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Abstract 
We examined “school-family-community” collaboration in a context of 
ethnocultural diversity to identify and analyze collaborative practices in-
volving immigrant families. Interviews were conducted in Québec with 11 
education stakeholders, 10 community representatives, and 7 members of im-
migrant-origin families. Our conceptual framework was inspired by Bronfen-
brenner’s ecosystems model (1979) and Epstein’s overlapping influence ap-
proach (2001). Thematic analysis brought forth two dimensions favoring col-
laboration: leadership and the child’s perception of the integration process. 
Our results nevertheless show that school-immigrant family-community col-
laboration remains hindered by the trust issues and reluctance of certain 
partners, thus calling for additional resources and investments by every level 
concerned, particularly government decision makers. 
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1. Introduction 

In the last twenty years, the observed increase in the number of immigrants has 
become a growing concern in almost all of western civilization (Ali & Fokkema, 
2015). The province of Québec is also experiencing a significant rise in the 
number of new arrivals, particularly outside the greater Montréal area (ISQ, 
2017; Bakhshaei, 2015). Unfortunately, in many schools, this increase has not 
been met by the addition of the appropriate support and welcome measures 
(Bouchamma, 2015, Vatz Laaroussi & Steinbach, 2010). 

Scientific and political discourse in Québec has generally centered on col-
laborations between the school-family-community (SFC) and specifically in 
contexts of ethnocultural diversity (CSÉQ, 2017; Deslandes, 2019a, 2019b; Ep-
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stein et al., 2019; Kanouté, 2016; Larivée, Bédard, Couturier, Yalubi et Larose, 
2017; MEES, 2020; MELS, 2014). In this regard, the Cadre de référence sur l’accueil 
et l’intégration des élèves issus de l’immigration (MELS, 2014) proposes a section 
covering the theme of SFC, and more recently, the Coalition Avenir Québec 
party’s Governance Plan in Education (CAQ, 2018) emphasizes that the school 
must “belong to its neighborhood” because both the teaching and non-teaching 
staff are in fact actors for change in identifying the needs of their environment. 
Furthermore, in this context, the principal’s role is instrumental by encouraging 
and supporting partnerships with the community and getting the school team 
and the families on board (OFDE, 2020). 

Although efforts have examined the SFC dynamic, few studies have actually re-
ported on the school’s relationship with immigrant-origin families (Beauregard & 
Grenier, 2017) and even less is known regarding the school-community interac-
tion (Larivée et al., 2017). We therefore raised the following question: Which 
school-immigrant family-community (SIFC) collaborative practices promote the 
successful integration and achievement of immigrant students? 

2. Characteristics of SIFC Collaboration 

In a context of immigration, SIFC collaboration provides numerous advantages, 
including literacy support for each student (Bhattacharya, 2010) and their aca-
demic achievement (Bissonnette, Toussaint, Martiny, Fortier, & Ouellet, 2019). 
This collaboration also opens schools to the different realities and challenges of 
immigrant-origin families (Charrette & Kalubi, 2016) and contributes to improv-
ing the quality of equity-based educational services, developing engagement within 
the community and its families, and creating enriching activities for all children, 
regardless of their characteristics (Bryan, Griffin, Kim, Griffin, & Young, 2019). 

Nevertheless, the successful sustainment of SIFC collaborations is often chal-
lenging because: 1) Schools involuntarily focus most often on families in general 
than on immigrant families or those of diverse ethnicities or cultures (Kim, 
2012); 2) community subsidization for SIFC programs is often not extended 
(Charette et al., 2019); and 3) teachers have the dual task of encouraging French 
literacy while dealing with immigrant families who are not always open to 
learning and using the host language (Benoit, Rousseau, Ngirumpatse, & La-
croix, 2008). SIFC collaboration thus requires the commitment of several stake-
holders, including education consultants and community workers. 

The involvement of school counselors is crucial for effective SIFC collabora-
tion (Cook, Hayden, Bryan, & Belford, 2016), as these specialists can contribute 
to supporting pro-active activities to sustain student achievement and lasting so-
cial and affective improvement (ASCA, 2012). As for community workers, these 
partners help strengthen the relationships with schools to meet the expectations 
of families and their children, particularly immigrant-origin ones (Audet & Pot-
vin, 2013). 

