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Abstract 

This qualitative study explores the question: How are students' intentions and experiences in 

attending a faith-based school reflected in the scholarly and religious intentions and practices of 

faith-based schools that are found in research?  The study question is inspired in part by the 

works of Tariq Ramadan (2004), which used mixed methods, drawing on some aspects of 

grounded theory for data interpretation including coding analysis, narrative theory for the 

storyline method.  In this study, the data collection was accomplished through the methods of 

interviews and an on-line survey.  The data was based on seven participants from the graduating 

class of 2012, as well as 32 participants from Grades 9 to 12 who filled out an on-line survey.  In 

particular, the stories of seven Grade 12 students take precedence in this paper and provide 

critical perspectives regarding their intentions as well as their prospects and challenges they face 

attending an Islamic school in Canada.  Two major themes emerged in the study.  The first theme 

is the faith-based school’s academic, social and religious influences on students’ lives as well as 

identities.  The second theme is based on the faith-based school’s shift in environment from 

private to public, from the Muslim community to the other communities.  The findings also 

support Ramadan’s suggestions in collaborating with the non-Muslim community in order to 

avoid creating an artificial Islamic environment in a faith-based school, which might cause an 

identity crisis for the student. 
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Chapter 1:   Introduction 

“The Almighty will not call you to account for thoughtlessness in your oaths, but for the 

intention in your hearts; and He is Oft-forgiving, Most Forbearing.” 

         (Qur’an, 2:225) 

1.1 My own intentions of teaching in an Islamic school: 

The word intention and the meaning behind it weigh heavily in the Islamic faith.  What I 

mean by intention is the ‘purpose’ or ‘aim;’ therefore, before you pursue a task always remember 

to ask yourself “what is my intention?”  I unconsciously adopted this idea of intention in my own 

teaching and it was not until recently after I conducted this research that I became fully aware of 

my own intentions in teaching.  Teaching in an Islamic school has taught me to engage in the 

subject while bearing in mind the following questions: 

1. Why do students come to this specific school?   

2. Do they expect ‘Islamic’ texts?  

3. How is the text connected to Muslims living in Canada?  

4. What do they gain from the text?”   

I felt reassured to find that my previous questions have a connection with Tariq Ramadan’s 

(2004) suggestive ethical questions, which professionals ask before they start their endeavor:   

1. What is my intention?  

2. What are the limits my tradition imposes on me with regard to the use of knowledge? 
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3. What are the outcomes of the latter and of my profession?” (p. 138).  

For five years, I have been teaching English Language Arts (ELA) to high school 

students who attend an Islamic school in Saskatchewan, and every year I struggle to make 

student-to-text connections.  Most of the high school literature commonly in use or even 

recommended by the Ministry of Education does not meet with the school’s religious and 

political expectations nor represent the students’ self-image and experiences of today.  Since I 

am a Muslim English teacher, who constantly tries to teach in context of the Islamic faith, many 

non-Muslim teachers seek my advice along with the other Muslim teachers’ opinions on what 

materials are appropriate and what are not appropriate in an Islamic classroom.     

My latest challenge in finding materials is in the ELA 20 curriculum, in which one of the 

themes is “Recollection- A Journey Back.”  I have spent months viewing and searching for 

classroom appropriate coming-of-age movies, which the students would be able to view and 

possibly connect with, but no such luck.  I then thought of a project where the students would re-

create their own childhood mini movie, in which they present their journeys of growing up 

Muslim in Canada.  

 In addition, most of the multicultural texts that depict Muslim youth are on the 

curriculum list and are widely used in public schools.  The texts are excruciatingly and at times 

embarrassingly stereotypical, in the sense that they remind students, especially the Muslim 

students, of the common stereotypes of Muslims and Islam.  Many of the multicultural texts, 

such as Suzanne Fisher’s Shabanu: Daughter of the Wind, are well written books with an 

interesting plot and, at times, portray compelling heroes and heroines, yet they continue to 

perpetuate stereotypes of Muslims with the desert setting, camels, arranged marriages (which is 
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absolutely not an Islamic tradition), and the mistreatment of women.  The texts reiterate a 

perception of “otherness.”  While the setting may be accurate, current multicultural texts that 

depict a certain Muslim experience do not, “reflect the circumstances of millions of 

cosmopolitan and educated Muslims living in countries from the United States to Indonesia” 

(Phelps, 2010, p. 193).   These multicultural texts make Muslim students feel as if they are living 

“there,” and if one refers to “here,” this only emphasizes that Muslim students do not belong to 

“here,” to the Western society, but rather to the Eastern society and this in turn causes confusion 

in their identities and discomfort in their mere existence in the West.   

To clarify, multicultural texts that depict non-white culture and religion may be 

appropriate to non-Muslim students only if the teacher uses these texts through the strategy of 

Edward W. Said’s contrapuntal reading, which he defines as “reading a text with an 

understanding of what is involved when an author shows something, when there are references to 

imperial processes. Contrapuntal reading must take into account both processes, that of 

imperialism and that of resistance to it” (Ferriter, n.d.).  Also, multicultural texts are “unfamiliar 

…to our students to create some disequilibrium that provokes further research about a work’s 

context, especially when we do no frontload instruction with excessive background information” 

(Finkle & Lilly, 2008, p. 8).  In other words, the teacher can introduce the multicultural text by 

providing historical background as well as by encouraging students to do some of their own 

research on the subject at hand, making sure that students get the two sides of the story.  

I hope that locating religious-politically appropriate texts to teach Muslim high school 

students will eventually improve in the future.  But in the meantime, I learned to control my 

frustration by keeping in mind my professional and religious intentions as a Muslim English 

teacher living in Canada.  For the sake of learning, I must control my frustration.  The students 
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pick up on the teacher’s disposition very easily and quickly.  Therefore, when I find meaning in 

the text, and the students connect with this meaning, I feel successful, in that more learning has 

occurred in the classroom.  In addition, after conducting my research project and reading the 

literature, I have come to better understand the students’ intentions in attending an Islamic 

school, and gaining this understanding reminded me of my own professional and religious 

intentions in finding student-to-text as well as student-to-environment connections.   

For instance, when I first started teaching at the faith-based school, Shakespeare plays 

were banned due to some themes that clashed with Islamic ideologies, such as witchcraft, some 

Islamic foul behaviour such as consumption of alcohol, and premarital relationships. Still, no 

matter the number of clashes between Shakespeare and Islam, I firmly believe that all students, 

Muslim or non-Muslim, high school students must be exposed to Shakespeare in order for them 

to prepare for an academic life in a post-secondary setting, let it be in any type of society, though 

especially in a Western society.  Not to mention that Shakespearean plays are taught worldwide, 

in non-Islamic and Islamic countries, for example, I was taken aback the other day, when I was 

listening to an Imam (a religious leader) on television, who was lecturing about the consequences 

of swearing to others, in which he gave accounts from hadiths (sayings of the Prophet peace be 

upon him, PBUH) and then, to my surprise, he suddenly jumped from religious references to 

quote Shakespeare.  Hence, Shakespeare is kept in the classical knowledge canon, also known as 

universal knowledge.  Especially in the Western society, one might notice that Shakespeare is 

referenced quite a lot in all types of media and academic work.  Therefore, if students are not 

introduced to Shakespeare, then they will feel that they have a gap, a void in their education, 

particularly, if they are among a group in a professional or academic setting, conversing about 

Shakespeare, in which the student will have no opinion and therefore cannot contribute or 



5 
 

 
 

articulate their ideas.  I persuaded the faith-based school board that introducing Shakespeare to 

the high school students is important for their academic work in the future, as well as for living 

and working in a Western society.  Ever since I received the green light from the faith-based 

school board, I have become conscious of my intentions when using texts, especially 

Shakespearean texts.  I always ask myself: “How is the text connected to Muslims living in 

Canada? What do they gain from the text?”  So every time I introduce Shakespeare to the high 

school students, I remind them of the intentions in reading the text.  For example, I give them a 

hand-out that says: 

      As Muslim students, we always need to keep in mind the purpose or our 

 intentions/motivations in pursuing a task.  In studying Shakespeare, our motivations 

  are as follows: 

 To gain knowledge for knowledge sake, since Shakespeare is a big part of the Western 

culture, and a big part of the classical canon. 

 To have an easier time grasping the concepts of character, plot, irony, and advanced 

vocabulary, etc. 

 To do well in understanding logic/or in reading philosophical text in university.  

 To have a greater understanding of human nature (greed, faithfulness, power, gentleness, 

poor choices, honesty, integrity, popularity, danger, patriotism, selfishness, self-

sacrifice…etc.) 

 To appreciate the forms of writing: poetry/script…etc.  To appreciate the study of 

language in general.  
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There are certain Shakespearean plays that I teach at the faith-based school, for instance, I 

mainly focus on the tragedies such as Hamlet, Julius Caesar, and Macbeth.  I avoid the romantic 

comedies as much as possible due to the romantic recipes that saturate the plays, such as Romeo 

and Juliet and Much Ado About Nothing.  The romantic comedies can cause uneasiness and 

awkwardness to the atmosphere of a mix-gendered classroom in an Islamic school.  On the other 

hand, the tragedies have another element that I must remind students of and that is the idea of 

ghosts.  I always remind students, even though by high school they should be already aware that 

in Islam there is no such thing as ghosts.  Muslims believe that when a person dies, the soul stays 

in the grave until the Day of Judgment.  Though not ghosts, Muslims believe in invisible beings, 

called Jinn, who, according to the Holy Qur’an, live amongst us in this life.  Again, no matter the 

number of clashes between Shakespeare and Islam, now and for more than five years, I have 

received positive feedback from students, who enjoyed and learned to appreciate the plays of 

Shakespeare.   

After reading the work of Ramadan (2004), I have become more conscious of my intentions 

when using texts, especially the Shakespearean texts, and he has also inspired me to look for 

connections between text and students’ identities.  Ramadan (2004) urges Muslim communities 

to study the basic question of why create separate faith-based schools? Why do students attend a 

faith-based school?  Perhaps the findings to the latter questions might compel us to see a 

triangular connection between our educational programs, the school’s environment and student’s 

identity.  
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1.2 Canadian Islamic Schools’ mission  

According to Jasmine Zine (2008), Canadian Islamic schools’ central mission is to 

“develop a knowledge base and ethos rooted in Islamic beliefs, traditions, and thought.  These 

schools refer to themselves not as ‘Muslim’ but as ‘Islamic’” (p. 6-7).  The difference between 

the terms Muslim and Islamic is that Islamic refers to “a specific approach to education, one that 

is deeply rooted in traditional Islamic epistemology…[while] the term ‘Muslim’ can refer to a 

variety of orientations to the faith” (Zine, 2008, p. 7).  In other words, Islamic schools are 

organized to fulfill Islamic practices and traditions as outlined in the Holy Qur’an and Sunnah 

(actions and sayings of the prophet Muhammad PBUH).  Canadian Islamic schools strive to meet 

with divine ethics and mannerism; preserving the Islamic identity while academically nurturing 

Muslim children who are part of the Canadian mosaic.   

1.3 Research question and objectives 

The research question is: How are students' intentions and experiences in attending a 

faith-based school reflected in the scholarly and religious intentions and practices of faith-based 

schools that are found in research?   

The data collection was derived from a series of interviews strictly from the graduating class, 

while the on-line survey was open to students from Grades 9 to 12.  This research project has 

several objectives:  

 To understand student’s intentions in attending a faith-based school. 

 To open a window that may illuminate an image of how faith-based schools’ religious 

intentions in creating these schools connect to students’ intentions in attending them. 
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  To capture an authentic representation (the environment) of the faith-based school from 

students’ point of views and stories/experiences. 

 To understand the motivations behind the creation of the faith-based school through the 

students’ perspective. 

 To disseminate findings which may provide insights useful for parents, the principal, 

teachers, faith-based school board, Regina Public school board and finally the students. 

 To share findings which may encourage all teachers (Arabic/Qur’an teachers and 

Canadian-based curriculum teachers) to re-examine the way they teach students at faith-

based school. 

As a Muslim English teacher and a parent of a son who attends an Islamic school, this 

research’s implications and findings are of personal as well as academic interest.  As an 

insider, and as a person who shares the same faith, I better understand and articulate the faith-

based school’s learning environment.  Moreover, very few studies have investigated the role 

and functioning of faith-based schools; their educational programs; their effects on students’ 

identities; and the dynamic experiences of students, parents, and teachers who attend them.  

Therefore my endeavor will fill a void in the ethnographic literature by critically exploring 

students’ and faith-based school’s intentions, social and cultural experiences in attending a 

faith-based school in Saskatchewan and its implication on the Muslim identity as well as 

Western society.   

1.4 Summary and thesis outline: 

 In chapter 1, I introduced the study by presenting my viewpoint in context and my own 

intentions in teaching in an Islamic School.  I also presented the Muslim community’s mission in 

creating these Islamic schools in Canada as well as my research questions and objectives, which 
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leads into the literature review in Chapter 2.  This initial chapter provided for the reader a 

window into my own challenging circumstance in teaching at a faith-based school, and a 

background to the environment of an Islamic classroom.  

  The outline of this thesis is as follows:  In Chapter 1, I introduce my own personal 

experiences teaching in an Islamic school.  In Chapter 2, I introduce some of the literature that 

explores the creations of faith-based schools in a Western setting, the connection of Islamic 

knowledge with Western knowledge that can be useful for Muslims living in the West, as well as 

the reasons why students choose to attend faith-based schools.  The literature review has a focus 

on the works of Tariq Ramadan, since the research question is an inspiration from his work. In 

Chapter 3, I outline the research design and methodology used for the data analysis.  In Chapter 

4, I present the findings from the research question.  Also in Chapter 4, I take the findings to 

another level of analysis, for example, I present the students’ data from the interview as a 

storyline.  In the final chapter, Chapter 5, I apply the research findings to the research objectives; 

I discuss the implications for parents and teachers in a social and educational context.  I also 

suggest possible recommendations for future research.    
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Chapter 2:  Literature Review 

2.1 Background of faith-based schooling in Saskatchewan 

 For more than a century, faith-based schools or independent schools, specifically 

Christian schools, were in existence in Saskatchewan.  Faith-based schools were established 

during the time of European settlement, when public schools were not readily accessible. 

Independent schools have four categories: faith-based, alternative, private, and other programs.  

In Saskatchewan, independent schools “provide an education from a specific philosophical or 

religious perspective different from that of the public system.  Parents enrol their children in 

independent schools in order to achieve objectives that may not, or cannot, be satisfied within the 

public education system” (Hodgson, 2006).  Even though the independent schools of 

Saskatchewan were in existence for more than a century, their policies and registrations were not 

legally developed, not until 1988, and in 1989 “amendments to the Education Act were passed, 

and legislation and policies provided for regulation and registration of Independent schools in 

Saskatchewan.  In 2004 there were forty-eight registered independent schools, with a student 

population of 4,388 located in every region of the province” (Hodgson, 2006).   

In present day Saskatchewan, faith-based schools “make up approximately 80% of all 

independent schools.  Schools named after according to religious affiliation are Seventh-day 

Adventist, Mennonite, and Muslim” (Hodgson, 2006). Also, just recently, at the beginning of 

2012 school year, the government of Saskatchewan reported that they will provide partial 

funding for independent schools, without taking the promised funds from the public system.  In 

order for an independent school to receive half of the per-student average provincial funding, it 

“must meet certain criteria, including following the provincial curriculum and policies, 

employing only certified teachers, and taking part in student assessments and inspections” 
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(Dabu, 2012).  In defense of the government’s funding decision, the Education Minster, Donna 

Harpauer said in an interview with the National Post, “Saskatchewan is committed to providing 

a high-quality education system that supports Saskatchewan’s families and attracts new families 

to our communities…these changes will provide parents with more choice for their children’s 

education and fit with the government’s goals of growth and security” (Dabu, 2012).  However, 

similar to any other government’s decisions, there are always disputes on the matter of change.  

Some even question the mere existence of these Independent or faith-based schools, let alone 

their public funding.   

