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Abstract 

Current educational settings have been characterized as increasing diversity and 

demographic divides between teachers and students in all educational levels which result 

in some permeating alienation and multiple boundaries between teachers and students, 

schools and families.  In this qualitative dissertation, my central concern was the 

preparedness and capacities of teacher educators of color and preservice teachers to 

transcend boundaries in educational and social settings.  Under the theoretical 

considerations of a transformative worldview and critical theory, I examined when a 

Funds of Knowledge (FoK)-based home visits project was carried out, what happened in 

a school site situated in the Southwest of the United States, what happened to teacher 

educators of color who taught and organized this project and what happened to preservice 

teachers who conducted the Fok-based home visits respectively.  

Findings include: (a) When a FoK-based home visits project was carried out in an 

elementary school, a Foucauldian web of power relations among multiple constituents 

emerged.  These participants included one teacher educator, predominately White 

preservice teachers and their public-school mentor teachers who acted and reacted to one 

another based on their different understandings and interpretations of the relevance of this 

agenda in a public school.  The power relations were multilayered, multifaceted, 

multidimensional and in constant flux which were also accompanied by ideological 

production of apparatuses of knowledge and the construction of subjects and 

subjectivities.  (b) When two Asian international female Graduate Teaching Associates 

(GTAs) working as teacher educators were charged to teach and organize FoK-based 

home visits project, they were placed into contact zones where western progressive 
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ideology of multicultural education, dominant racial, cultural, social and ideological 

discourse encountered their Asian-selves.  The autoethnographic layered accounts they 

constructed suggested that they voluntarily and involuntarily implemented coping 

strategies which they coined as concealment, conformity, detachment, trapped, 

disillusionment, awakening, realignment, and distancing.  They also traversed a 

non-lineal transculturation process that was coined as alienation-awakening-retreat-

realignment-distancing.  Findings suggest their strengths are endurance, adaptivity and 

persistence.  (c) When three female preservice teachers with diverse backgrounds 

conducted FoK based-home visits, their (im)mobilities of minds, bodies and boundaries 

showcased their engagement with the families, which was to a certain degree reserved.  

They could take on non-controversial differences regarding language and cultural 

practices, but struggled to appreciate issues of race and class.  In addition, they seemed to 

have reservations and some unresolved misgivings about furthering engagement with 

families in the surrounding communities as a future professional practice.   

The analysis suggests that the transformation, or a capacity to effectively 

transcend boundaries to build reciprocal relations in educational and social settings, as an 

endeavor for teacher education program to integrate multicultural educational approach 

of FoK-based home visits is not fully achieved.  This is due to the emergent power 

relations among multiple constituents, teacher educators of color struggling to cope while 

undergoing an incomplete transculturation process, and preservice teachers’ multiple and 

complex (im)mobilities of bodies, minds and boundaries during home visits experiences.  

I also provide recommendations to researchers, teacher education program 

administrators, teacher educators, policy makers and the field of multicultural education. 
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 Introduction    

         “This is just so foreign,” a male White preservice teacher uttered.  “This would 

never happen where I grew up,” another female White preservice teacher added.  The rest 

of class was silent.  A sense of tension began emerging throughout the classroom.  This 

incident occurred after my announcement to preservice teacher students on the first day 

of class that a Funds of Knowledge (FoK)-based home visit would be included in the 

course assignments.  This was the second time that I integrated the practice of having my 

preservice teachers visit one of their students’ home, ideally that of English language 

learners (ELLs).  The response shocked me!  It was drastically different from what I had 

experienced in the first year of orchestrating this project although with a different cohort 

at a different school site working with a different group of university colleagues.  In 

retrospect, it was what I thought to have been my previous experience.  I am not saying 

that the project of visiting ELL students’ home was ever embraced with enthusiasm by all 

my former preservice teachers and that it was universally accepted.  I simply did not 

recall such overt and explicit resistance toward it either. “Keep smiling,” I told myself, at 

the same time trying to hide my uneasiness.  I felt helpless and wondered what was going 

on.  

Several weeks into the semester, more reports were presented to me by my 

frustrated students. “My mentor teacher in the placement classroom doesn’t want me to 

do the home visit.”  “The family isn’t responding to my letter of inquiry for a visit.”  

Attempting to comfort them, based on my best understanding of the experience in the 

previous year, I murmured, “Your mentor teachers will be fine.” “Your students and the 

family will be excited to have you in their homes.”  Deep down inside of me a furious 
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panic was growing—why was this happening and, more importantly, what should I do?  

For the first time I, an Asian international doctoral student having been trained and 

teaching in a multicultural educational oriented teacher education program, realized that 

there were as many boundaries between me and my predominantly White middle-class 

female preservice teacher students and the K-12 public school professionals for me to 

negotiate as that between preservice teacher and the families they are to serve, which was 

what our community-based field experience expected.  What exactly were the concerns?  

What was playing out when each of the different constituents negotiated around this 

multicultural educational agenda of FoK-based home visits?  This chapter provides a 

statement of the problem, a research rationale, a brief statement of the theoretical 

foundation across three articles, a brief summary of the literature to be reviewed in each 

article as well as a short discussion of the methodology used to address the central 

concern and research questions posited.  I also provide an explanation of important terms 

used in this dissertation.  I end this chapter with a literature review of this dissertation.         

 

Statement of the Problem    

         The bafflement I experienced of what was occurring with predominately White 

preservice teachers’ reluctance to the FoK-based home visit assignment cannot be 

understated in terms of both my personal and professional concern.  I felt a level of 

vulnerability because of the mental and pedagogical unpreparedness for responding to 

students’ emotional and academic needs as a teacher educator from a nontraditional 

background engaging predominantly White preservice teachers and school staff.   

Predominately White preservice teachers, on the other hand, expressed anxiety and 
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demonstrated resistance about interactions with families who did not share similar 

backgrounds with them.  The hyperemotionality endured and the alienation exhibited by 

one teacher educator and a group of preservice teachers during the process of engaging in 

a multicultural educational approach of Funds of Knowledge (FoK)-based home visits 

raised critical issues of the preparedness and the capacities of both to transcend the many 

boundaries.  These cultural, linguistic, socioeconomic, racial and institutional (family 

structure) difference separated all groups in the educational and social settings, which 

include, but not limited to an international teacher educator, the designers of the 

university FoK curriculum, the beginning teachers, and families—all of whom represent 

varied perspectives about what it means to become a “teacher.”  The central focus of this 

dissertation is to understand the experiences and perspectives of teacher educators of 

color and predominately White preservice teachers when presented with schema of  

FoK-based home visits project in a multicultural and social justice-oriented teacher 

preparation program.  My research questions include:  

1. What happens in a school site situated in a particular geographic setting in the  

American Southwest when FoK-based home visits are organized in a multicultural  

and social justice-oriented teacher preparation program? 

2. What happens to teacher educators of color who organize FoK-home visits as a part  

of the teacher preparation program? 

3. What happens to predominately White preservice teachers who conduct FoK-based  

home visits?  

  In this dissertation, I adopt a three-article approach in order to better explore the 

nuanced dynamics and complexities of teacher educators of color preparing 
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predominately White preservice teachers to work with students and families from diverse 

backgrounds through a multicultural educational endeavor of FoK-based home visits in 

the current political, cultural, social and educational arena. 

        In the first article, Mapping Power Relations: What Happens When Funds of 

Knowledge-Based Home Visits are Organized in School? using Foucault’s analysis of 

power (1976), I provide a narrative account to map power relations between me as 

teacher educator of color working with predominantly White preservice teachers and 

their mentor teachers with similar backgrounds on the FoK-based home visits project in a 

local school site.  Through documenting the functions and effects of power by tracing 

how it operates at the material, cultural and social levels, I capture the forces at work and 

subjectivities affecting the relations among all parties. 

        The second article, We are “Other People’s Children” Teaching Other People’s 

Children: Autoethnographic Layered Accounts on Transculturation, documents the 

experience of two international female Graduate Teaching Associates (GTAs), one 

Chinese (me) and one Korean (Dr. Chee Hye Lee as co-author), working as teacher 

educators engaging in FoK-based home visits in the same teacher preparation program.  

This experience is demonstrated through autoethnographically-layered accounts which 

highlight the coping strategies and the transculturation process of our socializing into the 

fields of teacher education, multicultural education, and higher education situated in the 

current geopolitical, social, cultural, and educational setting.  It investigates what 

happened to us when we attempted to integrate Funds of Knowledge and home visits into 

our teaching with predominately White preservice teachers and other educational 

professionals.  
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        The third article, “Just Making Sure that I am Always Positioning Myself”: 

Preservice Teachers Conducting Home Visits, is an ethnographic case study focusing on 

the experience of three female preservice teachers, two White and one Latina during their 

FoK-based home visits.  Their (im)mobility practices at the mental, physical and social 

levels are documented to explore what happens to preservice teachers when they engage 

in home visits.  This article considers the preservice teachers’ readiness and ability to 

transcend multiple boundaries in urban neighborhood spaces.  Table 1 outlines the 

research question that each article addresses and the journals that the articles are to be 

submitted to.  The article title is boldfaced with both uppercase and lowercase, and the 

journal title is italicized.  

Table 1 
 
Organization of Three Articles 
 
Article Research Question Addressed Article and Journal Titles 
1 What happens in a school site situated 

in a particular geographic setting in the 
American Southwest when 
FoK-based home visits are organized 
in a multicultural and social  
justice-oriented teacher preparation 
program?  

Mapping Power Relations: What 
Happens When Funds of 
Knowledge-Based Home Visits are 
Organized in School  
Power and Education 
 

2 What happens to teacher educators of 
color who organize FoK-home visits 
as a part of the teacher preparation 
program? 

We are “Other People’s Children” 
Teaching Other People’s 
Children: Autoethnographic 
Layered Accounts on 
Transculturation  
Contemporary Education Dialogue 

3 What happens to predominately White 
preservice teachers who conduct  
FoK-based home visits? 

“Just Making Sure that I am 
Always Positioning Myself”: 
Preservice Teachers Conducting 
Home Visits 
Journal: Teacher College Record 
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Research Rationale 
 
        A series of studies covering multiple constituents and intersecting aspects of 

teacher educators of color preparing predominately White preservice teachers working 

with students and families through a multicultural educational agenda of FoK and home 

visits is of significance.  The previously identified hyperemotionality and alienation 

experienced by female teacher educators of color and predominantly White preservice 

teachers illustrate aspects of several intersecting political, social, cultural, theoretical and 

pedagogical tensions in the field of education that have been historically accumulated.  

These antagonisms and detachment have lasted for decades and become also increasingly 

relevant in current “multicultural and globalized” contexts because of a multiplicity of 

factors and layers in public education (Li & Beckett, 2006, p. xiv).  These contemporary 

and historical trends comprise increasing diversity in public schools and the demographic 

mismatch between educators and students at all educational levels.  Additionally, there is 

a lack of preparation among both teacher educators and preservice teachers meeting with 

these challenges.  Included in these movements are also the development of multicultural 

education and its relevance to teacher education, and finally lack of transformative 

impact of multicultural educational teaching on current and prospective teachers.  These 

movements will be discussed in the section of Literature Review.  

          Framed within these intersecting trends in the fields of public education, teacher 

education, multicultural education and higher education, I hope that an analysis of the 

experiences and perspectives of teacher educators of color and White and Latina 

preservice teachers provide insights into the ways that boundaries are being negotiated 

around a FoK-based home visits project.  By adding new knowledge, this dissertation 
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contributes to current research and practices in addressing the changing demographic 

features in the contemporary social and educational settings for this increasingly 

globalized and transcultural world.  Findings will be of interest to other teacher educators 

who may consider including Funds of Knowledge and home visits in their teaching.  

Such knowledge is valuable for them to implement curriculum and pedagogical schemes 

in preparing preservice teachers to work more effectively and constructively with 

students and families from diverse backgrounds.  Teacher education programs should 

understand and incorporate the experiences and perspectives of both teacher educators of 

color and preservice teachers in order to best prepare educators to work with children and 

families.  This moves us to think about who and for what purpose we recruit into the 

teaching profession.   

        The outcome may be relevant and informative in terms of cultivating children in 

public schools toward participation in and contributing to the current globalized and 

multicultural world as global citizens by providing them with teachers with broader 

visions and transboundary capacities.  I also hope this study will provide information for 

policy makers to consider in developing more effective and workable teacher education 

programs in the current globalized world.  Finally, this study may offer opportunities to 

further the development of multicultural education as both research and practice in 

general and Funds of Knowledge and home visits in particular.  

 

Theoretical Foundations 

         A transformative worldview and critical theory are the major theoretical 

approaches that underlie this dissertation because of my general concern about 
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“marginalized individuals in the society, issues of power and social justice, 

discrimination, and oppression” (Creswell, 2014, p. 9).  The transformative worldview 

holds that “research inquiry needs to be intertwined with politics and a political change 

agenda to confront social oppression at whatever levels it occurs to change lives of the 

individuals, the institutions and the researchers’ life” (Mertens, 2010, as cited in 

Creswell, 2014, p. 9).  That is, specific issues under study need to be addressed that 

“speak to important social issues of the day, issues such as empowerment, inequality, 

oppression, domination, suppression, and alienation” (Creswell, 2014, pp. 9-10).  In this 

study, my general concerns are students with diverse backgrounds in public schools that 

are historically underrepresented and underserved.  Levels, forms and capabilities of 

teacher educators and preservice teachers transcending boundaries is the focal point I 

engage with by situating it in the larger demographic, social, political and educational 

contexts.  The excessive emotion and alienation that characterize teacher-student 

relationships at different educational levels, as that were illustrated by the opening 

vignette, I argue, are revelations and consequences of the broader social and political 

issues of inequality, domination and oppression.  I hope this effort to interrogate ways to 

facilitate the transcendence of teacher educators and preservice teachers alike will result 

in empowerment for both to serve all students in public schools. 

Because of the concerns of “empowering” and human beings “to transcend the 

constraints placed on them by race, class, and gender” (Fay, 1987, as cited in Creswell, 

2007, p. 27), this dissertation also makes use of critical theory.  Within this paradigm, 

“researchers need to acknowledge their own power, engage in dialogue, and use theory to 
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interpret or illuminate social action” (Madison, 2005, as cited in Creswell, 2007, p. 27). 

Table 2 outlines the theoretical considerations.  

Table 2 

Theoretical Considerations  
________________________________________________________________________ 
Topic                                                              Features 
General concern Marginalized individuals in the society, issues of power and social 

justice, discrimination, and oppression (Creswell, 2014, p. 9).  
Theoretical 
considerations 
    Transformative  
    worldview 
     
 
 
 
  
Critical theory 
 
 

 
 
Research inquiry needs to be intertwined with politics and a 
political change agenda to confront social oppression at whatever 
levels it occurs to change lives of the individuals, the institutions 
and the researchers’ life (Creswell, 2014, p. 9). Specific issues 
under study need to be addressed that “speak to important social 
issues of the day, issues such as empowerment, inequality, 
oppression, domination, suppression, and alienation” (pp. 9-10). 
Researchers need to acknowledge their own power, engage in 
dialogue, and use theory to interpret or illuminate social action 
(Madison, 2005, as cited in Creswell, 2007, p. 27). 

 

 

Methodology 

         This dissertation consists of three studies that are conceptually related to Funds of 

Knowledge and home visits.  

 

         Funds of knowledge and home visits.  Funds of knowledge (FoK) is defined by 

researchers Moll, Amanti, Neff, and Gonzalez (1992) as “the historically accumulated 

and culturally developed bodies of knowledge and skills essential for household or 

individual functioning and well-being” (p. 133).  Their work was a further development 

from the previous study conducted by Velez-Ibanez and Greenberg (1988, 1992), who 

examined the historical processes by which U.S.-Mexican cultural practices had been 



21 
 

 
 

transformed and cultural identities had been constructed.  Velez-Ibanez and Greenberg 

(1988, 1992) created the term funds of knowledge by referring to the concept of “funds” 

from Wolf’s study (1966) about peasants.  From this study the authors conceptualized 

“those bodies of knowledge of strategic important to households” (p. 314).   

         Through FoK, Moll, Gonzalez and Amanti (2005) developed a qualitative 

approach and ethnographical method to connect the home to the classroom.  First the 

research teams, including university researchers and public-school classroom teachers, 

designed a process for paving the way in which visits to household and community could 

be facilitated.  The objective was to identify and capture the cultural practices and 

household dynamics that form the repertoire of commonly used tactics for the survival 

and wellbeing of families and communities.  After gaining an understanding of the 

symbolic wealth that is available in homes and communities, the team would meet with 

researchers as facilitators to involve teachers during their planning of themed units based 

on the informational resources that emerged from the home analysis and teachers’ 

classroom experiences.  

         Since its introduction as a research method and pedagogical approach to bridge 

the knowledge existing in low-income Mexican households to school curriculum, FoK as 

a critical multicultural educational agenda has gained wide acceptance due to its 

relevance and application in a school classroom setting.  It is viewed by Paris (2012) as 

the “most lasting theoretical framework” among the resource pedagogies (p. 94).  A 

search in Google Scholar in April of 2018 using “Funds of Knowledge” as key words 

indicated that the Moll, Gonzalez and Amanti’s book (2005) was cited 3501 times and 

the article “Funds of knowledge for Teaching: Using a Qualitative Approach to Connect 
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Homes and Classrooms” (1992) was cited 5442 times.  Home visits are considered as “a 

defining characteristic of the approach” (Moll & Combs, 2015). 

 

Setting.  The study was carried out in a mid-sized city in the Southwestern United 

States.  The local demographics percentages are presented in the following table.  The 

name of the school district is pseudonym. 

Table 3 

The Setting Demographics  
 
Group Non-

Hispanic 
White    

Hispa-
nic 

African 
American 

Asian 
Pacific 
Islander  

American  
Indian  

The city (2015)  44.7  43.5 4.7 3.1 1.8 
The university 
(2014-15) 
    Undergraduates 

 
  
52.98 

 
 

 25.19 

 
 

3.53 

 
 

5.79  

 
 

1.14 (Includes  
Alaska Native) 

    Graduate  50.27 12.49 2.82 4.37 1.66 (Includes  
Alaska Native) 

Alto School 
District (2015)  
    Students 

 
 

21.44 

 
 

63.47 

 
 

5.51 

 
 

1.98 

 
 

3.63 
    Teachers  66 31 N/A N/A 
Preservice 
Teachers 
(2013-14) 

ECE 
   ESL/    
   BLE 

GEE   

 
 
 
 
  

 
 
 

72.73 

 
 
 

20.45 

 
 
 

2.27 

 
 
 

2.27 

 
 
 
0 

   75.34 
71.53 

15.07 
20.83 

0 
0 

6.85 
6.25 

2.74 
.69 

Note. All statistics are obtained from the official record of each institute. N/A= not available; ECE = early 
childhood education; ESL/BLE = English as a second language/bilingual education; GEE = general 
elementary education.  
 
 
         The FoK-based home visits project has been an important component of the 

university’s teacher preparation programs, including but not limited to, Early Childhood 

Education (ECE) and English as a Second Language (ESL) or Bilingual Education (BLE) 
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endorsement in Elementary Education.  Depending on the program it is a requirement 

that all preservice teachers must experience between one and twelve visits at one or two 

student(s)’ homes in the two years they are in the program.  It is designed as a  

step-by-step procedure guiding preservice teachers toward building a relationship with a 

student and eventually leading them to visit the household as learners of the family’s 

practices and knowledge.  Though there are specific practices and goals designated for 

preservice teachers to achieve for each visit, the general purpose is for preservice teachers 

to take the family knowledge to create lesson plans and curriculum to which students 

could make connections for academic learning.   

 

       Qualitative approach.  Because my research questions explore what occurs 

when a multicultural educational endeavor of FoK-based home visits project is carried 

out in educational settings, this dissertation takes a qualitative approach.  This approach 

is appropriate to my research inquiry because it allows me to explore a “little-known” 

phenomenon and provide “a detailed understanding” of its complexity (Creswell, 2008,  

p. 51).  I am not suggesting that the problematic issues of implementing a FoK agenda 

has never been examined.  Indeed, they have (Thomson & Hall, 2008; Zipin, 2009; 

Longwell-Grice & McIntyre, 2006).  Rather, it is my intention to explore this issue from 

multiple angles in order to identify and report a more nuanced understanding.   

 

         Research design.  Drawing from a transformative worldview and critical theory, 

among the qualitative approaches I use narrative design in the first two articles, more 

specifically, personal narrative and autoethnographic layered accounts, and ethnographic 
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case study in the third article.  The former allows me to explore and “tell the stories of 

one or two individuals” and the latter makes it possible for me to develop “an in-depth 

description and analysis” of one case or multiple cases (Creswell, 2007, p. 78). Table 4 

outlines the research design.  

Table 4 

Research Design 
 
Article Research Design 
1 
2 
 
3 

Narrative: “tell the stories of one or two individuals”.  Personal Narrative 
Narrative: “tell the stories of one or two individuals”.  Autoethnographic 
Layered Accounts 
Ethnographic case study: “an in-depth description and analysis” of 
one case or multiple cases 

 

Both research designs are relevant to my interest in understanding of the 

experiences and perspectives of the study participants.  Creswell (2008) defines 

qualitative research as a type of educational research in which “the researcher relies on 

the view of participants; asks broad, general questions; collects data consisting largely 

words (or text) from participants; describes and analyzes these words for themes; and 

conducts the inquiry in a subjective, biased manner” (p. 46).  Though I adopt two 

different research designs across three studies that involved different participants at 

various specific settings, the general research process presented by Creswell (2008) is 

largely followed.  Here I only briefly describe the data collection and analysis.  More 

detailed descriptions will be elaborated to a great length in each article.  

 

          Data collection and analysis.  The first article, Mapping Power Relations: What 

Happens When Funds of Knowledge-Based Home Visits are Organized in School? is a 
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narrative of power relations.  During the time I was a teacher researcher teaching a senior 

course that is specifically designed to prepare preservice teachers to work with English 

Language Learners (ELLs).  This course is state-mandated because all preservice and  

in-service teachers in the state are required to be able to teach both subject content and 

English.  To reach these teaching goals, I organized FoK-based home visits for preservice 

teachers supervised by mentor teachers in a public-school site.  For this study, my story 

consists of observations and reflections supported by “field texts,” including personal 

journal, fieldnotes, analytic memos, email and text correspondences. Merriam (1998, 

2009) writes that the process of collecting data is recursive and interactive.  I have used 

the process of “restorying” by identifying the story elements including settings, 

characters, actions, problem, resolution (Creswell, 2008) on one hand, and examining the 

personal and social interactions, the continuity of the events and experiences as well as 

the situation where events occurred on the other.  Through this process, an ideological 

struggle between different participants in different occasions and at the different 

surroundings emerged as the theme of power became increasingly salient (Creswell, 

2008).  I describe my experiences and narrate my interpretations by incorporating the 

literature within the framework of Foucault’s (1976) analysis of power and Jackson and 

Mazzei’s (2012) proposal of mapping power relations at the material, cultural and social 

levels.  

The second article, We are “Other People’s Children” Teaching Other People’s 

Children: Autoethnographic Layered Accounts on Transculturation, uses a narrative 

approach through the employment of autoethnographic layered accounts (Ronai, 1995). 

Participants are two female teacher educators of color (myself and Dr. Chee Hye Lee) as 
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both the researchers and the researched.  We constructed interview questions based on a 

three-interview model (Seidman, 2013) and wrote reflexive accounts of our experiences.  

We came together, reacted to the stories the other wrote, and exchanged information on 

our current lived personal, private, and professional lives.  We elaborated and interpreted 

our stories, audio-recorded our discussion and took fieldnotes.  I then revisited the 

recordings and fieldnotes after each meeting, taking further notes where “elements of a 

story in them” being sought out and analytic memos on the emerging and salient themes 

against literature were tentatively identified (Creswell, 2008, p. 518).  We further 

explored these notes and memos in the successive meetings.  By looking through the field 

texts, identifying and addressing the story elements including “setting, characters, 

actions, problems, resolution,” we (re)constructed our “narrative” (Ellis, 2004, p. 195).  

         Ellis (2004) proposed that narrative analysis assumes that “a good story itself is 

theoretical” and “analytic” because “when people tell their stories, they employ analytic 

techniques to interpret their worlds” (pp. 195-196).  In this autoethnographic layered 

accounts, the first two layers represent the products of our efforts of carrying out 

narrative analysis on our respective experiences.  More specifically, Layer 1 renders our 

narratives, individually composed episodes describing our journey of struggling with the 

professional obligations of arranging FoK-based home visits in a multicultural teacher 

educational program.  Following each episode is our jointly narrated elaboration and 

interpretations of the events described by situating our experiences in the larger social, 

political, and cultural discourses and issues.  These elaborated narratives and 

interpretations constitute Layer 2.  



27 
 

 
 

         Besides the “narrative analysis,” we also carried out a “thematic analysis of 

narrative” (Ellis, 2004, p. 195) where the narrative texts of written personal life 

experiences, or the episodes from Layer 1 and our interpretations from Layer 2 were 

treated as ethnographic data for holistic coding.  The generated themes, codes we coined 

to “grasp basic themes or issues in the data” (Dey, 1993, p. 104, as cited in Saldaña, 

2013, p. 142), revealed the tactics we utilized to negotiate contested situations. These 

themes became Layer 3.  These navigation devices, when being aggregated and clustered 

chronically, exposed a patterned process of transculturation of two Asian female teacher 

educators.  This patterned process of transculturation is Layer 4.   

         The third article, “Just Making Sure that I am Always Positioning Myself”: 

Preservice Teachers Conducting Home Visits, is an ethnographic case study that examine 

the ways and forms that three female preservice teachers, two Whites and one Latina, 

negotiate boundaries between them and the families they visit at home.  The data 

collected include participant-observation, field notes, semi-structured interviews, and 

artifacts, including emails, class worksheets and term papers.  I also kept a research 

journal where I had documented events in the field as well as personal feelings, insights, 

memos and problems that arose from field work.  The journal provided me with a context 

for understanding the field notes as well as my personal reflections and reactions to the 

field work.  The major resource for the data analysis is from the semi-structured 

interview based on a three-interview model (Seidman, 2013), which was conducted in 

English, recorded and transcribed verbatim.  The profile created for each participant and 

the transcriptions were shared with each participant for member-checking.  The other 

data were used for data triangulation.  I read the interview transcriptions, written reports 
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and field notes to get a sense of all textual narratives as a whole.  I coded and separated 

them by themes, seeking patterns through constant comparison, and theorized them by 

comparing my data against Sicakkan’s (2005) conceptual framework of (im) mobility of 

minds, bodies, and boundaries and Hébert, Wilkinson, Ali, & Oriola (2008)’s study of the 

second-generation youth’s (im)mobility of minds, bodies and boundaries in three 

Canadian cities.  

 

Summary of the Literature to be Reviewed in Each Article Draft 

        In the general qualitative approach that this dissertation takes, the literature 

“play[s] a minor role in suggesting a specific research question to be asked.”  Mostly it is 

employed to “justify the importance of studying the research problem” (Creswell, 2008, 

p. 53).  

         Article 1, Mapping Power Relations: What Happens When Funds of Knowledge -

Based Home Visits are Organized in School, is an effort to capture what was occurring at 

one local elementary school site to understand what had been paralleling with my effort 

as a teacher educator of color introducing preservice teachers the concept of FoK and the 

practice of home visits.  I situate the study within the current social, political and 

educational context of teacher education and demographic differences, a central concern 

of this dissertation as a whole.  The focus of this literature review is on the relationship 

between the idea of power and Funds of Knowledge as a theoretical construct and 

pedagogical agenda.  

         Article 2, We are “Other People’s Children” Teaching Other People’s Children: 

Autoethnographic Layered Accounts on Transculturation, focuses on the experience of 
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two female teacher educator of color in higher education in general and teacher education 

and multicultural education in particular.  I explore the situations and struggles faced by 

educators with nontraditional race, ethnicity, gender, and immigration status in the 

academic profession, with special attention paid to Asian and Asian American women.  

         Article 3, “Just Making Sure that I am Always Positioning Myself”: Preservice 

Teachers Conducting Home Visits, focuses on the experiences and perceptions of three 

preservice teachers in how they, mentally, physically, and socially, negotiated the 

boundaries between them and the families during FoK-based home visits process.  The 

focus of this literature review is on home visits, including the adoption of this practice in 

the field of teacher education, its impact on teachers and preservice teachers as well as 

what occurs when teachers do home visits, in particular.  This effort made visible a lack 

of research on exactly what occurs when preservice teachers conduct home visits in 

general, and FoK-based home visits in particular.  

 

Notes About Terms 

         Because each of the three articles are significantly different from one another in 

terms of literature reviews, theoretical frameworks, methodologies, as well as discussion 

and conclusions, I will provide a guide to the terms used throughout.   

        One aspect of this dissertation is to consider preparing preservice teachers 

working with diverse student populations.  Vavrus (2015) considered diversity as a 

“contested concept.”   He identified a complex intersecting mapwork between color, 

culture, class, ethnic, language, gender, sexuality and religion as well as their interaction 

with larger dominant ideologies including color consciousness and color blindness, color 
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of criminalization and school discipline, equating culture and class, xenophobia and 

nativism, indigenous cultures, language diversity and homogeneity, and oppressive 

patriarchy. For this reason, depending on the setting of the discussion, multiple terms are 

employed throughout three articles.  For example, I use the terms English Language 

Learners (ELLs), students from marginalized backgrounds, students from disenfranchised 

backgrounds, students of poverty, students in urban schools as generally synonymous, 

although the connotation of each can be specific or general depending on the contexts 

they are used.  However, knowing that students from untraditional backgrounds may not 

always be poor, second language learners of English, immigrants, I understand that the 

terms are not always conceptually interchangeable; therefore, I have chosen to use them 

as the researchers I cite have used them.  

         Also, there are different ways to name teacher preparation programs.  In my own 

discourse, I use “teacher education program” mostly though I also use “teacher 

preparation program” at times.  Regarding students I use “preservice teachers” 

predominantly, though I am aware that terms such as teacher candidates, prospective 

teachers and student teachers are preferred by others.  This is especially the case in 

discussions from the research literature.  

        Regarding the practice of a preservice teacher visiting the homes for the purposes 

of engaging families, I use home visits in my teaching and research.  However, I do know 

that in some teacher education programs, such visits could be coined differently, for 

example, as home engagements, as has been adopted by the Early Childhood Education 

(ECE) program in my university.  As a matter of consistency, I use home visits 

throughout in my writing except for those in direct quotes from literature or participants.  
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Literature Review  

         Current demographic trends in the U.S. educational domains.  The student 

classroom in the U.S. is not composed of a single racial, ethnic, linguistic, religious, 

sexual- oriented or socioeconomic group.  Rather it has been characterized as diverse and 

the degree and scope of such diversity have significantly increased.  For example, 

children of color constitute approximately 40% of students in public schools (Ochoa, 

2007), and this medley of students from different cultural, traditional and linguistic 

backgrounds in the K-12 public education system could increase with the growing 

number of immigrants.  It is projected that by 2040 one out of every three children 

entering a K-12 classroom in the U.S. will be either an immigrant or the child of an 

immigrant (Suárez-Orozco, Qin, & Amthor, 2008).  About half of the children who speak 

English “less than very well” live below the poverty line (Ryan, 2013).  Meanwhile, it is 

estimated that between 4 or 5% to 10% of the population identifies as Lesbian, Gay, 

Bisexual, and Transgender (LGBT) (Grant, 2007, p. 7).  And 40% of homeless youth are 

LGBT kids (SDGLN Staff, 2012).  These data are supported by Sleeter and Grant’ (2007) 

comprehensive presentation of the complexity of the demographic diversity in current 

schools and society regarding race, language, social class, gender, disability and sexual 

orientation and/or gender identification.   

          Contrasted with the multiplicity of demographic features among students, middle 

to senior-aged European American men and women dominate the teaching profession. 

Specifically, they are predominately White, 88% in 2001 (Ladson-Billings, 2001), and 

90% in 2007 (Ochoa, 2007) with 81% between 45 and 60 years old (Ladson-Billings, 

2001).  Of equal importance is the issue of gender.  In 2011-12 it was reported that 76% 
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of teachers were female, which suggests a gender imbalance among the teaching 

profession (National Center for Educational Statistic, 2015).       

         Coupled with this growing “demographic divide” among students and teachers is 

a concern about the lack of preparation among preservice teachers and teacher educators 

in bridging this racial and class chasm to provide equitable education to all students 

(Sleeter, 1995; Merryfield, 2000).  Gay and Howard (2000) identified troubling attitudes 

toward racial and ethnic diversity among students enrolled in teacher preparation 

programs including “fear of teaching diversity” and “resistance to dealing with race and 

racism” (pp. 3-7).  Darling-Hammond (2005) noticed that there were many teachers 

entering the profession without adequate preparation and subsequently had few 

opportunities to enhance their knowledge and skills over the course of their careers  

(p. 238).  In turn “the nation’s most vulnerable students in the highest-need schools” 

suffered because that was where the individuals entering this profession without training 

were mostly assigned (p. 238).  An equally salient issue is the “strong resistance to 

multicultural education and a lack of implementation skills among professors of teacher 

education” identified by Gay and Howard (2000, p. 15).  