To our knowledge, no other study in Québec has identified SIFC collaboration 
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practices in the specific context of immigration while taking into account the 
perspectives of the school, the community, and the immigrant families they 
serve, and an overall portrait of these practices is thus absent in the literature. 
Indeed, Molina (2013) noted the absence of pedagogical guidelines that not only 
describe the steps to develop strong SFC ties but also are readily adaptable to all 
contexts. For Brougère (2005), the lack of appropriate reference standards that 
can be shared between the various education and community stakeholders has 
led professionals to use practices that are not easy to define, structure, and in-
terpret. The general objective of this study was thus to identify and analyze the 
main types of currently used SIFC collaboration practices. 

3. Theoretical Framework 

The conceptual framework of this study was composed of the key concept re-
lated to SIFC collaboration, based on 1) the ecological systems theory of Bron-
fenbrenner (1979) and 2) the overlapping influence model of Epstein (2001), 
which are illustrated in Figure 1. 

Bronfenbrenner’s model (1979) centers on the notion that a child’s general 
environment affects their development. This development appears through the 
interaction of several systems: microsystem, mesosystem, exosystem, macrosystem, 

 

 
Figure 1. Conceptual representation of SIFC collaboration. 
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ontosystem, and chronosystem. For the purposes of the present study, we retained 
the mesosystem which houses four types of interconnections: 1) multisetting par-
ticipation; 2) indirect linkage; 3) intersetting communications; and 4) intersetting 
knowledge (pp. 209-210). Here, we focused on the first two forms: multisetting 
participation (direct network) and indirect linkage (representing existing inter-
mediate connections). 

Epstein’s approach, on the other hand, is considered as a strong basis on 
which to build and operationalize SIFC collaboration practices (Epstein, 2001). 
This model is grounded in the forces existing in all of the stakeholders and is de-
fined by six dimensions of parental involvement: 1) the school’s support of the 
parental role; 2) school-family communication; 3) parent recruitment as volun-
teers; 4) the school’s support of the parents in at-home learning; 5) the parents’ 
involvement in the school’s decisions; and 6) collaboration with the community 
to support the school’s programs and coordinate efforts with the families and the 
students. Figure 1 illustrates the theoretical framework of the present study. 

4. Methodology 

This section presents our research methodology, including participants as well as 
coding and data analysis methods. Our research objective was to identify and 
analyze the SIFC collaboration practices favoring the educational success and 
integration of immigrant-origin students. This qualitative descriptive study was 
conducted using semi-structured interviews (25 to 70 minutes in length) in 
which the participants detailed their respective SIFC collaboration practices. 
This study was approved by the Université Laval Research Ethics Committee 
(no. 2019-373/08-01-2020) and the participants signed a consent form. 

4.1. Participants 

Based on a non-probability sampling, the participants (n = 28) included 11 rep-
resentatives of elementary and secondary schools that welcomed immigrants (3 
principals and 8 school members), 7 members of immigrant-origin families, and 
10 community members (5 administrators and 5 community workers). All of the 
participants were located outside the Montréal area. 

1) School representatives 
In total, eight elementary (n = 8) and three secondary (n = 3) schools (depri-

vation index 6.1) participated in this study. The schools contained, on average, 
53 teachers and 860 students, including 338 immigrant youth hailing from Af-
rica, Asia, Haiti, Cuba, Venezuela, and America, among others. Of the 11 school 
members, 10 were women with an average of six years of teaching experience. 
The schools were all located outside of Montréal in cities where immigration was 
less prevalent: Québec City (n = 6), Saint-Constant (n = 2), Saint-Jérôme (n = 1), 
Saint-Anselme (n = 1) and Longueuil (n = 1). 

2) Immigrant families 
The members of the participating families (n = 7) included five mothers (from 
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Morocco, India, Cameroon, Senegal, and Colombia) aged between 36 and 45 
years who had child in elementary school (grades 1 to 5). 

3) Community members 
The community representatives (n = 10) included eight women and two men who 

had an average of seven years of professional experience. They hailed from different 
cities (Sherbrooke, Québec, Drummondville, Chicoutimi, and Beauharnois). 