2.2 Debates around faith-based schooling 

 In Canada, the debate regarding faith-based schooling is focused around whether or not 

faith-based schools lead to “isolationism through the ghettoization of children and youth into 

separatist religious enclaves” (Zine, 2007, p. 76).  Zine (2007) further explains that  

the term ‘ghettoizing’ is used as a negative and racialized connotation to describe  

  independent Islamic schools. Yet interestingly, the same negative terminology is not 

  leveled against supporters of the publicly funded Catholic separate school system, 

  despite the fact that many critics also disapprove of the funding of these schools. Rather 

  the term is used strategically to undermine the claims of other more marginalized  

  religious groups (p. 76).    

For instance, as Zine (2007) reports that some scholars argue that faith-based schools are part of 

a “separatist multicultural perspective” and are “designed primarily to sustain the separatist 

cultural identities of minorities and to bolster the self-esteem of students on the basis of their 

membership in a separatist culture” (p. 76).  I would argue, from the perspective of a Muslim, 

who attended public schools, that Muslim students attending public schools already face 
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separatism through many factors including Eurocentric education and racial exclusion. As Zine 

(2007) further explains: 

Eurocentric knowledge represents the hegemonic way of knowing in public schools that 

  masquerades as universal and neutral space, when it is in fact a biased and culturally 

  situated base of knowledge, which by virtue of its exclusivity imparts superiority and 

  invalidates other ways of knowing, particularly those which are religiously centred 

 (p. 74).     

Eurocentric education and racial discrimination cause Muslim students to feel a huge gap, a great 

social distance, which negatively impacts their self-esteem; sometimes triggering them to 

question their mere existence in the West. 

As a result there are a number of factors that influence why students attend Islamic 

schools in Western societies including the intentions of parents, philosophies of particular 

schools and the attitudes of students themselves.  According to Zine (2007), who conducted 

interviews with students, parents and teachers from Islamic schools in Ontario, most of the 

participants saw Islamic schools as “‘safe’ spaces that [provide] protection from negative outside 

influences such as drugs, gangs, violence, sexual harassment” (p. 76).  Also, Lousi Cristillo 

(2009) argues that the “establishment  and operation of a full-time Muslim school produce a 

network of social relations and structures that fosters, rather than fetters, the civic integration of 

Muslim diaspora communities into American civil society” (p. 70).  The protective atmosphere 

and the social contributions of Islamic schools are determined by intentions and motivations of 

parents, students, and especially the faith-based school board members.   
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For instance, Ramadan (2004) writes: 

 We should study the motivations that have often been behind the creation of these 

  schools.  In most cases the purpose has been to protect the children from the bad  

  influence of society, to distance them from an unhealthy environment, and make them 

 live “among Muslims;” as a result, the programs and educational activities of the school 

  create an “artificially Islamic” environment (p.131).   

To reiterate, Ramadan believes that it is wrong to send students to an Islamic school mainly to 

protect them from potential risks by creating an environment that would limit their interaction 

and integrations with the larger society.  He does not oppose the idea of Islamic schools all 

together; rather, he urges parents and Islamic school board members to rethink their motivations 

in creating an Islamic school as well as for them to move towards creating an Islamic school 

environment that is  

in touch with the outside and, through a variety of activities, make it possible for their 

  pupils to get a better grasp of their surrounding and to interact with children of the same 

  age and with their fellow-citizens and to put their ethical teaching into practice through 

  visible acts of solidarity grounded in the society in which they live (p.132).   

According to Ramadan, he could only find a few Islamic schools, particularly in Britain, 

Sweden, and the United States, which have been created in “this totally new spirit.”  This revival 

of the “new spirit” came right after the attacks of 9/11, when Muslims felt the need to reach out 

to their Western communities and start a dialogue of understanding.  
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2.3 Bridging between Western and Islamic knowledge 

The dialogue of understanding between Muslims and non-Muslims starts by considering 

one another’s educational and spiritual philosophies.  Islamic schools or any other faith-based 

school can instill in students the dialogue of understanding to further promote social justice, for 

instance, Mazzocchi (2006) states, “Dialogue can become a tool for social cohabitation, as well 

as for discovering and enhancing knowledge” (p. 465).  Therefore, other than safe places, 

another reason parents and students attend Islamic schools is for the bridge that connects Islamic 

experiences with Western experiences, and Islamic knowledge with Western knowledge.  

Though, before bridging Islamic knowledge and Western knowledge, one needs to understand 

the difference between Islamic and Western knowledge.  First Western knowledge is more 

theoretical, as in knowledge that is based “on application of empirical information to a 

theoretical framework” (Mellott, n.d.). While Islamic knowledge is more divine, as in knowledge 

found in the Holy Scriptures.  In the following pages, I will mainly focus on defining Islamic 

knowledge, drawing on some similarities to connect with Western knowledge. 

But first to clarify, some Western societies are confused between classical or (original) 

Islamic knowledge and modern Islamic knowledge, the latter of which is said to be produced 

through the indoctrination of the ruthless so-called-Muslim dictators who have controlled the 

souls of their people for almost half a century.  For instance, Ramadan (2004) says, “something 

between 150 and 175 years, colonialism and then political actions defined as various kinds of 

protection” have caused major changes in Muslim countries, and so it goes without saying, that 

the era of colonialism has affected the progress of the North African countries (p. 68).  But the 

challenges are nothing like the era of dictatorships, which has not only impoverished these 

countries but it also crippled the whole Islamic civilization to a halt.  For example, Zine (2008) 
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explains, “the postcolonial Muslim world has languished in a state of intellectual paralysis.  

Recovering from the social, economic, political legacies of colonization, Muslim countries in 

Asia, Africa, and the Middle East were unprepared to deal with the challenges of modernity” (p. 

20).  For instance, one can observe the effects of globalization and colonization in Muslim 

countries, as Zine (2008) reports: 

Africa has experienced urbanization without industrialization, western consumption 

  patterns without western productive techniques, western tastes without western skills, 

  western secularism without western science.  The colonial experience has transmitted the 

  wrong aspects of the western legacy to Africa (p.20). 

To summarize Zine’s argument, the effects of Western globalization and colonization has 

hindered the patterns of progress in Muslim countries, resulting in a cultural, social, political and 

economic struggle of modernity.  Other than globalization and colonization, some Western 

countries, such as the United States have long time supported brutal political regimes that 

continue to spread corruption and destruction across the Middle East and in the North African 

countries.  For instance, Nayyar Javed (2004) notes that the United States supports 

“fundamentalist regimes in the Muslim world (Blum, 2002); in fact, many of the dictators who 

head these regimes could not survive populist resistance in the absence of this support (Ali, 

2002)” (p. 81).  Some past strategic relationships United States had—at some cases continues to 

have—with groups of people such as the royals of Saudi Arabia, Taliban from Afghanistan, and 

North African dictators, for instance, Egypt’s Mubarak and Libya’s Gaddafi.  But as the world is 

witnessing today, the North African and Middle Eastern revolutions mark a phenomenal time of 

great hope that perks the human spirit to a new level of being and understanding.  
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Yes, Revolutions. The Western societies may name these political and social events as 

mere “upheavals” or “civil war” or another popular media term, “unrest”.  The words 

“upheavals,” “civil war,” “Arab Spring,” and “unrest” give little integrity to what is really 

happening in the North African and Middle Eastern countries, specifically, Tunisia, Egypt,  

Libya, and Syria. Similar to the French Revolution, these countries are waking up from the dusts 

of tyranny, injustices, violence, and fear.  As the tragic events continue to unfold, these soon to 

be ex-dictators of the above countries abused their people by depriving them of many necessities 

that naturally develop a person socially, intellectually, and spiritually, including a sound 

education as well as a safe atmosphere where one can fully practice Islam.   

One cannot speak of knowledge without mentioning history and politics! Now moving 

back to knowledge, according to Halstead (2004), many Western scholars misinterpret classical 

Islamic knowledge as something that “plays down the importance of certain skills within 

education, such as questioning, verifying, criticizing, evaluating and making judgments, in favor 

of uncritical acceptance of authority” (p. 518).  Therefore, Halstead (2004) says Islamic 

education is “open to accusations of indoctrination that ultimately from a liberal perspective it 

implies a lack of respect for persons by denying them ‘independence and control over their 

lives’” (p. 518).  In response to Halstead, I would argue, from a Muslim perspective and as a 

person who came from a North African elementary education, that the latter quotation mirrors 

precisely the backward strategies used by the dictators in order for them to prolong their hungry 

clinging to power; there is nothing Islamic in that.   

Due to the misinterpretation of “classical Islamic knowledge” and “Modern Islamic 

knowledge,” many Western scholars like Halstead (2004) come to the conclusion “that the huge 

gulf that exists between Islamic and Western liberal conceptions of education is ‘ultimately 
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unbridgeable” (p.518).  I will have to say that this line of thought  not only shakes the foundation 

of a pluralistic society, but it also makes life difficult for Muslims living in Western democracies 

by building a wall between Muslims and non-Muslims.  Dictators misused Islamic law (Sharia) 

“for repressive and cruel purposes, and that the ideal of the Sharia has been most betrayed by 

Muslims themselves” (Ramadan, 2004, p. 31).  Also, Paul Clarke (2005), points out that 

“religion can be misused by extremists who attempt to justify acts of torture, murder and other 

forms of horrific treatment” (p. 364).  The projection of knowledge from today’s North African 

countries, produced by dictators who have been ruling for more than half a century, could not be 

further away from Islam.   

But if the above descriptions are not Islamic knowledge, then what is?  To clarify, 

classical Islamic knowledge has a base from two sources:   The holy Book Qur’an, and the 

Sun’na (Prophet’s Muhammad’s PBUH ways and sayings).  The Qur’an “devotes almost one-

third of its contents to singing the praises of scientific knowledge, objective inquiry and serious 

study of the material world” (Sardar, 2004, p.28).  Also, the very first Qur’anic word revealed to 

the prophet Muhammad (PBUH) is “Read,” which according to Sardar (2004) “refers to reading 

the ‘signs of God’ or the systematic study of nature….and these signs can be deciphered only 

through rational and objective inquiry” (p.28).  The view of classical Islamic knowledge is also 

mirrored through emancipatory knowledge, which is the knowledge “that emancipates from 

habit, custom, tradition, dogma and superstition… [and it] shows how the world could be freed 

from suppression and social injustices” (Hussien, 2007, p. 88).  The establishment of social 

justice is one of many goals for both Islamic and Western knowledge, which Hussien (2007) 

suggests can only be possible through the practice of critical thinking that “emphasizes an 

education that liberates, enlightens, empowers, and emancipates the human individual” (p. 88).  
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Hence, the bridge between Western knowledge and Islamic knowledge is through critical 

thinking, produced through the four critical pedagogy questions:   

1. Whose knowledge is being taught?  

 2. Who will be taught?   

3. Why do teachers teach the way they do?  

4. Whose interests would be served when teachers teach certain forms of knowledge 

  (Hussien, 2007, p. 88)?  

Even though critical thinking is a contemporary term, it is hardly new.  Scholars have been using 

the skills of critical thinking and the latter questioning of critical pedagogy for a long time. 

During the “Golden Age of Islam”, scholars used the prime tools of critical thinking, 

which “are the skills of formal and informal logic, conceptual analysis, and epistemology” 

Burbules & Berk, 1999).  Through critical thinking, Muslims were able to flourish, seeking 

knowledge “based on their own understanding and interpretation of the Qur’an and the world” 

(Hussien, 2007, p. 95).  In addition, one can recall many discoveries in the areas of astronomy to 

zoology, the academic foundations for the European Renaissance.  In the past, Muslims 

contributed to the advancement of universal principals, such as Algebra and the Scientific 

Method.  Interestingly, Muslims established the very first university in the world, al-Azhar 

Mosque in Cairo in 970 (Sardar, 2004, p. 29).  In essence, critical thinking “increase[s] freedom 

and enlarge[s] the scope of human possibilities” (Burbules & Berk, 1999).   On the other hand, 

the “Golden Age of Islam” is disappointedly contrasted to today’s Islamic knowledge or the lack 

thereof!  This failure of Islamic reforms “gave rise to secular approaches in the first half of this 
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century.  Secular nationalism gained ground and superseded Islam politically in the aftermath of 

the dissolution of the Ottoman Empire in 1924” (Tibi, 1995, p. 1).  As a result, Muslims “became 

passive receivers rather than active seekers of truth and Islam becomes an ideology rather than 

an emancipating religion … [and] this is the real issue behind the crisis of Islamic education” 

today (Hussien, 2007, p. 95).  People living in constant oppressive fear of their dictators, can 

never and will never be productive citizens in their respective countries or to the world.   

2.4 To Islamize or not to Islamize knowledge 

Ramadan (2004), further explains this crisis of Islamic education as a time when Muslims 

“do not know…no longer know, how to establish the connection between religion and science” 

(p. 56).  One of the attempts to address this crisis was made by Ismail al-Faruqi, a Muslim 

scholar, who lived in the United States and was one of the founders of the International Institute 

of Islamic Thought.  Faruqi’s Islamization of knowledge is “in concrete terms, to Islamize the 

disciplines, or better, to produce university level textbooks recasting some twenty disciplines in 

accordance with the Islamic vision” (Safi, 1993, p. 24).  Accordingly, Safi (1993) urges that the 

Muslim educational systems must be “revamped and its faults corrected.  Indeed, what is needed 

is for the system to be formed anew.  The present dualism in Muslim education, its bifurcation 

into Islamic and secular system must be removed and abolished once and for all.  The two 

systems must be united and integrated” (p.24).  Some Westerner scholars, such as Halstead 

(2004), see Islamization as a “key process in countering the influence of western secularism and 

purging Muslim institutions of insidious western influences” (p. 522). Again this line of thought 

builds a wall between Muslims and non-Muslim, and this is certainly not the aim of Islamization 

of Knowledge.  
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The idea of Islamization is a daunting task and many Muslim scholars have criticized the 

project revealing its limitations.  For instance, Ramadan (2004) argues that there “is no need to 

Islamize the sciences or to combine and confuse ethics and scientific methods: the universality of 

Islam offers a coherence that implies no confusion” (p. 59).  In addition, Rahman (1988) points 

out “that there is nothing wrong with knowledge, but that it has simply been misused” by the 

modern world (p. 4).  For example, he mentions the harsh consequences of creating atomic 

bombs from the Western knowledge of splitting the atom, as well as the consequences of 

traveling to space, squandering resources, while leaving behind the ever growing problems on 

earth.  His idea is to use our resources and knowledge to benefit human kind on earth as well as 

to clear our conscious on the Day of Judgment when asked about our earthly actions.  

To summarize, the question should not be:  How to Islamize knowledge? But rather, How 

to make the students, who attend Islamic Schools, ethically responsible of their knowledge?  To 

gain the sense of responsibility, Rahman (1988) advises Muslims that first,  

we must examine [and judge] our own Islamic tradition, in the light of the [Quranic] 

  criteria and principles… as to what is right and what is wrong.  Then we must judge the 

  Western tradition.  There is no mechanical way of doing this.  [We] cannot sit down and 

  undertake to Islamize Durkheim and Weber (p. 11).  

 Rahman’s (1988) idea of producing knowledge is that instead of Islamizing knowledge, 

Muslims should revise the Islamic knowledge canon by connecting it back to the Holy Scripters 

as well as to Western philosophies and traditions and reveal how that applies to Islamic 

knowledge.  In addition, he mentions that judgment and criticism are merely the first step in the 

“discovery of new knowledge, which is the true goal of an Islamic intellectual” (p.11).  After 
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examining and integrating both Islamic and Western traditions, the knowledge that is produced 

must be put into good use, and Ramadan (2004) encourages students to go through the three 

ethical questions as mentioned earlier:  “What is my intention? What are the limits my tradition 

imposes on me with regard to the use of knowledge? What are the outcomes of the latter and of 

my profession?” (p.138).  The two above ideas of being held responsible for knowledge as well 

as reviewing one’s intentions connects back to the research question of how are students' 

intentions and experiences in attending a faith-based school reflected in the scholarly and 

religious intentions and practices of faith-based schools that are found in the literature?  If 

students become aware of their intentions of acquiring knowledge as well as attending a faith-

based school, then they will learn how to be responsible in fulfilling the academic and 

behavioural requirements of a faith-based school as well as to learn how to use their knowledge 

in the future lives.  