 

         Theory of multicultural education.  Though multicultural education is 

considered as a field of study with a high degree of consensus about aims and goals, 

serving “to create equal educational opportunities for all students, including those from 

different racial, ethnic, and social-class groups” (Banks, 2001, p. xi), there is no single 

definition.  Nieto and Bode (2007) defined multicultural education as:  

a process of comprehensive school reform and basic education for all students. It 
challenges and rejects racism and other forms of discrimination in schools and 
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society and accepts and affirms the pluralism (ethnic, racial, linguistic, religious, 
economic, sexual orientation and gender, among others) that students, their 
communities, and teachers represent. Multicultural education permeates the 
curriculum and instructional strategies used in schools, as well as the interactions 
among teachers, students, and parents, and the very way that schools 
conceptualize the nature of teaching and learning. Because it uses critical 
pedagogy as its underlying philosophy and focuses on knowledge, reflection, and 
action (praxis) as the basis for social change, multicultural education promotes the 
democratic principles of social justice. (p. 44)  
 

Nieto and Bode (2007) further problematized multicultural education through seven basic 

characteristics:   

• Multicultural education is antiracist education.  
• Multicultural education is basic education.  
• Multicultural education is important for all students.  
• Multicultural education is pervasive.  
• Multicultural education is education for social justice.  
• Multicultural education is a process.  
• Multicultural education is critical pedagogy. (p. 44)  

 
         Banks (2001) traced the root of multicultural education to the early ethnic studies 

movement initiated by scholars such as G. W. Williams (1882-1883), and it was 

continued by individuals like DuBois (1935), Woodson (1919/1968), Bond (1939) and 

Wesley (1935).  In the U.S., the civil rights movement of 1950s and 1960s developed into 

a Black Power movement.  It later spread to include other minority groups including 

women (Bennett, 2001, p. 171) and formed the intergroup education movement which 

has become an important antecedent to the current multicultural education movement.  

Important contributors to the formulation and development of multicultural education are 

Baker (1977), Banks (1973), Gay (1971), and Grant (1973, 1978), who were heavily 

influenced by the early work of African American scholars and the African American 

ethnic studies movement (Banks & Banks, 2001, p. 10).      
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         Banks and Banks’ (2001) view is that multicultural education has evolved through 

four phases.  The first phase is ethnic studies, which emerged when educators focusing on 

the history, knowledge and practice of ethnic minority groups initiated actions on both 

individual and institutional levels to integrate the knowledge base from ethnic studies into 

the school and teacher education curricula (p. 10).  The second phase emerged when 

educators working on ethnic studies aimed to “bring about structural and systemic 

changes in the total school that were designed to increase educational equality” (p. 10), 

which is known as multiethnic education.  The third phase emerged when other groups 

including women and people with disabilities demanded the incorporation of their 

histories, cultures and voices into the curricula and educational structures because they 

also viewed themselves as victims of the society and educational institutions (p. 11).  The 

fourth phase focuses on “the development of theory, research and practice that 

interrelates variables connected to race, class, and gender” (p. 11).  Banks and Banks 

(2001) point out that the previous phases continue to exist today, but the later phases are 

more prominent than the earlier ones “at least in theoretical literature, if not in practice” 

(p. 11).  

        Because of the coexistence of the different developmental phases and their 

relevant theoretical and practical focuses, Sleeter and Grant’s (2007) observation is that 

people actually mean different things by the term of multicultural education (p. iii).  

Banks and Banks (2001) also captured different interpretations among theorists, arguing 

that attention to each of the variables tends to vary and this may result in different 

pedagogical approaches.  Gibson (1976) identified five approaches based on a review of 

advocacy literature in multicultural education, including education of the culturally 
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different, education about cultural difference, education for cultural pluralism, bicultural 

education, and multicultural education.  Kumashiro (2002) described four approaches 

based on a study of anti-oppressive education which include education for the “other”, 

education about the “other”, education that is critical of privileging and othering and 

education that change students and society.  Sleeter and Grant (2007) constructed their 

own typology, highlighting five approaches as a way of clarifying what people mean 

when they “do” multicultural education (p. 29).   

         Banks and Banks (2001) pinpoint the dissonance between the development of 

theoretical literature and the actual pedagogical practice in classrooms.  According to 

Paris (2012), previous studies regarding the evolution of curricular interventions and 

innovation among the theoretical literature can be categorized into three progressive 

stages: deficit approaches, difference approaches and resources approaches (pp. 93-94). 

Deficit approaches were in place prior to and during the 1960s and 1970s.  It views the 

linguistic, literate, and cultural ways of knowing and being of many students and 

communities of color as deficiencies that are to be overcome in learning the demanded 

and legitimized dominant language, literacy and cultural ways of schooling.  These ways 

of knowing “fall in line with white [sic], middle-class norms and positioned languages 

and literacies that fell outside those norms as less-than an unworthy of a place in U.S. 

schools and society” (Paris, 2012, p. 93).  During the 1970s and 1980s difference 

approaches were in dominance.  The goal of the approach was “to bridge toward the 

dominant with little attention to maintaining the heritage and community practice of 

students and families” (Paris, 2012, p. 94).  Following this are the resource approaches 

which viewed the practices and ways of knowing of communities of lower 
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socioeconomic class and/or of color as “resources to honor, explore, and extend in 

accessing Dominant American English (DAE) language and literacy skills and other 

White, middle-class dominant cultural norms of acting and being that are demanded in 

schools” (Paris, 2012, p. 94).   

         The scholarly research is indeed active in advocating theories and methodologies 

in promoting a recognition of resources possessed by the family and community of color 

which are exemplified by the development of theoretical frameworks and pedagogies. 

These included culturally relevant pedagogy (Ladson-Billings, 1995), which draws, upon 

among other sources, the educational experiences of African American students, Funds of 

Knowledge (Moll & Gonzalez, 1994; Gonzalez & Moll, 1995; Moll, Gonzalez & Amanti, 

2005) and praxis-based pedagogy (Cammarota, 2008a, 2008b, 2009) founded on the 

household literacy and school experiences of Latino/a American students, and culturally 

contested pedagogy built on the everyday cross-cultural lives and schooling experiences 

of Chinese students in Canada (Li, 2006).  Added to this list are more recent propositions 

concerning the pedagogy of fear (Leonardo & Porters, 2010), culturally sustaining 

pedagogy by Paris (2012, 2014) and pedagogies inclusive of lesbian, gay, bisexual, 

transgender and queer students (LGBTQ) (Britzman, 1995; Meyer 2007; Mayo, 2013).   

 

         Multicultural education and teacher education.  The field of teacher education 

also addresses the need to incorporate multicultural educational schemas into curriculum 

standards.  For example, the National Council for Accreditation of Teacher Education 

(NCATE) issued standards for the Accreditation of Teacher Education in 1977 and a 

revised form in1987.  The issuance of these standards was considered as “one of the most 
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influential developments during the early emergence of multicultural education” by 

Banks and Banks (2001, p. 11).  The consequence of these standards is that nearly all 

NCATE member teacher-education institutions, “which comprised about 80% of the 

teacher-education program in the United States, to implement components, courses, and 

programs in multicultural education” (Banks & Banks, 2001, p. 11).  Accordingly, many 

organizations, such as professional associations, school districts, and state departments of 

education, created guidelines and teacher’s guides and made them available to help 

school districts integrate content about ethnic groups into the public-school curriculum 

(Banks & Banks, 2001, p. 11).  

 

         Lacking success of preparing preservice teachers.  Strategies for preparing 

teachers for diverse populations are identified as generally focusing on preparing teacher 

candidates from dominant groups for diversity through prejudice reduction and equity 

pedagogy, providing school- and community-based fields experiences, recruiting teachers 

of color into teacher education, and implementing alternative pathways, programs and 

routes to become teachers (Hollins & Guzman, 2005; Cochran-Smith & Villegas, 2015). 

Though the formats and purposes of the community-based field experience vary (Hollins 

& Guzman, 2005; Cochran-Smith & Villegas, 2015), they are designed to engage 

preservice teachers “in inspecting their beliefs about diversity, identifying personal 

biases, and developing an understanding of how inequalities are systematically structured 

within social institutions, including schools, advantaging particular groups and 

disadvantaging others” (Cochran-Smith & Villegas, 2015, p. 18).  
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         The impact of these community-based learning opportunities for preservice 

teachers is generally reported with “favorable results” (Cochran-Smith & Villegas, 2015, 

p. 20).  For example, Amatea, Cholewa, and Mixon (2012) identified a changed attitude 

among preservice teacher who felt more confident about using family-centric 

involvement practices after taking a 15-week semester-long course titled Family and 

Community Involvement in Education.  However, such benefits of these learning 

experiences may be largely “short-term” (Hollins & Guzman, 2005, p. 495).   

Cochran-Smith & Villegas (2015) identified in their literature review that most graduates 

of teacher education programs, who are predominantly White, middle class, and 

monolingual, was not interested in seeking positions in urban, hard-to-staff, and/or poor 

schools (Giroux, 2001, as cited in Cochran-Smith & Villegas, 2015, p. 24).  And those 

who did enter teaching in these schools often leave as soon as they had opportunities to 

secure positions in more affluent schools with more resources (Scafidi, Sjoquist & 

Stinebrickner, 2007, as cited in Cochran-Smith & Villegas, 2015).   
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Article 1 

Mapping Power Relations: 

What Happens When Funds of Knowledge-Based Home Visits are Organized 

in School 

To be submitted to Power and Education 

Abstract 
 

Through an employment of Foucault’s analysis of power, this study investigates the 
power relations that emerged in a preservice teacher education course. Enmeshed in this 
locus is me, a teacher educator of color with predominated White preservice teachers and 
their predominately White classroom teacher mentors.  I describe my experience in 
attempting to meet multicultural educational course and academic standards by teaching 
preservice teachers Funds of Knowledge (FoK) through engaging them with home visits. 
By unpacking the multifaceted, multidimensional and multilayered dynamics between 
and among these parties involved at the material, cultural and social levels, I examine the 
functions and effects that power operates in these relationships. The purpose is to explore 
the tangled personal and professional dynamics in a teacher preparation classroom 
located in a school site where a class project of FoK-based home visits is employed.  
 
Keywords: Foucault; power; Funds of Knowledge; teacher educator of color; preservice 
teachers; teacher education; multicultural education; critical pedagogy 
 
 

Introduction 

         The impetus for this study evolved from a response provide by one of my 

preservice teacher students, whom I shall call John, to a class survey I conducted.  This 

survey was related to how I, as a course instructor, could facilitate the completion of a 

course assignment which required them to conduct a Funds of Knowledge (FoK)-based 

home visit.  As part of his response, John alleged that his mentor teacher in the 

participating school did not want him to go and do the home visits, but I as an instructor 

wanted him to.  He did not think the class felt that I listened to them.  He felt that he was 

trying to make people who wanted very different things happy.  He was not a certified 
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teacher and he did not feel comfortable representing the school.  In all he did not feel 

comfortable going to the home visits.  I was caught shocked because of the prominent 

contradictions of stances among and between mentor teachers, preservice teachers, and 

myself as a university instructor.  These conflicts within a teacher education program and 

a public-school site, as well as the reluctance, resistance, confusion, criticism, struggle, 

and accusation destabilized my once firmly held understanding of multicultural 

education.  As a female instructor of color and an international doctoral student I felt 

debilitated by these conflicts.  I wondered what was happening in my teacher preparation 

classroom, located in a local elementary school where the multicultural educational 

agenda of a FoK-based home visits project was a class requirement.  To understand the 

experiences with this professional struggle between myself as a teacher educator of color 

with predominately White preservice teachers and their mentor teachers, I use a narrative 

approach to tell the story.  

         Through employment of Foucault’s analysis of power, this study investigates how 

the power relations between various university and elementary school stakeholders 

challenged an effort to carry out a FoK-based home visits project at a public-school site 

in a mid-sized city of the Southwest of the U.S.  I describe my experience attempting to 

meet multicultural educational course and academic standards by introducing preservice 

teachers to Funds of Knowledge (FoK) frameworks through involving them with home 

visits.  Through unpacking the multifaceted, multidimensional and multilayered 

dynamics between and among the involved parties at the material, cultural and social 

levels underlying power relations surfaced.  I examine how power operates in these 

relationships.  
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Theoretical Considerations 

        Foucault (1976) views power as “cluster of relations,” that are “open,  

more-or-less organized, hierarchical, and coordinated” (p. 198).  He provides five 

methodological precautions using the idea of power as a method and unit of analysis.  

The first is that the analysis of power should not be at its most visible point of 

application.  Rather the focus should be on its “extremities” where the exercise of power 

is “in its more regional and local forms and institutions” (p. 96); in other words, what the 

power was like while it was operated in the farthest and least visible location.  Secondly, 

studies should focus on the “external visage”, or the “real effects” that power produces 

from its focal point “where it is in direct and immediate relationship with …its object, its 

target, its field of application” (p. 97).  Thirdly, power should not be considered as one 

person’s or one institution’s authority over others.  Rather it should be analyzed as it is 

“employed and exercised through a net-like organization” (p. 98); that “it circulates” and 

“functions in the form of a chain” (p. 98).  Each individual Foucault suggests, will not 

experience power as something exerted as a means of control; rather, one is the “prime 

effects” of power, both the target and carrier in this web of force dynamics (p. 98).  

         The fourth precaution centers on the idea of the origin, purpose and application of 

power.  In this regard, an analysis of power should be “ascending” (p. 99, emphasis in 

original) in that power should be examined at the point of application, or in Foucault’s 

words, “infinitesimal mechanisms,” or “beginning from the lowest level” to evaluate its 

effectiveness (pp. 99-100).  The fifth and final precaution is the manner that control is 

exercised.  Foucault (1976) points out that power and its mechanisms are not products of 

ideology.  Rather “it is quite possible the major mechanisms of power have been 
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accompanied by the production of effective instruments for the formation and 

accumulation of knowledge” (p. 102).  And the mechanisms of power would not be able 

to function unless these “apparatuses of knowledge” were created, organized and able to 

put a knowledge into circulation (p. 102).  

        As a summary of the application of power to research, Foucault (1976) concludes 

that “the only problem is to provide oneself with a grid of analysis which makes possible 

an analytic of relations of power” (pp. 198-199).  In other words, rather than explicitly 

instructing researchers on what to do while employing his consideration of power by 

specifying a prescribed systematic analytical template, he suggests a grid as a device to 

arrange block elements to divulge the possible power network.  For this reason, I found 

Jackson and Mazzei’s (2012) transformation of power from a concept into a method of 

analysis of particular relevance to my inquiry.  

         While exploring Foucault’s theory of power, Jackson and Mazzei (2012) 

proposed that “mapping power is to take up what Foucault called ‘the little question’ of 

‘What happens!’ and to analyze the social, cultural and material practices in which power 

is productive” (p. 59).  Foucault’s view of power as “productive and relational” involves 

practices that people employ when act and react to each other and a “grid” should be 

constructed to capture the “functions and effects of power, not its origin” at different 

levels (emphasis in original).  Thus, power mapping, as Jackson and Mazzei (2012, p. 56) 

have proposed, provides a nuanced understanding of “what happens” in a teacher 

preparation classroom located in a public-school site when a class project of FoK-based 

home visits is carried out.   
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Literature Review : 

Power as Intrinsic Property of Funds of Knowledge Approach 

        The notion of power has been a theoretical and practical consideration among 

researchers and practitioners that involved both the originating project of Funds of 

Knowledge (FoK) and home visits as well as the successive studies.  

 

In Originating Study   

Foremost, power is an innate theoretical consideration for the genesis of FoK.  

When tracing the anthropological trajectory of this project, González (2005) both 

compared and contrasted the difference and the postmodern approaches to culture.  She 

pointed out that the cultural difference approach “ignored relations of power” (p. 35) 

while the postmodernism and poststructuralism approach recognized “the connection 

between power and knowledge” (p. 38).  As a postmodern approach, FoK, together with 

its major methodological component of the ethnographical interview, built on a 

theoretical worldview of “beyond culture” that is committed to a restructuring of 

“discourse and power”  in which parents not only “can and did find a passageway to the 

schools but also “come to authenticate their skills as worthy of pedagogical notice”  

(pp. 41-42). 

         Power is also the social, political and educational condition that the FoK construct 

was set out to address.  Moll (2005) stated that: 

It is impossible to ignore, then, that schooling practices are related to issues of 
power and racism in the U.S. society, especially as related to the working-class 
status of these families. The key issue, therefore, from my perspectives, is who 
has the power to decide the nature of schooling for working class children. 
Whether the children are Latinos or otherwise. (p. 276)  
 



53 
 

 
 

Moll called for a continued acknowledgement of the significance of power among 

scholars in their engagement of FoK.  Specifically he emphasized that “It is in the context 

of this recognition that schooling practices are always intricately related to broader issues 

of social class, ideology, and power, that we must situate our study and understanding of 

funds of knowledge” (p. 276).  

         This view of power as a given condition in the educational setting to be subverted 

was commonly shared among teachers who engaged in the FoK study.  Messing (2005) 

believed that their experience of participating in the FoK project constituted “a 

restructuring of common practices in educational institutions whose hierarchical roles of 

principals, teachers, students, aides, and parents are laden with unspoken, assumed 

dimensions of power”; and “through this questioning of tacit power dimensions and 

practices” they were able to create change in the social contexts of their school (p. 194).  

Floyd Tenery (2005) also viewed power as an existing political and educational condition 

that school students should be stimulated to challenge through the teachers’ adoption of 

FoK schema.  She pointed out that “[s]tudents should be encouraged to express their own 

voice and to challenge hegemonic power relations, including the standardized school 

curriculum, that ‘parade as universals,’ (Giroux, 1992), which in reality represents a 

Eurocentric perspective” (p. 128).  

 

In Successive Studies  

Successive studies are also related to the inner nature of Funds of Knowledge as a 

postmodern approach where power relations and hegemony are major foci. In other 

words, researchers who have adopted the FoK approach share an interpretation of power 
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as a condition to situate their work (Buck & Sylvester, 2005; Amatea, Cholewa, & 

Mixon, 2012).  For example, Buck and Sylvester (2005) explored the salience of 

preservice teachers’ consciousness of self and the “other” in relation to their entrance into 

urban communities through a FoK approach.  This purpose of their study was to reflect 

on ways to help preservice teachers “better articulate between the power and privilege 

they enjoy as, for the most part, middle-and upper-middle class White women, and the 

realities of poverty they witness while doing fieldwork” (p. 214).  This intent to recognize 

and disrupt the “taken-for-granted privilege and power” among preservice teachers, 

which is “a reflection of larger, class-and race- based structures of privilege and power,” 

is both the starting point and an educational goal for researchers’ organization of teacher 

education through the FoK agenda (Buck & Sylvester, 2005, pp. 221-222).  Similarly, 

through adopting a FoK approach in their Family and Community Involvement course, 

Amatea, Cholewa and Mixon (2012) hoped to engage their preservice teacher students to 

examine “the systemic influences of power, privilege and oppression and its impact on 

their students and families” (p. 807).  Their goal was to deepen their students “awareness 

and sensitivity to low-income and/or ethnic minority families’ experience with the larger 

contextual dynamics of power and privilege that undergird family-school relationships” 

(p. 802).  

         In sum, the notion of power undergirds Funds of Knowledge as an educational 

theory and a pedagogical practice.  This observation confirmed Rodriguez’s (2013) 

literature review on the pedagogical dimensions of FoK research that societal power 

structures have been reference points for researchers to “situate their work—involve the 

acknowledgement of broader, macro-level power structures that persist despite efforts to 
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change the nature of schooling for marginalized students” (p. 104).  This is being said 

with one exception where the issues and perceptions of power surfaced when teachers 

attempted to shift their role from that of teacher to learner while conducting FoK-based 

home visits.  Whyte and Karabon (2016) analyzed teachers’ experience before, during 

and after ethnographic home visits.  They discovered that though teachers shared a 

general desire to adopt an asset-based mentality, factors including “the hegemonic 

structure of schooling, previous experiences, and traditional teachers’ role” (p. 207) 

shaped their experience with the FoK framework.   

Rodriguez (2013) also noticed that there has not been enough attention given to 

the power relations within the context of FoK research sites.  Her observation is that: 

From the evidence presented, it appears that the FoK approach, in and of itself, 
does not always lead the researchers and teachers involved in the studies to be 
intentional in engaging in counter-hegemonic practice or in dismantling the power 
imbalances that characterize oppressive, narrowly constructed forms of 
teaching/learning dictated by contemporary accountability or standardization 
polices. In fact, it seems more often the case that FoK researchers and teachers 
who aim to redress unequal power relations use the FoK approach in tandem with 
specific theoretical frameworks that seek to identify and interrupt such oppressive 
conditions within the school environment. (p. 105) 

 
Rodriguez (2013) calls for researchers and teachers to consider extending an examination 

of power beyond the school setting to address “the power relations that exist between 

teachers and students, as well as with respect to students’ families and home 

communities” (p. 105).  

         What can be further elicited from the literature is that power has been studied as a 

narrowly focused single-dimensioned hegemonic force that one imposes upon the other.  

Thus, power should be interrupted in the school sites between teachers and parents 

(González, 2005), principals, teachers, students, aides and parents (Messing, 2005), or the 
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standardized curriculum and students (Floyd Tenery, 2005); at homes between teachers 

and parents (Whyte & Karabon, 2016); and in the larger society between U.S. society and 

working-class families (Moll, 2015) as well as White middle-class female preservice 

teachers and urban communities (Buck & Sylvester, 2005).  

         Thus far in the literature about Funds of Knowledge and home visits where 

power has been posited as a unilateral force exerted in segmented domains of the society.  

However when Funds of Knowledge and its accompanying ethnographical home visits 

are taught within a multicultural educational course in a teacher education program 

situated in a school context, it involves in multiple constituents who would interact with 

each other in multiple realms.  There is a lack of comprehensive examination in capturing 

this potential complexity.  In this project, with power as a central focus, I explore the 

dynamics of power in the multiple scopes and scales at the material, cultural and social 

levels between and among one teacher educator, preservice teachers, public school 

mentor teachers, students, and contemporary accountability and standardization polices 

through an adoption of Foucault’s (1976) conceptualization of power and Jackson and 

Mazzei’s (2012) analysis.  

 

Methods 

The Nature and Purpose of the Home Visits within the Teacher Preparation 

Program   

Funds of Knowledge (FoK) is defined by researchers Moll, Amanti, Neff & 

González (1992) as “the historically accumulated and culturally developed bodies of 
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knowledge and skills essential for household or individual functioning and well-being” 

(p. 133).  Since its emergence as a method for bridging the cultural practices of  

low-income Mexican-American households to school curriculum, it has gained wide 

acceptance due to its relevance and application in educating working class Latina/o 

students who are often marginalized in the dominant public discourse.  One of the core 

features embedded in the FoK scheme is the home visit as a way for teachers to acquire 

family knowledge to enrich classroom teaching.   

       The FoK-based home visits project has been an important component of my 

university’s English as a Second Language (ESL) or Bilingual Education (BLE) teacher 

preparation program.  This multicultural educational pedagogical practice was initiated in 

2009 by one male Latino instructor in his teaching of a course designated to prepare 

preservice teachers to work with English Language Learners (ELLs).  This course is state 

mandated which is required for all individuals who seek teaching certification in the state.  

Especially this course is considered as crucial for preservice teachers who seek either the 

BLE or ESL endorsement.  The requirement is that all preservice teachers should 

experience at least one visit to, ideally, an ELL’s home.  It is designed as a step-by-step 

process to guide preservice teachers in the construction of a relationship with a student 

and eventually to bring them into the household as learners of the family’s practices and 

knowledge.  This home visit provides a unique opportunity for preservice teachers to 

observe first-hand how parents are involved in their children’s education.  The experience 

is designed to recognize the value that the funds of knowledge children accrue at home 

and within the wider community, which may have pedagogical value in furthering 

school-based skills.  With a strong belief in FoK’s transformative impact in cultivating 
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preservice teachers’ perspectives working with working-class students as that I had 

witnessed in the previous year, I included the home visit for a general elementary 

education cohort without making much modification, at least initially; rather I relied on 

my former experience when I was guided and supported by the instructor, who not only 

initiated this practice but also had years’ experience orchestrating it,  and other colleagues 

from the teaching team.  

         The teacher education program that I was involved had a strong orientation of 

connecting university teaching and public-school field experience.  Thus, the course I 

taught, as well as all the other five courses that the preservice teachers were taking, all 

held in a classroom located in the back of a school site, adjacent to the playground. This 

room was provided by the participating elementary school which serves as my research 

site.  

 

Setting 

The children of families who hosted home visits attended an elementary school 

which I named Springville School.  It is an A+ School of Excellence™ elementary school 

serving K-6 grades in a rather affluent area in the southwest U.S.  The A+ School of 

Excellence™ program is a comprehensive school assessment program to identify and 

give public recognition to outstanding public schools in the state.  Recipients to this 

award are recognized for meeting all of the criteria and requirements set forth as schools 

of quality, equity, and excellence including parent and community involvement (Arizona 

Educational Foundation).  Springville School was designated an Academic and Career 

Education Academy /American College Testing-Higher performance school in 2012.  
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However, despite of meeting A+ School of Excellence™ program’s criteria of parent and 

community involvement, home visits were neither an established tradition nor an 

introduced practice at this school site.  The school-family relationships had largely been 

maintained by the traditional practice of having parents come to the school site.  I was 

informed of this process through interaction with the school principal, parent volunteers 

and information on the school website.  Further, according to some teachers’ webpages, 

only when there a discipline issue was involved would parents be asked to visit the 

school.  

         During 2010-2011, there were 560 students enrolled at Springville School.  Of 

that number, 16% of students were eligible for free or reduced-price lunch, in contrast to 

a statewide average of 47%.  The student demographic characteristics indicated that 57% 

were White, and 30% Hispanic, with the remaining 13% composed of Asian, Black and 

Native American students.  In 2015, only 17 out of 532 students were classified as 

English learners.  A search based on zip codes indicated that 87% of the neighborhood 

population was White.  

         The cohort I taught as a teacher educator was composed of 20 preservice teachers 

at either the junior or senior level in their college career with one being sophomore.  

These preservice teachers, besides taking six university-level teaching preparation 

courses, also spent one and a half day each week working with a mentor teacher in 

different grade level classrooms in this school or at another one 1.6 miles away (N=20).  

All together there were 18 mentor teachers.  The demographic features are presented in 

the following table.  
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Table 5 

The Demographic Features of Preservice Teachers and Mentor Teachers 
 
Feature Preservice Teachers Mentor Teachers 
 N=20 N=18 
Gender 

Female 
Male 

 
18 
2 

 
17 
1 

Age 
20-21 
24-41 

 
16 
4 

 
N/A 
N/A 

Ethnicities  
European American 
Latina 
Asian American 

 
18 
1 
1 

 
N/A 
N/A 
N/A 

Note. The figures represent the amount of people share that demographic feature. N/A= not available.  

These demographic characteristics match the typical profile of teaching forces, in service 

and preservice, as largely White females.  

 

My Positionality   

I was born in a farm village in Central China and lived there until age six.  I 

attended the elementary school in the village for one year before moving to the city with 

my families.  Upon arrival I was placed in the primary and high schools affiliated with 

the university where my father was a professor.  I was fortunate that my teachers lived in 

the same neighborhood where my schools were located.  It was not uncommon to have 

my teachers as neighbors and familial acquaintances where informal encounters between 

teachers and parents occurred.  I suspected, though never verified, that concerns about my 

social and academic performance were exchanged between my teachers and parents.  

Although raised in an intellectual environment, I suffered from low self-esteem that had 

resulted from my lack of academic and social preparation in a village school, together 

with low economic status and being speaker of a reginal dialect instead of Standard 
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Chinese.  The circumstance resulted in a great degree of marginalization that marked the 

majority of my 1-12 school experience.  These experiences tremendously impacted my 

later interest and embrace of pedagogical theories and practices to accommodate learners 

from non-dominant backgrounds.  This was also the reason why I was drawn to the Funds 

of Knowledge framework and home visits as a teacher educator.  

         I am now a bilingual (Chinese and English) and bicultural (Chinese and 

American) doctoral candidate with permanent resident status enrolled in a doctoral 

program whose focus of study is on teaching and learning of literacy and biliteracy, and 

cultural and linguistic diversity.  Before enrolling in the program, I had numerous 

experiences teaching in public and private schools and universities in China and in the 

U.S.  However, I did not have experience with home visits.  While in my doctoral 

program, I worked as Graduate Teaching Associate (GTA) teaching the Structured 

Language Immersion (SEI) classes for my department.  The classes provide theoretical, 

political and pedagogical preparation for preservice teachers enrolled in the elementary 

education program.  It was in these classes that I organized home visits.  

 

Staffing Reactions to Home Visits Assignment   

What is documented here took place the second time I integrated home visits into 

my teaching, in Spring semester, 2015.  At the beginning of the semester I explained the 

home visits assignment to the site coordinator and asked her to share the information with 

mentor teachers because I was unable to attend the faculty meeting at the school site.  I 

later received a text message from the site coordinator:  

The teachers were totally receptive to working to connect [preservice teacher] 
students with families and even accompanying them in the process going with 
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even. They feel strongly about only having one student each. Maybe they could 
double up across classes? (personal communication, January 12, 2015) 
 

My previous experience working at a different school site made me aware that while 

some mentor teachers could be accommodating and even interested in participating, 

others had reservations and were unwilling to be part of this process, although they did 

not explicitly oppose it.  I recorded in my journal that day, “I wish I were there to see the 

teachers’ reactions to this task. It seemed surprising to me that they are ‘totally receptive,’ 

I am excited.”  

        My excitement did not last long.  As time went by the home visits project became 

the subject of debate, with a constant struggle for understanding among mentor teachers 

and preservice teachers of the relevance and significance of the visits.  There were 

differences of opinion between preservice teachers, mentor teachers and myself over how 

and/or whether this project should be implemented at all.  During this time, I felt 

undermined because of the expressed resistance of my students to the visits despite my 

intensive preparation.  What appeared to be developing was a power struggle over who 

was in the command of the “discourse of truth” (Foucault, 1976, p. 93).    

 

Data Collection and Data Analysis   

This study was a byproduct of an ethnographic case study.  My research project 

attempted to explore what personal and family knowledge and skills preservice teachers 

draw upon and in what way their own funds of knowledge impacted them in 

(un)succeeding with conducting FoK-based home visits.  The project began by 

designating the whole class as one unit of analysis.  However, due to complexities 

discussed in this study, the project was later restructured to focus on one preservice 
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teacher and her appropriation of her funds of knowledge.  In this sense my exploration 

process for this study is not one requiring my questions to be changed significantly to 

reflect “an increased understanding of the problem” (Creswell, 2007, p. 43), but rather 

the need to address an educational, social and cultural context that was becoming 

increasingly problematic, emotionally laden, and challenging.  With a desire to 

understand what happened, I realized that as a female teacher educator of color and an 

international doctoral student myself, working with predominately White preservice and 

mentor teachers, that the social and educational context was tension-fueled.  I had a story 

to tell and it should be told.  For this reason, this study takes a narrative approach to 

report a “personal experience story” that is both personal and social because it was 

experienced while interacting with others (Creswell, 2008, pp. 514-517).  

         My data sources included written artifacts like class survey, language 

autobiographies, papers documenting the home visit project, final reflection papers over 

the course from the whole class.  Math autobiography, questionnaires, interview 

transcripts and my participant-observant field notes were collected for my reported case 

study on one preservice teacher.  I also kept a personal journal as the course instructor 

and field researcher and recorded events in my classroom and school sites that included 

feelings, insights, memos and problems that arose from the field work.     

         Merriam (1998, 2009) writes that the process of data collection and analysis is 

recursive and dynamic.  In this study, I conducted a rudimentary data analysis throughout 

the time of the data collection where I identified emerging themes and memos on 

“reflections, tentative themes, hunches, ideas and things to pursue” (Merriam, 2009,  
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p. 170).  I carried out a more intensive and systematic analysis of the case study after data 

collection was completed.   

         Analyzing and interpreting data collected for other purposes might have provided 

me with a richer sense of the data and a fuller appreciation of the complexity of the field 

context.  However, for this study, my observations and insights were gleaned from “field 

texts,” including personal journals, fieldnotes, email and text correspondences.  These 

texts enabled me to describe, reflect on and theorize what I saw, heard, felt, thought and 

experienced during my attempts to organize the FoK-based home visits project (Creswell, 

2008, p. 518).  By considering the actions I witnessed, and the settings and characters 

involved I hoped to understand what the problems were and sought resolutions.  I 

examined and contemplated the personal and social interactions, the continuity of the 

events and experiences as well as the situation in which events occurred (Creswell, 

2008).  During this process a distribution of struggle between different constituents in 

different occasions and at the different surroundings emerged and the theme of power 

became increasingly salient.  In the following section, I describe details and state my 

interpretation of my experience within Foucault’s (1976) analysis of power framework 

and Jackson and Mazzei’s (2012) proposal to map power relations and practices at the 

material, cultural and social levels.  

        The study, or my reflection on the basis of real occurrences, is an unintended 

secondary product of the case study described above.  I did not interview either the 

mentor teachers or preservice teachers because most of interactions were informal 

impasses where systematic data collection for this purpose were not possible.  The 

analyses are mostly my own interpretations on the data I was able to collect by situating 
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them in selected theoretical framework and the relevant research literature.  I do not 

know what they and others involved would make of this account or what their intentions 

were if the ways that everyone acted were indeed intended.  And I acknowledge a 

limitation.  Foucault stresses that the power analysis focus “should not concern itself with 

power at the level of conscious intention or decision” but its “external visage” (1976,  

p. 96).  He believed that “it is a case of studying power at the point where its intention, if 

it has one, is completely invested in its real and effective practice” (p. 97).  The narrative 

approach focuses attention on “individuals willing to tell their stories” (Creswell, 2008,  

p. 512) and “any story told has an element of truth in it” (p. 522).  Writing this piece has 

become a process of “restorying” where I as a researcher tell my story as a participant 

(Creswell, 2008, p. 519).  

 

Findings:  

The Power Relations at Material, Cultural and Social Levels 
 

Material Level: Whose Classroom and Whose Student? 

Mentor teacher vs. preservice teachers’ roles: Supervisor vs. aides.  Because 

of the many nuances and time needed to arrange a home visit with families, preservice 

teachers were strongly advised to discuss this assignment as early as possible with their 

mentor teachers in order to complete it in a timely manner.  I believed that mentor 

teachers, who had developed a relationship with families, would be able to help facilitate 

this process to ensure that the visits actually take place.  As time went by, some 

preservice teachers expressed concerns about whether they could complete all university 

class assignments and conduct a home visit.   