4.2. Coding and Analysis 

The transcribed verbatims were gathered using QDA Miner software and were 
subsequently subjected to thematic analysis following the method of Braun, 
Clarke, & Weate (2016) who categorized the data into three levels, namely, over-
arching themes, themes, and sub-themes. Our data thus consisted of three types of 
general collaboration: 1) School-Immigrant Family (SIF); 2) Immigrant Fam-
ily-Community (IFC); and 3) School-Community (SC). These general themes 
were composed of two themes generated by our conceptual framework. 
• Theme 1 regarded the collaboration practices according to the dimensions laid 

forth in the model of Epstein (2001). These dimensions represented the fol-
lowing sub-themes: parenting, communication, volunteering, at-home learn-
ing, and decision making. The sixth dimension (collaboration with the com-
munity) was not taken into account here, as it constituted the second theme. 

• Theme 2 referred to the collaborative ties according to the mesosystemic 
model of Bronfenbrenner (1979) and contained two sub-themes: direct tie 
and indirect tie. 

Two prominent sub-themes pertaining to the collaboration practices were 
identified: leadership and the child’s experience during the process. Figure 2 
presents a schematic view of the code list. 

5. Results 

This section presents the results of our observations, as well as the collaboration 
practices and the connections emerging from each general theme. 

5.1. School-Immigrant Family Collaboration (SIF) 
5.1.1. SIF Collaboration Practices 
Communication. Our results show the presence of strong communication  

 

 
Figure 2. Schematic view of SIFC collaborative practices and ties. 
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between the teachers and the immigrant parents. Indeed, the teachers kept the 
immigrant families informed regarding the activities undertaken, their child’s 
progress, the rules and regulations, etc. As for the other school participants, 
some acknowledged that immigrant families were often reluctant and did not 
always openly express their concerns to them, even if the teachers were available 
and willing to listen; other participants spoke of a lack of communication with 
immigrant families or students and that their role was limited to supporting the 
teacher in supporting the student. 

I’m not the one in contact with the family […] I communicate only with the 
teacher. (Education consultant 1) 

Moreover, most of the immigrant families in our study stated only communi-
cating with the school principals during Parent Council meetings or at the be-
ginning of the school year during Open House Day activities. This day is gener-
ally used by schools to relay vital information to immigrant families on how the 
Québec education system works. 

One of our priorities was to really take the time to welcome each student. 
[…] we organized a welcome meeting with or without interpreter. (Princi-
pal 1) 

SIF communication took place several ways, including information placed in 
the child’s binder for the parents, apps or platforms, letters sent by mail, or 
phone calls, among others. Meetings were less encouraged but were possible by 
appointment or on certain mandatory occasions, such as report card day. Only a 
few of the schools in our study called in interpreters in instances of a language or 
cultural barrier. 

Parenting. Only one immigrant family spoke of the support they received 
from a social worker in the form of a personalized work plan to help their child; 
however, this family appeared not to be completely satisfied, because this assis-
tance was of limited duration and the actions were arduous. 

She said that she couldn’t help me anymore, that if I still needed help that I 
could go to a hospital. (Mother 1) 

Volunteering. At the school’s request, some families volunteered for certain 
activities to help the teachers organize events and to assist them during outings. 

Decision making. In the entire cohort under study, the schools determined 
their programs, initiatives, activities, and schedules, with no input from the im-
migrant families in these decisions. The schools did, at times, solicit the partici-
pation of the parents at certain meetings (Parent Council, organizing commit-
tees) to share their opinion and vote on certain activities, for example; these 
meetings, however, always dealt with education matters and teaching in general, 
and rarely on issues or challenges related to the reality of immigrant students. 

But the meetings don’t concern the problems of immigrants; they are more 
on education. (Mother 5) 
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5.1.2. SIF Collaboration Ties 
SIF collaboration often occurred through an indirect relationship in which the 
community played an important intermediary role by 1) distributing posters to 
inform the parents regarding certain school services; 2) following up with immi-
grant parents relative to certain demands; 3) helping them to organize their daily 
school routine (meals, service costs, etc.); 4) clarifying the expectations and ob-
ligations of the two parties involved; 5) directly resolving certain issues when 
there is a lack of understanding; and 6) indirectly guiding immigrant families 
closer to their school. The children are also instrumental players by expressing 
their needs to the teachers who in turn call upon the community for support. 