In Islam, one’s state of self-awareness is formed by “humility (“the need of Him” in 

everything), and must be wedded to that fundamental precept of Islam: the service of other 

human beings” (Ramadan, 2004, p.138). Therefore Ramadan (2004) further says the, “basis of 

the universal teaching of Islam concerning the acquisition and use of knowledge, which 

advocates establishing a virtuous harmony among knowledge, competence, morality, and gift, is 

to serve one’s community and society” (p.138).  Some Western scholars such as Halstead (2004) 

have written academic articles, which I consider biased to how Muslims use their knowledge; for 

instance, knowledge “which does not serve [God] may be considered useless.  All this implies a 

concept of knowledge that is very different from dominant Western concepts” (p. 520).  The 

latter quotation may lead readers to conclude that Muslims cannot contribute in the Western 

society or to a non-Muslim community, and again this line of thought threatens Muslim 
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integration into a pluralistic society.  As the Prophet (PBUH) said: “ ‘The best among you is he 

who is best for people,’ he did not say for ‘Muslims’ only, but he spoke to all people, of 

humankind” (Ramadan, 2004, p.138).  Therefore, Muslims’ contributions of their Islamic 

knowledge to Western culture and politics do not only benefit people living in the West, but it 

also influences Western globalization, which in turn can benefit the entire human race.    

Classical Islamic knowledge originates from the Holy scriptures such as the Holy Qur’an 

and Sunna (actions and sayings of Prophet Muhammad PBUH), while Western knowledge and 

science are “deeply rooted in both the philosophy of Ancient Greece and the Renaissance” 

(Mazzocchi, 2006).  Though despite the difference in sources, there are many similarities 

between classical Islamic knowledge and Western knowledge.  As mentioned before, they both 

allow people to free themselves from suppression and social injustices, to use critical thinking, 

and finally to make contributions to the society and to the world.  Therefore, to say that “there 

exist such profound and absolute differences between Islam and Western culture that they cannot 

be reconciled” (Halstead, 2004, p. 526) is immediately problematic to a pluralistic society, and in 

fact the problem extends beyond a social perspective.  Towards an Islamic education reform, 

Muslims must bridge between Islam and the West by first studying both traditions, then 

integrating them into knowledge that will be put to good use to the society.  

2.5 Purpose of Islamic Schools in Western Societies 

One way to unite Islam and the West is through the creation of Islamic schools that 

function as a bridge connecting both traditions, and ultimately a dialogue of understanding 

occurs that will further promote a pluralistic society.  In Saskatchewan, “the provincial 

government (2002) has recognized that schools, [including private religious schools], have the 
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following functions: ‘To educate children and youth—nurturing the development of the whole 

child, intellectually, socially, spiritually, emotionally, and physically’” (Clarke, 2005, p. 354).  

Educating Muslims or any other minority group who practice certain beliefs and behaviours that 

vary from the dominant culture, face a great challenge in dealing with not just one world but 

rather a dual world.  All Muslim students live a dual world, even the Muslim students who attend 

an Islamic school; they too learn how to deal with the Western world of TV, Facebook chat and 

gossip, and music video clips.  To aid Muslim students to move seamlessly from one world to 

the other, for instance, Ramadan (2004) encourages all Islamic schools in Western societies 

to…include the practice to educate Muslim students to know how to make a link between “the 

object of their study and their belonging to Islam” (p. 138).  Once they acknowledge a 

connection, then the Muslim and non-Muslim communities will benefit from the students’ 

services.  They would have something original to offer when they draw upon their knowledge 

and their talents.  According to the Dutch Inspectorate of Education, who made “several recent 

investigations [on Islamic schools]… have concluded that almost all of the Islamic schools have 

an open attitude towards Dutch society and play a positive role in creating conditions for social 

cohesion” (Merry& Driessen, 2005, p. 422).  Therefore, falling back on Islamic and Western 

traditions are fundamental steps towards individual success, as Ramadan (2004) further explains 

that it is “impossible to flourish independently without having the spiritual and intellectual 

means to discover who one is, where one lives, and how to plan one’s way of faithfulness (p. 

129).  Hence, the objectives for Islamic programs for Western Muslims, is to educate and 

provide “the tools that will enable individuals to grow into independence by acquiring the 

capability to look for personal and collective solutions” (Ramadan, 2004, p. 129).  To break it 

down, he says:  
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The first objective is the education of the heart, which links the consciousness with God 

  and should awaken us to an awareness of our responsibilities toward ourselves, our 

 bodies, our relatives, our communities, and the human family at large.  The second 

  objective is the education of the mind, which should both be able to understand the 

  message of the scriptural sources and develop a knowledge of the environment and the 

  human begins who live in it in order to make it possible for reason to find the way of 

 faithfulness in everyday life.  The third objective, joining the education of the heart with 

  the education of the mind, is to make it possible for all Muslims to enter into personal 

  growth and consequently to become autonomous in their lives (p. 129). 

To summarize Ramadan’s (2004) points above, he suggests that Islamic education in the West 

should aim to produce students who are consciously linked to the responsibility towards God, 

academically competent in the Holy scriptures, and autonomously linking spirituality with 

Islamic and Western knowledge.  If Islamic schools follow Ramadan’s (2004) objectives listed 

above, then students can grow into responsible productive citizens serving both communities, the 

Muslim community as well as the non-Muslim community. However, some Western scholars 

such as Halstead (2004) think that the creation of Islamic schools is for the Muslims to “insulate 

themselves from the broader society, [and] this means that they are unable to enjoy full 

citizenship and unable to influence the way that western society develops” (p. 526).  I would 

argue that when Islamic schools are created for the right reasons and succeed, Muslim students 

tend to “get a better grasp of their surroundings and to interact with children of the same age and 

with their fellow-citizens and to put their ethical teaching into practice through visible acts of 

solidarity grounded in the society in which they live” (Ramadan, 2004, p.132).  For instance, “it 

is more fundamental in Islam to produce a good man than a good citizen, for the good man will 
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also no doubt be a good citizen, but the good citizen will not necessarily also be a good man” 

(Halstead, 2004, p. 524).  In Islam, teaching students ethical behaviour and personal 

responsibility is priority before academics and social responsibility. 

Apart from Halstead’s (2004) views on Muslims insulating themselves away from civic 

practices, the Western Muslim population see that the creation of Islamic schools has to do with 

“some parents’ desires to provide a culturally and religiously coherent learning environment for 

their children” (Merry & Driessen, 2005, p. 418-9).  Also, the Muslim parents want to create 

“efficient schools that [are] not second-class schools, as state schools often are in the areas or 

suburbs where socially marginalized and/or Muslim populations are mainly concentrated” 

(Ramadan, 2010, p. 54).  According to Cooper, Marcus & Weinberg (1999), numerous studies 

have been done on the academic achievement of private schools compared to public schools.  For 

instance, “in many private and parochial schools outperform their public school neighbours, 

raising key questions about the measurement of “quality” and “productivity” in education (p. 

170).  In addition, Cooper, Marcus & Weinberg (1999) report that some studies “have matched 

groups of poor, inner-city, and non-white students and have shown that private (particularly 

religious) schools work better and produce better results…” (p. 171).  Likewise, Ramadan (2004) 

also says that “most Islamic schools produce excellent statistics and are often at the top of 

regional and national school tables” (p. 131).  The high academic expectations are an attractive 

trait to many Muslim parents. 

Other than the above concerns of academic achievement in public schools, many Muslim 

parents also “perceive public schools inculcate values and practise that are antithetical to the 

Islamic faith and traditions…the mixing of males and females in the classroom, coed physical 

education (including swimming) and sex education are viewed unfavourably by many Muslims” 
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(Moore, 2005, p. 163).  For all of the above reasons, there has been a “dramatic increase in the 

number of private Islamic schools, mosques, and Islamic centers that provide education to 

Muslims” (Moore, 2005, p.163).  The creation of Islamic schools is a phenomenon that is 

recognized by many Western countries including Canada, Britain, Netherlands, United States 

and South Africa.  Western Muslims settling in a new environment “naturally thought of 

associations exclusively addressing the religious community.  They had to answer the needs of 

Muslims living in a new context” (Ramadan, 2010, p. 54).   But Ramadan goes beyond the idea 

of establishing Islamic schools, he wonders whether:  

The investment of time and money involved in establishing an Islamic school is huge, 

 and often it affects only a few hundred children at most.  Can these astronomical sums 

  not be used to affect more children?  Should we not be more creative in suggesting new 

  initiatives?...in any case, the question [still] remains: what is to be done for the other 

  children? (Ramadan, 2004, p. 133).   

Since Islamic schools only take in a very small percentage of Muslim children, Ramadan urges 

intellectuals to find other approaches in solving the crisis of Islamic education in the West.  

Though until that time when scholars think of another alternative to educate Muslim children in 

the West, the Muslim community will have to adhere to establishing Islamic schools.     

2.6 Reconstructing the Islamic Identity 

After the establishment of an Islamic school, the Muslim community school board must 

re-examine the school’s environment and academic programs and its effects on the student’s 

identity, in order to make sure that the school and students succeed.  An Islamic school fails 

when they develop an artificial environment, where students do not make that link between Islam 
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and the world they live in, the Western world.  Inevitably, they will feel torn between two 

contradictory personalities.  Ramadan (2004) explains that some “Islamic schools are in the West 

but, apart from the compulsory disciplines, live in another dimension: while being not 

completely “here,” neither are they completely from “there,” and one would like the child to 

know who he is…” (p. 131). Many students who graduate from Islamic schools feel  

very comfortable with their academic work but suddenly ill at ease and even inconsistent 

when it comes to their Islamic context and the link between these two areas of their life.  

The same is true for many professionals, whose competence in a particular field 

(medicine, engineering, political science, and all kinds of manual and technical 

employment) feels to them completely disconnected from Islamic teaching and morality, 

and they regret this (Ramadan, 2004, p. 138).   

Again one can go back to Ramadan’s (2004) suggestions of the Islamic school objectives of 

combining the education of the heart with the education of the mind in order to avoid the distant 

feeling between work and spiritually.  Even if an Islamic school is established in a Muslim 

nation, the school fails when it disturbs the students’ identity, and this is due in part to Western 

globalization.  In many Muslim countries, the Western media and entertainment encompass the 

lives of many young Muslims, which in turn negatively influence their Islamic behaviour and 

ultimately their identity. For instance, a study in Turkey revealed a clash of “lifestyles idealized 

by Islamists and secularists [that] affect the formation of identity among students in [Islamic 

schools]” (Pak, 2004, p.326).  Pak (2004) interviewed Turkish students who attended Islamic 

schools, and he found that 
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as students became increasingly aware of the discrepancies between their religious 

education and the realities of the secular society, they reacted with two dissimilar 

responses.  The first, was to entrench themselves within their group and reject the cultural 

values of the dominant, secular society while steadfastly defending their moral reasoning.  

The other was to accommodate what the secular culture had to offer by expanding one’s 

frame of reference to make oneself relevant in a secular environment (p. 342).  

Students, who grow aware of their surroundings and they responsibly position themselves either 

with their own group or in between the secular culture and their own group, might be socially 

accepted as long as they stay consistent in their personalities.  However the fear is in the students 

who experience an identity crisis, where they do not know where they belong, and so they show 

different personalities with different groups of people.  

In another part of the world, the Philippines, Jeffrey Ayala Milligan (2003) critically 

examined the “role of public education in the Muslim-Christian conflict” (p. 469).  Despite 

nationalism, Muslim-Christian Filipinos faced identity and cultural clashes for more than three 

centuries.  The Philippines public school contributes to the religious and cultural biases towards 

Muslims, and this in turn causes the Muslim Filipinos to feel integrated, and through this 

educational approach of assimilation, which “reinforce[s] hierarchical dominant-subordinate 

relations, such resistance is then interpreted as evidence of continuing ignorance and 

backwardness, which calls forth a greater effort for education and development in response” 

(Milligan, 2003, p. 487).  In mainstream society, Muslim Filipinos feel that they have to 

surrender “many aspects of their cultural and religious identity in order to fit in” (Milligan, 2003, 

p. 483).  The very first Islamic school in Philippines was established in 1995, The Ibn Siena 

Integrated School, and within five years, the total enrolment of students reached up to 2000. 
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(Milligan, 2003, p. 489).  The private school offers a combination of both Islamic and Quranic 

studies and public school curricula, “in an attempt to bridge the gap between students’ identity as 

Muslims and their status as Filipino citizens and to ensure their future prospects as Filipino 

Muslims” (Milligan, 2003, p. 489).  The primary function of Islamic schools is not to 

marginalize but rather to “nurture the self-esteem of children by helping them find a sense of 

identity through their participation in the distributed intelligence and meaning-making processes 

of their cultural community” (Milligan, 2003, p. 483).  Hence, in no matter what the country, an 

Islamic school should always be conscious of the struggle between the Muslim identity and the 

secular identity, and bridging between the two is crucial for the success of the school and its 

students.  

When Islamic schools teach young Muslims to project their differences to the non-

Muslim world, where they see themselves as the ‘other,’ then this perception will soon change 

through the contact with the Westerner, “into an uneasiness and an inferiority complex almost 

impossible to live with” (Ramadan, 2004, p. 128).  In the West, Ramadan (2004) also says that 

the “Muslim presence…can become normal without becoming trivial-not by voluntarily clinging 

to otherness or by justifying difference but by offering solidarity and moral principles coupled 

with a confident competence in one’s field.  One is valued by making a visible contribution, not 

by being different” (p. 138).  Even during apprehensive times in Western societies towards 

Islam, “Muslims are increasingly eager to cultivate positive Islamic identities consistent with 

Western citizenship, even at a time when citizenship for many Muslims in Europe is being 

denied and ethnic profiling continues in the United States” (Merry& Driessen, 2005, p. 426).  

Moreover, Islamic schools should not only encourage a single confident Muslim identity that can 

be visibly active in the non-Muslim world, but they also should push students to reach a broader 
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view of themselves to discover multiple identities.  For instance, Ramadan (2010) repeatedly 

mentions that he is “Swiss by nationality, Egyptian by memory, Muslim by religion, European 

by culture, universalistic by principle, Moroccan and Mauritian by adoption” (p. 38).  I also 

situate myself as British by nationality, Muslim by religion, Canadian by citizenship, Libyan by 

tradition, and Western by education.  This self-awareness not only builds confidence and trust in 

others, but it also allows the person to extend beyond oneself in hopes in breaking down social, 

cultural and political barriers found in everyday life.    

2.7 Summary 

Unfortunately, in many public and faith-based schools, “educators assume an air of 

superiority, demand that students leave their personal lives at the door, and push an inflexible 

curriculum, the result is increased conflict and decreased learning” (Dorfman, 2008, p. 121).  

Therefore, Western Islamic schools must facilitate in student-self-awareness, and  accordingly, 

the teaching practices in Islamic schools, and Islamic education itself should also be revised and 

transformed to illuminate the students’ lives and today’s reality.  Teachers must bring the Qur’an 

and Islamic sources alive by: 

putting forward programs of study that are exclusively intellectual but also of 

 supplementing this with social, cultural, and sporting activities.  It is imperative 

  that Islamic education be integrated into the dimensions of real life, at the heart 

  of our own towns, in the relationships with women, men, and nature that 

 constitute our environment (Ramadan, 2004, p. 136).   

This approach to openness will offer students “a body of teaching in which they have a sense of 

their Islamic identity” and have the tools to face day- to-day challenges (Ramadan, 2004, p. 130).  
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In order for Muslim students to succeed academically and socially in a Western society, they 

must contribute-through an Islamic perspective-in all fields of study, in which they can benefit 

themselves as well as the society as a whole.  