66 
 

 
 

         It was puzzling to me why—since mentor teachers had agreed initially to 

supervise preservice teachers—they ultimately did not support home visits.  The program 

viewed this assignment as valuable for the personal growth and professional development 

for preservice teachers.  A possible reason was captured by one university instructor who 

had a lengthy experience with this site. She shared her observation that the school might 

be tired of accommodating a university program and providing classroom space for 

preservice teachers.  Preservice teachers reported that they basically were viewed as 

assistants to support the school, and that they were usually assigned to do the menial jobs 

such as “grading papers and other tedious tasks.”  They were not given much opportunity 

to directly engage students or families. Although the university instructor’s hypothesis on 

mentor teachers’ fatigue of providing support to the university program and/or preservice 

teachers was not verified, this notion, to a great degree, was supported by the ELL 

teacher in the school site.  Based on her years’ experience and understanding, she 

suspected that because the home visits project was new at this particular site, mentor 

teachers had neither the experience with it nor were aware of the amount of work 

involved.  Once realizing that there would be considerable time involved in this exercise, 

mentor teachers were reluctant to help facilitate college students and the program. The 

ultimate success of having twenty preservice teachers visiting twelve students’ homes 

would not be achieved, I believe, had it not having the mentor teachers’ direct 

engagement later removed.   

 

Mentor teachers vs. preservice teachers: Scapegoats vs. manipulators.  

Although I taught my university course in a classroom located in this elementary school 
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once a week, I did not have much interaction with either mentor teachers or students in 

classrooms.  Preservice teachers’ written and oral reports were my major information 

channels to learn about mentor teachers, classroom settings, school students and the 

progress for the home visits project.  A s a matter of fact, it was through verbal 

communications with preservice teachers at the early stage of this project that I was 

informed that there were opposition to this assignment from mentor teachers.  For 

instance, one preservice teachers expressed her concern, though she claimed that it was 

not related to her own anxiety of having no such experience, but a problem from the lack 

of experience of the mentor teacher.  The mentor teacher, based on this preservice 

teacher, shared that she has never done it in her teaching career.  So this preservice 

teacher was simply told not to do the home visit, and that if the instructor (meaning me) 

was upset, the student could just blame her mentor teacher.  This suggested opposition 

from the mentor teachers was echoed by other preservice teachers verbally.  

         Troubled by this information, I decided to first visit the school principal and later 

mentor teachers.  The school principle was surprised with such information because he 

did not detect any particular resistance to it among mentor teachers when the home visits 

were first brought about in the faculty meeting.at the beginning of the semester in which 

occasion I was absent.  To mentor teachers I visited them in their classrooms.  I explained 

who I was and asked how this project was preceding.  Many mentor teachers were 

curious and asked why this task was assigned.  After my explanation, some simply 

pointed out the child they had helped select for the home visits.  Progress with the home 

visits was contradicted with the impression that preservice teachers had earlier created for 

me.  They implied that because of opposition from mentor teachers, this assignment 
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simply could not be completed.  The elementary school classroom became a contested 

site where preservice teachers manipulated the communication in order to get the 

assignment removed as a required activity, incorrectly positioning mentor teachers as the 

ones to be blamed.  

 

Mentor teachers vs. university instructor: Neglecting/allying vs. enforcing.  

The mentor teachers’ attitude toward the practice of home visits varied.  Some were 

doubtful as to their relevance but at the same time were curious about the purpose and 

process of conducting them.  Others, however, were strongly skeptical and even opposed 

altogether.  The latter position was clearly demonstrated by the reaction from fifth-grade 

teacher department, particularly one male teacher Mr. Smith (a pseudonym).  He, from 

the start positioned himself as the leader of the 5th grade department and was adamant and 

stated that this practice was simply against his firmly held pedagogical principles.  

         Ironically, the approach of FoK-based home visits was designed to empower 

classroom teachers to draw from family resources in order to make their teaching more 

meaningful.  The original FoK study was conducted with collaboration between school 

teachers and university researchers who collectively redesigned curriculum and 

pedagogical strategies to include students’ home knowledge and practices in the 

classroom teaching.  Indeed, teachers took leading roles.  In this study, mentor teachers 

did not personally know me as a university instructor but were obligated to assist.  This 

assignment of connecting students’ families and preservice teachers was imposed on 

them where they did not have any say in the implementation.  When my preservice 

teacher students stepped into the classroom with this assignment to approach students and 
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families, it might have been a perceived affront that challenged mentor teachers as the 

sole authority in their classroom territory.  Without sufficient communication ahead of 

time between university instructors and mentor teachers, this assignment seemed to be 

heading for failure. 

         After some negotiation, the fifth-grade teachers only agreed to include the 

preservice teachers in parent conferences instead of allowing a visit to one of the 

student’s home.  When I remarked that I would pair up the preservice teachers they were 

mentoring with class peers visiting other children’s home, they indicated that it was not 

their business.  To them, territories were guarded, and power relationships properly 

maintained while learning opportunities for some preservice teachers were less than 

optimal.  Eventually, twelve households were visited with some preservice teachers 

grouped with classmates.  And I knew that this could not have been achieved without 

acquiescence from the mentor teachers.  That is, however skeptical they were, they did 

give this new practice a chance.  The result has a significant learning experience for 

preservice teachers.  

 

Cultural Level: Native vs. Foreign  

        The importance of home visits accomplished by classroom teachers has been 

documented by various scholars (Peralta-Nash 2003; Stetson, Stetson, Sinclair & Nix, 

2012; Power & Perry 2000; Zygmunt-Fillwalk 2006).  What was interesting to me was 

that special education and blended programs (early childhood programs with a special 

education component), were more likely to include this practice, which may indicate that 

home visits could be an effective strategy to address students with special needs (Hallam, 
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Ridgley & Buell, 2003).  The risk with such a philosophy was the tendency to view this 

practice as singling out some students, as ELLs in my study, because of their cognitive, 

linguistic or behavioral deficits.  While the reality was that home visits were designed to 

maximize the academic achievement opportunities of all students by allowing the 

classroom teacher to use students’ FoK in learning activities to create invitations for 

students and families to engage and share, resistance to this form of interaction with 

families revealed a robust, though perhaps unconscious, deficit perceptions prevalent 

among educators toward families whose behavioral pattern diverged from their own.  

 

Preservice eachers vs. ELLs: Normal and untouched vs. abnormal and 

untouchable.  This assignment of home visits presented itself as challenging, to say the 

least, and even intimidating to most, if not all, preservice teachers.  Some tense moments 

and resistance were identified on the first day of class when it was being highlighted as a 

major course requirement.  One of preservice teachers commented that this idea was “so 

foreign.”  This remark reveals several issues.  First, it was the rarity of such a practice in 

the field of education.  It seemed apparent that not many preservice teachers had 

experienced a visit to their homes by teachers.  It was simply too strange of a concept for 

them.  Second, this practice seemed irrelevant to their role of teaching and working as 

elementary school teachers.  Third, perceiving home visits as “foreign” suggested both a 

physical and metaphorical distance which preservice teachers might not be willing to 

travel prior to having the home visits to be included as a course assignment.  Even when 

it becomes a required assignment, as the previous discussion suggested, preservice 



71 
 

 
 

teachers may have attempted to manipulate the communication in order to have it 

removed.    

         Research suggests that these preservice teachers were going through a change 

from late teens, from being a child in a family to a young adult and finally into the 

professional position of teacher.  They experienced some anxiety from being entrusted 

with responsibilities (Graue, 2005).  Together with these personal and individual 

struggles came the challenge of working with students who might come from various and 

unfamiliar household backgrounds.  Despite their unfamiliarity with linguistic, historical 

and cultural diversity, viewing communications with ELLs’ family as “foreign” tended to 

position preservice teachers as “native” that are normal and should be left untouched and 

ELLs and their families as abnormal and untouchable   

 

Mentor teacher vs. ELLs: Out of mind, out of sight.  Because the school 

demographic was such that there were not many ELLs in one class or even in the whole 

school site, the home visits assignment was revised to have preservice teachers visiting 

the home of any student, whether ELL or non-ELL.  This further escalated the resistance 

from mentor teachers to the possibility that preservice teachers would approach the 

mainstream children.  Ironically, ELLs had been viewed as a concern only for the ELL 

teacher, who taught in a classroom in the back corner of the school campus, isolated from 

the rest of the campus activities.  The ELL teacher, being a mid-aged White female 

herself, shared with me that she was the “odd” one in this school because of the job she 

did.  She always tried to make herself less burdensome on other teachers.  She only 

contacted other teachers when she absolutely needed to interact with them.  For example, 
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if she needed a signature, she would have all documents prepared so all the teachers had 

to do was to sign.  She also acknowledged that ELL students were sent to her room so 

that she could “fix” them, which suggested a strong prevalence of deficit thinking of 

ELLs among public school teachers.   

         Despite the increasing number of the ELLs in the American public education 

system, they were severely underrepresented at this school site.  Not seeing ELLs in class 

rendered them invisible as a whole in the curriculum as well as pedagogical 

considerations.  Bringing them to the center of attention by having a university course 

and assignments specifically addressed to them and their education interrupted the 

established order and normal practice in schools.  

         This study is not intended to hold one single party as responsible or for being 

insensitive because of the many challenges faced by structuring and implementing 

projects designed for preparing preservice teachers to connect with their student and 

communities.  The mentor teachers whom I had the privilege of knowing were kind 

professionals.  This caring aspect was reflected in their concern that, with the very few 

ELLs they had, it may not be a good idea to single out or otherwise identify those 

students.  Their concern was not shared by teachers at other school sites where a majority 

of students were ELLs or bilingual.  

         These concerns might be a reflection of mentor teachers’ professional perception 

that they should treat all students the same regardless of their language or cultural 

backgrounds.  This “colorblind” stance manifested in a belief that ELLs be provided with 

identical materials, same instruction and equivalent treatment without pointing out any 

difference those students may represent.  It had been reported in preservice teachers’ 
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classroom observation that some ELLs were not given any support in the mainstream 

classroom.  In this way, teachers may feel they were treating students equally by seeing 

them as the same.  However, this perspective erased their identities and ignored the 

particular needs that ELL students may have.  The Lau v. Nichols case (1974) highlighted 

that treating students the same did not mean treating them equally if a meaningful 

education was not achieved.  Left to a situation of “sinking or swimming,” the  

Chinese-speaking plaintiffs in this case were unable to participate in classroom activities 

which significantly hindered their chance of learning and opportunities for success.  

Though the Lau v. Nichols case outlawed the discriminatory effect of “sinking or 

swimming,” this study shows it persists in practice.  

         Home visits initiated by preservice teachers were possibly the first time that the 

family/parents’ opinion about their children’s education counted and their family literacy 

practices became important in educating their kids.  The worst consequence in this matter 

were mentor teachers’ negligence by looking but not seeing.  In the name of not singling 

ELLs out, they erased who the kids really were; they thus ignored the real needs of the 

family.  

 

         Preservice teachers vs. university instructor: Deficit vs. expertise.  The 

vignette shared at the beginning of this study where John asserted that he did not think 

the class felt like I was listening to them imposed severe pressure on me as an Asian 

international doctoral student teaching this senior level university course in the U.S.  

Listening has been defined by The International Listening Association (ILA) (1996) as 

“the process of receiving, constructing meaning from, and responding to spoken and/or 
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nonverbal messages” (Bentley & Bacon, 1996).  Baffled by the mixed messages I 

received from the elementary school mentor teachers, preservice teachers and the site 

coordinator, I was unable to either construct any meaning or respond to the accusation 

that I did not listen or that I did not hear.  

          Listening is the foundation for efficiency and effectiveness in both 

communication and learning—both of which are critical to facilitating the teaching of any 

subject.  Failure to listen is probably the cause of more interpersonal problems than any 

other aspect of human activity.  Further, listening is critical for success in today’s  

fast-changing, competitive, global change (Ford, Wolvin, & Chung, 2000).  In this regard 

there was evidence to support the proposition that teachers should have an appreciation 

for the relationship between listening skills and issues related to culture.  Hall (1977) 

proposes to differentiate the ways of communication across the world into two, a  

High-Context (HC) and a Low-Context (LC).  He defines HC as “one in which most of 

the information is either in the physical context or internalized in the person, while very 

little is in the coded, explicit, transmitted part of the message” (p. 91).  And a LC 

communication is “just the opposite; i.e., the mass of the information is vested in the 

explicit code” (p. 91).  Both HC and LC are characterized with remarkably different 

traits.  These habitual physical and behavior traits may serve as cultural filters that 

unknowingly introduce bias into listening in the personal, familial, sociological and 

learning contexts.  If any prejudice exists in these cultural filters, cross-cultural 

communication is marked with misunderstanding or misinterpretation.  While admitting 

that “no culture exists exclusively at one end of the scale,” Hall further suggests that 

American culture “while not on the bottom, is toward the lower end of the scale” and 
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China, “the possessor of a great and complex culture, is on the high-context end of the 

scale” (p. 91).  In the case of this study, blaming me for not listening may suggest such a 

deeper cultural gap between me as a foreigner and educator of color, and preservice 

teachers and their mentor teachers who are predominantly White middle-class females.  

         As an instructor who was foreign born and had studied English as foreign 

language educating preservice teachers strategies teaching ELLs, I had always shared 

with them the emotional stress and academic challenges that are very often encountered 

by foreign language learners and users like me.  I also shared how my cultural 

perspectives may have influenced my strategies for adaption.  The FoK framework 

suggests that people develop unique skill sets and knowledges based upon their life 

experiences (González, Moll & Amanti, 2005).  The life experiences and knowledge of 

students, if known by teachers, would be helpful and potentially critical to students’ 

success in the classroom.  I had always believed that my own knowledge acquired 

through lived educational and life experiences of studying, teaching, and educating 

preservice teachers in two different educational systems has been my forte in teaching 

this course and working with preservice teachers in U.S.  However, through practices of 

reflecting and sharing, I seemed to constantly position myself as foreign, struggling, and 

a cultural outsider.  Though attempting to fight for improving education opportunities for 

the elementary school ELLs, I may also have portrayed them as either not possessing 

some standard level of academic understanding or having difficulty in achieving a high 

proficiency level of English.  Opposite of my intention, this ability of reflecting and 

sharing might have caused undesired effects of sustaining and enhancing the already 

prevalent deficit perceptions against ELLs and immigrants.   
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         Lazos (2012) indicated that the academy was race and gender biased in that 

“Whites and men start from a presumption of competence; minorities and women do not 

and have to deal with a multitude of unconscious biases that put them at a disadvantage” 

(p. 175).  Furthermore, borrowing from Woessner and Woessner (2006)’s study, Lazos 

(2012) suggested that “[s]tudents report not being comfortable in classrooms where the 

general ideological viewpoint is different from their own” and “the more that the 

professor’s political views are different from the student’s [sic], the more likely students 

are to think that either [the] professor is not competent and does not care about them”  

(p. 181).  I wonder to what extent blaming me for not listening is a consequence of the 

prejudice towards people of different gender, race, sexual orientation, nationality, social 

status, religious preference, political preference, lifestyle, or even to groups that the 

listener is or is not a member (Dillon & McKenzie, 1998), and to what extent my 

emphasis on education for ELLs as a political stance accounted for preservice teachers to 

question my expertise, qualification and ability to listen.  

 

University instructor vs. mentor/preservice teachers: When gender, race and 

class intersect.  The most accusatory voice against me for not listening and the one 

claiming home visits were “foreign,” came from one of the only two male preservice 

teachers in my class, John.  Lazos’s study (2012) suggests that women instructors must 

live up to the female-stereotyped expectations that they should be “warm, friendly and 

supportive inside and outside the classroom and have good interpersonal skills” (p. 178); 

and the best female teachers were called “caring, helpful and kind” in contrast to the male 

professor being “funny and friendly” (p. 179).  Being generally viewed as a “funny” and 
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“friendly” person by many, I and my shared characteristics with many male instructors 

were not appreciated by this particular preservice teacher who highlighted his expectation 

for me to attend to his request and in complete accord with him by adjusting to the 

difference of our opinions, meaning being “caring, helpful and kind” and acquiescent, as 

that was the typical expectation for female instructors.  

          Meanwhile, the strongest opposing voice among the mentor teachers was from 

Mr. Smith.  As my journal reflects, when meeting with these mentor teachers to discuss 

the home visits project and receiving only resistance from him, I wrote:  

I feel defeated by someone simply refusing to listen. He demonstrated a 
confidence in what he was doing. Interestingly, while there were four females, he 
somehow became the spokesperson for all of them. It was interesting how males 
are just comfortable as to whom and what they are because of the societal roles. In 
comparison to him, the three female teachers showed some interest in what I was 
about to say while he was simply ready to argue and win this argument.  
 

It was unclear whether the opposition from these teachers was simply aimed at the home 

visits project itself or because this idea came from a foreign female, nonnative English 

speaker who was still a doctoral student.  Mr. Smith was strident in his opposition to 

home visits while female mentor teachers were almost apologetic for their disagreement 

with my advocacy for the practice.  What is being discussed here, is who gets to speak 

instead of who is right or wrong.  During my communication with both mentor teachers 

and preservice teachers, many opinions were expressed, ideas were shared, but what 

stood out was where the loudest and most aggressive opposing voices came from.  While 

John accused me of not listening and expressed his uncomfortableness in conducting a 

home visit, this ease of enunciating opinions was also shared by Mr. Smith.   

         Frustrated, I shared this struggle of pushing home visits with a senior Latino male 

colleague who, with a doctoral degree, was teaching the same course at a different site.  I 
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asked him if I might have experienced a different reaction had I been male, Latino, or a 

White senior professor.  He responded that being a male or senior might be advantageous 

but being a Latino would not necessarily serve me well in this situation.  Even though I 

was positioned as a female inferior, with junior status, I might still enjoy the privilege of 

being Asian rather than Latina, since Asians are often seen as a model minority.   

 

Social Level: State-Mandated Courses SEI and Standardized Tests 

         The course I taught was called English Structured Immersion (SEI), which was a 

state-mandated course for preservice teachers in a state located in the Southwest of the 

U.S.  The implementation of the SEI course in higher education as well as in school 

districts represented another layer of a power struggle and ideological combat.  Research 

conducted by Combs (2012) suggested that SEI had little support in either the educational 

or applied linguistics research literature and few studies indicated positive outcomes.  

Rather it was an ideological production of a state proposition whose goal was to eliminate 

bilingual education in the state.   

         Mr. Smith questioned the point of learning from one student through home visits 

when at the same time having to deal with rigid state standards and high stakes tests 

which his students would be required to pass.  Indeed, with the implementation of No 

Child Left Behind (NCLB) and its emphasis on standardized tests and accountability, 

teachers experienced profound distress from the pressure to maintain or improve 

students’ performance on those tests.  His argument tended to be supported by the Atlanta 

Public Schools cheating case that some teachers cheating on the student test scores in the 

state of Georgia.  Darling-Hammond (2010) suggested that high-stakes tests could result 
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in neglect of untested subjects, distorted curriculum with superficial coverage of contents 

and less solid learning.  

Schools serving low-income and minority students struggled the most leaving 

students with the least access to the kind of learning that prepares them for college and 

contemporary careers, which they need the most.  Teachers tended to view test score 

gains as were more related to test preparation instead of improved learning and teaching 

(Darling-Hammond, 2010, p. 72).  Being threatened by testing performance on 

standardized tests, school teachers adopted a more practical approach by only teaching 

that which will be tested (above all, math and reading).  Because of the sole focus on 

students’ outcomes and the linguistic complexity in classrooms, Menken suggested that 

NCLB has become “a de facto language policy” (2009, p. 103) and “perhaps no group 

has been more punished by NCLB than ELLs” (2010, p. 127).  To improve education 

through standards and assessment, Darling-Hammond (2010) suggested that it was 

critical to invest not only in assessment design, but also in teacher expertise and 

curriculum resources.  Both may be facilitated by the knowledge and experience of 

teachers gained through the home visit concept as a means of maximizing their student’s 

potential success. 

         I happen to agree with Mr. Smith questioning about the rigid state standards in 

teaching.  In that regard, however, it would seem that any activity or effort that had the 

potential to enhance academic performance of students would be eagerly accepted by 

classroom teachers.  However it seemed that the FoK-based home visits were just another 

scheme to challenge the authority of the classroom teacher because it came from an 

external source.  
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        Foucault (1976) pointed out that major mechanisms of power have been 

accompanied by ideological productions, in the case of this discussion it was SEI model 

and standardized tests.  These ideological productions, Foucault (1976) claimed, are 

“…effective instruments for the formation and accumulation of knowledge” (p. 102). 

Teacher educators like me tried to integrate the teaching of FoK and the practice of home 

visits as a way of equipping preservice teachers with the knowledge and practice to 

improve the quality of teaching for ELLs and non-ELL students alike within the imposed 

framework of SEI.  It had been identified among the preservice teachers that they felt 

ready and equipped with information taught in the SEI classroom and the practice of 

home visits to teach classes with diverse students and promised to provide quality 

education to all.  

 

Conclusion 

         Foucault (1976) viewed power as clusters of relations that are open, more-or-less 

organized, hierarchical, and coordinated (p. 198).  In these net-like power relations, 

teacher educators, preservice teachers and mentor teachers reacted and acted to either 

accommodate or struggle against each other in specific settings.  In turn, their practices of 

accommodation and struggle reframed the setting in which each needed to continuously 

respond by renegotiating their relations with each other.  The effects of these constant 

renegotiations resulted in some degree of cooperation as well as conflict between and 

among mentor teachers, university instructors and preservice teachers.  It is these 

protractive dynamics of cooperation and conflict that signified individuals as both the 

target and the vehicle to apply and organize power relations within an ideological context 
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of SEI and standardized testing.  What emerged from these power relations is the 

construction of “subjects” as a result of the functions and effects of power (Foucault, 

1976, p. 98, emphasis in original).  

        This investigation confirmed former studies on power and FoK in that power as a 

strong presence in physical, social, educational, and political settings, and between and 

among constituents in those settings.  However, instead of being one-single dimensioned 

hegemonic force that one imposes upon the other as highlighted by previous research, 

this account of power relations reveals the dynamics between and among the participants 

in this web of relations being multifaceted, multidimensional and multilayered.  This 

complexity of power relations, instead of simply signifying some as have-mores while 

others are have-lesses, exhibited that individual, whether a mentor teacher, preservice 

teacher or university instructor, were active participants and constructors of this power 

net.  It is through the adoption of Foucault’ (1976) theory power as “net-like relations” 

that this study reconfigured power as has been seen, interpreted and utilized in the Funds 

of Knowledge approach and home visits project.  

         The power relations among all parties at the material, cultural and social levels 

revealed that the country and state exerted a certain level of coercion on what, how and 

by whom the students, including ELLs should be taught.  This constrain is achieved 

through ideological production of knowledge apparatuses, “the effective instruments for 

the formation and accumulation of knowledge” (Foucault, 1976, p. 102).  Specifically, 

the language and educational policies elicited constant renegotiation of relations between 

and among those being acted upon.  All three groups struggled to gain control over their 

practices and subjectivities.  It is indeed the simultaneousness of relation renegotiation 
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and subject construction manifested among the power constituents within the localized 

network and chain of relations where the challenge and the hope for multicultural 

education lie.  This study, with the map of power relations tracing the process of teaching 

FoK and home visits and how the direction and process of integrating this multicultural 

educational agenda was constantly renegotiated, calls for further studies on how to build 

allies in the universities, at school sites and in the community based on the power 

relations operated at material, cultural and social levels. 

 In this article I began by framing my work around Foucault’s idea on power 

(1976) and Jackson and Mazzei’s (2012) transformation of Foucault’s power from a 

concept into a method of mapping power relations at material, cultural and societal levels 

by focusing on the functions and effects of power.  These ideas help me to think about the 

what happens while a critical multicultural educational approach of Funds of Knowledge 

and its accompanying practice of ethnographical home visits are carried out in the current 

social, pollical and educational settings.  More specifically, it directed me to focus on, 

instead of intentions, the functions and practices that all constituents of the power 

relations carried out to exercise control over their lives, which made visible the 

simultaneous effects of the development of subjectivities.  Popkewitz and Brennan (1998) 

noticed twenty years ago that there was “a notable absence of work on Foucault in the 

field of education” which might be a consequence of him challenging “for an enormous 

shift in the largely modernist progressive or emancipatory discourses of education that 

have dominated pedagogical thought” (p. xiii).  By generating new categories of power 

relations at three levels based on Foucault’s (1976) ideas on power and Jackson and 

Mazzei’s (2012) proposed framework of using his ideas in the field of education, this 
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study contributed as an effort of implementing Foucault’s thoughts in educational setting.  

It calls for more research using Foucault’s idea of power to examine the conditions and 

the construction of the research area of teacher preparation for diverse population.  This 

approach will better facilitate those who are committed to the mission of carrying on 

multicultural educational agenda in teacher education programs for school and social 

reforms.   

         Rodriguez (2013) identified in her literature review on power, agency and Funds 

of Knowledge that the majority of the studies contained acknowledgements of the role of 

external (macro) and internal (micro) power structures and relations, either in establishing 

the impetus for the FoK approach or in analyzing the unexpected (negative and positive) 

consequences of using an FoK approach, and “only on rare occasion did power dynamics 

rise to the surface as a by-product of the FoK approach—meaning not as an element 

integrated into the framing of the research endeavor from the beginning” (p. 106).  This 

study represented one such case when power appeared as a “by-product” to my teaching 

and research agenda which I had little understanding or preparation for at the outset.  This 

is being said despite of my understanding of Funds of Knowledge and home visits as a 

critical multicultural educational approach to disrupt the established educational systems 

that tend to marginalize the students and families from urban neighborhood.  It was not 

until this process of describing, reflecting, interpreting and reporting on what occurred in 

my teaching that the notion of power begins to unfold.  In a way, the relation of 

dominance between and among educators and other constituents presented in this study 

might be a revelation of what Rodriguez (2013) called “a surface application or 

romanticized view of FoK approaches” (p. 115), when I “casually” introduced my 
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preservice teachers to this concept of Funds of Knowledge and then asked them to “walk 

into homes to discover” what they could find (Moll, 2005, p. 277).  In her exploration of 

Funds of Knowledge, power and agency, Rodriguez (2013) identified a need to more 

deeply examine the positionalities of scholars who “seek to engage in educational 

research as allies to marginalized communities” (p. 115).  The focus of the next chapter is 

my occupation and position in this material, cultural and social educational setting in 

relation to others.  I pay particular attention to coping strategies and the transculturation 

process experienced by two female teacher educators of color.  
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Article 2 

We are “Other People’s Children” Teaching Other People’s Children: 

Autoethnographic Layered Accounts on Transculturation 

To be submitted to Contemporary Education Dialogue 

Abstract 
 

This study investigates coping strategies and the transculturation processes through the 
experiences of two Asian international female Graduate Teaching Associates (GTAs) 
working as teacher educators engaging in Funds of Knowledge (FoK)-based home visits 
project in a multicultural and social justice-oriented teacher education program. 
Autoethnographic layered accounts were constructed.  Layer 1 is a chronological 
narrative account that details frequent frustration and emotional passivity.  Layer 2 
discloses our perceptions of our experiences engaging other stakeholders within the larger 
discourse.  The first two layers were treated as ethnographic texts which were coded, 
analyzed for themes (Layer 3) and patterns (Layer 4) through a theoretical framework of 
transculturation.  Layer 3 exhibits various coping strategies implemented voluntarily and 
involuntarily.  Layer 4 unveils a non-lineal transculturation process of  
alienation-awakening-retreat-realignment-distancing.  Findings suggest our strengths are 
endurance, adaptivity and persistence.    
 
Keywords: teacher educator of color; Funds of Knowledge; multicultural education; 
transculturation; teacher education; autoethnographic layered accounts  
 
 
 

Introduction 

         An unprecedented number of migrants and their children are crossing 

geographical, political, economic, linguistic, social and cultural boundaries when they 

enter other countries while participating the globalized transcultural economic, political, 

social and cultural exchange (Flüchter & Schöttli, 2015).  In the case of the United States 

(U.S.), this influx of im/migrants and students further intensifies long existing 

predicaments in the K-12 public school system.  These challenges include a 

“demographic divide” between students and teachers and a lack of representation of 



92 
 

 
 

educators from nontraditional backgrounds in all educational levels (Ladson-Billings, 

2001; Ochoa, 2007; National Center for Educational Statistic, 2015).  The mismatch 

regarding racial and cultural backgrounds has presented specific demands for teacher 

education in the U.S. in terms of theoretical and practical ways to meet the needs of 

education professionals as well as students, families and communities that public schools 

are designed to serve.  These disparities become even more prominent in the current 

times of “change locally and globally” and “great challenge” toward greater equity and 

social justice in education (Re-Imagining Multicultural Education in Changing Times, 

November 1-5, 2017).   

        For over half a century multicultural education as a field of study has taken up the 

task of developing theories and practices to raise awareness about the mismatch between 

teachers and students as well as their families and communities regarding race, ethnicity, 

class, gender, sexual-orientation, ability, religion, immigration status, and language.  One 

such strategy that has been identified is Funds of Knowledge (FoK) and the practice of 

home visits.  Also included in these efforts are movements to actively recruit teachers 

from more diverse backgrounds in all educational levels (Cochran-Smith & Villegas, 

2015).   

         On the one hand, studies documenting the experiences of teacher educators of 

color in American higher education view the teacher educators from nontraditional 

backgrounds as “valuable resources” because of their contributions toward bringing about 

social change and social justice that should be the outcome and purpose of multicultural 

teacher preparation (Goodwin, 2004, p. 23).  More specifically, teacher educators of color 

subscribe to the skills, knowledge and “habits of mind that embrace a social justice 
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agenda,” which are considered important in teacher education programs (Goodwin, 2004, 

p. 21).  These educators also possess an empathetic understanding of the lives of children 

of color because of their own life experience as people of color confronting racism, 

inequity and oppression.  This empathy will then ostensibly provide them an advantage 

because their histories have afforded them “cultural frames of reference” that White 

teachers and teacher educators are missing (Cochran-Smith, 2003, p. 4, as cited in 

Goodwin, 2004, p. 22).   

         On the other hand, the literature has also identified numerous struggles faced by 

educators from nontraditional race, ethnicity, age, gender, immigration status, physical 

ability, sexual orientation backgrounds to gain authority in the academic profession.  

These challenges could be institutional where women are viewed as “outsiders in the 

sacred grove” (Aisenberg & Harrington, 1988), who are also “presumed incompetent” 

(Gutiérrez y Muhs, Niemann, González & Harris, 2012) and feel “a chill in the air” as 

they continue to experience “exclusion, isolation, alienation and devaluation” (Turner & 

Myers, 2000, p. 83).  And the prejudice could be in the White classroom where women 

faculty of color often experience “resistance,” “adversity” and “incivility” (Hendrix, 

2007, p. 97), as well as some race and gender oppression from White male students 

(Pittman, 2010).  In general female faculty members are constantly met with career 

development roadblocks like balancing personal and professional life and cultural and 

individual identity and spirituality (Seto & Bruce, 2013).  Evidence also supports that 

there are general biases reflected in student evaluations against female and racial 

minorities (Lazos, 2012; Flaherty, 2016) while praising males (Mulhere, 2014).  
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         In particular, Asian and Asian American women have been living in the collective 

shadow of, on the one hand, gendered stereotypical images of submissiveness and 

nonconfrontation, and on the other, a “model minority,” perceptions of social, economic 

and educational success.  Though their presence in higher education has increased, they 

continually suffer from a lack of visibility and voices (Yamada, 1979; Hune, 1998, 2011), 

“exclusion” (Turner & Myers, 2000, p. 1) and are constantly viewed as “strangers” in the 

academy (Lim, Herrera-Sobek & Padilla, 2000) or in the Ivory Tower (Li & Beckett, 

2006).  They typically experience lower academic ranks, one of the lowest tenure rates, 

disinterest and disrespect for their research, teaching, and leadership (Li & Beckett, 

2006).  

       Cultural authority or strange subaltern?  This peculiar “binary opposition” 

(Cheng, 2011, p. 251) presents both challenges and opportunities for Asian and Asian 

American female educators with lowest academic status in higher education in general 

and teacher education and multicultural education in particular.  Though there are several 

significant efforts in giving voices to women scholars in higher education (Gutiérrez y 

Muhs, Niemann, González & Harris, 2012; Seto & Bruce, 2013; Li & Beckett, 2006), 

there is lack of voices from graduate teaching associates working as teacher educators 

who are directly engaged in multicultural education, diversity and future teachers.  We 

argue that the fields of teacher education, multicultural education and higher education 

should listen to the voices of these newcomers, who might be veteran or novice educators 

with lowest academic rank (if graduate teaching associates indeed can be considered as 

an academic rank), and understand how they, as “other people’s children” (Delpit, 1995), 

strangers to the both multicultural education and to the dominant public and higher 
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education systems, manage these predicaments on the periphery of the political, social, 

cultural, academic  and value systems.   

       While addressing this cultural conflict, Delpit (1995) asks, “We educators set out 

to teach, but how can we reach the worlds of others when we don’t even know they 

exist?” (p. xxiv).  She believes that the answer lies in “some basic understandings of who 

we are and how we are connected to and disconnected from one another” (p. xxv).   

         In this study we detail the experiences of two Asian female Graduate Teaching 

Associates (GTA) working as teacher educators in a Funds of Knowledge (FoK)-based 

family visits project in a multicultural and social justice-oriented teacher education 

program of a large research-based university in Southwest of the U.S.  This article draws 

from both our experience.  We each provide detailed chronological narrative accounts 

documenting heightened episodes in our interaction with preservice teachers, university 

colleagues, public school staff and other professional specialists in various physical and 

educational situations.  We theorize these experiences by identifying themes and patterns 

emerging from our layered accounts through a theoretical framework of transculturation.  

         Three research questions guide this study: (a) What are the experiences of Asian 

GTAs working as teacher educators in a multicultural teacher educational program while 

engaging a FoK-based home visits project?  (b) In what ways do Asian GTAs working as 

teacher educators negotiate a multicultural and social justice-oriented teacher preparation 

program in the American Southwest while engaging a FoK-based home visits project?  

And (c) What are the socialization processes of Asian GTAs working as teacher 

educators navigating a multicultural and social justice-oriented teacher preparation 

program while engaging a FoK-based home visits project?   
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         The purpose of this study is to provide voices of gendered, racially, and 

linguistically marginalized teacher educators in the multicultural educational settings on 

our own terms and add new understandings to the fields of multicultural education, 

teacher education and higher education.  We do this by chronicling our own introduction 

to multicultural education and teacher education in higher education as well as our 

adopted lands, identifying our coping strategies and tracing the process of our 

transculturation as Asian international female doctoral students working as teacher 

educators.  