We’ll try to work with the family, with our own multicultural approach, get 
them interested, try to explain what the school expects of them, and on the 
other hand, we’ll work with the school to put things into perspective, we’ll 
explain things like understanding their migratory path of the family, whether 
they have difficulties, and how we can work together on this. (Community 
coordinator 1) 

Despite the fact that most of the immigrant families in our study communi-
cated with their school, they did point out a lack of direct follow-up by the 
school relative to the information they received. 

Not much involvement. If I want to enrol them, I do it and it ends there. 
And the school doesn’t really get involved. They send us flyers which they 
get from the community workers. But as for the school’s direct involve-
ment, there isn’t any. (Mother 4) 

As for the school’s attempts to communicate with the families, this often fell 
on deaf ears because of the school’s lack of clarity and experience making sus-
tained connections and organizing relevant activities. 

There are sometimes attempts, but we don’t have enough experience and so 
the parents, they way we approach them, it can just be information sent by 
email, they don’t understand it, don’t read it, and ultimately don’t come. 
Nothing’s adapted for them. (Teacher 3) 

5.2. Immigrant Family-Community Collaboration (IFC) 
5.2.1. IFC Collaboration Practices 

Communication. Generally speaking, community workers are there to com-
municate with immigrant families. They are mostly the initiators of these inter-
actions to learn about the family’s situation, discuss the issues their children may 
be having, and propose appropriate solutions. They meet with them in an 
open-door environment or contact them by phone or email. The immigrant 
families primarily learn of the community’s activities through word-of-mouth, 
newspapers, internet, etc. 

Parenting. The community workers participating in this study listed several 
activities organized for immigrant families, such as welcoming and guidance 
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(housing, getting settled, document translation, in-home meetings, etc.); adapt-
ing to the host society (information workshops, interpreters, volunteering, day-
care, courses, etc.); and references to other resource organizations (health and 
social services, among others). The community’s approach is characterized by a 
closeness with the families and a knowledge of the family environment. One 
participating organization stated that before any activity can be proposed, one 
must first analyze the family’s needs. 

Volunteering. Some immigrant families directly offered to volunteer in the 
community to learn new cultures, integrate more easily, support other parents at 
school, assist in the planning of workshops, or help celebrate holidays or other 
milestones. 

Like me, at the library, I myself chose to sign up to volunteer. (Mother 5) 

At-home learning. All of the community organizations in our study provided 
activities for immigrant families to assist the integration and educational success 
of their children (e.g., information workshops on the host education system, en-
rollment, and tutoring). 

5.2.2. IFC Collaboration Ties 
IFC collaboration appeared as a direct partnership, despite being mostly solicited 
early in the process to help ease the families’ acclimatization, adaptation, and in-
tegration. However, this collaboration was not without issue, as many commu-
nity workers mentioned that families were often distrustful and thus did not al-
ways express their needs, which made discussion both difficult and complex. In 
their defense, the immigrant families explained that access to activities was often 
hampered by complicated enrollment procedures and waiting times. 

Sometimes, they’re reluctant […] so even a family in need will not necessar-
ily say so off the bat. (Liaison officer 1) 

5.3. School-Community Collaboration (SC) 
5.3.1. SC Collaboration Practices 

Communication. SC communication was mostly initiated by community 
workers who facilitated the exchange of information and relevant assistance. 
Some community members related having gone to the school to present their 
mission and activities, discuss a family’s concern with teachers, or better under-
stand a situation involving certain immigrant-origin youth, among others, while 
others stated that contact with the school was made by phone or email when re-
lations were smooth with the school and the principals knew their organization. 
Consequently, some principals would call upon a community representative 
during the school’s meet and greet day. Two community workers added that one 
of their jobs was to be present in the school in an office to be close to the teach-
ing staff. 

What I try to do is one day, say, Monday in the office, Tuesday and 
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Wednesday at the school, then Thursday and Friday in another school. So, I 
am physically present in the school, I participate in the teachers’ meetings 
(Liaison officer 2) 

One teacher did not understand this type of position in their school. 

I don’t know exactly how their job was created […] who funded the project. 
Was it really the school or did the organization come in and ask the school? 
(Teacher 1) 

In contrast, several community actors mentioned the indifference, reluctance, 
and even lack of awareness of many principals regarding collaboration in the 
context of immigration. 