According to Ramadan (2010), the meeting between Islam and the West can only occur 

through humility, respect, and consistency (p. 22).  As mentioned previously, Ramadan (2004) 

suggests that Muslims need to critically reflect on their traditions, faith, principles, education, 

outlook on others, on cultures, and freedom, in order for them to live up to the nobleness of their 

religion, Islam.  Likewise, the Westerners should also reflect on their own traditions, history, 

achievements of freedom and democracy, at the same time, make judgments on the effects of 

colonization, the economic order, “racism, discrimination, and acquiescent relations with the 

worst dictatorships” (Ramadan, 2004 p. 22-23). Though at last, the time has come for change.   

Almost half a century later, as the world is witnessing today the North African and Middle 

Eastern revolutions, the Western world stands by the civilians, in protection, against the 

wretched dictators.  Then I should hope that both civilizations, West and East are interrelated 

somehow, and that we need one another to rediscover our inter-related pasts, in order for us to 

work towards a pluralistic future.  In the following chapter, I introduce the study design, 

participants and site, and the data collection and analysis techniques. 
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Chapter 3:  Design of the Study and Methodology 

The focus of this chapter is the design of the study and the methodology selected to 

respond to my research question. Situated within qualitative research, the study is closely aligned 

with mixed methods research because I have used methods and procedures from various research 

methodologies, primarily grounded theory.  As Birks and Mills (2011) suggest that grounded 

theory methods “are of particular value in mixed methods studies that employ broad and diverse 

research strategies…” (p. 30).   The discussion of grounded theory predominates in my writing 

because the processes and procedures that I used to analyze the data are drawn from that 

methodology.  In addition, according to Birks and Mills (2011), “there are many examples of 

mixed methods studies that have drawn upon essential grounded theory methods in the research 

design (for example, Cotterill, Norton, Avery, Abrams, & Donovan, 2008; Scott & Sutton, 2009; 

Scott et al., 2007; Sosulski & Lawrence, 2008)” (p. 166). 

3.1 Mixed methods 

This research is based on mixed methods particularly focusing on grounded theory.  First, 

mixed methods is defined as the type of research design that uses two or more research methods 

in a single study, “when one (or more) of the methods is not complete in itself” (Birks & Mills, 

2011, p. 165).  While grounded theory is often defined as a “qualitative descriptive analysis of a 

particular phenomenon” (Birks & Mills, 2011, p.9). Also, grounded theory “evolves during 

actual research, and it does this through continuous interplay between analysis and data 

collection.  A central feature of this analytic approach is ‘a general method of [constant] 

comparative analysis’” (Denzin & Lincoln, 1998, p. 158).  As a qualitative researcher, I believe 

that humans have “perspectives on and interpretations of their own and other actors’ actions…we 

are required to learn what we can of their interpretations and perspectives…. [then] those 
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interpretations and perspectives become incorporated into our own interpretations” (Denzin & 

Lincoln, 1998, p. 172).  Consequently, to understand why the participants continued to attend the 

faith-based school, I asked them a series of questions about their impressions, understandings, 

and motivations of why they attended the faith-based school.   

3.2 Data collection methods 

 After receiving RBE approval (see Appendix D), I proceeded to collect the data by using 

two methods.  Consistent with a mixed methods research design, I used a preliminary on-line 

survey and semi-structured interviews, qualitative and quantitative approaches.  However, I do 

not use any statistical analysis customary in quantitative research.  I only use the data from the 

on-line survey as support to my own pre-assumptions on the research question as well as to 

connect the on-line survey data back to Ramadan’s (and other’s) works.   

First, I introduced the research and distributed the consent forms to the high school 

students, high school teachers and principal.  During the following weeks, I retrieved thirty- two 

signed consent forms from students.  I then met with those thirty-two students and gave them the 

information to accesses the on-line survey (see Appendix B), relating to the research question: 

How are students' intentions and experiences in attending a faith-based school reflected in the 

scholarly and religious intentions and practices of faith-based schools that are found in research? 

Also, the on-line survey acted as an exploratory method, to help with the crafting of the face-to-

face interview questions (Fontana & James H, 2005, p. 705).  During two weeks, students filled 

out the on-line survey.  After I received the results of all the participants from the on-line survey, 

I started to review the findings of the surveys, in which they acted as an advanced organizer that 

guided me towards more precise questions to add during the interviews. 
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3.3 On-line survey 

The on-line survey was an appropriate way to collect data because the students are 

considered computer literate and are comfortable with this medium.  I informed students that the 

on-line survey was created through Google Docs, which is a web-survey company located in the 

USA, and is the host of this on-line research. This company is subject to U.S. laws; in particular, 

the US Patriot Act that allows authorities access to the records of internet service providers. 

Google Doc’s servers record incoming IP addresses - including that of the computer that you use 

to access the survey. However, no connection is made between their data and their computer's IP 

address.  The students knew if they choose to participate in the survey, that their responses to the 

survey questions would be stored and accessed in the USA.   

3.4 Semi-structured interviews  

Second, I conducted the individual interviews one month after the on-line surveys were 

completed and that gave me sufficient time to read and analyze the on-line survey responses, 

which allowed me to refine and add to the interview questions (see Appendix A), which I also 

thought about and developed to answer the research question.  I interviewed seven Grade 12 

students who provided consent.  The interviews ran twenty to thirty minutes.  I interviewed 

students individually in a confidential location, the English/History classroom, the only 

classroom available at the time.  I audio recorded all interviews using my iPhone, and the audio 

recordings are all securely locked with a password.  The interviews were semi-structured in a 

sense that I allowed room for the participant to retell their own stories and experiences in 

attending an Islamic school.  As I interviewed, I kept research memos and recorded the 

participants’ responses on the main themes that I have selected regarding the research question: 
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How are students' intentions and experiences in attending a faith-based school reflected in the 

scholarly and religious intentions and practices of faith-based schools that are found in research?  

The themes were related to their thoughts about faith-based schools in general, their own faith-

based school, education and Islamic education and finally motivations/intentions of attending a 

faith-based school. The series of questions, asked during the interview, were divided into four 

sections, namely: faith-based schools, intentions in attending a faith-based school, Islamic 

Education, and contribution to society.  Some examples of the interview questions are below: 

1. What comes to mind when you hear:  “private Islamic schools?”   

2. What is “Islamic education in the West?”  What are its objectives?  

3. What are your motives in attending an Islamic school, here in Regina?   

4. Would you consider yourself an active member of society? If not, then how can 

the school promote the sense of contribution to society? 

 

I recorded the interviews for the purpose of retrieving any missed information during the 

transcription phase.  In grounded theory, interviews are “dependent upon the ability of the 

researcher to travel a path through the interview with the participant” (Birks & Mills, 2011, p. 

75).  In other words, Birks and Mills (2011) suggest that the interview be less structured, in order 

to allow the interviewer to act as “coordinator of the conversation with an aim of generating 

fodder for the developing theory” (p. 75).  During and after each interview I kept a memo, in 

which I recorded the thoughts, feelings, and any analytical insights relating to the research, and 

as it is known, memoing “is what makes theory grounded” (Birks & Mills, 2011, p. 181).  

Moreover, “memos catch your thoughts, capture the comparisons and connections you make, and 

crystallize questions and directions for you to pursue” (Charmaz, 2006, p. 73). 



36 
 

 
 

Later, after two weeks of interviewing, I transcribed the data, and then went through the 

process of initial coding, intermediate coding, and finally advanced coding.  During the initial 

coding and intermediate coding, constant comparison was made between categories, and this 

important grounded theory procedure of constant comparison leads to “theoretical 

questioning…concept development…[which] help[s] to protect the researcher from accepting 

any of those voices on their own terms” (Denzin & Lincoln, 1998, p. 173).  Also, Denzin and 

Lincoln (1998) suggest that grounded theory procedures build a theory through systematically 

pursuing multiple perspectives or voices during the research (p. 172).  In the advanced coding, I 

used the storyline technique, in which I used quotations from the students’ interviews, memos, as 

well as literature that focuses on issues of Islamic schools in Western societies.   

After the processes of initial coding, five categories emerged from the data (see below).  I 

then proceeded through the intermediate coding, in which I made connections between and 

within the five categories to identify patterns and relationships.  Birks and Mills (2011) mention 

that one of the “key tasks of intermediate coding is the linking together or integration of 

categories.  Using the familiar principles of constant comparison of data, categories and their 

sub-categories are compared with each other while the researcher questions the relationships 

between these medium-level concepts” (p. 98).  After coding and summarizing the data from the 

seven interviews, five categories emerged: 

1. It doesn’t matter what environment you are put in…it all depends on the student’s 

personality. 

2. Influences of peer-pressure in and out of the Islamic school environment. 

3. Negative past-experiences with public schooling. 
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4. School’s transformation from private hands to public sphere-goal was focused on the 

teaching of Islam…later in the future it will shift to how to live in a Western world. 

5. The school’s influence on the development of students’ lives: academically, socially, and 

religiously. 

After some pausing and reflecting on the initial and intermediate coding, where I 

integrated categories, I progressed into the advanced coding stage through the narrative method 

of the storyline technique, in which two major themes including three sub-categories each 

emerged (see Figure 6 on p. 47). The narrative method is described as a “meaning-making 

device… [that] assembles individual objects, actions, and events into a comprehensible pattern; 

telling a story turns available parts into a meaningful whole.”  (Gubrium & Holstein, 1997, p. 

147).  As I analyzed the data from interviews, I categorized and found relationships and patterns 

between and among ideas and perceptions, which “lead to completeness in the narrative” 

(Denzin & Lincoln, 1998, p. 48).  Through the narrative method of the storyline technique, I 

managed to bring in the students’ responses from the interviews to convey and enrich the 

research findings.  Also, through the use of the storyline, I explicated the “relationships between 

the concepts that make up [the] theory.  Storyline is the explanation of [the] theory, which in turn 

provides an explanation of the phenomenon under study” (Birks & Mills, 2011, p. 118).  Should 

the teaching staff and students choose to read the study, they may find the document reader- 

friendly and entertaining through the use of the storyline.  At the same time, they will gain a 

better understanding of the research; for instance, grounded theory is “relevant and possibly 

influential either to the ‘understanding’ of policy makers or to their direct action” (Denzin & 

Lincoln, 1998, p. 175).   As a whole, the research findings are insightful for parents, the 

principal, teachers, the faith-based school board, the Public school board and finally to the 
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students.  Accordingly, I complied with the Research Ethics Board requirement that data be 

archived for a minimum of three years.   

3.5 Participants and site: 

Participants were students enrolled from Grades 9 to 12 at the faith-based school.  

However the interviews were targeted specifically to the Grade 12 students and no other Grades 

were interviewed.  The participants were between the ages of 15 and 17.  Seven Grade 12 

students expressed interest in participating in the interview, each student and a respective parent 

/or guardian signed the consent letter.  The seven interview participants represent a diverse 

sample of the school population by four boys and three girls, who all come from different 

cultural backgrounds such as Pakistan, Somalia, Egypt, Syria, Libya, and Iraq, and who speak a 

second language at home with parents and siblings either in Arabic, Pakistani or Somali.  Due to 

the small group of participants, and concerns regarding the protection of their anonymity, which 

I promised in the REB applications and letter of consent, I can only state that a minority of 

students joined the faith-based school from seven to two years ago, while a majority of the 

participants were raised in the comfortable, home-like environment of the school since Pre-K.  

Almost all of them could be described as goal-oriented, having high expectations of themselves 

and the school; they plan on pursuing daring careers such as medicine, nursing, and engineering. 

    All participants had full knowledge about the research upon initial contact.  I first 

approached the students about this research in one of the classrooms in the faith-based school, 

and in attendance were the other high school teachers and the principal. I provided students with 

information about the research project and distributed the Informed Consent forms (see 

Appendix C).  As a researcher, I attempted to build coalitions with participants, and so all 
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information regarding the research project was shared at that time. After the presentation of the 

research project, I asked the students to further discuss the project with their parents and decide 

whether or not they wish to participate.  Students were not included in the project unless they 

provided me with a consent form signed by the student and a parent / or guardian.  I provided the 

consent forms before we started the project. 

In the writing of my thesis, I did not use any names when I used students’ quotations, so 

that no participant will have a continuous presence in the report, and thus be recognized by 

readers.  The participants were free to withdraw their consent to the interview request at any 

time, without penalty, even after they have signed the consent form. If they did so, any survey 

and interview data that they provided will not be used in the study. Neither student nor parent 

will be identified to protect their anonymity.  

3.6 Methodology:  Data analysis techniques  

Birks and Mills (2011) suggest that researchers follow two important rules when 

conducting grounded theory. The first rule is that the researcher must read everything as a 

concept, which is defined as a “descriptive or explanatory idea, its meaning embedded in a word, 

label or symbol” (p. 89).  The second rule is that the data analysis must always connect back to 

the research question.  Because of the nature of ground theory’s data collection, the researcher 

might feel overwhelmed by the amount of data, and so it is very important to always keep in 

mind the research question (p. 89). 

1. Initial Coding:  The first step in grounded theory analysis is used to “fracture the data so 

as to compare incident with incident, name apparent phenomena or beginning patterns 

and begin to process of comparison between the codes applied” (Birks and Mills, 2011 p. 
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95).  Charmaz (2006) also suggests posing the following questions, while examining the 

data line by line: 

o What is this data a study of? 

o What category does this incident indicate? 

o What is actually happening in the data? 

o From whose point of view? (p. 96). 

2. Intermediate coding:  After the initial coding, the research analysis progresses into an 

intermediate coding in which I made connections between and within categories as well 

as identifying patterns and relationships.  One of the important steps in intermediate 

coding is to integrate the categories together through using the principles of constant 

comparison of data (Birks and Mills, 2011 p. 98).  Intermediate coding should result to 

theoretical saturation, which is a term defined as a point in the analysis “when there are 

no new codes identified in later rounds of data generation or collection that pertain to a 

particular category, and the category is conceptually well developed to the point where 

any sub-categories and their properties/dimensions are clearly articulated and integrated” 

(Birks and Mills, 2011, p. 99).      

3. Advanced Coding:  The final step in generating a grounded theory is advanced coding.  

As I form a theory, I returned to the coding activities and memos to ensure that my theory 

remains grounded.  The two strategies that helped me develop a theory are the theoretical 

coding and the narrative method of the storyline technique.  Storyline has “a dual 

function in grounded theory in that it assists in production of the final theory and 

provides a means by which the theory can be conveyed to the reader…[it is a] tool for 

integration…” (Birks and Mills, 2011, p. 118). 
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Accordingly at the completion of the research project, I complied with the Research Ethics 

Board requirement that data be archived for a minimum of  three years. All the data will be 

achieved and stored in my laptop. The information will be password protected. The interviews 

recorded on my iPhone are also password protected.  I will store the data for 3 years, at which 

time I will delete the data and delete the interviews recorded on my iPhone.   

3.7 Summary 

This qualitative mixed method study draws on grounded theory and is driven by the 

research question: How are students' intentions and experiences in attending a faith-based school 

reflected in the scholarly and religious intentions and practices of faith-based schools that are 

found in research?  Through two methods of data collection, the on-line survey and the 

interview, the research discussions and findings focused on thirty-two high school students in 

total, many of whom have attended the same faith-based school since kindergarten and a few 

coming in from other public high schools.  To protect students’ identity, no specific number is 

given on how many attended the faith-based school since kindergarten, and how many came 

from other high schools.  Nevertheless, I can say that seven Grade 12 students participated in the 

interviews.  In the following chapter, I present and discuss the findings of my research; I also use 

some of the on-line survey data to further support and understand my pre-assumptions of the 

research question.  But above all, through the strategy of grounded theory, I use the method of a 

storyline bringing the research to life by using direct quotations from students’ interviews, 

Ramadan’s (and other’s) work, followed by my analysis. 
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Chapter 4:  Theory and Analysis 

This chapter is divided into two parts.  The first part outlines the major issues that arose 

from the on-line survey and the interviews.  The second part is a mixture of a story and analysis 

of the two major themes that emerged from the data analysis.  The storyline is written in a 

narrative style; I occasionally place direct student-quotations from the interviews to illustrate my 

analysis and interpretations, in order to connect everything to the research question and the 

literature review. The purpose of the narrative method is to “describe and to explain the essence 

of experience and meaning in participants’ lives” (Denzin & Lincoln, 1998, p. 49).  Though most 

importantly, many scholars including Denzin and Lincoln (1998) suggest that there be a balance 

between description and interpretation; “thick description makes thick interpretation possible.   