 

Theoretical Framework 

Transculturation is defined as “the introduction of foreign elements into an 

established culture” (Transculturation, n.d.).  This term was coined by Cuban 

anthropologist Fernando Ortíz in 1947 based on his study on the process of cultural 

exchange at work in the creation of Cuban culture in a colonial context.  Ortíz 

(1947/1995) proposed it to refer to “the different phrases of the process of transition from 

one culture to another,” which “does not consist merely in acquiring another culture,… 

but the process also necessarily involves the loss or uprooting of a previous culture 

(deculturation),” in addition it also “carries the idea of the consequent creation of new 

cultural phenomena (neoculturation) (pp. 102-103).  Ortíz (1942) described five phases of 

transculturation, including enslavement, compromise, adjustment, self-assertion and 

integration, which I will revisit in Table 9.   

          Departing from Ortíz’s original focus on examination of transculturation at the 

nation-building level, Hallowell (1972) viewed the cultural merging and clashing as a 
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phenomenon that involves more about “the fate of persons [sic] rather than changes in 

sociocultural systems” (p. 206, emphasis in original).  It is a socialization process that is 

required to function in a new culture  

whereby individuals under a variety of circumstances are temporarily or 
permanently detached from one group, enter the web of social relations that 
constitute another society, and come under the influence of its customs, ideas, and 
values to a greater or lesser degree. (p. 206)    

 
         Pratt (1992) advanced transculturation through her study of travel writing.  First 

Pratt named the social space where “peoples geographically and historically separated 

come into contact with each other and establish ongoing relation” as “contact zones”  

(p. 6).  Transculturation, together with autoethnography, is a phenomenon of contact 

zones.  Pratt (1992) acknowledged that transculturation had been traditionally employed 

by ethnographers to describe how the marginal groups select and invent from materials 

transmitted to them by a dominant or metropolitan culture.  She highlighted the 

subjugated people’s agency in that while they “do not usually control what emanates 

from the dominant culture, they do determine, to varying extents, what gets absorbed into 

their own [culture] and what it gets used for” (p. 6).  In relation to transculturation, Pratt 

viewed autoethnography as “instances in which colonized subjects undertake to represent 

themselves in ways that engage with the colonizer’s own terms” (p. 7).  The subordinate 

constructs autoethnography “in response to or in dialogue with those metropolitan 

representations” (p. 7), which is “important in unraveling the histories of imperial 

subjugation and resistance as seen from the site of their occurrence” (p. 9).   

         Transculturation has been viewed as “a fundamental tool in the field of Latin 

American cultural theory” (Trigo, 2000, p. 86).  Hébert, Wilkinson and Ali (2013) 

identified a trend in the scholarship calling for detaching this concept from its original 
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colonial and nationalist contexts.  Indeed, there have been scholars who proposed its use 

in contemporary settings (Gunew, 2002; Tlostanova, 2012; Kath, 2016; Hoerder, Hébert, 

& Schmitt, 2006; Tetreault, 2015; German & Banerjee, 2011) and possibly on individual 

levels (Hirabayashi, 2002).  However, with the exceptions of Cheng’s (2011) study on 

Asian American female writers and novels, this trend has not been really taken up as 

means to examine the culture exchange experienced by people of Asian or mixed race 

Asian descent in the Americas despite Hirabayashi’s (2003) advocacy.  

With the goal to trace our negotiation of a new social, political and educational 

context, we believe the concept of transculturation is not only relevant but also important 

as a phased socialization process that individuals would necessarily experience so as to 

be able to function in unfamiliar physical, political and social settings.  Transculturation 

allows for a recognition of the historical basis of social, relational, and structural power in 

the U.S. and moves “analysis beyond one of victimization or imposition of a dominant 

culture upon the subjugated” (Hirabayashi, 2002, p. xiii).  Instead, it focuses on nuanced 

understandings about the phases of socialization into a new culture experienced by 

individuals who evaluate, negotiate and navigate the process of culture exchanges.  In the 

current prominent, complex and intersecting discourses of globalization, neoliberalism, 

transnationalism and multiculturalism where teacher education is situated, we argue that 

attention must be paid to the transculturation process experienced by the teacher 

educators from nontraditional backgrounds as they maneuver through multicultural 

teacher education programs. 
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Methods 

Definitions of Narrative  

         This study takes a narrative inquiry and autoethnographic approach.  The purpose 

of the narrative approach is to collect and tell stories from individuals and write 

narratives about their lived experiences (Creswell, 2008, p. 512), and to understand the 

meaning behind those experiences (Chase, 2011).  Narratives can be spoken or written 

text “giving an account of an event/action or series of events/actions, chronologically 

connected” (Czarniawska, 2004, p. 17, as cited in Creswell, 2007, p. 54).  Through 

narration in either spoken or written form, one constructs their realities and identities 

within the broader social and cultural contexts. 

 

Definitions of Autoethnography  

         Autoethnographic narrative shares the general objective of the narrative approach 

as not only to document, share, and empathize with the author’s personal experiences, but 

also to use personal stories as empirical data to understand the broader set of social and 

cultural experiences (Anderson, 2006; Ellis, Adams & Bochner, 2011).  

Autoethnographers therefore take a critically reflexive approach of themselves to make 

sense of their personal experiences (Merlino, 2015; Spry, 2011).  Using ourselves as 

subjects and engaging systemic introspection, we document and share our experiences 

through personal narratives, analyze these narratives for themes and patterns which are 

further supported by research literature.  Finally, we conclude with implications for 

multicultural education, teacher education and higher education.  In other words, this 

autoethnographic layered account juxtaposes the researchers’ experience and feelings 
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alongside the pertinent literature, data, and abstract analysis (Ellis, Adams & Bochner, 

2011) to construct “as many ‘ways of knowing’ as possible” (Ronai, 1995, p. 397).  

 

Data Collection and Data Analysis  

         Incorporating the narrative inquiry (Clandinin & Connelly, 2000) and three-

interview model (Seidman, 2013), we constructed interview questions for ourselves under 

three different categories: life history, details of experience, and reflection on the 

meaning.  Each of us wrote reflexive accounts of experiences to the interview, and there 

were three to five days interval between interviews.  We then came together to react to 

the stories each of us wrote and to exchange the information about our current personal, 

private, and professional lives.  We elaborated and interpreted our stories which were 

audio-recorded.  We also took notes of the important ideas during our conversation.  Xin 

revisited the recordings and notes after each meeting taking further notes where 

“elements of a story in them” were sought out, and tentatively identified emerging and 

salient themes that correspondence to the literature (Creswell, 2008, p. 518; Ronai, 1995).  

We also composed notes and memos and shared a Google Doc for the purpose of 

member checking.  We further explored these notes in successive meetings.  Layered 

accounts, where researchers stand at the intersection of their experiences as data, 

analysis, and the literature, demonstrate that data collection and analysis occur 

concurrently (Ellis, Adams & Bochner, 2011).  

        The autobiographical writings constituted our responses to the interview 

questions, which we elaborated and interpreted, together with fieldnotes, conversations, 

and analytical memos.  These texts documented ongoing personal, private, and 
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professional events in our lives, and the result were oral, written and metaphorical 

autobiographical details.  These field texts rendered that our early life journeys provided 

the contexts for and linked to our latter involvement in the educational program, which, 

upon further analysis, will provide possible implications for our future experiences.  

 

Layer one.  After a story about someone’s experience has been told, Creswell 

(2008) highlighted the importance of “restorying,” a process in which “the researcher 

gathers stories, analyzes them for key elements (e.g., time, place, plot and scene), and 

then rewrites the story to place it in a chronological sequence” (p. 519).  Through close  

examination of the field texts, identifying and addressing the story elements including 

“setting, characters, actions, problems, resolution,” we (re)constructed the “narrative,” 

“the stories people tell—the way they ‘organize their experience into temporally 

meaningful episodes’” (Ellis, 2004, p. 195), by narrowing our focus on those experiences 

related to Funds of Knowledge and home visits situated in different physical, social and 

educational settings with various stakeholders.  In other words, we focused on sifting 

through our “epiphanies”—“remembered moments perceived to have significantly 

impacted the trajectory of our lives, times of existential crises that forced us to attend to 

and analyze lived experience, as well as events after which life does not seem quite the 

same” (Ellis, Adams & Bochner, 2011, p. 275).  This narrative of our “personal 

experience story,” where “an individual’s personal experience found in single or multiple 

episodes, private situations or communal folklore” (Denzin, 1989, as cited in Creswell, 

2008, p. 514) is presented in italics in the Finding section.        
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         Ellis (2004) proposed that narrative analysis assumes that “a good story itself is 

theoretical” and “analytic” because “when people tell their stories, they employ analytic 

techniques to interpret their worlds” (pp. 195-196).  Thus, the italicized section is 

constructed as Layer 1 which renders individually composed episodes of our journey 

struggling with the professional obligations of organizing FoK-based home visit in a 

multicultural teacher educational program in each and successive academic semesters 

whenever one of us had the opportunity to engage with this pedological approach in our 

teaching.   

 

Layer two.  Following each episode is our collective elaboration and 

interpretations of the events described by situating our narrated experiences in the larger 

social, political, and cultural discourses and issues.  In other words, the personal 

narratives are where we ground ourselves to reflect not only inwards on emotions, 

attitudes, and perspectives, but also outwards by dialoguing with each other, with 

situations we were in and with the literature.  These elaborated narratives constitute Layer 

2 which is presented in the third person to capture our merging roles as participants and 

researchers as well as researchers examine one another’s stories as data.  

 

         Layer three.  Besides the narrative analysis, we also carried out “thematic 

analysis of narrative” (Ellis, 2004, p. 195) where the narrative texts of written personal 

life experiences on first two layers were treated as ethnographic data.  We conducted 

initial coding, focusing on the attributes and emotions utilizing in vivo codes.  Next, we 

performed holistic coding where “a single code” is applied to “each large unit of data… 



103 
 

 
 

to capture a sense of the overall contents and the possible categories that may develop” 

(Saldaña, 2013, p. 266).  The generated codes we coined to “grasp basic themes or issues 

in the data” (Dey, 1993, p. 104, as cited in Saldaña, 2013, p. 142), or specifically the 

terms induced to capture our (re)actions to certain occurrences in particular settings 

revealed the tactics we utilized to negotiate our contested situations.  The themes, 

grounded from these codes, became Layer 3 which are the labels for the Layer 1 and 

Layer 2 narratives and analysis.  For example, Conformity.  Xin: Spring, 2014 indicates 

Xin’s individually composed narrative is on events took place in Spring term of the 

academic year of 2014.   The theme captured by holistic coding is that Xin conformed to 

the professional expectation, which indicates her negotiation strategy in this particular 

context.  

 

Layer four.  The navigational devices implemented by both Xin and Chee Hye 

exhibited in Layer 3, when aggregated and clustered chronically, exposed a patterned 

process of transculturation of two Asian female teacher educators who participated in a 

multicultural education agenda of Funds of Knowledge and home visits.  This patterned 

process of transculturation is Layer 4 which constitutes a five-stage socialization process 

we experienced sequentially.  We defined each stage. For example, Stage 1 is Alienation 

which is defined as a state of not being related to a group, an activity or a context. It was 

generated based on Xin and Chee Hye’s initial experiences related to Funds of 

Knowledge and home visits.  This include Xin’s coping strategies of conformity in 

Spring 2014 and feeling being trapped in Spring 2015, and Chee Hye’s concealment of 
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her cultural and ethnical identities in Fall 2012 as well as her detaching herself from her 

students’ emotional needs and the multicultural education’s core elements.  

 

Funds of Knowledge and Home Visits  

         Funds of Knowledge (FoK) is defined by researchers Moll, Amanti, Neff, and 

González (1992) as “the historically accumulated and culturally developed bodies of 

knowledge and skills essential for household or individual functioning and well-being” 

(p. 133).  As a research method and pedagogical approach, it requires teachers entering 

the households as ethnographical learners of the family cultural practices and practical 

knowledge, using the information as pedagogical resources to develop culturally 

responsive lessons that would create invitation for all classroom students to make 

connections.  Since its introduction, FoK as a critical multicultural agenda has gained 

wide acceptance due to its relevance and application in a school classroom setting.  It is 

viewed by Paris (2012) as the “most lasting theoretical framework” among the resource 

pedagogies (p. 94).   Home visits are considered “a defining characteristic of the 

approach” (Moll & Combs, 2015).  

The FoK-based home visits project has been an important component of our 

university’s teacher preparation programs Early Childhood Education (ECE) and English 

as a Second Language Bilingual Education (ESL/BLE) programs, though not always in 

General Elementary Education (GEE).  Depending on the program it is a requirement that 

all preservice teachers experience between one and twelve visits at one or two student(s)’ 

homes in the two years they are in the program.  It is designed as a step-by-step 

procedure guiding preservice teachers toward building a relationship with a student and 
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eventually leading them to visit the household as learners of the family’s practices and 

knowledge.  There are specific goals designated for preservice teachers to achieve for 

each visit.  

 

Setting   

The study was carried out in a large public university in the Southwestern United 

States.  The local demographics percentages are presented in Table 6. The name of the 

school district is pseudonym. 

Table 6 
 
The Setting Demographics  
 
 Non-

Hispanic 
White 

Hispanic African 
American 

Asian 
Pacific 
Islander 

American  
Indian  

The city (2015)  44.7  43.5 4.7 3.1 1.8 
The university 
(2014-15) 
    Undergraduates 

 
 
52.98 

 
 

 25.19 

 
 

3.53 

 
 

5.79  

 
 

1.14 (Includes  
Alaska Native) 

    Graduate 
 

 50.27 12.49 2.82 4.37 1.66 (Includes 
 Alaska Native) 

Alto School 
District (2015)  
    Students 

 
 

21.44 

 
 

63.47 

 
 

5.51 

 
 

1.98 

 
 

3.63 
    Teachers  66 31 N/A N/A 
Preservice 
Teachers 
(2013-14) 

ECE 
   ESL/ 
   BLE 

GEE   

 
 
 
 

 
 
 

72.73 

 
 
 

20.45 

 
 
 

2.27 

 
 
 

2.27 

 
 
 
0 

    
75.34 
71.53 

 
15.07 
20.83 

 
0 
0 

 
6.85 
6.25 

 
2.74 
.69 

Note. All statistics are obtained from the official record of each institute. N/A= not available; ECE = early 
childhood education; ESL/BLE = English as a second language/bilingual education; GEE = general 
elementary education. 
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Participants   

Xin was a full time doctoral student during the time frame covered in the study 

(2014-17).  She worked mostly with the English as Second Language /Bilingual 

Education program and General Elementary Education program where FoK-based home 

visits were not always a built-in element.  Orchestrating home visits was, except for the 

semester of Fall 2016 when Xin taught Cultural Pluralism for Young Children (CPYC), 

largely an individual effort carried out in one course of Foundations of Structural English 

Immersion (FSEI).  

         Chee Hye was first a doctoral student (2012-16) and then worked as an adjunct in 

the last year (2016-17) after completing her Ph. D in the same program.  She was mostly 

involved in the Early Childhood Education program teaching both Foundations of 

Structural English Immersion and Methods of Structural English Immersion (MSEI), 

where home visits were a built-in practice across several courses in the two-year 

curriculum.  The courses that Chee Hye taught were among those where home visits were 

a required assignment for meeting the goals established by the Early Childhood 

Education program.  Both SEI classes were taught either online, face-to-face (FTF), in 

local public school (LPS) or on the university campus, or in hybrid form.  Our profile is 

presented in the following table.         

 

 

 

 

  



107 
 

 
 

Table 7 
  
Participants Profile 
 
Characteristic Xin Chee Hye 
Gender  Female Female 
Age during the time of teaching 36-39 27-32 
Immigration status Permanent Resident International Student 
Nationality Chinese Korean 
Education ABDa Ph.D. 
Years in teaching tertiary level 10 years 6 years 
Years in teaching  in the U.S. 8 years 6 years 

aABD=all but dissertation.  
 
 
 
The Life Stories of Xin and Chee Hye  
 

Xin.  I was born and lived in a farm village for six years in central China.  I was 
fortunate to attend a city school at seven because my father was the first person from the 
village who went to university and later became a professor.  However, my coarse 
country mannerisms were different from that of the more refined metropolitan etiquette.  I 
was the youngest of three children in my family with two older brothers which was quite 
different from many of my peers who, as the only child, enjoyed all the family economic 
and academic resources.  Coming from the village, I only spoke a local country 
vernacular instead of Standard Chinese.  For these reasons I had great difficulty fitting 
in socially and academically in school.  I continued experiencing this estrangement and 
isolation because of school failure, poor economic conditions, and low self-esteem during 
1-12 grade years.  One month before the annual National College Entrance Exam, I 
realized I shouldn’t let my unsatisfying situation paralyze me as much as it had.  I burned 
the midnight oil and developed metacognitive strategies to improve my academic test 
scores which ensured my passing the national exam to the point that it qualified me for at 
least a two-year college.  
 
         I got into a two-year teacher’s college and was elected the class study monitor 
responsible for assisting professors in student academic matters and developing 
communication opportunities between instructors and students.  I knew the election was a 
result of my privilege of having both city and university campus upbringing which 
cultivated some dispositions that were more allied with college expectations: speaking 
standard Chinese and relatively standard English and familiarity with the campus culture 
and mannerisms which made me look articulate, expressive, outgoing and confident 
while showing strong leadership.  
 
         When I completed the two-year college, I was recommended to continue at a four-
year university.  I believed this decision was based upon my changed family economic 
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situation, having my father teaching at one of the universities that would accept some 
students and my very good relationship with professors and cohort due to my role as a 
facilitator of many academic events.  After I finished my Bachelor’s degree I found a 
teaching position and taught in a very prestigious high school before returning to 
graduate school by taking and passing the annual national exam.  
 
          While attending graduate school in China, I got an opportunity to come to a 
university in the U.S. to teach Chinese language and history while pursuing a Master’s 
degree.  During those two years my part time faculty position made it possible for me to 
have strong relations with the university faculties; being the only Chinese student in the 
university I was the “model minority”.  This privilege continued after returning to China 
and teaching at my alma mater for two years as a full-time faculty.  I then returned to the 
U.S. and attended an East Asian Studies program and finished a Master’s degree while 
working as a graduate teaching assistant teaching college level Chinese language 
classes.  Being a language and cultural authority in my Chinese language classroom 
provided me a comfort zone in my academic life.  My marriage to a European American 
middle-class male and becoming a permanent resident of the U.S. allowed me to be 
socialized into the dominant culture.   
 
         Though having experienced marginalization growing up in China because of 
economic status, linguistic background and firsthand experience of class difference 
because of a rural-urban divide, before joining the current doctoral program and 
working with preservice teachers on FoK- based home visits project, I, an Asian female 
long-term teacher, was not aware of the ideas of marginalization or systematic 
oppression.  I had a vague idea of power because in the Chinese classroom the teacher is 
the absolute authority.  My training in Asian American literature provided me with 
opportunities for reading about the living situations of Asians in the U.S.  However, 
coming from a humble background and becoming relatively successful later in life, I 
attributed my accomplishments to individual effort and a matter of luck without 
understanding the intersecting issues of race, class, ethnicity, gender, and the related 
power struggle in either public domain or educational systems.  While teaching, I think I 
struggled as much as my students to comprehend our social and ideological stances 
regarding these issues.  
 
 
 

Chee Hye.  I was born and raised in South Korea.  Due to my father’s job, I was 
fortunate to move back and forth between the U.S. and South Korea.  I learned English as 
a young child since both of my parents majored in English.  However, it was not until 3rd 
grade that I was immersed in English in Pennsylvania.  
 
         Although I learned English, I only knew simple conversational words such as 
‘Hello’ ‘How are you?’ or the alphabet.  I did not speak English at all so I was classified 
as an ESL student, and was put into pull-out ESL class.  Within the regular 3rd grade 
classroom, I did not have any friends and the teacher did not help me to adjust to the new 
environment.  For six months in Pennsylvania, my nose would bleed after school due to 
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stress.  When I went into 4th grade my teacher was Mrs. Taptich and she was great. She 
wanted me to make friends and be part of the class. Since I was an ESL student, I would 
go to ESL classroom one or two hour(s) a day. I felt safe and assured there, since I did 
not have to be nervous.  
 
         Because I did not speak English, it was difficult to make friends.  Even if I made 
friends, I felt that it was superficial, or it was still a nervous thing to interact with other 
friends because sometimes when they talked very informally, I would not understand.  
And I would not understand certain cultural cues either.  I would often first observe what 
other students would do and then imitate them.  After spending almost a year in 
Pennsylvania, I went back to South Korea with my parents. 
 
         I came back to the U.S. when I was 8th grade. I enrolled in middle school and 
graduated, and went to high school in North Carolina. I was still designated as an ESL 
student.  English became fairly easy thanks to my previous experience; however, I was 
not fully comfortable to make close friends. I had some African American friends and 
some White friends in school.  However, I liked to go to the ESL classroom with more 
diversity and belongingness.  
 
         After graduating 8th grade, I prepared to go to high school.  During the summer 
break, I worked with a reading tutor.  There was a list of readings to do.  I read some 
books from this list so that I did not have to struggle in English Language Arts class once 
I entered high school.  I remember reading ‘Of Mice and Men’.  However, when I first 
went to high school, I could not take the English Language Arts class because I was an 
ESL student.  I had a double feeling. When I heard the news not being able to take that 
class I was disappointed since I really liked literature, and I was expecting to take 
English Language Arts. But I heard a rumor that students who did not speak English as 
the first language would never be able get an A in that class. The teacher just did not give 
an A to kids with English as a second language. I wanted more challenge since the ESL 
class was too easy and it became boring for me.  
   
         I think it was either on the first day or the first week or something, I realized that 
the cafeteria was literally divided by color. Black kids would sit together with other Black 
kids.  White kids would sit together with White kids. And, since we, I mean other kids of 
color, did not belong in either of the big groups.  We were all scattered. I remember all 
the ESL kids would hang out together.  And we would often eat at the ESL classroom.  It 
was more comfortable to eat there at least for me.  In that classroom, we had a Brazilian 
friend.  He had a very nice, friendly, outgoing personality.  I do not know whether the 
personality, or the color of the skin, but he blended in with the White kids.  
 
         After I graduated from college in South Korea, I came to the U.S. as a graduate 
student.  I started to teach Foundations of Structured English Immersion and Methods of 
Structured English Immersion as a Graduate Teaching Associate (GTA).  After I 
graduated, I worked in the same program teaching two courses for another year. Over 
the years of teaching experiences, I grew as an instructor of multicultural education with 
diachronic self-reflection on my own teaching philosophy and method.  I try to use my 
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own experience as an ESL student when I work with my teacher candidates. I try to do 
storytelling so that any issues of racism, linguicism, or any kind of inequality in 
education in general and language education in particular is understandable and 
relatable to my teacher candidates so that they felt not only sympathy but also empathy 
toward the reality that students of color encounter.   
 

 
 

Narratives and Findings: 

Coping Strategies and the Process of Transculturation 

          In this section, we share Layer 1 personal narratives and Layer 2 joint elaboration 

and analysis converted from field texts.  Upon conversion, the narratives were the 

research texts from which we conducted data analysis.  Analysis of the text suggests that 

we employed some voluntary strategies that we grounded including conformity, 

concealment, detachment, realignment, and distancing, while there were times we were 

not able to cope but felt trapped or disillusioned.  These strategies constitute Layer 3.  

Related to our not-always-aggressive techniques, based on our analysis, is a 

transculturation process we experienced sequentially including (a) alienation; (b) 

awakenment; (c) retreat; (d) realignment; and (e) distancing while we negotiated a 

multicultural educational approach of FoK -based home visits in somewhat different 

micro physical and social settings.  This model of a five-stage-transculturation process 

we developed is Layer 4.  

 

Stage One: Alienation:  A State of not Being Related to a Group, an Activity or a 

Context  

Conformity.  Xin: Spring, 2014.  I was first introduced to the practice of home 
visits by one of my colleagues when I started teaching Structured English Immersion.  I 
was working with an English as a Second Language/Bilingual Education cohort with a 
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group of university instructors.  Among them was one social studies instructor who used 
to be an SEI instructor.  While looking over my syllabus in a faculty meeting, he accused 
me of not having home visits as part of the assignments.  I felt stupid as if I lacked 
professional preparations though I didn’t believe that was the case.  However, I was not 
aware that, as an instructor, I could decide on my course formats and contents.  And 
later I was told that the home visit assignment was a project that he had initiated in his 
teaching.  While the course was reassigned to me, he expected me to continue his 
tradition.  I didn’t think I was nervous or anything, just a feeling of not knowing.  I did 
not know what it was about or especially how to organize it, how to prepare my 
preservice teacher students to do it, or what I should do as an instructor.  But I was 
familiar with the concept of Funds of Knowledge, so I believe I was comfortable with the 
idea of home visits and added it to my syllabus.  But I just didn’t know how and what to 
do.   

 
         Being positioned among the senior, male or female, White or Latino experts on 

the teaching of ELLs in local urban settings, Xin, as an Asian graduate student, was faced 

with the challenge of being accepted into this new professional environment.  Her role as 

a new teacher to a new subject and an awareness of the male professor’s expertise of 

teaching ELL/BLE cohort as well as his racial characteristic being a Latino, the same 

group that Xin would train her preservice teachers to serve, and also the group which the 

theory of Funds of Knowledge was built upon, reminded Xin that she did not have much 

room for questioning or negotiation.  On the other hand, the concept of FoK and the 

practice of home visits aligned well with her contemplation of her early life and 

educational experience as being marginalized, which made it possible that Xin shared the 

commitment with colleagues on “good education” practices of FoK-based home visits.  

         With each new teacher in a new teaching assignment, what they are often faced 

with is a dominant teaching philosophy and expectation.  In addition to bringing in one’s 

own contribution to the teaching environment, conforming behavior to the existing work 

ethic is demanded.  The question then becomes whether conformity is the result of 

agreement about a concept, process or practice based on personal experience and/or 
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professional expertise or intimidation by a dominant individual or group.  In a way 

conforming to “what” is quite different than “how”.  In this case Xin experienced forced 

conformity when the conforming standards or requirements are based on another’s 

personal practice, and voluntary conformity when she recognized the shared commitment 

to providing meaningful educational practical experience to preservice teachers.  In order 

to “fit in” professionally, Xin did not perceive any other choices but to accept the 

addition of home visits to the syllabus.  

 

Trapped.  Xin: Spring, 2015.  I included the home visits project with a general 
elementary education cohort.  Sometime into the semester, the site coordinator warned 
me that preservice teachers may share with me their mentor teachers’ reservation about 
our home visit project.  I told her that I already learned about it from one student.  I was 
alarmed by the potential resistance mentor teachers had toward our project and the 
“damage” it may have to my classroom teaching.  I asked the site coordinator for 
suggestions in handling these issues.  She suggested that I approach teachers and the 
principal so that they knew they were dealing with a real person instead of someone 
hidden.  Also this was the first time they were involved with this home visit project. So 
maybe their reaction was because of not knowing about the project assignment.  The site 
coordinator apologized that she was not be able to help much as she did not have a good 
understanding of what I taught or the course requirements either.  I realized how 
important it was to have support from all the cohort instructors, site coordinators and 
mentor teachers to work together. Meanwhile, all of these parties involved presented as 
challenges that I would need to approach and convince.  I guess, I was just puzzled being 
a doctoral student, teaching associate and foreign, not very familiar with the school 
practices, to what extent could I push.  

 
         Orchestrating a home visit project involves having university instructors like Xin 

providing instructions, paperwork and assistance, and preservice teachers approaching 

mentor teachers for recommendation of a family who also may, though not have to, help 

initiating the communication with the family.  It was necessary to have families sign an 

agreement for having preservice teachers and whoever accompany them (mostly 

university instructors, class peers, mentor teachers) before a visit could take place.  What 
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appears is that if any phase of this communication is stalled or any party is in dissent, the 

project may be aborted.  Xin was overwhelmed by the entanglement of relationships.  She 

was only equipped with a one-time experience and success of organizing home visits 

with support from the colleagues in the previous term, but which was not available 

currently.  Despite her numerous teaching experiences at various levels of educational 

institutions in two countries, she had no experience teaching in U.S. elementary schools 

or going through the school system herself.  Without the usual collegial support or an 

understanding of a new and different educational system, Xin felt she was trapped 

because of her being new, foreign and perceived as socially inferior in the larger 

dominant political, social and educational system.  

         The feeling of being trapped was based on being required to implement some 

pedagogical strategy with person or persons who were not in agreement with either the 

activity or process.  What that did was to put Xin in the position of being a subaltern in a 

system to which she had no formal associations that could be relied upon for professional 

intervention or support.  Essentially she was trapped between the university teaching 

obligation and public school staff who occupied disparate positions on the continuum and 

the academic importance of home visits to her ideologically unprepared preservice 

teachers.   

 

Concealment.  Chee Hye: Fall, 2012.  My first experience of teaching at the 
university was in an online context.  This class did not require Home Visits, however, we 
discussed the topic in class.  When I heard the news that I would be teaching an online 
class, my initial thought was a relief.  I wanted to hide from my preservice teacher 
students.  I did not like my Asian name because I knew that students would notice my 
Asian name, and start disrespecting me and the whole class.  In an online setting, both 
the students and instructors could upload their picture.  I left it blank the whole semester 
because I did not want to provide a confirmation that I was Asian.  They could guess 
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based on my name, and I did not want to give them evidence that I was an Asian.  I was 
not ashamed of being an Asian.  However, I knew that it could create a negative reaction. 

 
         Chee Hye had acquired expertise on the theories and practices of multicultural 

education through immersion in the program that provided her the qualification of 

teaching the classes as a member and promoter of multicultural education.  However, she 

did not think that her qualification was accepted among her students.  Rather, she found 

herself falling into the larger dominant discourse of “Asian” being the instructor of the 

class.  By vaguely knowing the unconscious bias toward instructors of color, she 

acknowledged the “double bind stereotypical expectations” (Lazos, 2012, p. 176), that is, 

when she as a minority professor walks in the door of the classroom there are 

presumptions that she is not well credentialed.  Due to her fear of being disrespected and 

discredited, she thought she was in a situation from which it was impossible to escape 

though creating a safe online space for White students meant creating a comfortable 

space for these students to avoid the sensitive topics of racism or microaggression in 

educational settings.  She failed to “recognize [her] agency” (Czank, 2012, p. 802) and 

reacted passively and defensively to the larger discourse.  Believing her fate was out of 

her hands and there was nothing she could do to change the personal, social and 

ideological conditions that trapped ethnic minorities like her in the field of education, 

Chee Hye lived fatalistically, “silent, docile, adaptive and passive” (Czank, 2012, p. 802), 

feeling completely impotent.  By concealing her cultural identity, she hoped to at least 

blur her professional identity.  

 

Detachment.  Chee Hye: Fall, 2014.  When I was first assigned to organize home 
engagement activities into the classroom, requiring students to do home visits, I was a 
little overwhelmed.  I think there are several reasons why I was overwhelmed.  First, I 
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knew what a home visit was, however, I had not officially conducted one myself.  
Therefore, it seemed to be a discrepancy that I asked students to do something that I had 
never done.  Second, I vaguely knew that students were not very comfortable with the 
assignment which required them to go to the home or neighborhood that they were not 
used to.  And they had to schedule with parents, which was sometimes not done smoothly.  
However, since students learned about Funds of Knowledge and conducted home visits 
before, I assumed that they would already know how to do an interview and how to 
interact with the family.  In addition, when we discussed Funds of Knowledge (and home 
visits), they appeared to be confident that they knew all about it, so that I did not preach 
about it.  To me, it was more of a challenge to prepare students for home visits through 
offering home engagement activities in my class.  In a sense, I felt that I had no choice 
but to believe in multicultural education theories and pushed practices such as home 
visits particularly because it gave me the qualification to be the instructor of the class.  
Even if there were complaints from students, I continued to follow the syllabus and 
requirements of the home visits.  However, I soon realized that students were still 
inexperienced in relation to home visits.  And they wrote in their final reflection that they 
had difficulty in working (interviewing, interacting etc.).  I was discouraged that they 
complained about the assignments related to Funds of Knowledge.  I realized that even if 
students said that they ‘knew all’ about Funds of Knowledge, it was better to approach it 
step by step.  
 
         Although this was not her first-time teaching, Chee Hye still did not feel confident 

as an instructor.  Her apprehension continued, and she was constantly plagued by the 

dominant ideology of “qualified teacher,” which permeates in everyday experiences as an 

instructor.  Not officially having the experience of conducting a home visit, Chee Hye 

manifested self-doubt in her qualification as an instructor.  The philosophy of 

multicultural education is only understood as a tool for her survival in her class.  In order 

to give authenticity to herself as an instructor of multicultural education and to empower 

herself, though knowing there was somewhat of a disconnect between the instructor and 

students, Chee Hye pushed her students to continue the home visits with some minor 

changes.  Without compromising the assignment of home visits, she detached herself 

from the emotional resistance including the initial fear and final frustration experienced 

by students.  Perceiving that educating preservice teachers means to prepare them with 

some practical techniques and strategies suggested that she was also detached from the 
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core elements of home visits and FoK as critical pedagogy which required her dynamic 

involvement at the level of thoughts and actions to engage students to actively participate 

in their own learning.  