There are still some principals who, either involuntarily or just a lack of in-
terest in this reality, they start being prejudiced, clichés, even a reluctance to 
collaborate with certain families. It’s not always a pretty sight. (Community 
coordinator 1) 

This non-involvement by the school negatively affected the motivation and 
anticipation of some community representatives who admitted no longer com-
municating directly with the school without having prior approval or an obvious 
mutual interest. 

I encourage the parent to go by themselves. If they’re uncomfortable, I can 
offer to accompany them but I know that first we have to run it by the 
school to see if they’re interested, if it’s possible, if someone will be there to 
meet with us. (Organization leader 2) 

Parenting. Only one school participant confirmed that an activity had been 
organized that involved the community to plan information workshops on the 
subject of parenting skills. 

Decision making. Very few participants confirmed the presence of both the 
school and the community at certain important meetings (e.g., Parent Council 
and Neighborhood Round Tables), despite the possibility of establishing stra-
tegic agreements on such issues as how to deal with suspended students. One 
immigrant family member and one community worker mentioned practices 
that were used in collaboration with both the school and the community, such 
as ski outings and gardening activities, and the majority of the community 
workers stated not having had discussions with the school regarding the or-
ganization and planning of activities and practices for immigrant children and 
their families. 

Everything that concerned planning, I just wasn’t present (Liaison officer 1) 

5.3.2. SC collaboration Ties 
In general, school-community collaboration took place directly and indirectly, 
and for most of the participants from these two sectors, this collaboration ap-
peared to be both difficult and rigid. 
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Why collaboration’s difficult, I don’t know. Maybe sometimes they’re tired, 
overworked; but you know, everyone is tired […] And we’ve been asking 
for this collaboration for years for the kids. (Organization leader 1) 

The participants thus admitted their lack of understanding of this collaboration, 
its difficulty, and its absence. While some school members mentioned lacking in-
formation regarding the resources or practices established for immigrants, oth-
ers stated that the school simply had none. 

I think a link should be established between the school and the community 
because right now there isn’t really one. (Teacher 1) 

Some schools viewed the community as a resource for certain mundane is-
sues, such as providing a meal to a child who had none: 

They’ll just call me and say: “So … we’ve got a child with no lunch. Can you 
send one?” They use us like a resource […] sometimes it’s negatively per-
ceived […] as if we pick up after all the poverty around here (Organization 
leader 1) 

Many of our participants believed that one of the main reasons explaining this 
complexity was the fact of standardizing school practices and regulations, which 
did not always guarantee satisfactory results and fair outcomes for all concerned. 

It’s because of the standard requirements and regulations applicable to Qué-
bec families which we continue to apply to newly arrived families. (Commu-
nity coordinator 1) 

Our participants also expressed that time was an important factor in success-
ful SIFC, an element that schools often lacked; the situation is therefore not 
conducive to collaboration and the planning of specific activities for immigrants. 

I don’t see how they’ll have the time to do something with a community 
organization. (Education consultant 2) 

Some community members acknowledged that because the focus of their or-
ganization was supporting the welcoming and integration of immigrant families 
and their children, SIFC collaboration was not considered a priority among most 
of these organizations. 

The SFC project, let’s just say that it’s a small part of what my organization 
does as such and it’s also a very small part of the budget for all of our activi-
ties […] so, the biggest portion of our organization’s funding in general; as I 
said, it’s really on the level of the initial efforts to set them up (Liaison offi-
cer 1) 

However, the principals in our study remained positive and open to collabo-
rating and welcoming immigrant families and their children. 

Well, I think we could do better. (Principal 2) 
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5.4. Prominent Sub-Themes 
5.4.1. Leadership 

Parental leadership. The immigrant parents were motivated to do activities 
with their children at home (tutoring, reading, etc.) and to integrate them into the 
host society (enrollment in community activities, getting to know the neighbor-
hood, etc.), with the goal of a) adopting their traditions; b) motivating their chil-
dren or learning about their difficulties; or c) playing the role of parent far from 
their homeland. 