Endless description is not useful if the researcher is to present a powerful narrative.  Analysis 

and interpretation effectively balance description” (p. 49).  Therefore, I balance the storyline 

with my own interpretations along with support from the literature.   

4.1 What the researcher anticipated before collecting the data 

Before conducting the study, I could not help but think of four seemingly obvious 

assumptions of why students continue to attend faith-based schools.  The first and foremost 

assumption is that students attend faith-based schools, in this case, for the Islamic environment, a 

sanctuary where students can study the Islamic texts and practice their faith, far away from the 

judgmental eye.  At the same time, parents’ minds are at ease, confident in the belief that their 

children are shielded from worldly temptations that teenagers usually encounter during high 

school. Secondly, parents are the final decision makers, and so in order to win their approval and 

blessings, students must comply with their wishes, an obligation, taught to Muslims by the 

Prophet (PBUH), that strengthens the family unit.  To support my previous assumption before 
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the research, Figure 1 below, from the survey data, shows that 38% of the students feel that they 

are sent to the school upon their parents’ requests.  Thirdly, in recent years, the faith-based 

school has developed a proven record of high academic achievement, gearing students towards 

professional careers.  Additionally, the program of strictly academic classes has been expanded 

to include academic extra-curricular activities, such as debate, science fair, and chess club.  

Although the intent was to expand the students’ academic opportunities, an unexpected 

consequence is the school has won the heart of the non-Muslim community.  Also to support my 

previous assumption before the research, Figure 2 below, from the survey data, confirms that 

38% of students are sent by their parents for the academic education.  The fourth assumption 

covers the social aspect of the students’ lives, and that includes friendships ties with other 

students.  The thought of attending a school just because a best friend goes there is a common 

reason of why one might attend a certain school.  No one can deny the difficulty and the anxiety 

that comes with moving and adjusting to a new environment.  Consequently, the thought of 

uprooting oneself from the place and the people they grew accustomed to and loved since early 

elementary school years is unfathomable to a student.    

Figure 1 
 

How many students at my school feel that they have no choice but to attend the faith-based 
School for education? 
 
None  

 
2 

 
6% 

2-5 students 6 19% 

5-10 students 6 19% 

10-15 students 3 9% 

15-more students 12 38% 
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4.2 Data Analysis 

 After creating the on-line survey by using Google Docs and posting it on-line, the high 

school students, who first provided signed consent forms, accessed the link and responded to the 

survey.  I anticipated that the data from the on-line survey would further allow me to refine my 

questions that I would use later during the interviews.  While initially reviewing the survey data, 

I started to ask myself the following questions: Why did the students respond like they did? What 

situations were they thinking of while answering certain questions?  Is there any inconsistency 

between students’ answers?   And as I looked at the data, I found it interesting that there is a 

slight gap between the responses of the two following survey questions:   Are students in the 

school being encouraged to develop their own voice and search for their Muslim identity?  Are 

students in my school being encouraged to go out into society to put what they have learned into 

practice?  To clarify, Figures 3 and 4 below outline the gap between the two responses towards 

two very similar questions regarding the Muslim identity. 

 

 

Figure 2 
 

Do you think your parents have sent you to the faith-based School for the academic 
education? 

Yes 12 38% 

No 8 25% 

Maybe 7 22% 

I am not sure 2 6% 
 

Figures 1 & 2.  Data from the on-line survey shows 38% of students feel that they come to the 
faith-based school upon their parents’ request and also for the high quality education. 
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Figure 3 

Are students in my school being encouraged to develop their own voice and search for their 

Muslim identity? 

 
Strongly Disagree 12    38%

Disagree 0    0% 

Neutral 3    9% 

Agree 9   28%

Strongly Agree 5   16%

I don't know how to answer this question 2   6% 

 
 
                                                    Figure 4 
 
Are students in my school being encouraged to go out into society to put what they have 
learned into practice? 
 
Strongly Disagree 9   28%

Disagree 1   3% 

Neutral 4   13%

Agree 13   41%

Strongly Agree 2   6% 

I don't know how to answer this question 2   6% 

 

For instance, in Figure 3, students disagree and strongly disagree with a 38% while those 

who agreed and strongly agreed come in with a 44% in total.  The difference between agree and 

disagree is 6%.  On the other hand, in Figure 4, students disagree and strongly disagree with a 

31% while those who agreed and strongly agreed sit with a 47% in total.  The difference between 

agree and disagree is 16%.  Overall, the 10% difference between Figures 3 and 4 compelled me 

Figures 3 & 4 Two similar on-line survey questions, regarding Muslim identity, present a slight gap of 
about 10% difference.  Figure 4 has a higher rating than Figure 3. 
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to further investigate the school’s influence on Muslim identity by adding the following 

interview questions: After graduation, do you think you will have the necessary ‘tools’ to face 

life beyond the walls of the school? What ‘tools’ are those? Will you be self-fulfilled, pious, and 

know your responsibilities as a Muslim citizen living in Canada? Explain? Would you consider 

yourself an active member of society? If not, then how can the school promote the sense of 

contribution to society?  Without the insights gained from the on-line data, I would not have 

developed these probing questions for the semi-structured interviews. This is an example of the 

type of refinement I alluded to earlier in my justification for using a preliminary questionnaire. 

Moreover, the difference in students’ response in Figures 3 and 4 further compelled me to 

conclude how the two questions refer to two different environments.  For instance, in Figure 3, 

the question focuses on the development of the students’ Muslim identity inside the school, 

while in Figure 4 it focuses on the development of the Muslim identity outside of school. 

Consequently, the difference in environment further provoked me to questions such as: Does the 

school environment impact the students’ Muslim identity, and if so, in what ways?  Has the 

school’s focus shifted in promoting Muslim identity from inside the school walls to the outside 

communities? What effects does that have on the student and the outer community?  Other 

questions resonated with me: Since the establishment of the school more than ten years ago, has 

the school’s image of a Muslim identity moved from a private sphere to include a public sphere?  

Why do students feel that they are expressing what they learned and who they are more so out of 

school rather than inside of school?  All the above interpretive questions that I have developed 

from the students’ response may be helpful starters for future research studies; however, before 

one tackles any of the above questions, one must first grasp the Muslim identity.  
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According to Ramadan (2004), there are four dimensions that form the Muslim identity in 

the West; he says, “The first and most important element of Muslim identity is faith, which is the 

intimate sign that one believes in the Creator without associating anything with Him” (p.79).  In 

other words, the ultimate belief of a Muslim is worshiping one God, not two or three, but only 

one. The second element revolves around understanding the texts, as Ramadan (2004) further 

explains, “there is no true faith without understanding; for Muslims, this means understanding 

both the sources (the Qur’an and the Sunna) and the context in which they live…The third pivot 

of Muslim identity is an open and constantly active expression …defined by the action of 

educating and transmitting” (p. 81).  Educating and transmitting the message from generation to 

generation, as well as to the whole of humanity, is an obligation for all Muslims. Prophet 

Muhammad (PBUH) gave direct instructions in his last sermon, especially for those who have 

children, “the most important functions of parents, part of their being, is to offer to their children 

the idea and substance of what they are so that the children can then choose, as responsible 

begins before God, what they want to be, for, as the Qur’an says, “no one can bear the burden of 

another”” (Ramadan, 2004, p. 81).  Ramadan (2004) further clarifies the Western misconceptions 

of how Muslims’ mission is to convert non-Muslim to Islam; he illuminates that the Muslims 

“responsibility before God is to make the message of the pledge [to bear witness that there is 

only one God] known and to explain its content as well as possible.  The responsibility ends 

there, for the idea of converting people is alien to Islam: to pass on the message is to call and 

invite people to a real knowledge of the presence of God and a true understanding of His 

teachings” (p. 81).  Consequently, Muslims believe that “conversion is something that only God 

can accomplish, through His revelation, with each individual, and no other human being has the 

right to get involved in it” (p. 81).  The fourth element deals with the “outward expression of 
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Muslim identity [and that is] the articulation and demonstration of the faith through consistent 

behavior” (Ramadan, 2004, p. 82). The consistent behavior must be in accordance to the 

teachings of Islam, and Ramadan (2004) further explains the following: 

No matter what the surrounding environment…in the North as well as in the South, in 

 the West as well as in the East, a Muslim is a Muslim when he or she understands this 

  fundamental dimension of his or her presence on earth: to be with God is to be with 

 human beings, not only with Muslims but, as the Prophet said, “with people,” that is, the 

 whole of humankind: “The best among you is the one who behaves best toward people”  

  (p. 82).  

 The faith-based school is at a stage where the students, especially those who were raised 

in the religious school environment, feel confident enough to practice their faith.  The third 

element of the Muslim identity, education and the transmitting of knowledge also occurs 

between the students on a daily basis in the school, especially during the Friday sermon, in which 

some of the grade eleven and twelve students, who are nominated as role models by teachers, 

select a topic of their choice and deliver the sermon in front of the entire school body.  In 

addition, the students’ participation in the academic extra-curricular activities, such as debate and 

science fair, has moved the school’s image from private to the public sphere.  In other words, 

through academic extra-curricular activities the school has cultivated a public profile that 

represents its core values to the broader community.  For example, in many instances, students 

already have represented the school’s name at the provincials and nationals of debate and science 

fair tournaments.  The on-line survey responses show that students have noticed the school’s 

shift towards the public eye, which is the fourth and last element of the Muslim identity as shown 

in Figure 5 below.   
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Immediately following, Figure 6 illustrates the two major themes and sub-categories of 

the analysis.  The first theme deals with the school’s influences in the different arenas of the 

students’ lives.  Besides their personal, social, religious, and academic lives, the school 

influences extend beyond that into dealing with a gamut of experiences, ranging from negative-

past experiences in public schools to peer-pressure in and outside of school life.  The second 

theme focuses on the school’s inventible growth that shifted the school’s presence from its 

closed private environment into the public sphere.    
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4.3 A Brief Introduction to the Two Major Themes 

Theme 1:  The faith-based school’s influences 

In order for a school to have the influence desired by the parents and the students, a 

number of factors must be in place; for instance, the intention of strict rules and high 

expectations.  The school’s influences can be absorbed by the student only if the parents’ and the 

student’s intention in attending the faith-based school is for the nourishment of the student’s self-

identity.  When attending the faith-based school, parents and students must expect strict rules and 

regulations and high moral expectations; surely it is not for everyone.  Faith-based schools 

follow a routine similar to a spiritual retreat, where one must comply with a strict schedule for 

rising and meal time.  If parents and students do not follow this value before registering into the 

faith-based school, then the school’s influences will be squandered and there a clash between the 

student and the school’s influences may be expected. 

Theme 2: The faith-based school’s shift to the public sphere 

The second theme revolves around the faith-based school’s shift towards the public 

sphere.  This shift is characterized by three related movements: Nurturing the relationship with 

the Public School Board, staffing non-Muslim Saskatchewan-curriculum based teachers, and the 

students’ involvement in the non-Muslim community.  When I meet people in stores or in the 

library and they see me wearing the school’s logo, right away a conversation sparks about the 

school, and many people are taken by surprise when I mention that the school is all staffed with 

non-Muslim Saskatchewan curriculum based teachers, except for the Arabic and Qur’an 

teachers.  Similarly, when I visit other provinces in Canada both Muslim and non-Muslims are 

surprised to hear that the school employs non-Muslim teachers, because the majority of Islamic 
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schools across Canada staff Muslim teachers.  Therefore, for many people, it is very strange to 

learn that the school has an all certified non-Muslim staff, with the exception of the Arabic and 

Qur’an teachers.  The faith-based school operates with non-Muslim Saskatchewan-curriculum 

based teachers through the public school board because that way, the school can be considered 

an accredited establishment under the Saskatchewan Education Act, so that the students who 

graduate can move on into any post-secondary education in the country or abroad.   

The faith-based school’s gracious transformation from a close-knit homey environment, 

of the Islamic center, to a non-profit organization is now operating in a good safe functional 

building under the Saskatchewan Educational Act, and working hand in hand with the Public 

School Board.  Ramadan (2004) encourages every Islamic association and Islamic school to 

 decide who their partners are and what their human resources (school, parents, students) 

  are; what their precise objectives are for each year; and what is the scope of activities 

  that can be covered in a balanced fashion (religious, community, civic, cultural, and 

  sports education), keeping always in mind the need to integrate their educational project 

  with the life of the city” (p. 137).   

For instance, the visible involvement in the city and contribution to the community life is 

through acts of community services, such as collecting food for the food bank.  Each year the 

school is committed to collecting non-perishable/ canned food for the food bank, especially 

during the month of Ramadan, when Muslims all around the world hold fast from food and water 

from sunrise to sunset.  The holy month of Ramadan is known as the month of fasting and 

giving.  In this way, a traditional practice is aligned with a value from the public sphere. 
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Besides collecting for the food bank, the school also organizes and presents shows for the 

non-Muslim communities, such as trade shows for local businesses, and fashion shows; it is a 

great chance to fundraise for the school as well as to promote local businesses.  In addition, just 

last year, the faith-based school hosted an interreligious dialogue workshop in which public 

school board executives, such as, First Nation elders to educational assistants, were invited to 

attend the workshop that promoted understanding and solidarity.  Ultimately, all of these civic 

expressions are intended to instill in students a sense of self-worth.  Students learn how to be true 

to themselves, as well as to not shy away with their religion in any non-Muslim society.  What 

this means is when a society whether a Muslim or non-Muslim society, values the students’ 

involvement, then they are being taught “to remain true to their principles” (Ramadan, 2004, 

p.137).  Growth and progress involves “education, a deep faith and critical, creative thinking.  

These are the conditions for people to remain true to themselves and be truly free.  There is no 

freedom without education; there is no dignity without freedom. This is what the Creator asks us 

to be: educated, dignified and free” (Ramadan, Globe and Mail, October, 2005). 

In the following section, I interpret in-depth the two themes using advanced coding.  For 

instance, I use theoretical integration, such as the storyline technique, in which through this 

process “data ultimately become[s] theory” (Birks & Mills, 2011, p.116).  Through the use of the 

storyline mechanism, I will employ all of the strategies that I have used throughout my grounded 

theory analysis.  For instance, I will use my memos, diagrams, survey and interview data, 

literature, and finally my own analysis, tying it all back to the research question: How are 

students' intentions and experiences in attending a faith-based school reflected in the scholarly 

and religious intentions and practices of faith-based schools that are found in research?   
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Also in the next sections, my writing style shifts to a narrative style; attempt to establish 

the setting and mood of the school through the lens of my own personal experiences.  Then the 

subsequent subtitles such as Fostering students’ interests, Matters of hijab, Friday sermon and so 

on are all strictly from the data from the interviews in which students shared their experiences of 

attending a faith-based school.  I make the research writing appealing by embedding students’ 

quotations from the interviews in the writing so as to show the data as well as to connect the data 

back to the literature.  In addition, I placed the longer student quotations from the interviews in 

block style for consistency and clarity.       
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4.4 Two Major Themes in the Findings:  Storyline 

Theme 1:  The influences of the faith-based school 

Even though the faith-based school has expanded from nurturing ten students to a 

population of about 300 students, its close-knit homey environment has been maintained.  

According to the philosophy of the school, when high school students learn in small classes, and 

have that one-on one-interaction with their teachers and principal, it does not only build-up their 

self-confidence, and a sense of self-worth, but it also builds-up their sense of pride for the school 

and for Islam.            

a. The development of students’ lives: academically, socially, and religiously 

 A typical day has started, when the high school students swing through the school doors 

on an early spring morning, hurrying to their lockers, filling the air with chatter and noise as they 

swiftly file into class just as the bell rings.  What happens behind those closed classroom doors is 

more what meets the eye.  From a first glance, one will notice the serene atmosphere, students 

looking to their teachers, trying to follow along with the lesson of the day.  The school’s small 

class sizes, teacher-student interaction, and the overall peaceful atmosphere are but a few traits 

that attract students to come and stay at the school.   