 

Stage Two: Awakening: A State of Becoming Suddenly Aware of the Perceptions 

and/or Situations of One’s Own or Those of Others 

Disillusionment.  Xin: Fall, 2015.  I was working with a general elementary 
education cohort located in a newly formed fine arts focused middle school which had a 
sister elementary school, and the preservice teachers were placed in both for student 
teaching.  Together with colleague instructors I met with the elementary school mentor 
team and explained the home visits as part of the whole teaching plan for preservice 
teachers we hoped to build in their experience working with families.  Three ELL 
teachers were excited.  The principal felt it was difficult to do because there was no time 
for the teachers to build a close relationship with the family (it is the beginning of new 
semester) before preservice teachers stepped in. And she said, “you don’t come to my 
Brown baby” referring to her dominant student population being Latino/a.  One ELL 
teacher offered that engaging with families happened to her all the time.  She had been 
invited to parties and all other occasions, so students constantly saw her outside of 
school.  And it worked out well.  The school principal responded it was just her 
experience which may not apply to the school site.  I was depressed and then attempted to 
suggest that she gives this project a try because that teacher suggested having successful 
experience with the concept of home visits.  I was reminded by a colleague professor that 
such arrangements had to be agreed upon and supported by the administration.  The 
school principal was a middle-aged African American female and I must say that I was 
very disappointed—I held my hopes of having her support because of race.  

 
         Xin had been in a program of study which had a strong social justice orientation 

for a couple of years and she was immersed in the multicultural educational discourse.  

She believed it would provide foundation in theory and practice that would promote 

education for all students.  Her reading and research had taught that people were 

differently situated in the social hierarchy.  Xin had acquired an understanding of the 

marginalization, meaning that there were those being underserved because of their 

socioeconomic status, skin color, gender, physical ability, linguistic backgrounds, and 
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sexual orientation as a result of the domination of “the imperialist white-supremacist[sic] 

capitalist patriarchy” (hooks, 2016).  In a way Xin had an illusion that people of color 

would become allies in the pursuit for greater equality and equity through a more diverse 

and welcoming education program of study.  

         In this case, just because the school principal happened to be African American 

female and the families to be visited might be economically poor, of color, or are 

linguistically marginalized, Xin had wrongly perceived that the practice of home visits 

would be enthusiastically accepted, since such particular approach perceives families as 

equal possessors of rich knowledge and cultural practice that are of critical pedagogical 

value.  While hearing the expression of “my Brown baby” Xin was irritated about the 

uncharitable characterization of local Latino/a elementary students.  Instead of being real 

human beings they were reduced to helpless children of color who needed to be hidden 

somewhere not to be seen.  Such a derogatory characterization coming from a person of 

color who presumably may have shared experiences concerning marginalization.  Xin 

experienced the disappointment resulting from the discovery of a previous mistaken 

belief that in fact skin color may not relate to the fundamental propositions that one 

upholds.  She felt disillusioned.  

 

Awakening.  Chee Hye: Fall, 2015.  After the previous semester, I somewhat 
lowered my expectations.  Although students told me that they were very familiar with 
Funds of Knowledge, I tried to start from the beginning by giving the message, “Okay, 
now that we know the concept, how can we start the interview/interaction with the 
family?”  So in class, we discussed the process of interviewing, scheduling and how to 
create a comfortable setting.  For example, if a teacher prints out the list of interview 
questions and asks the family only going through the list of questions, would the family be 
comfortable to answer? When to schedule the next meeting? What if a family invites you 
for a cup of tea or a meal?  
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However, when it was the time for me to evaluate the papers that they wrote, students just 
asked the questions from the list.  They only looked for the answer to the questions, no 
more, no less. I was disappointed and frustrated because I wanted students to be more 
proactive to learn about the family rather than conduct a home visit simply for the class 
requirement (or to get a good grade).  It seemed like what we discussed in class about 
Funds of Knowledge/home visit does not matter.  Or I doubted myself, is this talking 
about Funds of Knowledge even working?  I did believe that it was important for students 
to understand the dynamics of unconscious racism which underlie our perspective toward 
people of color, particularly Latino students.  It is difficult to break the shell, particularly 
for White students who have not experienced racism.  Even though I wondered whether 
this education or this class was working or not, I had to do it, or else, they would not 
have any discussion on the intersection of race, ethnicity, language, culture, and 
education.  

 
         With her accumulated teaching experiences, Chee Hye as an instructor was more 

empowered in working with preservice teachers and in being part of multicultural 

education.  She did not make assumptions about students’ preparedness for conducting 

home visits or simply take what students said on face value.  Rather, she utilized the 

understandings acquired from previous teaching and knowingly started out from where 

students were and addressed the areas where she perceived students needed help the 

most.  Going beyond only viewing preparing preservice teachers for home visits meaning 

simply sending them in or making some minor changes as she did before, Chee Hye 

began to see the necessity of adjusting her approach and began to join her students in 

anticipating what they would encounter during the home visits.  She became conscious of 

who her students were and where they were in terms of becoming effective educators to 

build strong school-family relationship.  

         Chee Hye not only understood but also fully believed and accepted the necessity 

of multicultural education/FoK approach for preservice teachers in contemporary 

educational settings.  However, the lack of transformation that took place with her 

preservice teacher students made her question whether the curriculum and the program 
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were effective.  And the ineffective teaching suggested racist perspective toward 

linguistically and culturally diverse population continued, which made her wander 

whether the discourse of multiculturalism was an illusion.  However, Chee Hye became 

fully aware that she needed to continue pushing her students to acknowledge, understand, 

and make a difference.  By reflecting on her own identity and her role as an instructor of 

color, she tried to start a dialogue with White female preservice teachers.  She became 

more conscious and tried to practice her philosophy.  

 

Stage Three: Retreat: A State of Moving back or Withdrawing from Relating to a 

Group, an Activity or a Former Understanding  

Trapped.  Chee Hye: Spring, 2016.  During this semester, I strictly ask 
preservice teachers to go to students’ homes for a visit and write a report on it.  I let them 
know about this assignment when the semester started.  I announced this assignment to 
the class 3 weeks prior to the due date during the class and also in the online site (d2l).  
However, on the due date, several students raised their voice that they could not do their 
assignment because they did not understand what I explained.  If they had questions, they 
could have and should have asked prior to the due date.  So, I had to give some 
exceptions (i.e. meeting parents at school).  I don’t like to give exceptions since it ‘looks’ 
easier, I don’t want all the students to all of a sudden not make an effort to meet the 
families. 
 
 I was very upset, asking myself “If I were a White instructor, would they do the same 
thing?  Are they questioning my English competency?  I explained the assignment orally 
in class, but I also explained it on the syllabus and wrote it down in the online space.  If I 
were a charismatic male instructor, would they do the same thing?  Will I ever be 
accepted as the authority of this class?  Even after I receive my Ph.D., will I ever become 
an accepted instructor in this society?”  This incident really gave me a self-doubt.  The 
class was not always easy for a graduate instructor of color.  It seemed like students 
knew the vulnerability that I was still a graduate student (not as qualified compared to 
other faculty members).  And the fact that I do not ‘speak’ English as fluently as other 
instructors may be my vulnerability.  
 
         Chee Hye continued teaching courses related to the education of the ELLs and 

engaging the Funds of Knowledge approach and home visits project with preservice 
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teachers.  This helped her understand the importance of her role as a teacher educator of 

color and nonnative speaker of English.  Reflecting on her role and her responsibility as 

an instructor from a nontraditional background, she wanted students to become more 

critically aware of the educational settings through the class and through the Funds of 

Knowledge assignments.  Particularly due to the alignment of herself as an instructor and 

the practice and philosophy of multicultural education, she was more proactive as an 

educator of multicultural education by strictly asking students to do home visits.  

However, the incident with her students put her back into the state of feeling trapped, 

where she overwhelmingly felt the dominant discourse toward graduate instructors of 

color.  This resulted in self-doubt about whether she could ever be accepted as a qualified 

teacher. 

 

Stage Four: Realignment: A State of Rearranging Relations to a Group, an Activity 

or Forming a New Orientation in a New Context 

Realignment.  Xin: Spring, 2016.  This time I included home visits project and 
named it “self-designed FoK-Related project”.  To call it self-designed, I asked the 
preservice teachers to discuss with the mentor teachers the best way to approach 
families, whether through afterschool programs, classroom volunteers, or when parents 
came to pick up their children, or at parent conferences.  I made the change to let myself 
loose in this tension, meanwhile, to let my role as instructor go, so that I could be a 
facilitator, trying to involve preservice teachers in their learning process and knowledge 
construction.  However, it was a difficult process for me not to require a home visit.  Part 
of the reason could be the impact it may have on students as I had witnessed in the 
previous years- though some preservice teachers became more adamant in their beliefs of 
the deficits of disenfranchised students and families, some were “transformed”.  Another 
thing that did make me change was what I had learned from the previous semester: how a 
state statute, which allowed local police to make immigration status inquiries of everyone 
they came in contact with, really hurt the school/family relationship.  It made the family 
suspicious of anyone who came to their front door and knocked.  So in a way I had to 
meet preservice teachers where they were, mentally and psychically.  
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           Xin had good home visit assignment experiences with her first cohort group where 

preservice teachers indicated that visiting one of their students’ homes was the most 

important learning experience they had.  She also had more unsuccessful experiences 

with other cohorts where some students had reservations or were confused about the 

point of the visits.  Based on these understandings Xin relied on her professional position 

as the course instructor as well as her experience in the previous years to adjust to the 

conflicting understanding of the home visit assignment as a course requirement. 

            Xin understood that she had to compromise but also believed there was nothing to 

be gained from disregarding the assignment.  She knew that what made this preservice 

teacher experience even more critical is that it opened new views about certain students 

that all teachers would certainly have in their classroom at some time in their career.  Xin 

figured that her preservice teacher students, being White middle-class females and may 

not knowing anything different from what their life experience had taught them, would 

need assignments and approaches that addressed their emotional anxieties and practical 

unpreparedness in working with marginalized students.  Creating the opportunity to meet 

with families as meaningful for them as it was for preservice teachers, Xin hoped it 

would in reality attend to the goal of multicultural education in cultivating preservice 

teachers’ consciousness and the skills needed to work effectively with Latino students.  

Xin hoped that the course and program ideas of education for equality and equity could 

be achieved by changing the home visits into a project where preservice teachers, 

together with mentor teachers, would have a voice which has been an important aspect of 

the original Funds of Knowledge approach.   
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            Realignment.  Chee Hye: Fall, 2016.  As soon as the semester started, students 
directly shared their experiences with two instructors during the previous semesters with 
me.  One instructor, according to them, discussed White supremacy all semester, and 
another instructor stressed the idea of racism and discrimination in bilingual education.  
When I shared this discussion with the site coordinator, she was surprised that students 
shared that story with me and acknowledged that there were some frictions between that 
instructor and students.  I felt that some students were tired of listening to these topics.  
So, I decided to approach the students more gently and more strategically, taking an 
indirect approach.  In my class, students could not opt out of sensitive topics such as 
microaggression, inequality, racism, etc.  However, rather than the instructor declaring a 
certain educational practice or a case to be unjust, I wanted the students to think about 
the practice/case and decide whether it was unjust or not.  
 
With my previous experiences on home visit papers, students used only the interview 
questions that I gave, although those questions were just sample questions which were 
generic.  In other words, students may already know the answer to the questions because 
they interacted with children every day in their own classrooms.  So, after I gave them the 
sample questions, I asked my students to take time in class to create their own questions 
based on what they already knew about the case-study child.  By taking indirect 
approach, I continuously asked myself “Am I being too nice to these students? Am I 
avoiding confrontation?”  

 
          With prior teaching experiences, Chee Hye was empowered and became more 

confident.  She continues to believe in the philosophy of multicultural education and 

practices it in her class.  When she became aware of the tension between the previous 

instructor and her students, she “made necessary and practical adjustments” (Huffman, 

2001, p. 22).  Her previous experience as an English language learner was a justification 

and qualification for her being the instructor of this class.  While fully accepting her 

identity as an instructor, she became more open to revise and reconstruct the approach to 

align herself with the history of the cohort and used her cultural heritage/asset (previous 

experience as an ELL and her previous teaching experience) selectively as needed.  She 

heard her students’ voice, however she did not compromise the sensitive topics.  In other 

words, the multicultural values (issues of microaggression, racism, linguicism etc. in 

bilingual education) were something that she valued, but she pursued an indirect and 
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dialogical approach with her students, relating these issues to the experiential level of the 

students.  She constantly reflected her approach and questioned the effectiveness on her 

approach as an instructor.  

 

Stage Five: Distancing: A State of Declaring that One is not Connected with a 

Group, an Activity or a Context 

Detachment.  Xin: Fall, 2016.  This semester I was assigned to teach a different 
course in the ECE program where Funds of Knowledge and home visits as a cornerstone 
concept and practice were to be introduced to a new cohort.  I was excited about this 
opportunity and comfortable organizing home visits because I knew that it was the focus 
of the program curriculum.  Other instructors as well as mentor teachers from the 
partner public schools were familiar with this assignment.  So, the only people who I felt 
I would have to “sell” these ideas to was the preservice teachers in my classroom.  And 
my focus would be largely on preparing preservice teachers pedagogically and 
emotionally with theories, strategies, and tips for conducting home visits, instead of 
convincing other colleagues, preservice teachers, and public-school staff about the 
meaningfulness and significance of this theory and practice.  

 
         Xin had the opportunity to reconsider her teaching and working experience of 

home visits on numerous occasions.  With the opportunity to examine her experience 

with other stakeholders such as teacher educators of color, and principals of color, Xin 

believed she knew what the encounter with other constituents would be like during the 

semester.  The principle factor was that there were no questions about the relevance or 

importance of requiring the home visit activity—that was a given.  Since there would be 

no negotiation or tense interaction with those other stakeholders the result was on the 

technical issues related to the home visit and the attendant academic requirements of 

students reporting on their observations and findings.  The feelings of being endorsed by 

the institution and removing the often sensitive and confrontational interactions with 

other stakeholders made detachment an easily embraced approach for her regarding all 
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classroom activities and issues.  Though eager, Xin felt less emotional investment in the 

preparation for home visits.  This allowed her to focus on logistical support to preservice 

teachers to ensure the completion of the project.  

 

 Distancing.  Chee Hye: Spring, 2017.  Now I think I know more about how to 
handle the situation in relation to home visit assignments.  I did receive the comment 
(course evaluation) that Funds of Knowledge home visit projects were too much (we had 
3 projects related to Funds of Knowledge in 2016 Fall).  However, this approach is the 
core of the early childhood program.  So, I did not pay much attention to that comment.  
It may sound that I am too harsh a teacher by not accommodating students, but it has to 
be done.  Understanding a theory is different from practicing the theory.  So, I kept my 
two Funds of Knowledge papers in this semester but did make adjustments in, for 
example, their reading logs by making them less demanding.  
 
With the two projects, I wanted the topic to be more engaging (or, more relatable).  So, in 
class, students went through the books that the ELL case-study child would read.  In 
groups, students were to read the book and share their own experiences with their names, 
which was the goal of home visits to engage families telling stories of their names.  What 
I wanted my students to notice through this activity was that every name has its own story 
and every name has its meaning (meaning from their own culture or meaning from the 
family history etc.).  In addition, when they had to ask questions of the family, I asked 
students to write their questionnaires based on their experiences with the family.  Since 
every relationship between the preservice teacher and the family is different, what 
preservice teachers know and do not know may differ.  And in relation to the Family 
Tradition paper, I asked students to do their own reflection—what are their family 
traditions?  This was my first time trying this activity.  I would say that I came up with 
more activities so that students could be more engaged in learning about the family 
knowledge of their case students. 
 
Although I think I gave more opportunities to be more relatable to their lives, I still 
doubted myself whether it is working.  Many of my students were White upper/middle 
class girls.  Sometimes, I doubt myself, do they understand things they do not experience 
every day?  As a former ELL and student of color myself, I tried to share my stories, but I 
still did not know whether my point was understood.  Even though I explained other 
stories, did they understand the point?  Or were they just saying that they understand but 
they don’t change their mind?  I understand that I can’t change people’s perspective (i.e. 
immigration, English only in the U.S.).  Sometimes, I doubt it, but at the same time, 
maybe they are not ready to accept it?  Sometime, I just think I am planting the seed.  You 
can’t expect the seed to grow within a few days. It takes time. 
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         Chee Hye had worked with the same cohort since the Fall 2016 semester and she 

saw that some students still held their original perspective on ELLs.  Believing in 

multicultural education, she did not negotiate with students about the FoK assignments 

even though students complained.  She also continued to use her cultural background as a 

source of strength.  Toward the end of the semester, she gave up on some students.  

While acknowledging her abilities as an instructor, she doubted the effectiveness of her 

teaching and the philosophy of multicultural education.  However, questioning the 

validity/effectiveness of multicultural education would mean the loss of her own cultural 

self-identity as an instructor.  In a way, Chee Hye was developing a critical distance 

which allowed her room to consider her cultural identity as a former ELL, and her current 

professional identity as a teacher educator of color, and her relationships with her 

students as well as the philosophy of multicultural education.   

         Our engagement with FoK-based Home visits, coping strategies and stages of 

transculturation are summarized in the following table.  
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Table 8 

Participants’ Involvement with Funds of Knowledge-Based Home Visits, Coping 
Strategies and the Process of Transculturation  
 
Term Partici

-pant 
Name 

of 
Course 

Format Cohort Home 
Visits 

Options 

Classroom 
Location 

Coping 
Strategies 

Trans-
culturationa 

Spring 
2012 

Chee 
Hye 

FSEI Online GEE Discussed Online Conceal-
ment 

 

Alienation 

Spring 
2014 

Xin FSEI FTF ESL/ 
BLE 

Added LPS Conform-
ity 

 
Fall  
2014 

Chee 
Hye 

FSEI FTF ECE Required LPS Detach-
ment 

Spring 
2015 

Xin FSEI FTF GEE Added LPS Trapped 

Fall 
2015 

Xin FSEI FTF GEE Added LPS Disillusion-
ment 

Awakening 

Chee 
Hye 

FSEI FTF ECE Required LPS Awaken-
ing 

Spring
2016  

Chee 
Hye 

MSEI Hybrid ECE Required LPS & 
Online 

Trapped Retreat 

Xin FSEI FTF ESL/ 
BLE 

Added University 
Campus 

Realign-
ment 

Realignment 

Fall 
2016 

Chee 
Hye 

FSEI FTF ECE Required 
 

LPS Realign-
ment 

Xin CPYC FTF ECE Required University 
Campus 

Detach-
ment 

Distancing 

Spring 
2017 

Chee 
Hye 

MSEI FTF ECE Required LPS Distancing 

Note. FSEI=Foundations of Structured English Immersion; MSEI=Methods of Structured English 
Immersion; GEE=general elementary education; FTF=face to face; ESL/BLE=English as a second 
language/bilingual education; LPS=local public school; ECE=early childhood education; CPYC=cultural 
pluralism for young children.  
aThe terms are coined by the authors based on our analysis on data.  

 

 

Discussion 

          Pratt (1992) suggested that both autoethnography and transculturation are 

phenomena in connection with contact zones where cultures meet and clash.  In this 
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study, a focus on carrying out Funds of Knowledge (FoK)-based home visits project in a 

teacher education program is where the western progressive ideology of multicultural 

education, dominant racial, cultural, social and ideological discourse and our  

Asian-selves encountered and intersected, creating sites where conflicts arose.  There 

were often feelings of drowning in a net of competing forces of multicultural education, 

the large dominant academic climate and our Asian selves.  Xin and Chee Hye 

endeavored to understand the experiences as teacher educators of color navigating the 

current complex political, social and educational contexts through providing and 

interpreting personal narratives and conducting thematic and pattern analysis, which 

ultimately resulted in this autoethnographic layered accounts on the coping strategies and 

transculturation. 

          Autoethnography is constructed by the subordinate as “partial collaboration with 

and appropriation of the idioms of the conqueror” “in response to or in dialogue with 

those metropolitan representations,” which is “important in unraveling the histories of 

imperial subjugation and resistance as seen from the site of their occurrence” (Pratt, 

1992, pp. 7-9).  Writing our stories into the western literature is in a way emancipative, or 

in Ellis’ (2004) words on autoethnographic forms of writing, “finding your voice”  

(p. 199) and making it heard.  In this study, we adopted “colonizer’s own terms” (Pratt, 

1992, p. 7), a second language of English and an established format that included 

introduction, conceptual framework, literature review, methodology, findings, discussion, 

conclusion and recommendations, and appropriated these “metropolitan modes of 

representation” for our purpose of rendering our voices and made them heard (p. 6).  This 

constructing process also became our way of wrestling with the dominant essentialist 
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conceptualization of our teacher-educator-of-color image as either cultural authority or 

unfamiliar subaltern.   

         These autoethnographic layered accounts showed that personal narratives are not 

simply about “the histories of imperial subjugation and resistance” (Pratt, 1992, p. 7).  On 

the one hand, we as teacher educators of color do engage in various strategies in order to 

cope with the different contested situations.  These coping methods, which we originally 

coined, include concealment, conformity, detachment, trapped, disillusionment, 

awakening, realignment, and distancing.  Some of these navigating tactics were 

intentionally utilized such as Chee Hye concealing her cultural identity and Xin readily 

conforming to professional expectations so as to fit in a “community of practice” 

(Wenger, 1998).  There were also times that such negotiating devices were the result of 

passive endurance when both Xin and Chee Hye felt being trapped in either the web of 

professional relationships or the broader ideological and political discourse against 

female international graduate students working as teacher educators.  And we 

experienced frequent feelings of disorientation, puzzlement, frustration, depression, 

disappointment, self-doubt, and passivity although in some rare instances there were 

comfortableness and excitement.  The sources of “subjugation” are not simply “imperial” 

but vary and multiple in our case.  And our experience exhibited different ways to cope; 

but very often they are compromises and adjustment, and much less about “resistance” 

(Pratt, 1992, p. 7).  The latter can be exemplified by Qoyawayma (1964) whose personal 

narratives filled with the resilience, integrity, and undergirding strength of her and her 

culture despite of the rare cases of “resentment, disillusionment, heartache, and despair” 

(p. 153).    
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         Previous studies on the transculturation process indicate that it begins with loss or 

uproot of one’s culture (Ortíz, 1947/1995) and ends up with either not going beyond the 

initial alienation and failing to transcend the cultural boundaries (Huffman,1990, 2001), 

or with the creation of somewhat balanced relationships between two cultures, be that 

integration (Ortíz, 1942), participation (Huffman, 1990, 2001), or a neither-nor state of 

hybrid self  where the loss is compensated by the creation (Cheng, 2011).  While both 

Xin and Chee Hye experienced some initial alienation toward the dominant discourse in 

the field of education in particular and larger ideological surroundings in general, we did 

not experience a loss of culture.  Rather, culture was something valued, though initially 

carefully hidden in Chee Hye’s case, and taken for granted as an intellectual asset for 

Xin.  Equally important, we were at a stage of distancing ourselves from our students and 

other stakeholders.  Xin embraced her professional identity and felt it was endorsed by 

institutional power, but she did not engage in an explicit cultural and ethnic identity, and 

Chee Hye’s cultural identity was enhanced and her professional identity was evolving.  

Both felt a need for room to consider our positions regarding dominant discourses related 

to the educational settings.  At the same time, to a certain extent, we grounded ourselves 

in multicultural education for stability and security.  Table 9 compares the stages of 

transculturation process revealed in the research conducted by Ortíz (1942) to the account 

of this study.  And Figure 1 presents the transculturation process suggested by Huffman 

(2001, pp. 10-11).  
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Table 9 

Comparison on Transculturation Process  

Research  Stage 1 Stage 2 Stage 3 Stage 4 Stage 5 
Ortíz   Enslavement Compromise Adjustment Self-

assertation 
Integration 

This study  Alienation Awakening Retreat Realignment Distancing 
 

Figure 1 The Transculturation Process Model in Huffman’s Study  

        The Process of Transculturation  

________________________________________________________________  
STAGE ONE  

Initial Alienation  
Feelings of alienation;  

Little with which to relate  
Transculturation  

////////////////////////////////////////////////////////////////  
Threshold  

STAGE TWO  
Self-Discovery  

Discovery of personal strength emerging  
from Native cultural heritage  

________________________________________________________________  
STAGE THREE  
Realignment  

Learn to relate to both Native and  
mainstream cultural settings using traditionalism  

as an emotional anchor  
________________________________________________________________  

STAGE FOUR  
Participation  

Full use of American Indian culture  
and heritage as source of strength  

________________________________________________________________  
 
 

The process of transculturation seemed to be a progressive journey in which Xin 

and Chee Hye constantly reflected on and adapted from lessons based on previous 

experiences.  We consciously integrated and applied our developing knowledge of home 

visits, preservice teachers and the public school operational practices to our new local 
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situations embedded in a larger and broader context where public education is situated.  

We implemented different approaches toward working with other constituents and were 

able to overcome the initial alienation and realign ourselves with new surroundings.  

However, this development of transculturation is not lineal as Huffman (1990, 2001) and 

Ortíz (1942) have argued.  Even after the stage of awakening where Chee Hye had an 

understanding that she just had to accept where the students were, she retreated to a phase 

of being trapped where she repeatedly questioned her own positioning in U.S. higher 

education though she was able to march on.  Her reaction was due to the dominant 

discourse of who qualified teachers are, and how her students’ confrontations affronted 

her cultural and professional authority by neglecting her instructions but placing her as 

the one to be blamed.  

        The relevant literature portrays conflicting images of faculties of color, women, 

minorities, lower academic ranks, lower socioeconomic status, various disabilities and 

sexual orientations, including Asian and Asian American women in higher education, 

either as strange subalterns because of the dominant cultural and institutional hierarchy, 

or cultural authorities since they have multiple frames of reference.  This concern of 

being marginalized was revealed in the narratives where boundaries and obstacles for Xin 

and Chee Hye as teacher educators of color to achieve professional goals to be salient 

inside and outside of the classrooms.  We typically experienced feelings of being trapped 

and concealment, having to constantly adjust to the professional and social tensions in 

educational settings and at times felt the invariable need to detach ourselves emotionally 

as individuals and professionals in order to complete our desired pedagogical aims.   
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         This means teachers from marginalized backgrounds do not automatically become 

perfect educators for multicultural education simply because of their more-than-one 

cultural references or non-normative life experience.  Nor do they just naturally subscribe 

to the skills and knowledge needed for multicultural education.  Rather, those are 

purposely learned and constantly negotiated.  It is also noted that teacher educators from 

nontraditional backgrounds are not homogenously situated in the gendered, raced and 

classed field of multicultural teacher education or dominant social, cultural and political 

contexts.  Xin was more grounded because of her already established teacher identity 

and, in a way, her permanent resident status while Chee Hye felt her standing as an 

international graduate student working as a teacher educator was shaky.  What makes 

them great resources, as this study shows, is indeed their endurance of the many changes 

and challenges, ability to adapt by negotiating between and among contexts, deploying of 

coping tactics, and engaging in a socialization process of transculturation.  By constantly 

engaging in “transcultural repositioning,” a concept promoted by Juan Guerra (2004) to 

capture the rhetorical competency of individuals within communities of color to move 

between and among different languages, dialects, social classes, cultural and artistic 

forms, and ways of seeing and thinking (p. 16), they persisted.  

 
 
 

Conclusion 
 

         Demographic data shows that the profession of teaching is dominated by 

European American men and women, specifically, 88% are White and 81% of these are 

between 45 and 60 years old (Ladson-Billings, 2001).  The field of teaching has called 

for diversifying the professors in teacher education, with respect to gender, social status, 
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race, ethnicity, language, sexual orientation, or religion.  This study suggests that being 

female international GTAs working as teacher educators, our skin color, surnames, 

gender, migration life experiences, and immigration status will undoubtedly enrich the 

kaleidoscope of people that higher education, teacher education and multicultural 

education lack and undoubtedly need.  However, it is not simply just being different, 

knowing what sufferings are, or having empathy to students with color, as we do, that 

makes us the knowing one.  Rather, it is in this process of struggling to ground ourselves 

within and across academic fields in the social and political milieu of a new land, we 

experience a state of becoming, stumblingly moving forward but not without  

back-stepping, coping with strategies, and engaging in transculturation processes. 

         Autoethnographic layered accounts as a useful tool afforded us opportunities to 

assert ourselves.  This indicates that in this effort of socializing into new social worlds 

and acquired academic fields in a recently adopted land, as many immigrant families and 

their children have, we are able to not only see but go beyond who and what we are as 

individuals and professionals to dialogue with ourselves, with each other, with colleagues 

in multicultural teacher education, and with the broader social, cultural, political and 

ideological discourses.  

 In this article we began by framing our work around the theoretical ideas of 

transculturation as a phased process that would occur at both personal and societal levels 

when cultures meet and clash in contact zones (Ortíz, 1947/1995; Hallowell, 1972; Pratt, 

1992).  We return to these ideas now to revisit this concept but also to discuss how they 

came up short.  Transculturation helped us think about the socialization process that two 

Asian female Graduate Teaching Associates (GTAs) traverse and navigate the 
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complexities of “doing” multicultural education in teacher education programs in higher 

education institute.  These ideas are robust enough to look at to initiate our study by 

focusing on the large themes while interpreting the narratives which are our data.  We 

were able to create coinages which further extended the interpreting power of the concept 

of transculturation.  The fact that at the closing of this study that both authors were at a 

stage of distancing themselves indicates that transculturation is an on-going process that 

could be interrupted, and may not necessarily reach “such a heightened state of 

consciousness that we no longer have any place to go” (Guerra, 2004, p. 10), be that as 

projected as integration by Ortíz (1942) or participation (Huffman, 1990, 2001).   In this 

way, we add new ideas to transculturation as how individuals navigate the surroundings 

and appropriate cultural resources, cope with strategies while pave a route for sustaining 

and persisting.           

Delpit (1995) encouraged educators to explore who they are and how they are 

connected to and disconnected from one another.  These autoethnographic layered 

accounts were the outcome of the first steps taken by Xin and Chee Hye for both to 

understand who we are as individuals and professionals and how we connect to one 

another as social and professional allies and disconnect from each other due to divergent 

early life experiences and successive social and educational trajectories.  We present this 

autoethnographic layered account hoping to communicate with those in the fields of 

teacher education and multicultural education to build connections and reduce the 

disconnections.  We also encourage colleagues and educators in the multicultural 

education and teacher education to adopt the tool of narrative approach to tell their stories 

so that we can connect in the field of higher education.    
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Article 3 
 

“Just Making Sure that I am Always Positioning Myself:”  

Preservice Teachers Conducting Home Visits 

To be submitted to Teacher College Record 

Abstract 
 

Grounded in theories of space, boundary, and (im)mobility of minds, bodies and 
boundaries, this case study examines the (im)mobility practices at the mental, physical 
and social levels among three preservice teachers with diverse backgrounds while 
conducting Funds of Knowledge (FoK) based-home visits, a community-based field 
experience. Findings include participants exhibiting relative ease of mobilizing their 
bodies, engaging in mobilities of linguistic, social and cultural boundaries but their 
perspectives of mobility with socioeconomic and racial boundaries remain opaque. These 
various levels of (im)mobilities might be relevant to their mobility of minds of showing 
awareness of family perceptions, adopting and shifting between individual and 
professional roles, and immobility of minds of detaching from political issues and having 
difficulties envisioning future engagements with home visits and families. It concludes 
that the impact of FoK-based home visits might be superficial, that it does not result in 
transformations that multicultural teacher education endeavors to achieve.  
 
Keywords: Funds of Knowledge; home visits; mobility; boundary; positioning; 
multicultural education; teacher education 
 

 

Introduction 

          “To me the danger of the home visits story was that it would be miscast as kind 

White preservice teachers overcoming their fears and bravely going to visit in the 

frightening jungle of a poor family's home.”  This is an excerpt from an email that was 

exchanged between several preservice teacher instructors regarding an inquiry from a 

newspaper reporter who was interested in reporting on the home visits assignment 

conducted by mainly White preservice teachers to largely Latino households.  Based on 

my experience as part of the teaching team, while the story to be miscast is a possibility, 

the preservice teachers’ “fear” to do the home visits is real, which had been stated in the 
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literature (Buck & Sylvester, 2005).  For instance, young predominantly White female 

preservice teachers most likely need to overcome their nervousness (Floyd Tenery, 2005) 

because of “a fear of the unknown, an unfriendly neighborhood, being out of their 

element, or possibly putting themselves in an unsafe situation” (Stetson, Stetson, Sinclair, 

& Nix, 2012, p. 35).  They also needed to overcome apprehension (Whyte & Karabon, 

2016; Mercado & Brochin-Ceballos, 2011), hesitation, uneasiness, intimidation and 

feeling being insulted and treated unfairly (Stetson et al., 2012).  Young teachers also had 

to resist worries about being intrusive (Whyte & Karabon, 2016; Lawrence-Lightfoot, 

2003) and voyeuristic (Lawrence-Lightfoot, 2003), or feelings of inadequacy (Mercado & 

Brochin-Ceballos, 2011) and “bravely” venturing into the new set of social, cultural, and 

linguistic circumstances of “the frightening jungle of a poor family’s home.”  Because of 

these identified hyperemotionality, I wondered in what ways preservice teachers 

navigated this perceived “frightening jungle of a poor family’s home” and negotiated the 

unfamiliar arena of the homes during the home visits.  I also wonder how the preservice 

teachers would engage with students, families and communities who in most cases did 

not share their racial, ethnical, socioeconomic, linguistic backgrounds. 

         Drawing on six months of data from a qualitative study in a teacher education 

program located in large research-based university of a Southwest U.S. city, this 

ethnographic case study seeks to understand the experiences and perceptions of three 

preservice teachers involved with Funds of Knowledge (FoK)-based home visits project.  

I explore the ways, levels and forms of these preservice teachers who negotiated the 

practice of home visits while engaging students and families in households where 

differences of language, culture, race, socioeconomic class existed.  I seek to identify the 
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implications of their experiences for both teacher education and multicultural education.  

The goal of this study is to investigate what happens in terms of personal and 

professional dynamics associated with preservice teachers visiting households during a 

FoK-based home visits.  After reviewing the literature on home visits, I describe the 

setting of the study and participants. Theoretical considerations include notions of space, 

boundary and (im)mobility of minds, bodies and boundaries.  I then present my findings 

and conclude with a discussion of implications for teacher education and multicultural 

education for diversity and recommendations for future research.  