Political leadership. The participating community actors identified well-defined 
actions to favor the successful integration of immigrant families and their chil-
dren. The focus was thus on teamwork to consolidate their efforts, recruit work-
ers and administrators on a continuous basis, and collaborate with other part-
ners when necessary (culture-based organizations, youth centers, school dis-
tricts, etc.) to obtain financial support, resolve issues, or rent space for their ac-
tivities. The political leadership of the community also resides in its willingness, 
its open attitude, and its negotiation skills with the school in implementing edu-
cational projects. Although the school is reluctant to collaborate with some of 
these organizations, community workers and leaders remain insistent and per-
sist in their discussions with the school to establish vital agreements for the 
benefit of all concerned parties. 

You have to push forward. I have to be the one to push. (Organization 
leader 2) 
I think that social workers are more invested than schools are. (Teacher 2) 

Our findings also reveal that one teacher had taken on the role political leader. 
This person was of particular interest because of her personal and informal work 
approach, her innovative skills and resourcefulness, her devotion and dynamic 
attitude, and her constant support. Although not part of her duties, this teacher 
was happy to rapidly accompany immigrant families and refer them to the ap-
propriate community resources they needed. 

It’s not part of my job, but when I see there’s a problem, I offer to help […] 
a sort of consultant, if you will, who is not officially mandated as such. 
(Teacher 1) 

Collaborative servant leadership. Both the participating principals and the 
community organization leaders stated being open to their staff’s involvement in 
the decision-making process and the development of objectives, as well as activ-
ity planning, the proposal of new projects, and participating in meetings. 

I see myself more as the one who sets up the conditions, means, and re-
sources that could help the team do its work and respond to the needs in 
the field. (Principal 1) 

However, these school meetings generally concerned discussions on the values 
of education and how the school system worked. Very few meetings appeared to 
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be specific to the context of immigration, such as, for example, the committee 
organized to discuss the francization issues of immigrant-origin students, or the 
professional development day. Of interest is that only one school in our study 
collaborated with its school district to develop welcome guidelines for immi-
grants in which the latter’s concerns relative to their welcome and integration 
were addressed. 

We are actually working on developing a welcome protocol […] when the 
parent arrives, who they go to, the importance of meeting with the family 
before integrating the child into the school to help us understand their mi-
gration, where they’ve come from. (Education consultant 1) 

5.4.2. The Child’s Experience 
The participants related the relevance of the immigrant child’s experience in the 
SIFC dynamic. The latter appeared to be more motivated than were their peers 
and more openly valued education in the attainment of their personal goals. The 
principals thus emphasized the importance of considering the basic needs of 
immigrant youth to better understand their expectations and to help them fully 
integrate and succeed. 

We have to make sure that the child who arrives here, who is experiencing 
so much destabilization on so many levels […] that they feel safe at school. 
Focusing on learning a second language and all that means nothing if the 
child doesn’t physically feel at home in their new environment. (Principal 
1) 

Although the open-mindedness of the principals in our study was palpable, we 
did notice that these leaders received no training to accomplish the tasks in-
volved. 

We’ve received no training on how to appropriately welcome an immigrant 
student. (Principal 2) 

Most of the schools in our study organized several activities for all of their 
students, whether within its walls, such as sports (soccer, basketball, ski), parties 
(end-of-year, Hallowe’en, pyjama parties, other theme-inspired events) or edu-
cational workshops (lectures and team projects), or outside activities such as 
culture/history-themed outings, picnics), to name but a few. In response, all of 
the participating parents mentioned that these events, organized for all of the 
students, did not always meet the needs of immigrant children; indeed, among 
all of these various workshops and activities, very few were adapted for immi-
grant students. 

I think that we are blatantly ignoring the needs, what we could do more or 
differently for these students [immigrants]. We treat them like everyone 
else, we think we are treating them fairly, but in fact we’re not because 
sometimes there may be different needs that are being ignored. (Teacher 1) 
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The community members in our study also listed several practices deployed 
to support the integration of immigrant children through local organizations: 
sports (tennis, soccer, karate, taekwondo); social actions (food banks, clothing, 
discussions); cultural activities (Easter, end-of-year events, cooking classes); 
extracurricular/educational opportunities (sociolinguistic workshops, tutoring, 
and reading, writing, and numeracy awareness). Other outside activities, such as 
outings (skating, museums, movies theatres) and summer camps, were also 
mentioned. Although all of the organizations we interviewed did not separate 
immigrant and non-immigrant children during their activities, they nevertheless 
stated being open to all children, regardless of their characteristics, the goal be-
ing to teach them such values as fraternity, respect, and acceptance, and to help 
those experiencing difficulties at school or mental, emotional, or behavioral is-
sues. 