At a second glance, one will notice that the school places emphasis on academics and 

meeting ethical standards; for example, students are encouraged to have good relationships with 

those who have authority such as teachers and the principal.  In one interview, one student 

illustrates that the school, “is not just a solo academic facility, nor is it a religious facility.  The 

school becomes more of a facility that will provide students with a good environment to study 

and to live in, a good social environment, a good academic environment, a good religious 
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environment, and so all of these different arenas will allow students to excel in life after 

graduation.”  In other words, the parents and the students’ intentions in attending an Islamic 

school is not solely for the Islamic education nor for academics, but rather, their intention is on 

the nourishment of the student’s interests, let it be in politics, science, debate, writing, or even 

religion.   

Fostering students’ interests 

In another interview, one student further explains that it is crucial for students to find an 

interest and to develop it during high school and beyond.  The student says, “The faith-based 

school did not crack down on me or anybody’s interests or their outlook, how they look at the 

world, their point of view.  So I think that my Islamic life and what I do right now will not 

change when I leave the school.” In this previous quotation, the student emphasizes the intention 

to continue living an Islamic life through the constant seeking of knowledge. To successfully 

excel in the faith-based school parents and students view Islamic knowledge and academic 

knowledge as one.  In Islam it is known as an obligation for all Muslims to seek out knowledge.  

The importance of acquiring knowledge for every believer is evident in the Holy Qur’an in 

chapter 96 (The Clot).  The very first revelation to prophet Muhammad (PBUH) was:  

Read: in the name of thy Rub (Cherisher and Sustainer) who creates, 

Creates man from a clot. 

Read: And thy Rub is the Most Bounteous, 

Who teaches by the pen, 

Teaches man that which he knew not.[7] 
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Through the very first revelation revealed to the Prophet Muhammad (PBUH), who was at 

the time illiterate, he stresses the importance of knowledge, especially reading and writing.  

Thus students who attend the faith-based school must do so for the intention to acquire all 

types of knowledge.  For instance, in one interview, a student says that: 

  if a person says that he/she is coming to the faith-based school for academics, then

  he/she is basically coming here for Islam.  You see you cannot separate Islam and 

  academics; it is like saying you are going to the Masjid or the Mosque to do Sujood

  or Raku? (Different positions of prayer) They are part of the same thing…so I think

  the same way…you come here because it gives you everything that is part of Islam; 

 let it be academic, a good social life, or a religious life. 

To focus on the religious philosophical idea of the whole is a more powerful way to approach 

a faith-based school.  From the previous quotations of the interviews, data shows that both 

parents and students can come into the school with the intention to nurture the child’s 

interests such as in math, science, or politics, and so on, and allow the students incorporate 

their interests in all the different arenas of their lives, their personal, social, and religious life.     

Moreover, if parents and students choose to attend the faith-based school for merely the 

religious aspect of it, then many focus on the different practices of Islam, such as praying, 

wearing the hijab, or delivering the Friday sermons.  Because of the school’s environment of 

communion, Muslim girls feel confident enough to wear the hijab or all students pray in 

congregation with no worries of how others might think of or judge them.  
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Matters of hijab 

One student confesses that she wouldn’t be wearing the hijab today if she did not attend 

the faith-based school.  Even though many of her own family members do not wear the hijab, she 

feels that the school built her self-confidence in that she wears the hijab in and outside of school.  

Today the Hijab “‘symbolize[s] everything from Islamic fundamentalism, religious expression, 

women’s subordination to women’s empowerment’” (Zine, 2006, p.4).  The hijab is an Islamic 

dress code of modesty; a mandatory veil for all women of believers to wear, not merely for the 

Muslim women, the hijab is or was designated for all respected women of believers, such as the 

Virgin Mary, and nuns of Christianity.  During the Middle Ages and Renaissance, and “until the 

eighteenth century Islam and Muslims were thought to have a particular taste for sensuality and 

‘lewdness’ in keeping with the stereotyped Oriental universe of the Arabian Nights…” 

(Ramadan, 2004, 101).  In other words, the Western civilization viewed Islam, Muslims and the 

hijab as something exotic, something dreamy through a colorful light.  However, “colonization 

and the post-colonial period brought the totally contrasting image of a strict, unsophisticated 

religion, opposed to women’s bodies and to pleasures” (Ramadan, 2004, 101).  Also Javed 

(2004) notes that E. Said’s (1979) orientalism “provides the West with an ideology and 

conceptual tools to construct all Islam as fundamentalists and Muslims as the barbaric others” (p. 

80).  Change in perspective is an inevitable phenomenon that occurs throughout time, and thus 

the Western perspective of hijab shifted from something erotic to something repulsive.  The 

Eurocentric view of orientals promotes Islamophobia, and according to Javed (2004),  “[t]his 

view is difficult to challenge, especially when Islamophobia and orientalism are used to explain 

tragedies like the destruction of the World Trade Center” (p. 80) and most recently the Boston 

bombings.     
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Unfortunately post 9/11, the majority of the Western media still depicts Muslim women 

as oppressed and uneducated human beings.  Zine (2008) mentions that Haw (2004) conducted 

research in British state schools and Islamic schools, and she found in state schools, “‘Muslim 

students are less confident about being a Muslim student in an environment where being a 

Muslim woman is an issue’” (p. 34).  The issue of being a Muslim woman comes from teachers, 

“who found it difficult to deal with ‘complexities of difference’ in their multicultural school” 

(Zine, 2008, p. 34).   Haw also reported that in British state schools, “Muslim girls were subject 

to many negative preconceptions about their identity, religion, culture and family life-

misconceptions that sometimes inhabited them from developing strong notations of womanhood 

and selfhood as a Muslim” (p. 34). Ramadan (2004) also notes that today the presence of the 

Muslim woman wearing the hijab, and at times even the niqab (veil covering the face) “has 

intensified fears of a return to religion, necessarily opposed to women, their status, and their 

autonomy” (2004, 101).  Nevertheless, in faith-based schools, Muslim girls feel confident 

enough and at times inspired to wear the hijab, and this evidently shows, according to Zine 

(2006) that the hijab has become:  

a part of an oppositional political discourse that counters the ‘tyranny of beauty’ that 

  objectifies and commodifes women for the edification of patriarchal capitalist desires.  In 

 this way, wearing the [hijab] is viewed by some of its proponents as an empowering 

  move that represents a feminist stance for resisting the hegemony of sexualized 

 representations for the female body (p.75). 

The faith-based school is then an environment that provides a safe haven to perform Islamic 

practices such as wearing the hijab, praying, and delivering the Friday sermon.   
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Friday sermon   

On Fridays, Muslims join together to perform the Friday prayer, which is completed just 

after the noon hour.  During the Friday prayer, a sermon is delivered by an Iman (the religious 

leader), and the topics are usually a reminder of God’s existence and power and Islam.  One 

student sees the faith-based school as a regular public school that has a Friday prayer.  The 

student further explains, “the faith-based school is not a ‘Madrasah’ that you would find in Saudi 

Arabia.  There is nothing too extremely religious that is constantly being drilled into your 

minds.”  Zine (2008) encourages educators and school board members to critically examine 

school sites, because of “media images of ‘militant madrasahs as training grounds for religious 

extremism” (p.77).  There is strong scrutiny aimed towards facilities that use terms such as 

Islamic or Muslim as a descriptor, such as Islamic schools (Zine, 2008).  Consequently, students 

in Muslim communities have developed ‘formalized resistance’ through creating political 

associations such as MSAs (Muslim Student Association), Islamic Associations, and Islamic 

schools.  For instance, the “MSAs structure their resistance around religious identification as a 

site for social and political action and educational critique.  Through strategies of ‘formalized 

resistance’ that involve developing a corporate base for political advocacy, Muslim students can 

gain the right to maintain their Islamic practices within the school” (Zine, 2008, p. 10) or more 

broadly in a Western society.         

One student states that the faith-based school “opened up a few doors into a bit of more 

knowledge.”  For example, the student further explains that “I wouldn’t think that I would ever 

do a Kutba (delivering the Friday sermon)…ever.”  Delivering the Friday sermon has great 

benefits which some students recognize.  For instance, one student explains: 
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When a person comes up to speak to deliver the Friday sermon, he would just speak, and 

  that is just hypocritical, and if he speaks one thing and does the exact opposite, then he is 

  not asked to speak again.  When I preach in front of the whole school, maybe it is 

 subconscious, but there is a small nagging voice at the back of my mind, whenever I am 

  about to do something that is the polar opposite to what I have perched, then the voice in 

 the back of my head would say…no…you just did a Kutba about it.  

Consequently, in attending the faith-based school, the opportunity for him to deliver the Friday 

sermons helped to create a conscious voice; for instance, he says, “without the school the voice 

would still be there but it will be less persuasive…and because I do the Kutbas and I am in the 

spotlight, there will always be that nagging voice that says no don’t do something that is the 

polar opposite of what I preached.”  In other words, the previous interview data suggest that the 

act of sermonizing is in fact a way of being conscious of the demands of being faithful.   

In addition in building a conscience, the faith-based school’s close knit environment also 

encourages the students to be self-reliant. Due to the small class sizes, as teachers we are able to 

recognize each student’s work, let it be through his/her hand writing or through his/her writing 

style.  One student says, “if you are at another school, you could probably pass by just copying 

off somebody else’s work.  But, here you can’t, so you have to learn how to do your own work, 

and not rely on others.”  From students’ school experiences, the data illuminates that the faith-

based school provides personalized, individual attention that transfers into instilling self-reliance 

to students.    
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Cultural practices versus religious practices 

The faith-based school also provides a clearer picture of Islamic basic principles by 

differentiating between culture and religion; because of the multicultural composition of the 

school, many students bring with them their own cultural practices, which at times blend in with 

Islamic practices.  For instances, Muslims come from different cultural backgrounds such as the 

Pakistani culture, Egyptian culture, Saudi Arabia culture, Malaysian culture, Turkish culture and 

so on.  In many cases students believe that their cultural practices are in fact Islamic practices, 

and so it is not until they attend a faith-based school, where they learn to make distinction 

between what really is constituted culturally.  Through dialogue between people with different 

cultural backgrounds, students can discover the myths versus the truths of religion.  For instance, 

one student explains, “there are things that might seem Islamic principles in Islamic countries, 

but they are not necessarily founded in religion, and so when we are here in Canada or any other 

non-Muslim country you may feel at first that you have lost that Islamic part, but then soon 

discover that it wasn’t really part of Islam to begin with…”  From the interview data, the reader 

understands that in attending a faith-based school, students learn through open dialogue and 

interaction with one another, that hidden curriculum that permeates beyond any multicultural 

educational program or text.  Moreover, Zine (2007) mentions that: 

 [allowing] for schools which are an expression of cultural/religious traditions, while at 

  the same time ensuring that these schools teach liberal democratic values, will do much 

  more to create harmony within a pluralistic society than the imposition of liberal values 

  and multicultural programs within an environment that is alien to students from minority 

  cultural or religious traditions (p.75).   
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According to the Association of American Colleges and Universities (AAC&U), liberal 

education in the twenty-first century is an approach “to learning that empowers individuals and 

prepares them to deal with complexity, diversity, and change. It provides students with broad 

knowledge of the wider world (e.g. science, culture, and society) as well as in-depth study in a 

specific area of interest” (AAC&U, 2012).  Therefore, the interview data also supports, that 

through first-hand experience of multicultural interaction and dialogue, students may quickly 

learn a liberal education that nurtures them to become civil-Muslim Canadians living in a 

pluralistic society.     

b. The negative past experiences in public schools 

Guide us to the straight path.  The path of those upon whom You have bestowed favor, not of 

 those who have evoked [Your] anger or of those who are astray.             

        The Opening, Holy Qur’an, 1:1 

The above excerpt is from the opening chapter of the Holy Qur’an, which is a prayer for 

guidance on the straight path, the path of righteous knowledge, justice and mannerism.  It is the 

first chapter of the Holy Qur’an as well as the first chapter that is read during the five 

compulsory daily prayers, in which every Muslim is enjoined to recite almost more than 17 times 

a day.  The opening chapter becomes a reminder for every Muslim to keep the focus on the 

divine guidance onto the straight path.  There are Muslim parents or otherwise who pray for their 

children to be guided on to this straight path, and consequently many parents find peace of mind 

when they send their children to faith-based schools.           

Stepping into a faith-based school, one will often observe the well-mannered behavior of 

the students who are all dressed in uniforms, and that is to be expected from a faith-based school 
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environment.  Though similar to any other school, there will always be “the good, the bad, and 

the ugly.”  But as much as possible, the students are shielded from the harms of society 

perceived by parents’ top concerns to be illegal drugs, violence, alcohol, and promiscuity.  As 

one student puts it,  

aside the academics, if you walk around in a public school, you will hear and see a lot of 

  ‘junk’ that you might not see in a faith-based school, and so why do you want to expose 

  yourself to these ‘struggles’ when you can just come here and secondly, who would want 

  to go and live a life where they are exposed to sexuality, drugs and all that stuff.  If a 

  person wants to live a ‘junk-free life or get a ‘junk-free’ education, he/she can attend a 

  faith-based school. 

 Another student recalls past experiences in a public school, stating that “my dad wanted me to 

go to the faith-based school because he probably thought that my older brother didn’t do so well 

because of the public system, and so he wants to try a faith-based school for me.” Evidently, it is 

every Muslim parent’s hope to keep their children on the straight path, which Ramadan (2004) 

calls it “the path toward the source;” he says, “‘this path toward the source’ is the way of 

spirituality and mysticism: it is the heart of that awareness of the finiteness of life, if we keep the 

recollection of it alive in us, brings us back to the meaning of our birth” (p.115).  From the 

previous Ramadan’s quotation and from the interview data, the reader understands that the 

Islamic traditions requests Muslims to live by this knowledge of the straight path on a daily 

basis.   
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c. Peer-pressure in and outside of the faith-based school 

Another example of negative past experiences from public schools is the peer-pressure to 

fit in.  However, in the faith-based school where I did my research, there are no apparent racial 

or social class cliques.  Similarly, Zine (2008) explains that even though “the school was 

strongly multicultural…the students reported that there were no ‘colour-coded cliques,’ as was 

the case in public schools, where students built affinity groups and social networks on the basis 

of race and ethnic affiliation” (p. 99).  Therefore, in attending an Islamic school, students feel 

“less social differentiation on the basis of race, class, or culture” (Zine, 2008, p. 99).  While there 

may be no apparent racial or social class cliques, there are other tensions exist between the 

students.  These tensions occur mainly between the old-veteran students of the faith-based school 

and the freshly arrived students from the public school system.  During an interview with a 

student, we were discussing these tensions, and as we were talking, we came up with a term 

aboriginals to refer to the old-veteran students of the faith-based school, for instance, the student 

further explains, “the aboriginals have been affected by the people who came after.  The students 

were fine before, it was not until the new comers from the public schools, kept pointing out the 

peculiarities of our school.  We are so used to it and we are okay with it.”  The old-veteran 

students did not know of any other way of schooling until the school expanded and opened its 

doors to not only students from the public school system but it also welcomed students from 

other provinces, who decided to move to Saskatchewan for the faith-based school and for the 

Saskatchewan Immigration Nominee Program.   
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The tension between the students sounds a lot like Western colonization all over again.  

The student further mentions that the new comers  

want us to be like everybody else, and that changes things.  The major effect happens in 

  high school.  In elementary when they come in from the public school system, it doesn’t 

  have that major effect; they kinda blend in.  But when they come into high school, they 

  want to be that cool student, and so when somebody comes in like that from other public 

  high schools, they actually have a huge effect on everyone else around them… 

 In other words, the tension between the aboriginals (the veteran students) and the new comers 

of the school is not a difference in social class or race, but rather it is a clash of “school culture 

and youth culture”. (Zine, 2008, p. 138).  For instance, the sources of the clash between students 

come from the faith-based schools’ regulations and expectations, in which the new students at 

times find it hard to follow and meet, especially if they just arrived from a public school.  By 

time, the new students slowly adjust to the new school and youth culture.  After adjusting, Zine 

(2008) explains that the new students shift their sensibilities “towards more Islamically inclined 

behaviour, which focus more on academic pursuits than on extracurricular temptations” (p. 138). 