 

Literature Review 

        Home visiting, as community-based field experience, has been prominent in the 

field of early childhood education for decades (Wasik, 1993).  Hallam, Ridgley and 

Buell’s (2003) national survey of undergraduate early childhood programs in the National 

Council for Accreditation of Teacher Education (NCATE) of accredited institutions 

regarding the inclusion of key skills necessary for home visiting practice indicated that 

half of the programs incorporate a home visit as part of field-experiences, although 

special education or blended programs were much more likely than traditional early 

childhood programs to include home visiting content in their curriculum.  Other authors 

highlighted the benefit of home visits as a means to create a caring relationship between 

school and homes that increased the student engagement and student achievement (Solak, 

2010).  Home visits allowed the teacher to meet with the parents/guardians in a non-

threatening environment that encouraged open and honest discussions to occur (Reglin, 

2002).  These visits also afforded teachers opportunities to gain more complete 
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understandings of the student’s background and home environment – giving insight into a 

student’s motivation and behaviors within the context of the classroom (Meyer & Mann, 

2006).  Other benefits also included positive changes in teacher-student relationships, the 

accomplishment of goals established by both parents and teachers during the home visits 

and a switch in the students’ apparent desire for teacher approval (Stetson et.al., 2012).  

Home visits also changed teachers’ assumptions about parents and helped teachers 

strengthen their connections with colleagues (Faber, 2015).  It deepened teachers’ 

appreciation of the cultural resources and circumstances of their own and their students’ 

families lives (Brenden, 2005).  

          Home visits conducted by preservice teachers and its impacts have also been 

documented by researchers (Peralta-Nash, 2003; Power & Perry, 2000;  

Zygmunt-Fillwalk, 2006).  For example, Peralta-Nash (2003) identified the positive 

impact of home visit on the preservice teachers’ perceptions regarding cross cultural 

learning, understanding children’s unique learning histories, and recognition of shared 

goals between parents and preservice teachers.  Zygmunt-Fillwalk (2006) highlighted 

significant overall growth among the participants regarding their attitudes toward 

involving families, perceived feasibility in accomplishing the practices of conducting a 

home visit, and their perception of their preparation for such work.  

         The literature has also documented what occurred during in-service teachers’ 

home visits.  McBride and Peterson (1997) found that home visitors spent most of the 

time interacting with the child in direct teaching situations mostly by focusing on the 

child’s development or addressing family needs if the family they worked with happened 

to have fewer resources.  Floyd Tenery (2005) described how her disposition changed 
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over time and mediated the roles of teacher and researcher, not to abandon one for the 

other, but rather to act both objectively and subjectively, professionally and intimately, as 

an insider and an outsider, as a learner and a teacher, between self and other while 

participating in FoK-based home visits.  Whyte and Karabon (2016) showed how issues 

of power surfaced when teachers attempted to shift their role from that of teacher to 

learner before, during and after the home visits.  

          The challenges of visiting a household were indeed tremendous for both  

in-service and preservice teachers because of their involvement with power relationships, 

individual perceptions and constant role-shifting (Whyte & Karabon, 2016).  Graue 

(2005) explored how biography shapes preservice teachers’ dispositions toward families 

through interviews.  Her study (2005) suggests that “prospective teachers must  

cross-traditionally consider cultural boundaries of race/class/gender but are also 

challenged as they move from being a child and student in family and school to the 

professional position of teacher” (p. 157).  Despite the study of the impact the home visit 

has on preservice teachers’ perception of family involvement and proclaimed significance 

of engaging preservice teachers to negotiate the cultural boundaries and their multiple 

roles during home visits, there is a marked absence of study on the ways, levels and 

forms that preservice teachers negotiate these boundaries and multiple roles while 

navigating the unfamiliar contexts of students’ homes during the process of home visits. 

         Teacher education programs have been devoted to the growth of preservice 

teachers for their future capacity to interact and work with the increasingly diversified 

population in the public schools and to build collaborative and reciprocal relationships 

with the families and communities by providing community-based field experiences 
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including home visits.  As teacher educators, we need to know the ways and levels 

preservice teachers negotiate the multiple boundaries while they simultaneously play 

manifold roles in the space of interactions in potentially unfamiliar environments, like 

students’ homes.  It is believed that nuanced understandings of the characteristics of 

preservice teachers’ negotiation with language, race, class, cultural, social, political 

differences during the home visits is of great significance to prepare them to become 

contributive and productive educators in the current multicultural and transnational 

world.  

 

Theoretical Considerations 

Perceived/Conceived/Lived Spaces 

A concern that the students’ homes to be visited by predominately White 

preservice teachers would be miscast by larger social media as “the frightening jungle of 

a poor family’s home” suggested that a “(social) space is a (social) product” (Lefebvre, 

1991, p. 26).  Lefebvre (1991) argued that space not only serves as a means of production 

because it produces thought and action, thus, a means of control, but also engenders 

autonomy and agency among its inhabitants.  He viewed space as abstract, real, concrete, 

instrumental and embodies social relationships.  And the production of space is 

concerned with a conceptual triad that includes spatial practice, representations of space, 

and representational spaces, or in a different set of spatial terms, the perceived space, the 

conceived space, and the lived space.  

         First, spatial practice, or perceived space, according to Lefebvre (1991), 

“embraces production and reproduction, and the particular locations and spatial sets 
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characteristic of each social formation” (p. 33).  It warrants “continuity and some degrees 

of cohesion” of the social space though this cohesion demands “a guaranteed level of 

competence and a specific level of performance” (p. 33, emphasis is original).  The 

society member’s specific spatial competence and performance “can only be evaluated 

empirically” (p. 38).  Secondly, conceived space is the dominant space in any society, 

which is “the space of scientists, planners, urbanists, technocratic subsidizers and social 

engineers, as of a certain type of artist with a scientific bend—all of whom identify what 

is lived and what is perceived with what is conceived” (pp. 38-39).  And thirdly, lived 

space is “the dominated—and hence passively experienced—space which the 

imagination seeks to change and appropriate” (p. 39).  

         In seeking to understand these three moments of perceived, conceived and lived 

social space, Lefebvre (1991) urged one to consider “the body” because the relationship 

to space of a “subject”—a member of a group or society “implies his relationship to his 

own body and vice versa” (p. 40, emphasis is original).  For Lefebvre, “social practice 

presupposes the use of the body,” which is “the realm of the perceived, or the practical 

basis of the perception of the outside world” (p. 40).  Lefebvre emphasized that “the 

lived, conceived and perceived realms should be interconnected, so that the ‘subject’, the 

individual member of a given social group, may move from one to another without 

confusion—so much is a logical necessity” (p. 40).  However, the “frightening jungle of a 

poor family’s home” represents such an interconnected realm constituting the dominant 

“knowledge” and “ideology” of the conceived space of urban neighborhoods (p. 41), and 

lived space by its habitants of students and families where levels of competence and 

performance of spatial practice are required.  This perceived-conceived-lived space may 
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disconnect members from different social groups, as in this study, predominantly White 

middle-class female preservice teachers.   

This study focuses on the movement of bodies and minds regarding boundaries to 

understand their experiences and perspectives navigating their students’ home while 

negotiating social relationships within the households by identifying their social 

practices, which will be achieved by examinations of their (im)mobility at mental, 

physical, and social levels, or (im)mobility of minds, bodies and boundaries.   

 

(Im)Mobilities of Minds, Bodies and Boundaries   

The framework of (im)mobility of minds, bodies and boundaries was proposed by 

Sicakkan (2005) in his exploration of features of empirical public spaces which were able 

to accommodate “where citizens are” and “of individuals who attend/create such public 

spaces” (pp. 3-4) to consider how a diverse European society is possible.  (Im)Mobility of 

minds, also identified as psychic/mental mobility, investigates “individuals’ ability to 

imagine themselves in other times and places and/or as belonging to other groups”  

(p. 21).  Sicakkan views its focus on “the individual’s ability to move between different 

references of identification” as “the most important aspect of this concept” (p. 21).  

(Im)Mobility of bodies, also referred to as spatial mobility, is to consider one’s degree of 

mobility regarding “migration and frequent movement across places and different spaces 

of interaction” (p. 2).  (Im)Mobility of boundaries involves “shifting territorial, political, 

cultural, economic, and social boundaries” (p. 2).  
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Boundary  

  In this study, boundary is employed as that being used by Erickson (1987) in his 

study of the politics and culture of educational achievement in the U.S., where cultural 

boundary is defined as “behavioral evidence of culturally differing standards of 

appropriateness,” and this “manifest presence of cultural difference” is a “politically 

neutral phenomena” (p. 345).  It assumes “no difference in rights and obligations that 

accrue to persons who act in either of the culturally differencing ways” (p. 345).  In the 

case of this study, the acts of managing the socioeconomic, cultural, linguistic, ethnic and 

racial, political, and social differences, or boundaries, between preservice teachers and 

the families, be they real or imagined, are treated as socially and politically neutral.  It 

needs to be pointed out that I strongly believe that boundary is nothing neutral, rather it is 

political, social and ideological construct that is extremely value-laden.  However, this 

“politically neutral” designation of boundary as “simply differences” projected to “the 

frightening jungle of a poor family’s home” allows me to pay heightened attention to the 

empirical ways preservice teachers act and react while encountering and appropriating 

these linguistic, social, cultural and racial variations and discrepancies.  It aligns with the 

ontological stance I am taking in this study, which informs my methodological agenda of 

documenting and seeking to understand the ways, levels and forms that preservice 

teachers negotiate the different traits and characteristics of different social groups in the 

space of interactions of homes.  Or in other words to capture the empirical features of 

these “situated mediated social encounters” carried out by preservice teachers (Prinsloo, 

2017, p. 376).  
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         In the case of teacher education for diversity in the U.S., to work productively 

with students, families and community’s preservice teachers must develop three forms of 

mobilities in order to maneuver across various boundaries in the space of dynamic 

interactions of a household during home visits.  To apply these analytical tools, including 

space as an interconnected perceived-conceived-lived triad involved in body, boundary 

being “neutral,” and the (im)mobility of minds, bodies and boundaries, to three 

participants of an ethnographic study composing of mixed demographic features such as 

race, ethnicity, ability, language, birth place, upbringing, class status, immigration status,  

I argue, is not only appropriate for capturing nuanced understandings of levels and forms 

of mobility that preservice teachers engage in in their home visit encounters, but also will 

enhance and extend their explanatory power in qualitative research.  

 

Methods 

 Funds of Knowledge and Home Visits  

         This study is an investigation of three preservice teachers’ experience with home 

visits under a specific framework of Funds of Knowledge (FoK), which was defined by 

Moll, Amanti, Neff & Gonzalez (1992) as “the historically accumulated and culturally 

developed bodies of knowledge and skills essential for household or individual 

functioning and well-being” (p. 133).  Since its introduction as one approach to bridge the 

knowledge existing in low-income Mexican households to school curriculum, this 

concept has gained wide acceptance due to its relevance and application in multicultural 

classroom settings.  It is considered as the “most lasting theoretical framework” among 
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resource pedagogies (Pairs, 2012, p. 94).  Home visits are considered as “a defining 

characteristic of the approach” (Moll & Combs, 2015).  Unique to this approach of  

FoK-based home visits is the requirement that participants go into the households, instead 

of being teachers or authorities with expertise of school contents and educating children 

to address the family needs, rather as learners garnering family’s cultural practice and 

practical knowledge for classroom pedagogical use, and accompanying this process is to 

establish a reciprocal and collaborative relationship with the family.  

 

Setting   

This study was carried out in an Early Childhood Education (ECE) program as 

part of a teacher and teaching education program in a large research-intensive university 

located at a middle-sized city in a community close to the U.S.-Mexico border.  The 

community has a large Latino population which is also the case for the public-school 

districts that preservice teachers are placed.  The ECE program was established in 2010 

based on a partnership between an Education Foundation and the College of Education 

with an aim to serve student populations including special needs students and students 

who are designated as educationally at-risk.  Different from most traditional programs 

found elsewhere in the country, this ECE program takes a design-based research 

approach which results in all courses that are not only held in early childhood learning 

centers, but fully integrated and connected to facilitate understanding and interactions 

with families, communities and stories.  

          The concept of Funds of Knowledge is taught to preservice teachers during their 

very first semester in the program as the cornerstone theory and pedagogy.  The principle 
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unit of analysis of FoK is the household practices and family histories because they are 

viewed as the source of information and knowledge with pedagogical values.  And the 

practice of home visits, viewed as a critical experience to ECE students, is woven into 

several courses preservice teachers take in their successive college career of two years 

working with preschool age children (birth to age of 8) and families.  The first-year 

preservice teachers are placed in the birth-PreK sites and the second year in K-3 settings.  

Every semester three courses are designated for implementing FoK approach where a 

couple of home visits are integrated in these courses with prescribed goals and purposes 

to achieve.  In sum, each preservice teacher enrolled in the program is to engage with one 

family each year and up to three home visits each semester which results in about twelve 

home visits for each preserve teacher with two different families in two years of time.  

 

Participants   

This six-month ethnographic case study took place from January to June 2016.  A 

case study approach is selected because “an instance of some concern, issue, or 

hypothesis” has been identified (Merriam, 1998, p. 28).  More specifically it incorporates 

preservice teachers’ levels and forms of negotiation of boundaries during home visits.  I 

limited my study to one single case of the preservice teachers attending a teacher 

educational program where FoK-based home visits had been implemented.  This 

approach is appropriate because I seek to explore and provide “an in-depth description 

and analysis” on the issue in hand (Creswell, 2007, p. 78).  

          Four participants were recommended by the ECE program coordinator and a 

course instructor.  I first contacted these four preservice teachers and three, Verónica, 



155 
 

 
 

Rose and Jean agreed to be included in this study.  The name identifiers for participants 

were either self-selected (Rose), chosen by the author upon authorization (Verónica), or 

assigned and agreed upon (Jean).  The three participants were not paid for being part of 

the study though extra 10 points, or 5%, that was to be counted toward the final grade for 

one course were allocated to each for their time and energy in taking part in my study 

during the last semester of their program when they took full load of coursework, doing 

student teaching, accessing the job market and each had her family life and part time 

jobs.  Tokens of appreciation at the end of this study including a book and a gift card 

were also offered.  The profile of participants is presented in the following table.  

Table 10 

Participants’ Profile 
 
Characteristic Verónica Rose Jean 
Gender  Female Female Female 
Age 31 23 25 
Ethnicity 
/race 

Mexican American White, one eighth 
Native American 

White, British 
American 

Religion Catholic Catholic Catholic 
Language Spanish 1st and 

English 2nd 
English, 
understanding Spanish 
fairly well though not 
fluent 

English, some sign 
language and very 
limited Spanish 

SESa Working class Middle class, 
Suburban 

Middle class, 
Suburban 

Family 
Structure 

Married parents with 
two older siblings; 
Married to a Mexican 
American, three 
children 

Married parents with 
two older twin 
siblings 

Married parents 
with one younger 
sibling;  
Married to a Pacific 
Islander 

a The Social Economic Status (SES) are self-imposed.  
 
 
        Verónica.  Verónica was the first bilingual student in the program.  She 

immigrated to the U.S. from Mexico at the age of seventeen with very limited command 

of English and spent three months in a U.S. high school before her graduation.  She had 
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always wanted to be a teacher but did not go to the university until after her marriage and 

having three children.  As a participant of Head Start program, Verónica had the 

experience of having people visit her home periodically.  Before and during attendance at 

community college, she also worked at various Head Start Centers for three years as an  

on-call substitute, house substitute, and long-term co-teacher where she also had 

opportunities to participate in home visits.  At the time of this study she was a full-time 

student in the program.  The demographics of the families that she engaged with is 

presented in the following table.  

Table 11  

The Demographics of Verónica and Her Families  

Characteristic Verónica 1st family 2nd family 
Ethnicity/race Mexican American Mexican American Mexican American 
Eligion Catholic Catholic Catholic 
Language Spanish 1st and 

English 2nd 
Spanish 
 

Spanish 1st and 
English 2nd 

SESa Working class Working class Working class 
Family 
Structure 

Married parents with two 
siblings; Married to a 
Mexican American, three 
children 

Married parents, 
three children 

Single mother and 
son 

a The Social Economic Status (SES) of the participating families is reported by the preservice teachers.  
       
         Prior to the home visits Verónica expressed concerns about being nervous simply 

because she “didn’t know very well the family”.  However, she believed that the family 

would be comfortable and confident to start with her because their shared linguistic, 

cultural and ethnic backgrounds.  

 

         Rose.  Rose is White with one eighth of American Indian descent but said that she 

has never officially identified with that part of her heritage.  Her mother is a computer 

engineer and father a computer engineer who became a middle school science teacher.  
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During her interview, Rose remarked that although she came from a family where both 

her father and sister were teachers, she had not considering teaching as a career choice 

before joining the Early Childhood Education program.  Rose first completed a major in 

Africana Studies, which she indicated was more because of her indecision about what 

major to choose.  She then decided to pursue a teaching certificate in the current teacher 

preparation program.  Rose worked in a music store since high school and this continued 

throughout her college years.  Rose also had experience with babysitting.  Born and 

raised in the city where the university is located, Rose shared that she had no desire to 

leave because of her family.  She does plan to visit Africa to teach for a brief period 

because she views it as a good way to combine her training in both ECE and Africana 

Studies.  The demographics of the families that Rose involved with is presented in the 

following table.  

Table 12 

The Demographics of Rose and Her Families  

Characteristic Rose 1st Fmaily 2nd Fmaily 
Ethnicity/ 
Race 

White, one eighth American 
Indian 

African 
American 

Mexican  
American 

Religion Catholic N/A Catholic 
Language English, understand Spanish 

fairly well though not fluent 
English Spanish dominant 

SESa Middle class, 
Suburban 

Working class Working class 

Family 
Structure  

Married parents with sister and 
brother 

Married parents 
with six 
children 

Married parents 
with two daughters 

  a The Social Economic Status (SES) of the participating families is reported by the preservice teachers.  
 
    After learning that home visits were included in the curriculum, Rose consulted 

her father and older sister and was informed that it was not a regular practice of the 

profession.  She expressed concerns about being “scared” because she did not know what 
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to expect and felt maybe a visit would be too intrusive.  Her concerns were twofold in 

that she worried about walking into the unfamiliar environment of the neighborhoods and 

engaging with families she did not know along with being anxious about giving the right  

image of the university as well as of her mentor teachers and university instructors.  

 

         Jean.  Jean is European (Irish and Scottish) American who grew up in a small 

community in southern California.  She, following one grandmother, one aunt and her 

mother, is a third-generation teacher.  Jean had considerable experience in her early life 

participating in community and family events while accompanying her teacher mother. 

She also had experience volunteering in summer camp and church nursery and 

babysitting.  Jean had an associate degree in ECE from California before she moved to 

the city where the teacher education program is located after marrying a Pacific Islander.  

She started working in a Catholic preschool upon recommendation from the director of 

the teacher education program one year prior to enrolling in the program and did her  

first-year student teaching in the same school.  At the time of this study she was a  

full-time student.  The demographics of the families that Jean involved with is presented 

in the following table.  
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Table 13 

The Demographics of Jean and Her Families  

Characteristic Jean 1st Family 2nd Family 
Ethnic/race British American Greek American  Mexican American 
Religion Catholic Orthodox Catholic 
Language English, some ASLa and 

very limited Spanish 
English, some ASL Spanish  

Dominant 
SESa Middle class, suburban Working-Middle 

class 
Working class 

Family 
structure  

Married to a Pacific 
Islander; Married parents 
and a younger brother 

Mother and 
Daughter 

Married parents and 
two sons 

* The Social Economic Status (SES) of the participating families is reported by the preservice teachers. 
ASL=American sign language.  
 

Despite having experience visiting the communities with her mother and stating 

an understanding about being available to students during after school hours as a way to 

invest in the child and show support for the family, Jean felt home visits were 

“intimidating” and a new experience for both the family and her.  Her perception was that 

it would not be a comfortable or typical situation for the family, who also had to dedicate 

time and effort toward the experience.  

 

Researcher Positioning 

I was born in a farm village in Central China and lived there until age seven.  I 

attended the elementary school in the village for one year before moved to the city with 

my family.  I was placed in the primary and high schools affiliated with the university 

where my father was a professor.  On the one hand, I was used to having my teachers 

living in the same neighborhood where the schools were located (and a couple of times in 

the same apartment building).  It was not uncommon to have my teachers as neighbors, 

townmates and familial acquaintances where informal encounters between teachers and 

parents occurred when, I believed though never verified, concerns about my social and 
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academic performances were exchanged.  On the other hand, though being raised in an 

intellectual environment, my low self-esteem that resulted from my lack of academic and 

social preparation because coming from a village school, together with low economic 

status and being speaker of vernacular language instead of Standard Chinese, resulted in a 

great degree of marginalization that marked the majority of my 1-12 school experience.  

These experiences tremendously impacted my later interest and embracing pedagogical 

theories and practices that accommodate learners from non-dominant backgrounds, such 

as Funds of Knowledge and home visits.  

         I am now a bilingual (Chinese and English) and bicultural (Chinese and 

American) doctoral candidate with permanent resident status enrolled in a doctoral 

program whose focus of study is on the teaching and learning of literacy and biliteracy in 

the educational context of cultural and linguistic diversity.  Before being enrolled in the 

program I had experience teaching in public and private schools and universities in China 

and in the U.S. but never had any home visit experience.  While in the program, I worked 

as Graduate Teaching Associate (GTA) for Teaching and Teacher Education, a separate 

program from my focus of study in the same department.  I have been teaching a senior 

level course called Structured English Immersion (SEI), which aims at providing 

theoretical, political and pedagogical preparations for preservice teachers enrolled in 

elementary education programs to work with English Language Learners (ELLs), where I 

voluntarily orchestrated home visits in several semesters.  At the same time several 

studies revolving around this FoK-based home visit project had been conducted with me 

being the teacher researcher.  In a way I have been immersed in the teacher educational 

program as an ethnographic site for fieldwork for three years before this study.  I 
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personally knew the director, program coordinator and several instructors, and I was 

keenly aware of preservice teachers’ anxiety of conducting home visits and meeting with 

the families.  Going into a different site in the same program where the FoK-based home 

visits is included, I reckon, would provide me opportunities to make the familiar strange.  

         I officially entered the research site of the early childhood program through a 

university Structured English Immersion class, a state-mandated course that prepares all 

classroom teachers to become English Language Learner (ELLs) teachers who are able to 

teach both content subject and English. It is a required course for everyone seeking a 

teaching certificate in the state.  I selected the section of this course specifically designed 

for students in the ECE program because home visits were a regular requirement.  

Another instructor taught this particular section and had facilitated home visits with the 

students multiple times in past semesters.  

         My connection to the program provided me with access to the site.  In addition, 

students in the ECE program were used to having researchers and instructors observing in 

their classes and collecting data about them every semester.  I made it clear that my study 

was separated from another larger longitudinal study that had been carried on by other 

researchers (DaSilva Iddings, 2017).  As a researcher, but not an instructor for the ECE 

cohort, I had opportunities to approach participants and the project as an individual with 

genuine interest in the experience of cohort members.  As one participant shared, “You 

listen to these National Public Radio (NPR) stories all the time, why not there is one from 

me” (Jean, Personal Communication, March 30, 2016).  With respect to my own 

positioning as a researcher, I enjoyed “insider” status as a member of the ECE 

community of practice.  Nevertheless, I was an “outsider” to both the ECE program and 
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the school neighborhood and the families residing there.  Still, these dual roles allowed 

me to listen to and interpret the participants’ stories with insight.  

        It must be noted that it was unclear whether, how or to what extent my academic, 

racial/ethnic, linguistic, and immigrant background impacted my interaction with 

participants with very different backgrounds and experiences.  For example, I had great 

difficulty tracking down one participant after the semester had concluded but before I 

completed my study.  She did not respond to repeated emails, text messages, or voice 

messages requesting a follow-up interview.  Eventually I was able to get hold of her.  She 

explained that she had been too busy finishing up the semester and that in addition had 

experienced a family illness.  

 

Data Sources 

With an initial interest in ways that preservice teachers from a site that is different 

from my own teaching classroom would perceive and engage with Funds of Knowledge 

and home visits and how these experiences influence their perceptions of working with 

students from diverse backgrounds, I tried to stay open and determined to learn as much 

as I could from my participants regarding their experiences and perspectives with this 

community-based field experience.  The data collected include participant-observation, 

field notes, semi-structured interviews, artifacts and my research journal.  The major 

source of data came from semi-structured interviews based on a three-interview model 

(Seidman, 2013) and participants’ written reports on home visits.  The interview 

questions were constructed under three different categories: life history, details of 

experience of home visits, and reflection on the meaning of their experiences.  The 
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questions were shared with the participants prior to the interviews.  The interviews were 

conducted in a conversational manner in English at times selected by the participants.  I 

interviewed my participants at a wide variety of venues, including their homes, the 

classroom or other places in the public schools, or at their job sites.  For example, one 

interview took place at a music store, in a Catholic school, and in my university office.  

Each interview lasted from 20 minutes to over two hours.  Sixteen interviews which 

equals to a total of twenty-three hour-long meetings were audiotaped and transcribed 

verbatim.  I provided transcripts to each participant for clarification and confirmation.  

Table 14 shows my data sources.  

Table 14  

Data Sources 

Items Jean Rose Verónica 
No. of Meetings Seven Six  Five  
Recording  9 h 20 mins. 6 h 20 mins 5h 30 mins 
Transcription  pp. 235 pp. 208 pp. 121  
Artifacts Course papers related to home visits 
My journal pp.54: notes taken after site meeting, class, interview and home 

visits 
Meeting places  My university 

office 
The school Jean 
works 
Public library 

University off-site 
classroom 
Rose’s placement 
school  
A music store  

Verónica’s 
placement school: 
classroom & 
conference room 
 Verónica’s home 

 

As a researcher, I also conducted participant-observation during four home visits, 

which yielded an estimated total of 3 hours’ observation with the three participants.  I 

took notes and wrote reflections after each visit.  I was also provided access to each 

participant’s electronic portfolio where the participants published written projects reports 

for all courses.  Among the reports their home visits in the previous semesters were 
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documented.  The interviews, field notes and written reports were interrelated as data.  

The last data source was my research journals where I had documented events in the field 

as well as personal feelings, insights, memos and problems that arose from field work.  

The journal provided me with a context for understanding the field notes as well as my 

personal reflections and reactions to the field work.  

        I initially tried to limit my focus for analysis on preservice teachers’ interactions 

with the second family in the second semester of their second year in the program, during 

which time I did my field work.  There were several considerations for this selection: (a) 

During this second school year preservice teachers were to work with a student who was 

classified as an English Language Learner (ELL) and were to visit that student’s home. 

This mostly resulted in a greater chance that they would engage with a student different 

from themselves in terms of ethnicity, race, socioeconomic status, language, and familial 

structure (with the exception of Verónica).  (b) My familiarity with the course designated 

for the home visits project afforded me more insights into understanding preservice 

teachers’ experience and perspective.  (c) I was able to participate in preservice teachers’ 

home visits with the second family, which provided opportunities for direct observation 

that facilitated triangulating the data, instead of relying too heavily on preservice 

teachers’ self-reports in various forms though they were the major sources of data 

analysis and findings. 

        However, sometime into the study it became clear that the first-year experience, 

together with participants’ engagement with the family in the first semester of the second 

year when interaction with the family had already taken place a couple of times, had 

some influence on their perspectives and practices engaging the second families.  So for 
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this writing, there were times when their experiences with the first families in the first 

year were incorporated when they added new and different insights to the finding and 

discussions.  And it also needs to be noted that in a way my presence more or less altered 

the dynamics during the home visits because I became part of the context that preservice 

teachers needed to respond to, which will be discussed later.  

 

Data Analysis   

Merriam (1998, 2009) describes the process of data collection and analysis as 

both recursive and dynamic.  I carried out rudimentary data analysis through the time of 

the data collection where I identified and wrote memos on “reflections, tentative themes, 

hunches, ideas and things to pursue” (Merriam, 2009, p. 170).  It is at this stage the 

notion of positioning, both physically and metaphorically, caught my attention.  

         I conducted more intensive and systematic analysis after data collection was 

completed.  I first read through each participant’s interview transcripts and writings 

together with my own field notes to immerse myself in the details, trying to get a sense of 

all textual narratives.  I open coded and extracted significant thoughts and major ideas.  I 

particularly paid attention to conceptual issues I used to structure the interview protocol 

and used them to develop my categories by employing descriptive labels.  These labels 

included family backgrounds, attitudes and thoughts toward home visits, former 

experiences with home visits, strategies doing home visits, perceptions on urban families, 

thoughts on diversity, understanding on Funds of Knowledge and home visits, 

understandings of other languages, concerns and challenges towards home visits.  

Attribute coding, where “the essential information about the data and demographic 
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characteristics” of the participants and the families they engaged, was also carried out 

(Saldaña, 2013, p. 261).  

        With my general idea of the notion of positioning as a physical and mental matter, 

I utilized an exploratory approach to understand what it encompasses.  Through holistic 

coding where codes apply to large unit of data “to capture a sense of the overall contents 

and the possible categories that may develop” (Saldaña, 2013, p. 142), a list of codes of 

boundary, positioning, (im)mobility, perceptions, strategies, identities were created.  By 

referring to the attribute codes and holistic codes, I conducted simultaneous coding where 

“two or more different codes” were applied to one single datum point (p. 80).  For 

example, for the demographic descriptor of “language difference”, the accompanying 

codes could be “linguistic boundary” and “cross” for a unit of data where participants 

purposefully used body language to facilitate the conversation during the home visits.  

         Building on simultaneous codes based upon the attribute codes and holistic codes 

as well as  the evolved research questions , I then made a list of provisional codes by 

setting my data against Sicakkan’s (2005) conceptual framework of (im)mobility of 

minds, bodies, and boundaries and Hébert, Wilkinson, Ali and Oriola (2008)’s study of 

second generation youth’s attachments to locality and a continuum of their mobilities of 

mind, body and boundaries.  And these provisional codes were further revised, modified, 

deleted and expanded during the process of recoding and analyzing.  For example, I 

modified the (im)mobility of body from that is related to migration and frequent 

movement across places and different spaces of interaction (Sicakkan, 2005) to focusing 

on preservice teachers’ physical movements in the household as a space of interaction 

during the home visits.  Within the framework of (im)mobility of minds, bodies and 
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boundaries and through the process of coding and analyzing, I identified a number of 

themes which helped me make sense of my participants’ physical and mental mobility as 

well as their metaphorical crossing the cultural, linguistic, social, racial and political 

boundaries in negotiating within the space of the household settings during the  

FoK-based home visits.     

         In the following presentation, PI stands for personal interview and the digits 

following represented the date on which the interview was conducted.  For example, (PI, 

5/4/2016) means that I conducted a personal interview on May 4, 2016.  I added an 

emphasis in tone in the direct quote by utilizing italics.  The direct quote that unidentified 

came from participants’ written course reports.  Though rare, there were a few occasions 

when I needed to edit the quotations for clarity and grammar.  The names of the families 

appeared in the direct quotes from participants were pseudonyms as that were used in 

participants’ writing, thus I did not make changes.  Other names in this study were 

assigned pseudonyms.  

 

Findings: (Im)Mobility of Minds, Bodies and Boundaries 

Among Participants 

         In this section, I provide some detailed examples describing the three preservice 

teachers’ (im)mobility of minds, bodies, and boundaries during the FoK-based home 

visits in negotiating the physical, cultural, linguistic, social, racial and political 

boundaries in the space of interaction of homes.  
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(Im)Mobility of Minds 

         In this study, mobility of minds between different references of identification 

involves one being conscious of and able to recognize the feelings, emotions and 

perspectives of the families.  Individuals also adopt multiple roles, shift between multiple 

identities, be aware of power dynamics, and exhibit understandings that interactions with 

families are temporally, spatially and familial situational and that one needs to be mental 

and physical mobile.  

 

Consciousness of the feelings, emotions and perceptions of the families.  The 

home visit was a new experience for both Jean and Rose.  Jean highlighted this fact and 

believed that it was also the case for the family.  She was also concerned about the 

family’s perceptions of the time commitment that would be imposed on them.  However, 

with her observation and analysis of the home surroundings and dynamics, Jean reckoned 

that homes were indeed a comfortable zone for families who could make decisions as to 

when, where and how the interactions with her as a visitor could take place:  

…because we walked through the living room to get to the kitchen, where I felt, 
you know, we walked by that big, a big sofa, where we could have sat and talked, 
but she particularly asked us if we wanted to go to the kitchen. So I felt like that's 
where she felt the most comfortable. (PI, 5/24/2016)          

 
          Rose also described a similar level of comfortableness that the family might enjoy 

of meeting with her in their home:  

…for the parent, it's probably kind of nice to talk about your child in your own 
home, and you are not sitting in the four walls, the classroom hearing about your 
child's progress. You know, having that give n’ take with the teacher, and it's 
comfortable. (PI, 4/25/2016) 
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         Most of the time a home visit was set up for late afternoons when the children 

were out of school.  Verónica was aware of the effect of her visit to the household at this 

time of day.  She observed that the child was not always interested in books she brought 

with her to the homes or the conversations they had:  

Sometimes I know that is a little bit hard for them… And the child is out from the 
class. And he maybe … wants to be a child, play or something like that. (PI, 
3/27/2016) 
  
 

Adopting different roles.  A FoK-based home visit required preservice teachers 

to walk into the household shedding their role as an educational authority in the 

classroom, and instead, to adopt a role as a learner and ethnographical researcher 

acquiring family knowledge and practices for pedagogical purposes.  In reality, besides 

that of an ethnographer learner prescribed by the program based on the theory of FoK, 

preservice teachers mediated the context and took up multiple roles.  Rose’s words 

exemplified the recognition of and a desire to meet this challenge, “I want to sound 

professional, and being a professional person in their home. I don’t want to be like some 

college kid just walked into their house” (PI, 5/2/2016).  

         However, the participants stressed that their primary role was being college 

students.  Though expressing that she focused more on building a relationship with 

families and only “occasionally” looked for information to complete course assignments, 

Jean shared a moment of panic that she experienced when she thought she lost her notes 

after one home visit: “However, I was a student, who needs specific data to be able to 

quote things. My paper or notes were very important” (PI, 5/24/2016).  
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         Jean’s anxiety about accomplishing her course assignments to write up her home 

visits was also demonstrated by Verónica to a certain extent.  Verónica did not 

experience a language barrier during her home visits, but she admitted that if she had not 

spoken and understood Spanish, her visits would have been more difficult: “It’s hard to 

transcribe, or do my papers with direct quotations what they say in their own language if 

I don’t understand or speak any words in Spanish” (PI, 3/27/2016).  