We do have a system of values, like respecting differences, culture, etc., so 
the children know. (Community leader 3) 

Three services provided for immigrants caught our attention. One center ex-
posed their plans for a summer camp, which they referred to as a “welcome and 
integration camp” proposed exclusively for immigrant children. Another or-
ganization provides reduced bus fare for immigrant families and their children 
and disadvantaged persons for easier access to their facilities. Lastly, a third cen-
ter has organized an annual intercultural meet and greet to bring immigrant and 
Québec families together in a spirit of exchange, new friendships, and learning 
about the different cultural realities within the community. 

Finally, the community representatives had their indirect relationship with the 
children. Their involvement with immigrant families can be explained by the 
fact that the parents can influence how their children integrate in and adapt to 
the new host society. The community can thus learn about the family’s context 
toward a broader understanding of the child’s situation at school. 

Of course, when we accompany the parents, or families in general in their 
integration process when they first arrive, of course, there, indirectly, the 
children also participate in this integration process. (Liaison officer 2) 

6. Discussion 

The goal of this study was to identify and analyze the SIFC collaboration prac-
tices of the three instances involved, namely, the school, immigrant families, and 
the community. On the basis on our findings, five major observations emerged. 

1) In SIF collaboration, communication was evidenced more between immi-
grant families and teachers than with the school (SIF), and the measures used by 
the teachers to communicate with these families were no different than those 
used with Québec families. Beauregard and Grenier (2017) also observed this in 
their study. Indeed, very few comments referred to communication that was 
specific to immigration issues. In addition, except for the welcome and franciza-
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tion class, no activities proposed by the school were specifically for immigrants, 
therefore suggesting more of a general SF collaboration than an SIF collabora-
tion. This result clearly shows that these practices should be considered among 
the basic actions among the triple mission of Québec schools, namely, to edu-
cate, socialize, and qualify (Ministère de l’Éducation du Quebec, 2006). Further 
to this, immigrant families were not involved in the decisional processes as such; 
attending school meetings did enable them to discuss education-related con-
cerns with certain school members but did not allow them to plan activities, 
draw a schedule, or organize programs, among other actions. 

2) The practices pertaining to at-home learning and to parenting were exer-
cised more in IFC collaboration than in SIF collaboration. It is thus the commu-
nity who helps immigrant families to educate their child, understand the school 
system, and learn about and adapt to the host society’s habits and culture. The 
IFC tie is therefore highly relative, depending on the family’s issue, and the 
community’s offer of support remains highly collaborative. Nevertheless, struc-
turing SIFC initiatives is not among the priorities of most community organiza-
tions, whose main objective is to welcome and accompany newly arrived fami-
lies; this suggests that the collaborative approach remains something that is both 
underdeveloped and ill-defined. 

3) SC collaboration was fragile and difficult, and progressed at a snail’s pace. 
This may be explained by (a) the lack of clarity as to the school’s responsibili-
ties and those of the community organization and (b) the revolving door phe-
nomenon regarding school principals, which may affect communication and 
pre-established agreements. 

4) The SIFC collaboration ties were highly relative to each situation. Indeed, 
practices either varied little or were ill-adapted to immigration contexts, and the 
dimensions described in Epstein’s work did not entirely equate with the reality 
of collaboration in a context of diversity. Behaviors such as reluctance and mis-
trust were prevalent among the education and social-sector representatives, 
which, ultimately, is detrimental to sustaining fruitful SIFC collaboration. 