Consequently, the data from the interviews show that the aboriginals and the new comers both 

learn a valuable lesson that Islam is not about just knowing the religion but rather, it is about 

being and staying active in all Islamic practices such as wearing the hijab, being modest in 

behaviour, respecting rules and elders such as parents, teachers and principals.    
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Theme 2:  The faith-based school’s shift towards public sphere 

a. The school’s past and present: 

The faith-based school has come a long way from establishing itself in the community 

mosque to moving into a larger facility that holds Grades Pre-K to 12.  In an interview, one 

student refers to the success of the school as follows: 

 The faith-based school has taken a good step in making subsidising fees for allowing all 

those lower class and middle class people to attend the faith-based school, and I think that 

is a good step in insulating the kids into Islamic ideologies and mixing in some of the 

Canadian identity…and keeping non-Muslim faculty members…because they are 

providing that Canadian identity.  For instance, we can have Muslim teachers who have 

lived here all their lives in Canada and teach us, but still it won’t be the same, it’s just 

how no one can speak the language like the native.  Nobody can tell you the identity of 

the native, so I think the non-Muslim teachers are the best asset to the school in giving 

the students the best of the Canadian identity.   

From the above quotation, the reader understands that non-Muslim teachers are necessary to 

teach students—in an Islamic context— to become active Canadian citizens who will be able to 

find success in the Western culture. 

During the interviews, I asked students:  What comes to mind when you hear the phrase 

private schools?  Many responded by describing high-class private schools that they sometimes 

watch in teen’s TV shows, with strict rules, good academic standards, and students in clean sharp 

uniforms…etc.  In one interview, a student explains that the faith-based school is more than just 

the TV private school:   
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 Some people think of a private school as a place where children go to just study and 

  memorize data and then come out of it spilling out information that nobody really cares 

 about, but if you look at our faith-based school…the teachers and the board understand 

 that it isn’t just about memorizing data, but instead the school provides an easier 

 environment, where students are more comfortable to take in that data, and not just to 

 regurgitate but to process it and analyze it and then use it in their life, and also the 

 environment isn’t only an academic environment.  You can say that it is also a spiritual, 

  or an environment that allows students to practice their faith and at the same time keep  

  themselves up to date with all their academic work. 

Many old-veteran students have noticed the shift of the faith-based school from a private 

to now a public place.  One student describes the school by saying: 

 yes…the school has changed, in the sense that it is physically bigger and it does have 

  more students and now we have a variety of teachers who bring in different thoughts and 

 ideas to the school…when we first started at the Mosque, I remember we would have 

  small events like PJ day, cowboy day…etc. small things like that.  But as time  

  progressed and as the school expanded, the activities grew along with it and as the 

  number of students grew, we now have more ideas coming in and more participation. 

   Today we have competitions like the Qur’an competitions, basketball tournaments, Eid 

 concerts.  

The faith-based school is also involved not only in the Islamic community but in the outer 

communities as well.  For instance, one student further explains, “we did many different 

activities like with the food bank, or with the new NATO section.” 
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In another sense, the faith-based school is subject to public scrutiny, for instance the 

people who I encounter in public places always ask whether or not the faith-based school follows 

the provincial curricula.  I always inform the people who I meet that the faith-based school’s 

strongest association is with the public school board; furthermore, all schools must adhere to the 

provincially mandated curricula. Citizenship is as much a concern of the faith-based school as it 

is of any other publically supported school.  Students are expected to learn ways to be and to live 

in the world that is consistent with Islam and with the non-Muslim world.  In an interview, one 

student reassures parents of students of faith-based schools that meet with government standard 

of a country, saying: 

 When you have Islamic schools working under the law like here in Canada, the 

 government and parents will know what type of education the students are getting.  The 

  school nurtures the students to be civil people who live a civil way of life…it is not a 

 barbaric way of life, like some would like to portray it, and at the same time they have 

  academic studies and learn how to deal with life.   

The faith-based school does not only nurture and teach Muslim students, it also has its 

doors open to all members of society, Muslims and non-Muslims alike.  One student further 

explains, “Because the school is a public place, anybody could come in and raise questions about 

Islam or about Muslims.  People with curiosity about Islam could resort to an Islamic center or 

an Islamic school, and see what Muslims are doing, why are they here and what are they 

studying?”   Faith-based schools play a role, as Zine (2008) further explains: 

in promoting conscious political action directed at issues of social justice and peaceful 

  participation in civil society.  This is part of a broader system of Islamic education 
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 known as dawah, which involves modeling Islam to non-Muslim and encouraging the 

 spread of Islamic knowledge through open dialogue (p.13). 

The faith-based school has many functions.  For instance, the faith-based school acts as a 

resilient bridge connecting and presenting Islamic ideologies to the Western society.  Also, the 

faith-based school acts as a lighthouse for the Muslim community. Without the presence of a 

faith-based school or an Islamic center, one student says that Islam and Muslims would be lost 

and eventually Muslims would assimilate to the dominant culture.  A student further says, “just 

this past weekend, I was listening to an Imam (a religious leader), and he was talking about how 

he used to visit small communities around Canada, and so places where Muslim settlers came 

from a couple of years ago and they never had the resources or the population to build an Islamic 

center, they weren’t able to successfully continue on being like proper Muslims.”  As a result, 

through the generations, the sense of Islam disappears.  Therefore, the faith-based school may 

navigate Muslim students as well as the Muslim community onto the Islamic path.  From the 

previous quotations and from the interview data, the faith-based school has grown from serving 

the needs of the Muslim community to participating and welcoming other non-Muslim 

communities, acting as both a lighthouse for Muslims themselves, and as a resilient bridge 

connecting two worlds.   

b. The school’s future 

The success of the school relies on sustaining this resilient and merciful bridge between 

Muslims and non-Muslims, and through open dialogue and friendly debates, the students believe 

that the presence of Islam can be felt by all of the different communities in the city.  The school 

must focus on religion, as well as to promote Islam as a whole, as one student eloquently states: 
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 Islam is a way of life, where it encompasses everything one does in his/her life, and so it 

 encompasses education, it encompasses social behaviour, it encompasses family and 

 economic issues, and so Islamic education would be basically to know how to live like a 

 human being, who wants to get closer to God, and to be rewarded by Him in the  

  hereafter, and I think that is the true meaning of Islamic education, but unfortunately 

 not everybody portrays it that way. 

When Islam is portrayed as a way of life, then non-Muslims will come to terms with its presence, 

and be willing to accept the civic contributions of Muslims. 

To continue with the faith-based school’s Islamic presence in the city, the faith-based 

school must persist in contributing to the rest of the non-Muslim Canadian society and eventually 

to the world.  There is a saying of the Prophet Muhammad (PBUH), “The best of people are 

those that bring most benefit to the rest of mankind” narrated by Hasan Daraqutni.  As Zine 

(2008) further explains this movement from knowing to action, Islam has a ‘living curriculum,’ 

she says: 

[Islam is a] catalyst for social, cultural, political, environment, and individual change.  As 

  a path towards individual change, Islam as a ‘living curriculum’ relates to the ontological 

 reality of being a ‘Muslim.’  This is echoed by Sahadat (1997), who contends that ‘there 

 is an existential challenge in Muslim education which seeks to lead the individual beyond 

 the stage of “knowing” to the stage of “being” (p.28).   

This state of “being a Muslim,” one must put his/her knowledge into action, for instance, one 

student paints a picture that in order for Muslims to be successful they must contribute to the rest 

of the non-Muslim Canadian society:  
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They have to contribute in all the different arenas, in all the different fields and levels of 

 studies, because we learn a lot from history, and if we take a look at the only reason why 

 Muslims were accepted in Spain and in North Africa and all across the Middle East and 

 towards the East in China, Muslims were accepted not because they had a strong military 

  power, but rather they were accepted because they had the democracy, they had a good 

 justice system, a good economic system, and the sciences and mathematics were in their 

 hands.  Everything they had, they contributed to the whole world. 

Hence, from the interview data, one concludes that the faith-based school can further support 

their students to contribute in the areas that they excel in; to take their projects or ideas one step 

further.  For instance, I encouraged a student, who writes poems to publish in one of the 

provincial magazines for the creative writers, and the student was published in one of their 

editions.  Also, the student was invited to read the poem to an audience, which was a good 

experience for that student.   

c. Students’ sense of pride for their school 

Besides contributing to society, the faith-based school strives to complement the public 

school system in terms of providing academic classes and extracurricular activities, such as 

sports.  To prepare its students for life after graduation, one student says: 

 The faith-based school cannot shelter you forever between its walls, you have to step out 

 of the cocoon and once you eventually step out of the cocoon, how are you different or 

 similar to other people, how fast can you progress in life compared to a faith-based 

 school cocoon to a public school cocoon, so if you are able to measure up or proceed at 

 the same rate as others, even that is a great asset, and a great thing to be proud of in itself, 
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 and if you are able to proceed at a faster level, well that shows that a faith-based school is 

 much better than a public school. 

Many students believe that the faith-based school’s success is measured by the students’ 

success in university and eventually through their future careers.  After having conversations 

with the faith-based school graduates and who are now attending university, one student reports: 

So a few of the talks that I had with the graduates, I never had any cases, where there are 

 like… “oh…I am on the top of my class…or I am way ahead of everyone else” but I have 

  yet to meet anybody who says “oh…I am falling so behind…” everyone that I met says 

  that they are able to keep in the standard with everyone else, and they are able to keep 

 pace….and from that I conclude what you gain from a faith-based school is equivalent to 

 what you gain from a public school…but you add in the strict discipline and you add in 

 the proper pride in your religion. 

A strong sense of pride of religion is felt by a majority of students who attend the faith-

based school.  One student reports: 

When I talk to the students, who some of them don’t completely agree with the faith-

 based school’s rules and regulations, but what I have yet to notice is that no student has 

  ever shown a lack of pride in their religion.  I have talked to students in public schools, 

 who have basically given up on Islam because they feel embarrassed or they feel  

  ashamed admitting that they follow Islam because it does not give them any freedom, but 

  what I have seen with students attending the faith-based school is that they might not 

  agree with the school’s rules but they will say “oh…Islam is my religion and I will 

  defend my religion.” 



75 
 

 
 

Students possessing a sense of pride for their school and religion also boost their self-confidence 

as well as give them a sense of belonging.  The faith-based school’s leadership council (SLC) is 

currently working on increasing students pride in their faith-based school by choosing for 

instance, school colors, or a mascot.   

4.5 Summary: Making sense of the data and analysis  

Theme 1  

From the interview data, a faith-based school’s academic, social and religious influences 

impacts the student’s life only if the student’s intention in attending the faith-based school is for 

his/her nourishment from ‘knowing’ to ‘being’, from passive citizen to active participant in 

society.  Then in turn this growth into an active citizen also occurs when parents and students see 

that Islamic knowledge and academic knowledge are united.  In other words, parents send their 

children for not merely the religious aspect of Islam but rather, parents encourage their children 

to absorb all Islamic arenas such as social, academic, economic, and so on.  Through finding a 

specific interest or subject, students aspire to greater heights of achievement and personal 

growth.     

Moreover, a faith-based school becomes a safe haven that gives peace of mind to the parents 

as well as the practicing Muslim student who can pray, wear the hijab, and deliver the Friday 

Sermon.  The peer-pressure clash that at times exists between the new students, from the public 

school, and the old-veteran students, of the faith-based school, animates Islam as an active 

religion.  For instance, one cannot be Muslim by name, but rather one must fully participate in all 

of the Islamic practices.  At the same time, being amongst a multicultural group can break down 

previously held religious myths, where students distinguish between cultural practices from 
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religious practices.  In attending a faith-based school students build a sense of social 

contribution, confidence, and pride.  

Theme 2 

The data clearly shows that the faith-based school has reached the fourth and last stage of 

Ramadan’s (2004) Muslim identity diagram, and that is moving from the private into the public 

sphere.  The faith-based school’s partnership with the Public School Board that employ non-

Muslim teachers who bring with them different talented ideas contributing unconditionally to the 

school’s success is one of the greatest assets to the school’s shift into the non-Muslim 

community.  As well, the faith-based school’s future relies on continuing with the visible social 

contribution to other communities in the city.  Accordingly, Islam and the faith-based school’s 

presence dispel any misconceptions that the public might have on Muslims, especially on the 

Muslim woman.  As the public show a positive response of respect and interest to the Muslim 

social contribution, then the students who attend the faith-based school feel proud in being a 

Muslim, instilling a sense of self-confidence and worth.   

 On the following page, Figure 7 gives a visual representation of the theory developed 

from the data to answer the research question: How are students' intentions and experiences in 

attending a faith-based school reflected in the scholarly and religious intentions and practices of 

faith-based schools that are found in research?  Also, in the following final chapter, Chapter 5, I 

provide a brief summary of the research, relate the findings to three main research objectives, 

suggestive implications for parents, teachers, and the principal, and suggest possible directions 

for further studies. 
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Chapter 5:  Implications and Significance 

5.1 Summary of the study 

 The qualitative mixed method study draws on grounded theory methods that includes the 

storyline technique.  To reiterate, the research question is: How are students' intentions and 

experiences in attending a faith-based school reflected in the scholarly and religious intentions 

and practices of faith-based schools that are found in research? I collected the data at a faith-

based school in Saskatchewan, where seven Grade 12 students participated in a twenty to thirty 

minutes interview, and 32 students from Grades 9 to 12 filled out an on-line survey. A copy of 

the interview questions and the on-line survey appear in Appendixes A and B.  The study mainly 

focused on the responses from the seven Grade 12 students who participated in the interviews, 

many of whom have attended the same faith-based school since kindergarten.  The Grade 12 

participants graduated in June 2012 and all are enrolled in Canadian universities.    

To understand why the participants continued to attend the faith-based school, I asked 

each of them a series of questions about their impressions, understandings, and motivations of 

why they attended the faith-based school.  First, I asked the students, who provided consent, to 

fill out the on-line surveys.  The surveys acted as an advanced organizer which guided me 

towards more precise questions, as well as more expansive questions, to add during the 

interviews.  Also, the findings of the on-line survey provided further support for the assumptions 

I had about the research question before conducting the research.   Second, I conducted the 

individual interviews with seven Grade 12 students who provided consent.  After collecting the 

data, I followed grounded theory method of analysis’s three steps: initial coding, intermediate 

coding and finally advanced coding.  In part two of the findings chapter I used the storyline 

technique, which helped me to make sense of the students’ responses.  I used the verbatim 
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quotations from the students’ interviews as data to tie the research all back to the literature, to the 

research question, and in large part, to Ramadan’s theories.  Moreover, to make the findings 

chapter more stimulating, I brought students’ real  experiences in attending a faith-based school 

to life through embedding their voices throughout my writing in part two Chapter Four.    

5.2 Significance  

The purpose of this study was to explore the research question: How are students' 

intentions and experiences in attending a faith-based school reflected in the scholarly and 

religious intentions and practices of faith-based schools that are found in research?  

Consequently, the findings of the study will allow the reader to better understand the faith-based 

school learning environment as well as to allow the researcher as well as the other teachers of the 

faith-based schools to revisit their curriculum programs taught at the faith-based school in order 

for them to align with the students’ needs, expectations and intentions.  Also, should parents and 

students choose to read the study, they may gain better understanding too. As a whole, the 

research findings will be insightful for parents, principal, teachers, the faith-based school board, 

the Public school board, other faith-based schools, Canadian society at large, and finally to the 

students.   