         The responsibility to fulfill academic requirements satisfactorily was also made 

clear by Rose.  Rose welcomed having either her public-school mentor teacher or staff 

from the early children program accompany her during the home visits, because “I 

needed that like reinforcement like I was doing the right things” (PI, 4/25/2016).  

          Jean exhibited confidence with her multiple roles as professional teacher, 

ethnographic researcher, and college student:  

I felt that my role as a teacher was reflected in my ability to share classroom 
happenings with the parents… As the teacher I was also constantly looking for 
things I could incorporate back to the classroom. It was important to give parents 
tools and strategies for expanding what was being taught in the classroom to 
home routines. My role as a researcher was to approach the visits at a time where 
the families had something to teach me. Occasionally I was looking for specific 
pieces of informing [information] to help with the completion of assignments and 
others I was just there to listen and to develop a relationship with the family.  

 
          Rose also took up the role of being an ethnographic learner but at the same time 

she also wanted to be acknowledged as an individual who also experienced similar 

activities.  For example, the focus of one particular home visit was to gain knowledge of 

family practices on holidays and celebrations.  The family started talking about their 

child’s upcoming birthday party.  They had prepared to have a celebration in a public 

park where children could play games and sing.  Rose listened, took notes and added, “If 

the song goes like…” then she started humming.  Later she admitted that she had 
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previous knowledge about the cultural practice of playing games and singing at birthday 

parties.  But she only mentioned it after the family described their practice.  For Rose, it 

was important to let the family know that she was familiar with what they were talking 

about.  But she still wants to learn, and have them to be the teacher.  Her decision of 

listening and then sharing was intentional because of her desire to make connections with 

the family.  For her, it was ‘Not only am I in your home to learn from you, but it is also 

important to show families how…we can make a connection and, that I am still a person, 

not just student teacher” (PI, 5/2/2016).  

          This experience of being able to make connections at personal levels triggered by 

interacting with families during home visits exhibited some salient moments when 

preservice teachers reflected on themselves as historical and cultural beings.  Rose related 

her role of ethnographer learning about other families to her life experience of being a 

child raised in certain ways by her family:  

Because I think, “Wow, look at these practices they have. It is really similar to 
how I was raised.”  Or that makes me feel like remembering how my mom and 
dad did XYZ. Or saying, “That's really interesting. I never had that growing up.” 
It's really interesting to see it play out in the family. Or you know, I wish I had 
that something happened when I grew up. (PI, 5/2/2016) 

    
         Other individual roles and identities adopted by preservice teachers during home 

visits processes included Verónica being a Latina mother and Jean being a woman.  

Because Verónica shared a similar linguistic and cultural background with the families 

she visited, her role as a Latina mother of three bilingual children was the most salient 

and helped bridge her roles of a learner and a teacher:  

…because doing the home visit, I have noticed a lot of stories that relates about 
language, and low income, and the importance, and how they can feel more 
comfortable in the classroom … actually for the Hispanic or Latino, I really know 
the situation as a mother. (PI, 4/4/2016) 
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For Jean, the mother she interacted with went through a separation from her boyfriend 

that greatly affected Jean’s thoughts regarding her manner and roles of approaching the 

family:  

How do I... yeah, I still am a woman. I think you relate to another woman…That I 
want to be sensitive to her as individual too, and so that, I guess it did affect our 
conversation in my time there. (PI, 5/19/2016) 
 
 

Moving between references of identifications.  The changed family structure as 

documented above presented specific challenges for Jean because she not only needed to 

relate to the mother as a woman but also as a teacher.  She wondered about her own role 

as a teacher learning from the family while having to address the painful experience that 

the mother and the family went through as a woman.  Jean’s dilemma was typical of the 

expectation that preservice teachers had to be able adopt different roles, and even more 

importantly, to shift between those roles.  Rose’s experience also displayed such 

competencies.  

         During a visit to Rose’s first family, a small child was throwing a temper tantrum. 

The mother had to take the child to a different room for discipline.  Rose was aware of 

her own shifting role from teacher as classroom authority to learner/observer in another’s 

home.  She realized that being respectful meant withholding her own perspective about 

disciplinary practices: 

We had to learn how to be respectful of the way that their family works… I had to 
learn very quickly in that moment where my place was as a visitor in our 
engagement and that it was a little different from the way I would have handled it 
in the classroom.  

         
         Rose also saw the necessity to shift roles between teacher and learner in order to 

interact appropriately with the different people present in the home.  This was especially 



173 
 

 
 

the case while she was working with the first family, which consisted of parents and five 

children, with the children excitedly showing her things:  

And so it was very loud in your face. I would [say], “Wow, that's so interesting! 
Tell me about why you are so fascinated with this toy?” You know, just asking 
them these questions.  “I am asking mom a question now. Can you wait a second, 
I will talk to you about in a second because you are very excited.” Just like you 
kind of doing it in a classroom, I guess. But then going to mom being like, “Okay, 
so you were saying…” like I am still wanting to learn from you, I am not 
sidetrack, I am trying to not get sidetracked by your kiddos' excitement. Because I 
am still… these questions are important for me to know and learn about your 
family. (PI, 5/2/2016) 
 
 

Awareness of power dynamics.  For mobility of minds, in addition to one being 

conscious of and able to recognize the feelings of the families, adopt multiple roles, and 

shift between multiple identities, it also involves in a sensitivity to the power struggle. 

And this power relation is between instructors and staff in the early childhood program, 

mentor teachers in the public schools, and the preservice teachers.  Usually among the 

first visits to homes, either the program coordinator, a course instructor, or a staff from 

the program would accompany preservice teachers.  They endorsed the goals and 

purposes of home visits and/or served as interpreters.  Though in other occasions Rose 

expressed appreciation for the presences of another individual to ensure her performance 

was culturally and professionally appropriate, she also revealed an anxiety about the 

possible power relationship.  While dealing with the cultural difference of food and 

drinks that were offered, Rose waited for the program coordinator, a professional and 

cultural authority, to react first:  

Because I don't know, I don't, having that extra person especially Ruth as part of 
like one of the heads of the program, kind of in charge of that. It was kind of 
intimidating having her there because, I think like with my mentor, somebody I 
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would be probably like...wait for them to react to the offer of food and drinks. (PI, 
5/16/2016) 
 

         During one of Jean’s visits, the program staff who was supposed to accompany 

her was unable to come, and she expressed some relief about this: “It ended up being... a 

situation I felt more comfortable in because there wasn't as much of a power dynamic 

shift there” (PI, 5/11/2016).  

 

Understanding things are situational in the family environment.  Rose felt 

that she interacted differently with her two families.  Because there were five children 

present, she felt “more silly.”  However, she could not tell whether her reaction was 

intentionally different or because of the importance to adapt to the home culture.  

         Jean also recognized during the home visits that there was only so much she could 

prepare for and that she needed to be open and responsive to the family dynamics 

because:  

…every situation you are going to walk into is going to be different. The family is 
going to respond different, differently. The child, you have no idea how they are 
going to be feeling until you get to... the home that evening... And then you just 
have to go and.... then be open, be responsive. (PI, 5/19/2016) 
  

 

Difficulty with family expectations for them to be teachers.  The early 

childhood program specified that preservice teachers had prescribed purposes and goals 

to achieve for each home visit.  These goals included learning from families and bringing 

information back to the classroom in order to create opportunities for students and 

families to engage in learning and sharing and draw connections.  This untraditional 

assignment created dilemmas for preservice teachers like Rose and Jean when questions 
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regarding children’s social and academic performance in school came up.  Rose had 

difficulties because informing parents regarding children’s academic performance was 

not the purpose of her visit:   

I would feel like, "Okay, you are asking me about learning and classroom… that 
kind of question?” ... But going into someone's house it's hard to, because I am 
here to learn from you. (PI, 4/25/2016) 

 
        Jean felt being inadequate as a student teacher who lacked the insights of a regular 

classroom teacher:  

I wasn't the best source to tell her the latest happening in the classroom. Because I 
wasn't aware really of all that was going on at that point. Or didn't have that much 
background knowledge of him, you know, with his studies. (PI, 5/19/2016) 
  
 
 
Detachment towards broader issues.  Both Rose and Jean had information 

acquired from social life and classroom learning regarding the debated issues about 

immigrants, especially that of Latino.  In Rose’s case, she had always been aware of the 

larger political issues surrounding education and schooling:  

…there's been so many political things recently that could be concerned with all 
of that. Growing up I just remember that's all what it is about—who is here 
legally or illegally, but with the new election that's like a huge hot topic between 
all the presidential candidates, and then taking these classes…was like, all these, 
you know, different cases, and things about people worried, intrigued about 
whether the students are legal or illegal so…I walked into my classroom with all 
these families and the kids all talking about family in Mexico. (PI, 5/16/2016) 
 

Rose participated in the Head Start program where she had firsthand experience of 

families being reluctant about going to see somebody about resources.  Though having an 

understanding about the plight that the immigrant families might have endured, the use of 

the term “legal or illegal’ is pejorative, even violent and dehumanizing.  It suggests a 

deficit, or at least uncritical stance about immigration status.  
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         Jean knew of debates about Mexican Americans in the U.S.:  

Mexican-Americans living in the United States face many preconceived 
perceptions. Some of these perceptions are positive, for example, some citizens 
welcome those dedicated to working hard to provide a better life for their family. 
Other perceptions of Mexican-American families are negative. Certain groups of 
Americans are frustrated that immigrants who have lived in the United States for 
years have not learned “the language.”  
 

Jean recognized the difficulty of the larger political context and its impact on the family.  

Though viewing that the student whom she had been visiting was “at the forefront of an 

ugly battle for cultural recognition and appreciation,”, she carried a deep-rooted exclusion 

perception of who are Americans.  On the one hand, Jean did not seem to differentiate 

between Mexicans and Mexican-Americans.  On the other hand, she appeared to equalize 

“some citizens” to “certain groups of Americans”, and position both as opposite to 

“immigrants”.  

         Both Rose and Jean were knowledgeable about larger political issues related to 

immigrants and people speaking other languages.  They also appeared to understand the 

impact that the political climate had on the families and communities.  As a consequence, 

both preservice teachers distanced themselves from these issues.  Rather, they believed 

that those were just pieces of information that they should either be mentally aware of or 

socially cautious about. In Rose’s words:  

It's not my job to know [the family’s immigration status]. And it's no one else's 
job to know whether [students are] legal or illegal. You send your kids off for 
school…you know, it's never been something that I really cared to know, or 
anything, but it's something that crosses your mind like, you know… and you, I 
would assume that probably why, you know, and so, yeah, I just, I guess 
something that you think about, not anything I ever really consider a problem, or, 
you don't know. I don't know how I felt about the whole topic myself, but I don't 
really worry about it too much. So I guess it's there, you know, you wonder about 
these families, these situations, but I would never care to ask or find that out or 
anything. That's just knowledge that I have in my brain I guess, that you think 
about it when you are working with these families. (PI, 5/16/ 2016) 
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Included in the Structured English Immersion teaching to the preservice teachers 

is a discussion of the Supreme Court’s decision in Plyer v. Doe in June 1982, which ruled 

that that states cannot deny students a free public education on account of their 

immigration status.  Not being able to transform the classroom teaching to a critical 

understanding of her position of a teacher and the responsibility to her students, Rose was 

not able to connect to her students, families and her emerging role of a teacher politically.  

            Jean had information that her student was attending her school by using a 

grandmother’s address.  She appeared to question the family’ immigration status.  Jean 

viewed situations like this a challenge for her social etiquette on what and how to ask 

questions:  

I didn't have any negative thoughts about [the student using the grandma’s 
address]. I guess I just more concerned about asking the appropriate questions… I 
knew that they were not from the United States, and I knew that English was their 
second language, and those, those are really the things that I had associated with 
before. Whether I had bias, like I didn't really think... negative thing, like, I was 
aware asking the questions that I had, had to do like the legal status, because I 
knew that, because we learned about it in the classroom you are not supposed to 
ask about, it's like a safe zone or...So I was aware of that too... So it just makes 
you be more cautious about the type of questions and the way you ask these 
questions. (PI, 5/19/2016) 

 
            Verónica was an immigrant herself and classified as an English language learner 

while in high school.  She shared that there were numerous occasions when she 

personally experienced social discrimination and marginalization.  However, neither 

during the interviews nor in her writings did she reveal any sentiments about the broader 

political issues.  

 

Difficulty envisioning their future engagements with home visits.  Despite 

their appreciation for the opportunity to engage with families, both Jean and Rose felt it 
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was a matter of luck that they communicated as well as they did.  They believed this was 

due to the particular families they got to know, but both admitted that they might have 

trouble conducting home visits with other families in the future. Jean’s concern was the 

families’ unfamiliarity with such practices and a potential unwillingness to share personal 

information:  

And you will never be going to know every… they never had a relationship with 
the teacher before so it's a different role for them, a different relationship for 
them. They don't really know how to share, or they are guided with their teacher, 
or that's not part of their culture to have that relationship with the teacher. So 
there's never, you know, there's going to be a time where I am not going to get to 
know...students' funds of knowledge with the way I will hold to. (PI, 6/6/2016) 

 
Making a judgement about families without evidence and casting them as the ones having 

difficulty interacting with her might be a way that Jean tried to conceal her difficulty of 

envisioning the potentiality of conducting home visits and engaging families.  

         The lack of capacity to envision a future working with families is shared by Rose.  

Though seeming to have had great experience interacting with her two families, Rose felt 

it was a matter of being fortunate: 

I think that that wouldn't happen with every family. Like I don't think you, I just 
don't think every family is like, “Here is all this information about me and I have 
no hesitancy to share with you.” I think that just kind of the cards that I was 
handed. I think you are going to get families that are probably like, “Why do you 
want to know that about me?” You know, “What are you doing? What do you? 
Why?” (PI, 5/4/ 2016) 
 

         Among the three participants, Verónica is clearly devoted to home visits, which 

may be due to her experience of both having people visited her homes and conducting 

home visits to other families while she was engaged in the Head Start program.  Though 

embracing a future of working with families whose backgrounds might be different from 

hers, Verónica exhibited some difficulty to image what it would be like had the families 
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were not Latino/a, Spanish speaking or working class like her.  She believed things would 

be working out and all she needs are tips and strategies to facilitate the communication:  

Maybe take… a home visit, just maybe visual things when I am going to work 
with them. What else. I don’t know … maybe if I am going to have … to have an 
informal conversation or something like that, will be having to prepare like cards 
with the drawing, and that words next to the drawings, just to help them to 
understand the communication, using any, if they are using a computer, or tablet 
for translation I can use mine too. (PI, 3/27/2016)    
 

The opportunities to work with families largely shared her backgrounds seemed in a way 

hinder her vision of engaging with families.  

         In these illustrations of mobility of minds, preservice teachers were mostly 

comfortable with their attachments to the multiple references.  They could imagine or 

perceive families’ emotions and feelings, perform different professional and individual 

roles, and move between references of identifications.  However, what was also salient is 

the immobility of mind that was highly attached to their status of being college students.  

They were concerned with the power relationships between university professionals and 

themselves, detaching themselves from broader social and political issues and not being 

able to fully envision conducting home visits in future times and situations.    

 

(Im)Mobility of Bodies 

         The participants managed the space of interaction in the households where they 

consciously regulated their bodies by moving around in the house to fit into the family 

dynamics, staying immobile and following the family instructions as where to sit so as to 

show respect.  They also ensured they face the people present and utilize more inclusive 

body language for better engagement.  And this employment of body language was also 

to compensate for lack of communication caused by the language barrier.  Participants 
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sometimes picked the spots in the house which would provide them the space and room 

to complete the course requirements as prescribed by the teacher education program.  

         Verónica moved around in the house as a response to the family dynamics with 

her first family, which also revealed her effort to address all people present:  

The mom and a child were in the entrance waiting for me, and the dad was fixing 
a blue Nissan car. I greeted the mom, dad, and the child. The mom invited me to 
come to the kitchen… The child invited me to come to the living room to watch 
TV, so I go to the living [room] just to see what he was watching…After that, I go 
back to the kitchen because the mom was waiting for me with a cup of milk and a 
piece of cake.  
 

         Jean made it clear that she would follow the family dynamics as well.  “So they 

want to sit and talk, and we would just sit and talk and have drinks.  So if you want to go 

on a walk, we were going on a walk” (PI, 5/19/2016).  As exhibited in her field notes, 

Jean was actively moving around the house while engaging with her first family, visiting 

the living room, the kitchen, the child’s room, the backyard and the neighborhoods by 

following the lead of her student.  In the case of her second family, Jean was ushered into 

the kitchen where family members “sat at the same table for the same amount of time” 

and “were just there to talk” (PI, 5/24/ 2016).  This place, Jean assumed, was where the 

mother was most comfortable.  

        Similar to Jean and her experience with the second family, Rose consciously 

waited to be told where to sit in the household, in order to be respectful.  She shared:  

…knocking on the door… waiting for to be invited in, and, you know, “Is this the 
place you want us to sit?” even though we sat on the couch for the last like five 
visits, I am still waiting for you to say, “Go ahead and sit down,” you know. So 
waiting for that piece. (PI, 5/4/2016) 

 
          During the time I was accompanying Jean and the program coordinator who 

served as the interpreter visiting the household, we were gestured to stay in the living 
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room and to sit on an L-shaped couch.  This arrangement was different from the kitchen 

where Jean reported they used to sit.  It was in this context that Jean left the couch and 

moved to sit on the floor facing the rest of the people while taking out some blocks for 

the child Batman (a pseudonym that Jean gave to the student) to play with.  She 

explained this later:  

I picked that because then I can see everybody's faces better. …. So when I sat on 
the floor, I was able to talk to the mom, and have still hear all the questions, and 
then Batman was able to do the activities…I mean that's a lot of adults to have in 
your home so I thought he would be more likely to stay and participate. I was on 
his level. (PI, 5/24/2016)  
 

        Rose also intentionally positioned her body in a way to be inclusive to people 

present.  With her second family, the mother was typically at the visits and the father and 

older sister of Rose’s student were only present sometimes.  Rose expressed:  

So I tried to make sure like talking to both of them at the same time, … talking 
and facing… to make sure that everyone feels included…And so, just trying to 
make sure, again, I am facing my body towards the different parents involved. 
(PI, 5/4/2016) 

 
       This effort to be inclusive was also accomplished by Rose’s utilization of her 

body language which she demonstrated with explanations:  

There is this positioning like your body language to be open. I am not going to sit 
there in the home visits with my arm crossed like this, because then I wouldn't be 
opening myself up to learn from them, you know, this is the very closed off 
manner, this is when you have your arms crossed. And so, you know, trying to 
openly position myself, and move my body to address the people in the room. (PI, 
5/2/2016) 

 
         Jean also felt her body language to be helpful to compensate for language 

differences:  

I speak with my hands, and she spoke with her hands too. So even though we 
don’t speak the same language, I think we were both trying to compensate with 
like, pointing to...different things in the home, doing things with our hands that 
help support what we were trying to say. (PI, 5/24/2016) 
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            Verónica selected the places for interactions during her visit to the second family 

because it better served her purpose to engage the family and the child to do the 

prescribed activities assigned by her college courses.  Each time the mother invited her to 

come to the kitchen or living room.  Based on her written reports, Verónica decided to 

stay in the kitchen during her first visit, “because there was a big table where I thought 

that will be the perfect place to write and invite Adan (her student) to share their toys, 

books, or other interesting things for him”.  During the second visit Verónica chose to 

stay in the living room as “there was a big table and comfortable two big dark brown 

coaches [couches] in where I though[t] that will be the perfect place to start the  

conversation and interview.”  

        In each of these examples of mobility of bodies, participants regulated their body 

movement as exhibited by moving or not moving around, waiting to be instructed or 

picking a spot for interactions.  They positioned their body facing the people present.  

They utilized body language as a result of being observant to the families’ dynamics, 

aware of the cultural, social and territorial climates of the space of the interactions of 

homes and analytical to the possible differences of norms.  They showed a propensity to 

be included and inclusive by acting and reacting to the living forces at work in the homes.  

 

(Im)Mobility of Boundaries 

         There was obvious language, racial, ethnic and class differences between the three 

preservice teachers and the families they visited.  In the household settings, the 

participants exhibited (im)mobility of boundaries by dissolving linguistic boundaries 

through various strategies, crossing over yet desiring to maintain social and cultural 
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boundaries, but there remains some ambiguity regarding socioeconomic and racial 

boundaries.  The participants also recognized the territorial lines and limits in the space 

of interaction of home visits.  

 

Dissolving linguistic boundaries.  Rose and Jean are native speakers of English 

though each has a different level of comprehension and command of Spanish, the 

dominant language that the families used, a circumstance about which they both 

expressed some frustration.  Though reporting that she had a fairly good understanding of 

Spanish, but was not fluent in the language, Rose voiced in her fieldnotes that she was 

nervous because she was not sure how the family felt about the language barrier since she 

was the one who did not speak enough Spanish to communicate with them on her own 

and this inadequacy might cause misunderstandings.  She felt it was hard to achieve a 

personable connection with the parents when having someone else to speak for her.  Jean 

also experienced the inability to establish a personal and deep relationship with the 

family because of the language barrier.  Jean also expressed other frustrations about the 

language barrier, particularly that it would take extra effort and become more time 

consuming because of the many steps it would take for communication and doing 

transcription for writing her reports.  Jean’s expressed concern in turn had a significant 

impact on Verónica who did not experience linguistic boundaries.  Nonetheless, based on 

the existence of a language barrier that other preservice teachers had talked about in 

class, Verónica envisioned that it would have been hard and different for her when she 

had to do the transcription or write her papers with direct quotations to include what 

family members said in their own language.  
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         Both Rose and Jean managed to cross the initial linguistic boundary through use 

of their professional networks.  Rose approached her mentor teacher, who was a fluent 

Spanish speaker and knew the family well.  Jean reached out to Verónica.  She was 

confident that Verónica, who also had experience with home visits, would be able to pick 

up every single word and relate to her the whole message so that she could get a complete 

understanding of the family’s responses.  

        Both Rose and Jean implemented the strategy of direct communication while 

working with the interpreters to communicate with the family.  Rose first made sure she 

was part of the phone conversation exchanged between the mom and her mentor teacher 

while setting up time for her home visits.  She adopted a similar approach during the 

home visits with the program coordinator as the interpreter:  

I try really hard to talk directly to her. I don't like, “Hey, Ruth, can you ask her 
to...” You know, I will ask her something then I am talking to her like this, even 
though she may not be understanding what I am saying.  You know I try to use my 
body, my hands, expression to let her know what I am trying to get across. And 
then Ruth will translate. (PI, 5/2/2016) 

 
         This attempt to cross the linguistic boundary through the employment of direct 

communication was also clear in Jean’s case:  

I still address my… the question to the mom, and I didn't say, “Ruth, would you 
please ask Maria this?” I would just ask Maria, so you know, “What do you like 
to do at the park?” And then Ruth would translate it back… I was just more like I 
tried to just address directly to her, and Ruth would say it, and then as I am still 
looking at the mother. So I am not looking at Ruth. I am still looking at the 
mother too and I am listening as she is giving the response in Spanish. (PI, 
5/24/2016) 
 

        Related to this direct communication is the utilization of body language by both 

Jean and Rose as that exhibited in the discussion of mobility of bodies.  Both Rose and 

Jean also draw from their understanding of language as being beyond just linguistic 
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entities.  Rose had a deeper appreciation of the difference between Spanish and English, 

and she felt that “the Spanish language is so much sweeter, smoother when you intend... 

It's just so much, you know, that's like so much richer.” (PI, 5/2/2016)  

        Jean thought that language included attitudes entailed in voices and tones:  

I think someone who is able to pick up words, might not be able to always pick up 
on that attitude behind it to...like.. I want it to be able to address any concern that 
might be in the voice, or tone. (PI, 5/24/2016) 

 
         Though not experiencing a language barrier with her families, Verónica 

demonstrated her understanding that communication goes beyond just linguistic forms.  

When asked whether having another person translate would eliminate the language 

barrier, she responded, “not completely”. 

          Rose and Jean also tried to manage their linguistic boundaries by carefully and 

intentionally phrasing their questions.  In Rose’s case, she ensured that her questions 

were open-ended which allowed the family to share more:  

So not like “I know your child does XYZ. Now tell me more about it.” It was just 
like “Hey, can you explain...” I am interested in learning about the traditions that 
your family has.  “Can you please explain some of the traditions that you have 
and the importance of having those traditions?” You know the phrasing of those 
kind of questions, making sure, you are not saying, like "Oh, I know this already. 
Now tell me more.” (PI, 5/2/2016)  

 
         Jean was also careful to phrase her expressions as a polite visitor. Instead of just 

saying, “I am available on Thursday,” she preferred to use “I am available on Thursday. 

Does that work?” because the former sounded more like “there was someone waiting to 

confirm with them.” (PI, 5/24/2016)   

         As an immigrant and a mother of three bilingual children, Verónica expressed her 

understanding of the importance of the first language to the children and family: “[M]ost 

the family, I know, they want the child to speak their first language, and they are afraid 
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to ... forget their first language” (PI, 4/4/2016).  This understanding, as important as it is 

during involvements with the families in home visits, might also facilitate her future 

engagement with families when a language difference does exist.  

        Rose’s words exhibited a dissolve of the language barrier: 

I think getting some point you just kind of forget that, that's the thing and you just 
start having these conversations with each other and then, the translator just kind 
of happens in between and then that's fine…  So the language thing became really 
not a problem at all, you know. It never [would] be, it was never a problem. (PI, 
5/4/2016) 
  
 

 
Crossing over but desiring to maintain social boundaries.  One of the biggest 

concerns stated in literature is that preservice teachers often felt it was difficult to engage 

families in a social surrounding outside of the school walls where their professional 

selves were least comfortable.  All three participants managed to navigate the social 

boundaries by abiding to prescribed roles, norms and customs which were exhibited 

through their adaptation of appropriate behaviors, including addressing and engaging all 

individuals who were present.  Rose’s attempt was exemplified when she responded to 

her student’s older sister who asked her for help with a math question that occurred in my 

presence.  She stressed the importance for her to remember who was present in the room 

and made sure that they were acknowledged.  This acknowledgment of who was present 

was also clear by Verónica’s moving around the house to ensure that she met everyone.   

        This acknowledgment of people present was not only a physical matter of 

meeting, greeting and talking, but it was also an awareness of the roles that each played 

in the family dynamics.  The first family that Jean engaged with was a single mom who 

had a boyfriend during the several months that Jean conducted the home visits.  Jean 
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shared that she tried to approach the mother and the boyfriend differently by recognizing 

the dominant role that the mom played in the household while granting the respect that 

each deserved:  

…because the boyfriend was there, I wanted to be respectful to his, like role in the 
family... with my questions. But I also knew that for most of Dawn's life, she's 
been a single mom. So this is just the balance of how do I ask appropriate 
questions, that, “you were the primary caregiver” without making this significant 
person in your life, feel like he was kind of non-influential in Dawn's 
development. (PI, 5/19/2016) 
 

         The three participants also crossed social boundaries through building 

connections with their families in different ways.  Rose intentionally shared the cultural 

knowledge about organizing birthday parties that she knew in order to highlight herself as 

a human being loaded with cultural knowledge and information, and that she and the 

family could connect at social levels.  

         Jean built connections with her families by adding some of her personal 

information into the conversation.  She felt it was necessary to show the family that, 

besides knowing the child, she and the family also had shared experience and interests:  

I think when they shared they would go to the park to play soccer, I got to tell 
Batman, “my little brother plays soccer in college”. Mr. Batman played soccer on 
a team still too even though he is pretty old now, you know, he would, my student 
would laugh and asked questions, “Oh you ever played soccer at this field?” So 
we were just able to make connections with shared interests. (PI, 5/24/ 2016) 

 
        Verónica had very similar backgrounds with both of her families.  Her personal 

life experience became shared cultural information which facilitated her building 

connections with the families quickly and easily.  This connection allowed her to 

overcome the initial uncomfortableness of visiting a household that she did not know: 

In this first visit, I started to ask the mom about their household, and at the same 
time we shared similar information that we had in common. After the first 
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question, I noticed that the interview became a … natural conversation, which 
helped me to enhance the communication in a more productive way.  

 
          Jean also found sharing school activities enabled her to build connections and 

communicate with the two families:  

I found that was nice to have things to say like, “Oh I noticed her do this...” or 
“She really seem to enjoy doing this” and I felt this way with that particular 
student. My second year, I really didn't know the mom, but I could tell her what 
was happening in the classroom. And I think that was what the connection was 
there. So I was able to share, shared experience from the classroom. (PI, 
5/19/2016)  

 
        Verónica also recognized the importance of sharing what was going on in the 

classroom because it facilitated her communication with the family.  The mother told her 

that it was important that the child maintains both English and Spanish, and she wanted 

the child to learn both at school but only use Spanish at home.  Verónica responded and 

“let her know about my observation from Adan that he is learning and trying some 

English words during activities and readings”.      

        Though participants were able to cross over the social boundaries, sometimes they 

also expressed desires to maintaining these boundaries.  Verónica had a close relationship 

with her second family.  For one visit when I was riding with her, she explained to me 

that though the visit itself was a course assignment with goals to achieve, during past 

engagements family members had addressed most of the themes needed to be covered in 

their interactions.  So for her the visit was more just to confirm some information so that 

she could write her course assignment paper.  However, even without the assignments, 

she was planning to visit the family anyway.  It was the case that during the visit her 

questions for the course assignments were presented and answered with some laughter 

and soon brushed away.  Then, the conversation was replaced with some discussion on 
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personal issues such as life management courses in public libraries and community 

colleges, ways of exploring educational opportunities and financial aid in the U.S.  Later 

during the interview, Verónica shared her uneasiness with the mother talking to her on 

these personal issues:  

…but sometimes it’s a little bit… it’s a little bit that we have to… I don’t know 
because the mom is always asking, not [always], but always ask me about 
suggestions about this, about that. When I was having that activity with the child 
and the mom slowly asked me more about her personal things…And I… I don’t 
feel like [I can] focus on the child and answer her at the same time. Sometimes it 
was difficult to me to work over there and answer another question that is not 
related to the child. (PI, 3/20/2016)   

 
         Jean had a closer relationship with the first family because the mother was 

working in the same school.  Sometimes Jean was not comfortable with the closeness 

between them but rather kept the relationship at a professional level to avoid her 

perceived conflicts of interest, like having her professional life as a teacher and a 

university student and initiating social activities with the mother as a friend or colleague:  

 I was very aware of how I kind of held myself, because I want to keep… So I 
think that also attributed to, like things maybe not flowing as much because I 
wanted to still be in that teacher-student, you know, point of respectful role, that 
did have affect, you know, because [the interactions] were more like, by my 
second engagement, it was like, … "what are your plans this...", you know, just 
you started to develop a relationship with the family. So it's interesting to have it 
be, like I felt that I didn't want to get too comfortable in this [situation], you 
know. Just because it would be a different. So if it was a social thing, that would 
conflict. (PI, 6/19/2016) 
  
 
 
Crossing cultural boundaries.  Except for Verónica, both Rose and Jean had the 

opportunity to be engaged with families whose cultural backgrounds were different from 

theirs in significant ways.  Rose negotiated this boundary by learning from her mentor 

teachers and program coordinators and made adjustments based on what she learned 
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regarding different cultural practices.  In particular, Rose was informed by her mentor 

teacher that to offer guests food and drinks was a common practice in Mexican culture 

and that such an offer should be accepted.  However, she did not follow the advice 

blindly, rather, she put it to the test by waiting and observing whether the program 

coordinator, who was also Mexican American and on occasion acted as an interpreter, 

would follow the same etiquette.  Though considering the newly acquired knowledge as 

“these awkward new things,” Rose made sure she followed the norms to show respect:  

So we could go to these, you know, they would offer you black coffee and you are 
“Yeah! Totally I would like some coffee” and you are drinking the coffee, and you 
are "Okay! Not my favorite to have coffee but also I am not going to be 
disrespectful in your home.” I am like, the same thing with the home visit. Like 
they offer you food, [I am not going like] “I don’t want to eat your food” [or] 
“that’s not my food.” but “Yes” because they offered it. (PI, 4/25/2016)  

 
          By comparing the way that the two cultures performed respect for teachers, Rose 

expressed an appreciation of Mexican culture and critiqued on her American culture:  

It's been very comfortable at their house and I think that's maybe, cultural, maybe 
just the comfortable level of respect they have for me as the teacher. Because you 
know the community really do have a respect for teachers. That's...unlike what I 
ever experienced as Americanized culture myself. (PI, 5/2/2016)  

 
         Jean also consciously accepted offers of food and drink in order to be polite.  But 

in her case, it was more a consequence her familiarity with this particular etiquette in her 

own cultural practices as a wife and daughter:  

Just so, like if I offered guests something, because I was trying to be polite to 
them, so if I just felt kind of vice versa. And then my mom used to say to us, 
“whether you want it or not, you just say thank you and sit down quietly.” So if 
we were go to some else's home, and they were to offer us something, even if we 
didn't particularly care for it, you would just say “thank you” respectfully and sit 
down. (PI, 5/19/2016)  

 
         Verónica transcended cultural boundaries through demonstrating her 

understanding of culture practices of having food in social occasions as has been 
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discussed in her mobility of body in the household where she was highly aware that there 

was food and drinks prepared for her.  So for Verónica, the practice was not so much 

cultural as it was relational.   