5) Lastly, two dimensions were identified to complete Epstein’s model (2001): 
leadership and the immigrant child’s perspective of the entire adjustment process. 
• Leadership was indeed an instrumental form of involvement, as each stake-

holder took on the role of leader. This phenomenon was reported in a na-
tional study on education consultants (Griffin & Steen, 2010). Parental lead-
ership was prominent in our results, as supported by the definition proposed 
by Bellon, Ngware, and Admassu (2017): “Parental leadership is the influence 
process whereby parents interact with their children in a context of home and 
school environments toward achievement of the desired academic goals” (p. 
111). Our participants also referred to the political leadership of the communi-
ty, according to the characteristics defined by Gallos (2013), the most impor-
tant of which is developing a “friends” zone, particularly with the most honest 
ones (Sawicki, 2003). Finally, the role of the community and that of school 
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leaders in consolidating work teams is indicative of collaborative servant 
leadership, which represents a significantly positive element. Indeed, in their 
longitudinal findings, Hallinger and Heck (2010) showed that this form of 
leadership had an indirect positive influence on children’s learning develop-
ment by improving the educational competency of schools. Empirical re-
search has also developed and demonstrated this altruistic model of collabo-
rative leadership in the school setting through such variables as “school cul-
ture, microclimate, employee job satisfaction, commitment, citizenship be-
havior, professional growth and learning of a leader, student’s achievement 
improvement, and others” (Pilkiene, 2017: p. 116). 

• The child’s perspective or experience brings us to the immigrant student, at 
the heart of the SIFC dynamic. Their relationships with their peers and their 
teachers are an extremely important part of the equation in how we encour-
age their academic achievement (Bissonnette et al., 2019). It is thus impera-
tive that we take into account their needs and experiences: to help them in 
their role as child; to ensure that they receive the appropriate education by 
developing activities on every aspect (educational, pedagogical, social, cul-
tural, physical activity, etc.); to establish a direct connection with them to 
learn about their needs, expectations, and life goals; to provide them with ba-
sic support resources (health, nutrition, clothing); to organize personalized 
interventions when issues arise; and finally, to heighten their awareness of 
the child-family-community connection. 

SIFC collaboration thus warrants a series of specific goals, practices, and ac-
tions. In light of our results, future research should closely examine the condi-
tions, training, and guidance that are most likely to influence this active collabo-
ration. The conditions under which collaboration practices are developed in a 
context of immigration must not be neglected, as they rely heavily on the avail-
ability of material resources (time, equipment, etc.), qualified human resources, 
and fairness-driven practices, as well as on the well-defined roles of its advo-
cates. Indeed, despite the fact that these actors are functionally organized, regu-
larly interact, and acknowledge the importance of collaboration, professional 
training for all of the partners involved in this collaboration must be provided to 
boost confidence, nurture trust, and enhance competence with regard to the 
many different delicate issues they are called upon to deal with on a daily basis. 
Greater task diversification should also be envisaged. As for the families of im-
migrant youth, we must continue to invest in strengthening their awareness of 
their education-related obligations and their role in this vital partnership. To 
sustain these efforts, however, this support cannot be successfully achieved 
without government initiatives and the commitment of school principals and 
local community centers. 

7. Conclusion 

We examined the collaborative practices and connections in the specific context 
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of immigration through the eyes of three groups of interest, namely, schools, 
immigrant families, and community organizations. Our results confirm the 
presence of communication between the three instances, an interest on the part 
of immigrant families for volunteering, active teamwork in both the school and 
the community, collaborations between community organizations, and the sen-
sitivity of schools toward the experience of immigrant-origin youth. However, 
our findings also reveal no tangible decisional power of immigrant families at 
school, a lack of supervision by schools relative to at-home learning and parental 
involvement, the daunting challenges community organizations face regarding 
funding renewal, and the reluctance of both immigrant parents and schools to-
ward collaborative actions. 

Despite the benefits of collaboration with the community, principals continue 
to be ill-equipped in terms of resources and targeted professional development 
to ensure and sustain effective SIFC partnerships. As for the community work-
ers, these participants estimated that immigrant families were satisfied with the 
services they provided but that their level of effectiveness in supporting integra-
tion and student achievement is a constant challenge: having to exercise patience 
when dealing with many community partners; directing needs-based projects; 
maintaining the continuous involvement of the school; and getting immigrant 
parents to better voice their needs and expectations. 

To conclude, further research in this area should consider the experience of 
the immigrant child and broaden community contribution to include govern-
ment decision-makers who have greater strategic leverage. Furthermore, due to 
the evident lack of a structured outline of collaborative practices in the field as 
well as in the literature, it would be of interest to constitute such a list and make 
it available to all stakeholders who currently have no reference materials or 
guidelines, no clear definition of the related roles and needs, and the underex-
ploited involvement of the two main protagonists in this collaboration, namely, 
the school and the community. 
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