5.3 Characteristics that may limit the study 

In qualitative research the concept of limitations is problematic because the term more 

accurately applies to quantitative research in which variables are isolated. This is not the 

mandate of qualitative research. Therefore, another way to think about ‘limitations’ is the 

characteristics of the research design. In that context, one potential limitation in the research is 

that students who volunteered to conduct the interview, might withhold information due to the 
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fact that I come from their own community, and this is human nature.  For instance, people may 

feel secure and more comfortable in sharing certain information with outsiders who do not cross 

paths with their immediate family members and friends.  In order for me to address this 

limitation, I reassured students that I will keep all recordings of the data locked in a safe place, 

where only my advisor and I would have access, and I further explained to the students that in 

writing the thesis, I would use pseudonyms and avoid identifying quotations, so that no 

participant would have a continuous presence in the report, and thus be recognized by readers. 

Moreover, some of the limitations of this research are de-limited by the fact that it is representing 

students from a faith-based school in Saskatchewan, Canada.  Though the reader of the research 

can make inferences and make logical generalizations that connect to the reader’s own 

experiences.    

5.4 Making sense of the findings 

After applying grounded theory analysis on the data, two major themes emerged with 

three sub-categories each.  The first theme revolves around the faith-based school’s influences in 

the different parts of the students’ lives.  For instance, students’ personal, social, religious, and 

academic lives, students’ negative-past experiences in public schools, and students’ peer-

pressure in and outside of school life.  The second theme emphasizes on the school’s growth, 

which shifted the school’s presence from its closed private environment into the public sphere.  

Moreover, to tie the research themes, which came out of the data, with the three main research 

objectives, the reader will better understand and finally make connections to one’s own personal 

situation and experience.  
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1. To understand students’ intentions of why they attend faith-based schools. 

The research findings, from the data, come as a reminder to parents and students that 

their intention in attending a faith-based school must go beyond the walls of protection of 

societal trials of drugs and violence, and Islamic education that ultimately expands from 

nurturing the student’s own interests to participating within the non-Muslim communities. To 

gain the faith-based school’s intended positive influences, the parents can guide their children to 

develop an interest of the child’s choice, whether it be in politics, sports, debate, science, writing 

or even religion.  If the parents and the child choose to focus on religion, then the parents can 

foster the love of wearing the hijab for girls, delivering the Friday sermon for boys, and 

participating in the school’s activities.  Eventually, with the help of teachers, parents can 

encourage their children to take their interests into other communities; that way, together, parents 

and teachers can plant the seed of social contribution within the hearts of the children.  As 

Ramadan (2004) reminds parents and students, “One is valued by making a visible contribution, 

not by being different” (p. 138).   Moreover, as another reminder to parents and students, it is 

always important to keep in mind their intentions, especially their intention in attending a faith-

based school and in gaining knowledge.  Since students learn to become aware of their intentions 

of acquiring knowledge as well as attending a faith-based school, then they will mature into 

responsible students, who fulfill the academic and behavioural requirements of a faith-based 

school as well as to learn how to use their knowledge in their future lives.  

2. To capture an authentic representation (the environment) of the faith-based school 

from students’ point of views and stories/experiences. 

The data from the students’ interviews clearly illustrates that the faith-based school has 

grown into a close-knitted communion environment that provides a safe sanctuary for students.  
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As a result, the warm environment of the faith-based school nurtures confidence within students 

to perform Islamic practices such as wearing the hijab, praying, and delivering the Friday 

sermon.   To some students, the faith-based school is similar to any other public school with an 

inclusion of the small class size and the Friday sermon.  Other students see the faith-based school 

as an educational facility where parents and the faith-based school board members have created 

in order to protect the children from societal challenges such as drugs and violence, as well as to 

transmit Islamic knowledge from generation to generation.  Teaching children Islamic 

knowledge and practices is an obligation for every Muslim parent, and as mentioned earlier, 

Ramadan (2004) says, “the most important functions of parents, part of their being, is to offer to 

their children the idea and substance of what they are so that the children can then choose, as 

responsible begins before God, what they want to be, for, as the Qur’an says, “no one can bear 

the burden of another”” (p. 81).  Thus education as a whole, Islamic and curriculum-based that is 

provincially mandated curricula, must mirror students’ lives and today’s reality.   

3. To re-examine the way teachers teach students in faith-based schools 

Through examining the school’s environment from the data of the student interviews, the 

findings encourage teachers (Arabic/Qur’an teachers and Canadian-based curriculum or 

provincially mandated teachers) to re-examine the way they teach students at faith-based 

schools.  First, teachers must review their intentions in teaching students in faith-based schools.  

As mentioned earlier, Ramadan (2004) reminds the reader to go through three ethical questions 

before starting an endeavor: “What is my intention? What are the limits my tradition imposes on 

me with regard to the use of knowledge? What are the outcomes of the latter and of my 

profession?” (p.138).  After reading the work of Ramadan (2004) and conducting this research, I 

have become more conscious of my own intentions when using texts in my English classroom, 
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especially, as mentioned before, the use of Shakespearean texts.  Also, Ramadan has inspired me 

to look for connections between text and students’ identities.  Ramadan (2004) reminds teachers 

and school board members to study and review the basic question of why create separate faith-

based schools? Why do students attend a faith-based school?  Ultimately, from the data gathered, 

the findings of this study have illuminated a triangular connection between faith-based schools’ 

environment, educational programs, and student’s identity.  Faith-based schools’ environment 

and educational programs should focus to mirror the students’ lives and today’s reality.  

Teachers, especially Muslim teachers should take the lead to bring the Qur’an and Islamic 

sources alive by: 

putting forward programs of study that are exclusively intellectual but also of 

 supplementing  this with social, cultural, and sporting activities.  It is imperative that 

  Islamic education be integrated into the dimensions of real life, at the heart of our own  

 towns, in the relationships with women, men, and nature that constitute our environment 

 (Ramadan, 2004, p. 136). 

Thus, from data of the interviews and the literature, one can conclude that the greatest 

achievement of a faith-based school is producing students who are competent and confident in 

their chosen interested fields of studies as well as are knowledgeable on how to link their Islamic 

identities with their future careers and professions. 

5.5 Implications and future studies 

  The on-line survey findings illuminated a difference between the development of 

students’ identities inside and outside of school.  For future research, the development of the 

student Muslim identity needs in depth investigation in regards to the two environments, inside 
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verses outside of school, and this could shed more light on the research question at hand, why do 

students continue to attend private faith-based schools?   

After noticing the difference in environment and reading through students’ responses, I 

have developed the following helpful starters for future research studies: 

 Does the school environment impact the students’ Muslim identity, and if so, in 

what ways?   

 Has the school’s focus shifted in promoting Muslim identity from inside the 

school walls to the outside communities?  What effects does that have on the 

student and the outer community? 

 Since the establishment of the school now more than ten years ago, has the 

school’s image of a Muslim identity moved from a private sphere to a public 

sphere?   

 Why do students feel that they are expressing what they learned and who they 

are more so out of school rather than inside of school? 

The research question, how are students' intentions and experiences in attending a faith-based 

school reflected in the scholarly and religious intentions and practices of faith-based schools that 

are found in research? is inspired by the work of Ramadan (2004).  Again, he urges Muslim 

scholars and Islamic school board members to conduct research on Islamic school’s environment 

and its impact on young Muslim students growing up in Western societies.  Many Muslim 

parents send their children to faith-based schools to protect them from societal trials such as 

racial discrimination, drugs, violence, and premarital relationships. But regardless of the many 

societal challenges, Ramadan reminds parents and students of their intention in attending a faith-

based school.  The study’s findings support Ramadan’s suggestions in that one’s intention should 
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go beyond the lines of protection.  For instance, if parents send their children to faith-based 

schools solely for protection, limiting their interaction and collaboration with the non-Muslim 

society, then students will grow up in a confined artificial Islamic environment, where students 

may be unable to make a link between their Islamic duties within a Western life, resulting in an 

identity crisis.  A more powerful way to approach a faith-based school is through the religious 

philosophical idea of the whole.  For instance, both parents and students first enter the faith-

based school with the intention to nurture the child’s interests such as in math, science, or 

politics, and so on, and allow the students incorporate their interests in all the different arenas of 

their lives, their personal, social, and religious life.  Finally, a successful graduate of a faith-

based school will learn to combine the education of the heart with the education of the mind in 

order to develop healthy and autonomous identities while living in a dual world.       
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Appendix A 

Interview Questions 

1. What comes to mind when you hear:  “private Islamic schools?”   
2. What images come to mind when you first think of the faith-based school? Are there any 

differences? 
3. After graduation, do you think you will have the necessary ‘tools’ to face life beyond the 

walls of the faith-based school? What ‘tools’ are those?  
4. Will you be self-fulfilled, pious, and know your responsibilities as a citizen living in 

Canada? 
5. What is “Islamic education in the West?”  What are its objectives?  
6. What are the pros and cons of “Islamic education” in Western societies? Do you think 

Islamic schools can solve their cons? 
7. How can you evaluate the success of an Islamic school?  
8.  Do you think the faith-based school is a successful Islamic School? 
9. As a student, what do you think are the motives behind creating an Islamic school, here in 

Regina? 
10. What are your motives in attending an Islamic school?   
11. Do you think you share the same motives as your parents?  Why/ why not? 
12. Do you attend the faith-based school more for its education or for its Islamic 

environment? Explain? 
13. After graduation, do you think you are prepared for post-secondary education or to start a 

career in the workplace? If not, how would you prepare yourself? What could the school 
do to help you? 

14. Would you consider yourself an active member of society? If not, then how can the 
school promote the sense of contribution to society? 

15. How do you think one is valued in society?  What are your plans to become a valued 
member of society? 

16. What contributions do you think you will get involved in after you finish your schooling?   
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Appendix B 

On-line Survey Questions 

Thinking about students, teachers and your school, how much do you agree or disagree 
with the following? For each statement, please circle the appropriate answer. 

Please Note: 

Your answers will remain COMPLETELY CONFIDENTIAL. Any answers you give will be 
combined with those of others and NEVER identified as yours. 

General Information: 

 Please indicate your gender:   Female    Male 
 

 How many years have you attended the faith-based school? 
 

Less than 1year 1-3 years   4-5 years   5-10 years    

More than 10 years 

 How did you and your family hear about the Regina Huda School? 
 
From a family friend   On the Internet       Other:______________ 
   

Students: 

1.  Students at my school are being prepared for university/collage and beyond. 

 

 Strongly Disagree             Disagree               Agree    Strongly Agree 

 

2. Students in my school are being encouraged to develop their own voice and search for their 
Muslim identity. 

Strongly Disagree             Disagree               Agree    Strongly Agree 

 

3.  Students in my school are being encouraged to go out into society to put what they have 
learned into practice. 

 

Strongly Disagree             Disagree               Agree    Strongly Agree 
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4.  Students come to the faith-based school for the Islamic Education. 

Strongly Disagree             Disagree               Agree    Strongly Agree 

 

5.  Students are involved in decisions about things that affect them in school. 

 Strongly Disagree             Disagree               Agree             Strongly Agree 

Teachers: 

1.  Teachers have high expectations for students. 

  None  Some  Half   More than Half 

 

2.  Teachers are familiar with the surrounding Muslim community and customs. 

None  Some  Half   More than Half 

 

3.  Student-teacher relationships affect overall school success. (e.g., academic achievement, 
 school climate) 

Strongly Disagree             Disagree               Agree    Strongly Agree 

 

4.  Teachers always consider the subject matter before teaching, making sure it is appropriate to 
Islam. 

Strongly Disagree             Disagree               Agree    Strongly Agree 

 

5.  Teachers try to educate you by making connections to reality and to the outside world and 
society? 

  Strongly Disagree             Disagree               Agree   Strongly Agree 
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School/Education: 

1. During the past year, how many students have you talked with about changing schools or 
things you and they can do to stay in school? Your best estimate is fine. 

 None   1-2   3-9   10-more  

Further Explain: 

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 

2.  How many students care about their Islamic Education (think how many students do their 
Arabic/Islamic homework)  

 None   2-5   5-10   10-15  15-20 

 

3.  How many students at my school feel that they have no choice but to attend the faith-based 
school for education? 

None 2-5  5-10  10-15  15-20  20-more 

 

4.  Do you think your parents have sent you to the faith-based school for a high quality 
education? 

 -Yes   -No   -Maybe  -I am not sure 

 

5.  From your past experience in other schools or from what you hear from others, how would 
you rate the faith-based school educational standards compared to other public schools? 

 

-Higher than public school  -Same as public school    
 

-Lower than public school 
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Your Opinion: 

1. What is your vision for the faith-based school in the future?  What should be its 
goals, its mission, and its purpose…etc.?  

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
____________________________________________________________________________ 

2. In your own words, describe the reasons why you attend the faith-based school?  
Why do you think your parents sent you to the faith-based school? 

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 

3. What should be one’s intention before attending an Islamic school or any other 
private school?  

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 

4. What are some of the limits your religion/traditions impose on you in regards to the 
use of knowledge?  What are the outcomes of gaining knowledge and your future 
profession/occupation? 

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 

5. What would you change in the faith-based school to make it the best school in the 
province? 

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
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 Evaluate the motivations behind the creation of the faith-based school through the 

students’ perspective. 

 Research findings will be insightful for parents, principal, teachers, faith-based school 

board, the Public school board and finally to the students. 

 Through examining students’ intentions in attending the faith-based school, the findings 

will encourage all teachers (Arabic/Qur’an teachers and Canadian-based curriculum 

teachers) to re-examine the way they teach students at the faith-based school. 

If you and your parents’ consent, I will ask you (the student) to fill out an on-line survey as well 

as to conduct an interview with me in a confidential and agreed upon classroom.  The interviews 

are strictly for the grade 12 students for confidentiality purposes and will not take between thirty-

forty-five minutes.   

The following questions will structure our discussion: 

Some of the Interview Questions: 

1. What comes to mind when you hear:  “private Islamic schools?”   
2. What images come to mind when you first think of the faith-based school? Are there 

any differences? 
3. After graduation, do you think you will have the necessary tools to face life beyond 

the walls of the faith-based school? How do you know?  
4.  Will you be self-fulfilled, pious, and know your responsibilities as a citizen living in 

Canada? Explain? 
5. What is “Islamic education in the West?”  What are its objectives do you think?  
6. How can you evaluate the success of an Islamic school?   
7. Do you think the faith-based school is a successful Islamic School? 
8. As a student, what do you think are the motives behind creating an Islamic school? 
9. What are your motives in attending an Islamic school?   
10. Do you think you share the same motives as your parents?  Why/ why not? 

 

Confidentiality: Refers to procedures used by the researcher at all stages of the project to 
protect participants’ identity. 
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In order to ensure confidentiality for the participants, during the write up of my thesis, I 

will use pseudonyms (false names) and will avoid identifying quotations, so that no participant 

will have a continuous presence in the report, and thus be recognized by readers.  Even so, 

because of the context of the sample, some confidentiality may be compromised, especially if 

one makes negative comments.  In this case, I will protect the students’ identity by partially 

disclosing the negative responses through statements of advice and recommendations.         

Accordingly, I will comply with the Research Ethics Board requirement that data be 

archived for a minimum of three (3) years. All the data will be saved in a flash memory stick. 

The information will be password protected. The audio recorded interviews destroyed after three 

years. In the event that I write a scholarly paper about the interviews, I will provide you with 

either a paper copy or an electronic link to the paper if it is published.  

You are free to withdraw your consent to the interview request at any time, even after 

you have signed the consent form. If you do so, any interview data that you provided will not be 

used in the study. I am available to answer questions that you may have regarding the procedures 

and goals of the study.  Neither you nor your family will be identified to protect your identity. I 

will protect confidentiality by using pseudonyms and by amalgamating interview responses. 

 

 Ethics Approval: This project was approved by the Research Ethics Board, University of 
Regina. If research subjects have any questions or concerns about their rights or treatment 
as subjects, they may contact the Chair of the Research Ethics Board at 585-4775 or by e-
mail: research.ethics@uregina.ca 

 Consent statement: Having read the above, I agree to participate in this study and consent to the 
above. I also acknowledge that I have received a copy of this form. 
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______________________      ______________________ 

Signature of Participant         Signature of Parent/Guardian
 Date:_____________ 

 

 _______________________       Date:__________________ 

Signature of Researcher          
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