEP MA/ MTeach practicum research 
project, but understand that they will continue to participate in the BUI Encounters classes. 

 

Signature of Parent or Guardian: __________________________________ 

Date: __________________________ 
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Appendix K 

Results from the 22 student questionnaires pertaining to each area of need 

 

 

 

Graph 4.1A 
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Graph 4.1B 
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Graph 4.1C 
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Graph 4.1D 
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Appendix L 
 
 
The Ismaili council for Ontario (CFO) is made up of a national and local 
provincial organizational system of boards and portfolios which are all serviced 
by professional volunteers to meet the needs of the wider Ismaili community 
across Canada.  In this report, the above system has been referred to as the internal 
Ismaili community support systems inclusive of these various boards. 
 
The national council for Ontario consists of a President, Vice-President and 
Council Secretariat.  Under this fall various ex-officio members who serve as 
respective chairs of various national boards including the education board, 
economic planning board, health board, youth and sports board and social welfare 
board.  These aforementioned boards also exist at the local provincial level to 
serve the needs of the Ismaili community at the provincial level.  All members 
that exist within each board usually function within a voluntary capacity.  The 
world partnership walk team may fall under a special projects initiative also as 
part of national and local boards and portfolios although their presence in the 
community is predominantly seen at a specific time within the year when 
fundraising for the walk for charity occurs. 
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Appendix M 
 

Explanation of layers within the local regional area of the proposed model 

A key component that seemed to be missing from the planning document (refer to 
Appendix B) was the actual ‘student’.  I am aware that this planning document is 
still work in progress where some pieces are still not yet in place, but the issue of 
the student as the core focal point in a model as was suggested by the BTL may be 
a factor worth considering.  In fact, one student after completing the questionnaire 
stated: 
 

In all my years attending BUI, a programme designed for us students, 
I have never once been asked if I wish to be consulted about this 
programme so thank you for asking that question. 

 
The centre red circle indicates that student needs are the focal point of the model 
where students can have this opportunity to articulate their voice and also be a 
support to their peers.  The red dashed lines denotes their ability to permeate 
through other layers to interact with other essential local members, support staff 
and be able to participate in consultation processes throughout the model.   

 
Surrounding the student circle are teachers who were deemed the first point of 
contact for students at RE and who also require their needs to be met in order to 
ensure their students’ needs can be tended to.  The level that surrounds teachers 
and sustains the RE centres are the leadership teams who are in turn supported by 
the local organization board.  These three layers have been depicted in black 
dashed lines as they represent the essential core staff needed for all local 
Encounters centres across the GTA and whose weekly communication remains 
fluid between the black layers. 
 
Teachers and board members were open to obtaining support from the internal 
Ismaili community network of institutions (denoted by a green dashed box which 
shows that it is already permeating the Encounters programme) with volunteer 
professionals on their staff on an as needed basis.  However, in order to better 
access other internal institutions there needs to be education between the 
institutional bodies around roles, mandates and services of each internal institution 
so that ITREB too may be able to better understand how they can be best utilized 
for the purposes of meeting student needs for BUI Encounters.  Nevertheless, 
most said that these internal institutions should be accessed first since the context 
can be better understood from within the community.  These internal institutions 
have already lent their services such as those depicted in green layers to the BUI 
Encounters programme.  As health board was suggested to be involved full-time, 
yet it has already established a greater support for teachers their distance is a layer 
behind the education board, the latter which has been identified as a more 
immediate support need. Teachers and board members did not rule out accessing 
external resources that exist out of the Ismaili community (denoted by a black 
solid box), but these relationships still need to be initiated.   
 
 
 