One tension about the need to cross a cultural boundary for Jean concerned 

possible different parenting styles which threatened her role being a teacher:  

When there are different parenting styles that we are not used to. Whether, you 
know, we view them as too harsh, or just different things… how it will play out 
when you encounter things, situations, that's just more so not to if you put a child 
in danger, that is just different, maybe whether not perceived as the best parenting 
practices. So... you know when you find out information that is not all going to be 
great. There's going to be things that are uncovered from families that... may be 
needed to know that are going to...like, require some stepping in, some other 
approach. (PI, 6/9/2016)  
 
 

 
Ambiguity in socioeconomic boundaries.  Both Rose and Jean had some 

concerns about the urban neighborhood where the families lived and where the 

interactions with the family would take place.  Indeed, their fear was a common concern 

shared among preservice teachers and their families.  Rose had the image of people who 

were financially depressed because they would have “tattered clothes” and a “funky car” 

instead of having a decent looking car and a house tastefully decorated.  She quickly 

learned from her first family that this stereotype was not always the case.  However, her 

preconceived notion about students from low economic status continued to a certain 

degree and affected her vision of the second family:  

I guess I just wondered, you know, like, I wonder what their parents do to, you 
know, be at a low-income school and... you know, be with these needs I guess, 
you know, they live in an RV park. I wonder what their career may or may not be. 
Different things like that. (PI, 5/16/2016)  
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Because of being in the program and educated with Funds of Knowledge and home visits 

for one year, Rose felt that she was able to take a funds of knowledge approach in 

imagining the family dynamics or at least staying open to what she might encounter in 

the home:  

‘Cause now that I know and am familiar with funds of knowledge, I am trying to, 
process, you know, what is the funds of knowledge that I could find from this 
family. Okay, gardening, maybe, I don't know. Do they have a yard? So.... there 
were all kinds of thoughts I guess. Yeah, I guess I just, again, I tried to pretty, 
remain pretty open, I mean, I didn't really know what to expect, and I guess I tried 
to go in with a pretty open mind to things. (PI, 5/4/2016)  
 

         Similarly, Jean grew up in a suburban neighborhood in southern California and 

was new to this city where the university is located.  She toured the neighborhood where 

her second family lived prior to the official visit, something she did not do while 

engaging with her first family whose backgrounds allied more with her own.  The things 

that she noticed, including big chained unsupervised dogs, unstable looking link fences, 

graffiti on the fences, a homeless person across the street, etc. made her scared and 

uncomfortable.  She admitted that she held biases about walking into the home:  

So I am like walking around in the strange place, that's not a warm up for the 
house… So, that when I was just a little bit, I was more uncomfortable going in. I 
wasn't sure if I parked in the right spot. I wasn't sure where I was. And there were 
dogs going crazy and so there is just a lot of hyper emotion. I also never met the 
mother prior...to that home, to my first engagement with that student…And there 
were just things that I did not know what to expect in the household. So I think 
that may contribute to the preconception, because I had time to visualize the 
second home, and the first one just you kind of walked in, …You go right in….So 
I wasn't sure what the home condition was like inside.  And I realized that was a 
bias like walking into it. It was just a really warm welcoming place the moment 
you walked in, where I thought the neighborhood itself, I did not feel.... warm and 
welcoming. (PI, 5/19/2016)  

 
          The extrinsic anxiety of being in the new and unfamiliar neighborhood was salient 

for Rose and Jean.  Both stated that they had biases to certain neighborhoods and shared 
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that their preconceptions changed after the engagement and that they found homes were 

warm and welcoming.  However, it is unclear whether this “transformation” was just 

temporary and how such experiences shaped their preconceptions and future 

engagements with families from lower socioeconomic classes living in the urban 

neighborhoods.    

 

Highlighting racial congruence and disregarding racial differences.  Each of 

the participants engaged with families who may or may not have shared the same racial 

and ethnical backgrounds.  Participants either highlighted their racial backgrounds when 

such ethnic characteristics were mutually shared with the families as in Verónica’s case, 

who stated “I am Hispanic like Adan and Maria. My first language is Spanish like them.”   

Or drawing from academic trainings to facilitate the mobility of racial boundary as Rose 

did.  For example, she recalled a time when the family discussion was about transferring 

one son to a different school because of the social discrimination he experienced being an 

African American.  Rose felt that she was capable of crossing racial backgrounds but not 

sure whether her stance was fully recognized by the family: 

I am also majoring in Africana Studies and was very rooted in that conversation 
because I have done many studies about overcoming adversity and the 
unintentional racism that some people have that they don’t realize, which was 
exactly what the family was telling us when they shared that story. So I was able 
to connect on a level that I don’t think they thought I would be able to which was 
really great for me and I think allowed me to reach a level of common ground 
with them.  

 
        On the other hand, both Rose and Jean interacted with Mexican American 

families in the second year.  Both did acknowledge the families being Latino but failed to 

address their racial identifiers of White during the interactions.  They expressed that they 
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hoped to be recognized as real persons with either cultural knowledges or shared interests 

so that they could build connections with the families.  However, this “conscious decision 

to disregard racial differences within the private and public realms in favor of 

emphasizing a shared identity as human beings” instead of as “members of a racial 

group” (Tuan & Shiao, 2011, p. 47) might be a revelation of a “social etiquette of 

colorblindness” (Park Nelson, 2016, p. 120).  

 

Highly aware of and maintaining territorial boundary.  Participants went into 

the household during the home visits as learners, researchers, student teachers and 

teachers to observe the family structures and the interactional dynamics.  These are 

considered as important resources for creating engaging curriculum.  Preservice teachers 

attended to their roles being observers knowing what they witnessed or experienced was 

that of the family’s experiential and cultural territory.  

As noted earlier, Rose experienced a temper tantrum in one of the households, 

after which the mother had to take the child to a different room for discipline.  Rose felt it 

was not her place to interfere because “at an engagement it is really important to 

remember that the parents are in charge and will handle situations the way that they have 

taught their family within the home.”  

        The first family that Jean engaged with was active in environmental protection 

and green practices at home, things that she was unfamiliar with nor felt that she need to 

understand because it is out of her field and territory:  

They, my student told me, “Don't forget! Don't flush it. Don’t use the bathroom 
unless you have to. You do something else. ‘Cause they consume water.” So those 
are kind of things.  [For me it was] like, "Alright. This is your home. These are 
your things.” (PI, 5/19/2016).   
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          In these examples of mobility of boundaries, preservice teachers demonstrated 

awareness, moving across, discarding, dissolving the linguistic, cultural and social 

boundaries while at times maintaining cultural, social, racial and territorial lines and 

limits in the space of interaction of home visits.   

 

Analysis and Discussion 

         These findings exhibit nuanced aspects of the (im)mobilities of preservice 

teachers at mental, physical and social levels that tend to underscore the great complexity 

of the negotiation with significant and common boundaries between the preservice 

teachers and the families in the space of students’ homes during Funds of Knowledge 

(FoK)-based home visits.  

         Mobility of minds required preservice teachers to be able to shift between 

different references of identification because of the intersection of multiple individual 

and professional roles that were necessarily unveiled in their interaction with families.  

Preservice teachers understood that encounters and events were situational, and that the 

student’s home was the family’s territory so to achieve acceptance they must be open and 

responsive to the unique cultural and traditional practices of their hosts.  They 

demonstrated consciousness about the families’ emotions and feelings, exhibited 

capabilities to adopt multiple roles including but not limited to teacher, researcher, 

learner, mother, woman, and individual, and at times were able to transition between 

different identifies between teacher and learner as well as between teacher in the 

classroom and teacher in student’s home.  
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         However, shifting identities remained challenging.  Foremost, being college 

students was to some degree dominant in their identities.  Such observations were 

revealed by their awareness that conducting home visits was a course assignment which 

should result in quality written reports.  They were also aware of the power relationship 

between them and the professionals from both the public school and teacher education 

program where they were inferiors.  Secondly, this challenge resulted from the conflict of 

expectations between the teacher education program and the families.  On the one hand, 

being students, they needed to address the teacher education program expectations, which 

were based on the FoK approach, to uphold families as authorities in their everyday 

practice in the cultural space of their homes.  This prescribed role required preservice 

teachers to shed their skins of being the expert on education and children, rather as 

learners of family practice and knowledge.  On the other hand, there were times families 

expected them to be able to respond to the family’s needs and questions as that of a 

classroom teacher with authority, which they felt either uncomfortable to do or 

inadequate to achieve.  Whyte and Karabon (2016) identified “the hegemonic structure of 

schooling, previous experiences, and traditional teachers’ roles dominated teachers’ 

experience with the FoK framework” (p. 217).  These issues of power, perceptions 

surfaced, and role-shifting are equally, if not more saliently, characterized preservice 

teachers’ home visits experience, which further enhanced their student identities.  

         Preservice teachers’ mobility of bodies in the spaces of households is the easiest 

to achieve and be identified.  However, it may not necessarily only involve frequent 

movement across places or different spaces of interaction.  Rather, preservice teachers 

consciously positioned their physical bodies either by deliberately moving, not moving, 
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or being selective as to locations or spots for interactions designated to fit into the family 

dynamics, showing respect or completing the goals prescribed by the teacher education 

program.  

         Preservice teachers demonstrated different levels of mobility regarding linguistic, 

social, cultural, socioeconomic and racial differences, among which linguistic boundaries 

appeared to be the easiest to navigate.  Though being able to cross social and cultural 

boundaries, they also expressed desires of maintaining both in certain circumstances.  

The former was exhibited by their uncomfortableness when the relationship with the 

families became intimate and the latter as their concern about imagined parenting 

practices that may not be consistent with their personal experiences or professional 

training.  The socioeconomic and racial boundaries seemed to be the most difficult for 

preservice teachers to negotiate and their future engagement with such differences 

remains uncertain and opaque.  

          Previous studies (Peralta-Nash, 2003; Power & Perry, 2000; Zygmunt-Fillwalk, 

2006) identified positive impacts home visits had on preservice teachers’ attitudes, skills 

and perceptions of working with families.  This analysis confirmed the previous 

conclusions of some general developments among preservice teachers regarding 

interaction with families in unfamiliar cultural and social spaces of households through 

FoK-based home visits.  They all expressed appreciation for having opportunities to 

engage with families and how the families really opened their doors and lives to them and 

their learning.  

         However, this growth might be superficial because participants only engaged 

mobilities in a clinical way.  On the one hand, they demonstrated success of participating 
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with the family climate and culture through deliberately mobilizing their physical bodies.  

They were masterfully crossing linguistic boundaries and going beyond the social 

boundary though being eager to maintain the societal borders between themselves as 

educational professionals and the families.  They tactfully managed the cultural boundary 

by crossing it, but were concerned with the possibility of dissensions related to the 

parenting style.  And at the same time there are some ambiguity with their navigating 

socioeconomic and racial boundaries.  In other words, they demonstrated the capability of 

transitioning across non-controversial differences regarding language and cultural 

practices but did not achieve full capacity in shifting between a more critical variance of 

class and race.   

         Related to these material and volitional processes of (im)mobility of bodies and 

boundaries, at both physical and social levels, might be preservice teachers’ uneven 

mobility of minds.  On one hand, they exhibited weak mobility of minds because of the 

dominance of their student identity.  They detached from broader political and 

ideological issues and had different levels of difficulties envisioning their future 

engagements with home visits.  On the other hand, they engaged strong mobility of minds 

where they were able to contemplate the family’s feelings and emotions, adopt and shift 

between different roles, show awareness of power relationships within which they as 

college students were imbedded, and discern but have difficulty with family expectations 

for them to perform as professionals.  These askew mobilities of minds suggested that 

participants conformed to the internalized roles as students and individuals, but struggled 

with adopting the evolving new roles of emergent professionals while carefully arranging 

their relations with the families.  Floyd Tenery (2005) recognized the necessities of 
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identities shifting and exhibited some ease in transitioning between roles as a classroom 

teacher conducting home visits as a visitor.  This study suggested that the practice of 

shifting dispositions might not be easy for preservice teachers.          

 

Conclusions, Recommendations and  

Challenges for Teacher Preparation Programs 

        Situated in a trend of teacher education program preparing preservice teachers for 

diversity through providing community-based field experience including home visits, this 

project explored ways, forms and levels preservice teachers with diverse backgrounds 

negotiated home visits within a framework of Funds of Knowledge which views families 

and communities as critical resources providers to the development to students.  By 

utilizing (im)mobility of minds, bodies and boundaries as the framework examining their 

negotiations of boundaries in the space of students’ homes in urban neighborhood, the 

findings provide some insights for teacher educators and teacher education programs that 

are considering the preparation of preservice teachers for building collaborative and 

reciprocal relations with students and families. 

  

Transformation is Difficult even with Home Visiting Experiences 

          Visiting a household is intimidating to most, if not all preservice teachers.  All 

three participants expressed different concerns about this practice but were viewed as 

“successful” cases because they appeared committed to encounters in the family’s home 

environment.  Despite some success of participants to be able to reposition themselves 

regarding bodies and boundaries, this study suggests that it may not end with mobility of 
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minds, or even a transformation.  Their mobility and immobility at mental, physical, and 

social levels revealed that preservice teachers’ perception of working with families was to 

a certain extent quite superficial.  It has not transcended the desires of college students 

wanting good grades for course assignments, good citizens with good manners showing 

respect for others, or future teachers for “good practice” to resulting in a sense of 

professional responsibility for building collaborative and reciprocal relationship with 

families through the practice of home visits.  The goal of teacher education to provide 

community-based field experience that allowed for the negotiation of the sociocultural 

settings and professional/personal selves for the growth of preservice teachers was not 

fully realized.   

 

Socioeconomic and Racial Boundaries are not Easily Overcome 

First, it is a general observation that current and prospective teaching forces, 

being predominately White middle-class female, do not have much preparation or 

opportunity to interact with families from diverse backgrounds before they begin their 

teaching career.  FoK-based home visits appear to be important for preservice teachers to 

engage families with whom they haves little prior experience as a means for developing a 

better understanding of students’ home environment as well as their cultural resources in 

order to maximize classroom success.  

         Secondly, to cultivate productive preservice teachers working with families and 

communities, teacher educators not only need to recognize the significance of including 

FoK-home visits in their teaching, but also to understand the complexity of preservice 

teachers’ (im)mobility of minds, bodies and boundaries during FoK-based home visits.   
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The process of navigating the perceived-conceived-lived space of the “frightening jungle 

of a poor family’s home”, which is disconnecting from their life experiences and living 

space, is not easy for preservice teachers, but rather to be a dynamic and complicated 

procedure.  The socioeconomic and racial boundaries seemed to be the most difficult for 

preservice teachers to negotiate and their future engagement with such differences 

remains uncertain and opaque. 

 

Educating to Negotiate and Transcend Difficult Spaces 

Teacher education programs, then, should engage preservice teachers learning to 

function in the unfamiliar spaces.  On the one hand, it is critical to provide the functional 

knowledge and performance skills for future teachers to “live” in the space of interaction 

of homes they visit, which should involve mobility of bodies and social, linguistic, and 

cultural boundaries.  On the other hand, it is also important to cultivate their capabilities 

to negotiate the racial and political boundaries that they perceive.  Both are vital to 

facilitate preservice teachers’ mobility of minds which are related to the development of 

their conceptions of homes and families where their students coming from, family-

teacher relations as well as their individual and professional selves.  

In this article I began by framing my work around the theoretical ideas of space 

being an interconnected perceived-conceived-lived triad involved in body, boundary 

being neutral, and the (im)mobility of minds, bodies and boundaries.  These ideas helped 

me think about ways that preservice teachers navigate the unfamiliar space of students’ 

homes when numerous boundaries exist.  The new categories of im(mobilities) generated 
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in this study extends the framework of (im)mobility of minds, bodies and boundaries to 

understand how individuals attend to the space that was new and unfamiliar.  

         People become productive and competent cultural beings not only by adhering to 

their cultural heritage, but also by transitioning, meaning going across and beyond the 

limits of one’s legacy while transcending the numerous boundaries separating them from 

other social beings.  A multicultural education will not be possible if educators do not 

have the capability of negotiating the physical space and transcending the various 

boundaries while interacting with others at a mental level.  To achieve these goals, 

teacher educators should not only provide preservice teachers opportunities to engage 

with families, but they also should work to understand and involve preservice teachers to 

explore how their social life and educational experiences impact the way they engage 

boundaries in the space of homes, and how this boundary work might be related to their 

acquired perceptions and conceptions of themselves, the families and the space of 

students’ homes.  This study calls for continuous examinations of preservice teachers’ 

practices and outlook on FoK-based home visits on the micro level concerning their 

personal and professional practice, developments and identity.  Furthermore, it 

recommends teacher researchers to engage preservice teachers in action research by 

having them participating in documenting and examining their (im)mobilities in the 

household and seek out ways to translate these studies into actual practices.  Meanwhile, 

it is also important to inspect the abstract construct of the larger discourse that portraits 

the urban families for the home visits purpose as “the frightening jungle of a poor 

family's home”.  Future studies in these directions are needed to move us forward to 

develop transcultural educators not only to build reciprocal and constructive  
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family-teacher relationships, but to achieve greater equality and meaningful education for 

all students.   
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Major Findings & Conclusion  
 

         In this dissertation, my central concern was the preparedness and capacities of 

teacher educators of color and preservice teachers to transcend boundaries in educational 

and social settings.  I focused my study on understanding what was playing out when a 

multicultural educational agenda using Funds of Knowledge (FoK)-based home visits 

project was carried out in a multicultural and social justice-oriented teacher preparation 

program situated in a middle-sized city in the Southwest of the U.S.  I was particularly 

interested in examining the experiences and perspectives of teacher educators of color 

and preservice teachers.  This final section is organized around my three research 

questions.  

 

What Happens at the School Site When FoK-Based Home Visits are Organized 

When a FoK-based home visits project was carried out in the context of a  

state-mandated teacher educational course of Structured English Immersion (SEI) in an 

elementary school situated in a specific geographic, political and social surrounding, the 

dynamics associated with power, which “exists only when it is put into action” (Foucault, 

1980, p. 219), permeated these physical and metaphorical spaces.  First, power, exhibited 

as “net-like organization [sic]” emerged because of the negotiation between and among 

one teacher educator, preservice teacher students and their public-school mentor teachers 

when a FoK-based home visits project was concerned (Foucault, 1976, p. 98).  Each of 

these constituents acted and reacted to one another based on their different 

understandings and interpretations of the relevance of this multicultural educational 

agenda in a public school.  Their acting and reacting, or negotiation, resulted in their 
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accommodating or struggling against each other which was related to their individual, 

pedagogical ideology and practice.  

Secondly, power, as a web of relations, is multilayered, multifaceted, 

multidimensional and in constant flux.  The power constituents’ partaking in these 

procedures of accommodation and struggle in turn reconstructed the climate of the school 

setting which each needed to continuously respond by renegotiating their relations with 

one another.  The effects of these constant renegotiations were dynamic cooperation and 

conflicts between and among mentor teachers, one university instructor and preservice 

teachers at the material and cultural levels.  

Thirdly, these practices of accommodating and struggling as well as their effects 

of cooperation and conflicts at different levels rendered all participants of this power 

dynamic as both targets and vehicles to apply and organize these power relations.  It is 

indeed the potentiality of each constituent, who struggled to gain control over his or her 

practices and subjectivities, participating in (re)arranging the social relations annunciated 

the constructions of “subjects,” which are “the myriad of bodies” instead of “a unitary, 

singular body animated by the spirit of sovereignty—from the particular wills of a 

multiplicity of individuals” (Foucault, 1976, p. 98, emphasis in original).  

            The power relations emerged as the consequence of one university instructor 

attempting to integrate the multicultural educational agenda of FoK-based home visit into 

a state mandated approach for teaching ELLs which has little research support (Combs, 

2012).  The nation and state seemingly impose a certain level of coercion on what and 

how students, including ELLs, should be taught through the ideological production of 

apparatuses of knowledge, “the effective instruments for the formation and 
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accumulation,” (Foucault, 1976, p. 102), specifically standardized tests, linguistic and 

educational policies and SEI.  The operation of these different elements and processes   

elicited constant renegotiation of relations between and among those being acted upon.   

The emergences of the power relations as well as the simultaneous constructions of the 

“subjects” as “the myriad of bodies” and subjectivities (Foucault, 1976, p. 98, emphasis 

in original) among constituents signify the importance and possibility of building allies 

among university instructors, preservice teachers and mentor teachers as well as the 

public schools and university teacher education programs.  

 

What Happens to Teacher Educators of Color Who Organize FoK-Based Home 

Visits as a Part of the Teacher Preparation Program 

In this self-study, two Asian female Graduate Teaching Associates (GTAs), Xin 

and Chee Hye, teaching FoK and home visits, were seated in a “contact zone” where the 

western progressive ideology of multicultural education, dominant racial, cultural, social 

and ideological discourse encountered our Asian-selves (Pratt, 1992).  In this symbolic 

site, conflicts of individual and professional ideologies about multicultural education and 

home visits ensued where we experienced frequent feelings of disorientation, puzzlement, 

frustration, depression, disappointment, self-doubt, and passivity, although in some rare 

instances there were some comfortableness and excitement.  

We adopted various strategies with the specific intent to cope with the intersecting 

political, racial, social, cultural and emotional opportunities and constraints in 

educational settings. These strategies which we coined, based on data analysis, included 

concealment, conformity, detachment, trapped, disillusionment, awakening, realignment, 
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and distancing   These navigating tactics could be intentionally employed or the result of 

passive endurance.  Through these maneuvers of negotiating relations with preservice 

teachers, mentor teachers and other educational professionals as well as multicultural 

educational theories and practices in the current political and social contexts, we 

traversed a generally progressive but non-lineal transculturation process which we coined 

as alienation-awakening-retreat-realignment-distancing.  Similarly, there were specific 

issues shared by preservice teachers when carrying out the course requirements of  

FoK-based home visits which were an integral component to multicultural teacher 

educational agenda of FoK and home visits.  

 

What Happens to Predominately White Preservice Teachers Who Conduct  

FoK-Based Home Visits 

         When three female preservice teachers, more specifically, Rose and Jean with 

their White middle-class upbringing and Verónica from a Latina working class immigrant 

background conducted FoK-based home visits, they stepped into an “othered” (Said, 

1978) and unfamiliar space perceived as a “frightening jungle of a poor family’s home.”  

To function effectively in this space required their mobilities at the mental, physical, and 

social levels.  Sicakkan (2005) coined the framework of (im) mobility of minds, bodies, 

and boundaries to consider how a diverse Europe is possible by examining individuals’ 

ability to imagine themselves in other times and places and/or as belonging to other 

groups, and to move between different references of identification.  This framework also 

concerns one’s migration and frequent movement across places and different spaces of 

interaction as well as shifting territorial, political, cultural, economic, and social 
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boundaries.  The utilization of (im)mobility of minds, bodies and boundaries as the 

means of apprehending preservice teachers’ experience suggested that they engaged their 

students’ families in the homes at the physical level but had difficulties at the mental and 

social levels as illustrated by their complex ways, forms and levels of negotiating 

boundaries.   

         First, preservice teacher engaged in mobilities in a clinical way.  They 

demonstrated success with participating in the family dynamics through deliberately 

mobilizing and positioning their physical bodies.  They crossed linguistic differences and 

went beyond the social boundary but were eager to maintain the social borders between 

them as professionals and their student families.  They managed the cultural boundary by 

crossing some but were frustrated with other imagined one, for example, differences in 

parenting styles.  And at the same time, they struggled with socioeconomic and racial 

boundaries. 

   Secondly, related to these lower cognitive levels of (im)mobility of bodies and 

boundaries, or both physical and social behaviors, might be preservice teachers’ 

complicated mobility of minds.  On the one hand, they engaged in strong mobility of 

minds by being able to contemplate the family’s feelings and emotions then adopt and 

shift between different roles.  On the other hand, they exhibited weak mobility of minds 

because of the dominance of their student identities in addition to detachment from 

broader political and ideological issues.  And they revealed different levels of difficulty 

envisioning their future engagements with home visits.  
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Discussion of Major Findings 

         The findings revealed some critical concerns over both teacher educators of color 

and preservice teachers’ capacities to transcend boundaries between them and other 

participants in a multicultural educational oriented teacher preparation program situated 

in the local geographic and demographic settings in the current political, social and 

ideological context.   

         The map of power relations sketched out layered and multidimensional situational 

developments when FoK pedagogy and home visits were carried out.  The process of 

integrating this multicultural educational agenda was constantly renegotiated due to 

significant dissent expressed and various stances taken by different constituents.  These 

constituents included me as a teacher educator, preservice teachers and their mentor 

teachers.  The differences of opinions and practices adopted by each subject, while 

illustrating the significance and possibility of building allies between and among the 

constituents as well as between and among university education programs, public school 

and communities, also represented some challenges to overcome at this time.  

         Meanwhile, the teacher educators of color like Chee Hye and me struggled with 

grounding ourselves in the fields of teacher education, multicultural education and higher 

education because we did not automatically fit into the teacher education in our adopted 

land despite our diverse experiences and academic training.  We frequently experienced 

emotional turmoil and fought to cope during interactions with preservice teachers, public 

school staff and university colleagues.  We also experienced feelings of being trapped 

and concealment as the consequence of having to make constant adjustments to the 

professional, social and political expectations and constraints in educational settings.  At 
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times we had to detach ourselves emotionally as both an individual and professional in 

our efforts to complete our desired multicultural educational pedagogical aims.   

         Though we were able to overcome our initial alienation from the multiple 

dominant discourses and ideologies in the field of education and realigned ourselves with 

the new surroundings, our non-lineal transculturation progress uncovered the unachieved 

full participation in either the multicultural educational domain or dominant social, 

cultural and racial realm.  It was only through endurance of the many changes and 

challenges by being adaptive, along with constantly negotiating between and among 

contexts, and engaging the process of transculturation, that we persisted.  In the end, we 

distanced ourselves from these ideological discourses in order to create some room for 

internal contemplation regarding our position in these intersecting political, social, and 

educational milieus.   

         The preservice teachers, on the other hand, demonstrated their own difficulties of 

engaging with the prejudice reduction and equity pedagogy of FoK and home visits, 

which the teacher education program at the university seeks to implement.  The study of 

their (im)mobilities of minds, bodies and boundaries showed that their engagement with 

the families was to a certain degree reserved.  They were capable of taking on non-

controversial differences regarding language and cultural practices, but they struggled to 

appreciate issues of race and class.  In addition, they seemed to have reservations and 

some unresolved misgivings about furthering engagement with families in the 

surrounding communities as a future professional practice.  That is, they conformed to 

their internalized roles as students and individuals while still struggling to adopt the 
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evolving new roles of emergent professionals to build collaborative and reciprocal 

relationship with families.  

The impetus of this study was the hyperemotionality and alienation experienced 

by me as a teacher educator of color together with my predominately White preservice 

teacher students, as that was identified at the beginning of this dissertation where I 

questioned what happened, whether such tensions could be dissolved, and whether the 

boundaries could be crossed.   

The tensions experienced by both teacher educators of color and preservice 

teachers, I argue, might be indicatives of issues in several levels that were materialized.  

First, the current public school has been characterized as increasing diversity (Ochoa, 

2007; Suárez-Orozco, Qin, & Amthor, 2008; Ryan, 2013; Grant, 2007; SDGLN Staff, 

2012; Sleeter and Grant, 2007) and demographic divides among teaching forces (Ladson-

Billings, 2001; Ochoa, 2007; National Center for Educational Statistic, 2015).  The 

estrangement permeating the classroom experienced by both teacher educators and 

preservice teachers might be revelations of the immediate consequences of such 

demographic divides in terms of gender, class, race/ethnicity, language, sextual 

orientation in the field of teaching profession.  

Furthermore, these disaffections might be also a result of several fundamental 

issues as evidenced by the findings of this study.  First it was the multilayered, 

multifaceted and multidimensional net-like power relations constantly at work.  In 

addition, teacher educators of color such as my colleague Chee Hey and I struggled to 

cope with the multiple situations while at the same time undergoing a process of 

transculturation.  Our wrestling with the professional demands and individual identities 
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came face to face with preservice teachers’ lack of essential knowledge, skills, mindset 

and interest in effectively negotiating boundaries between themselves and their students’ 

families.   

In facing the increasing diversity, demographic divide as well as alienation in the 

field of teaching, scholars (Hollins & Guzman, 2005; Cochran-Smith & Villegas, 2015) 

identified strategies that have been implemented to prepare teachers for diverse 

populations.  Such strategies include a general focus on preparing teacher candidates 

from dominant groups for diversity through prejudice reduction and equity pedagogy, 

providing school- and community-based field experiences, recruiting teachers of color, 

and implementing alternative pathways, programs and routes to become teachers.  

However, literature also revealed an inconsistency between the reported “favorable 

results” of the impact of community-based learning opportunities (Cochran-Smith & 

Villegas, 2015) and the graduates’ lack of interest in securing (Giroux, 2001, as cited in 

Cochran-Smith & Villegas, 2015) or sustaining (Scafidi, Sjoquist & Stinebrickner, 2007, 

as cited in Cochran-Smith & Villegas, 2015) teaching positions in urban, hard-to-staff, 

and/or poor schools.   

In turn, the findings in this study illuminated how the “favorable results” in 

multicultural educational teacher education classrooms were “short-term” that did not 

actualize its vision and goals or translate into actual outcome of teachers’ willingness to 

serve the diverse population by seeking job opportunities in the urban areas (Hollins & 

Guzman, 2005, p. 495).  On the one hand, the incomplete transculturation process of 

teacher educators of color and lack of transformation among, if not all, most preservice 

teachers, as well as the net-like power relations, may have lasting influence beyond what 
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has been covered in this report.  As a matter of fact, at the closure of this study, Chee Hye 

left the U.S. and returned to South Korea.  The political and institutional constraints on 

international students affected her opportunities to continue engaging with multicultural 

educational theories and practices in the U.S. context.  Her attention to theory and desire 

to develop preservice teachers as serious pedagogues and intellectuals were primary 

goals.  They also provided the basis through which to examine her perspective with 

boundaries, and to reflect on her process of transculturation.  Among the preservice 

teachers, the two White students are currently not directly involved in multicultural 

educational settings.  Rose teaches in an affluent school district and Jean is employed in a 

religious school.  Verónica, as a Latina, is the only one engaged with socially and 

linguistically diverse students by teaching in an urban bilingual school.  As for myself, 

upon completion of my doctoral program, I have left the specific site of my study, and I 

felt it was unclear as to what degree I would have opportunities to continue to interrogate 

theoretical boundaries, transculturation, public education, teacher education, multicultural 

education, and higher education in a U.S. context.   

On the other hand, the reported experience, while individual, does suggest that 

other teacher educators of color and preservice teachers who work within a Funds of 

Knowledge framework may encounter the same sorts of challenges.  That is, if teacher 

educators are also international, or Asian, their transculturation process, if it occurs, will 

be multifaceted and complex.  It may also be incomplete.  If preservice teachers resist 

transformative experiences gained through home visits, then their own transformation 

will be incomplete.  If such a multicultural education agenda is carried out in other school 

setting, a dynamic power relation might also occur.  In other words, regarding preparing 
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students for diverse populations, we, as fields of teacher education, multicultural 

education, and higher education, simply have “not having arrived”.  Findings from this 

dissertation suggest that such alienation in the field of education might continue.  The 

boundaries, as that between teachers and students in all educational levels, between 

university teacher education programs and public schools, between public schools and 

families and communities, remain as a field that need to be studied both theoretically and 

practically.  

 

Implications 

This dissertation does more than just provide accounts of what happened when 

FoK-based home visits were carried out as a part of the teacher education agenda in order 

to unpack the hyperemotionality experienced by teacher educators of color and preservice 

teachers or the material and metaphorical boundaries detected in the teacher education 

programs.  The three articles also suggest some substantial factors for educational 

researchers and practitioners to consider in order to improve the effectiveness of 

multicultural educational teaching in responding to the identified predicaments of 

increasing diversity, demographic divides and alienation.  

First, preparing teacher candidates from dominant groups for diversity through 

prejudice reduction and equity pedagogy and providing school- and community-based 

field experiences such as Funds of Knowledge (FoK) and home visits are important.  

However reluctantly, through such field experience preservice teachers had opportunities 

to engage families with whom they have little prior experience as a means for developing 

a better understanding of students’ home environment as well as their cultural resources 



220 
 

 
 

in order to maximize classroom success.  There were some general developments among 

preservice teachers regarding interaction with families in unfamiliar cultural and social 

spaces of households through FoK-based home visits.  For example, the student John in 

the first article who initially was skeptical about home visits and resisted them, but at the 

end of the experience underwent a theoretical and social transformation about his 

identities as teachers of Latino children.  All three participants in my case study also 

expressed appreciation of having such opportunities to engage intensively with the 

families and how the families really opened their doors and lives to them and their 

learning.  

         Secondly, recruiting educators with diverse linguistic, racial, ethnic, gender and 

sexual backgrounds into the teaching profession is indeed critical.  This study of Chee 

Hye’s and my experiences and perspectives as teacher educator of color has shown that 

female international graduate teaching associates contribute to the demographic 

kaleidoscope in teacher education programs.  With our untraditional backgrounds, we did 

bring in more than one frame of reference.   These gender, social, political, academic and 

cultural packages afforded us challenges and resources as teacher educators of color to 

negotiate the numerous boundaries between us and other groups.  We had to 

transculturate through participating in new social worlds and academic fields in an 

adopted land, which many immigrant families and their children will have to experience.  

We as teacher educators of color were able to not only to see but also go beyond who and 

what we were as individuals and professionals to dialogue with the inner selves, with 

each other, our colleagues in teacher education, and with social, cultural, political and 
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ideological discourses in the wider community.  Our strength lies in endurance, 

persistence and adaptivity.  

Meanwhile, Verónica, a Latina preservice teacher who is also a mother of three 

bilingual children, engaged families with whom she shared similar linguistic, racial, 

immigration, cultural, and familial backgrounds, which made her story a relatively 

happier one.  Clearly, she experienced fewer cultural and social boundaries, which meant 

that there were fewer challenges for her to negotiate.  This reality supports the view that 

colleges of education would do well to recruit people of color into the teaching 

profession.  

 

Limitations  

         The studies included in this three-article dissertation were carried out around the 

implementation of a specific multicultural educational agenda of Funds of Knowledge 

(FoK) and the practice of home visits in a specific teacher education program.  In this 

program, the influence of FoK is profound and the value of home visits is generally well 

understood among university professionals.  As a Graduate Teaching Associate (GTA) 

immersed in the program it was possible for me to negotiate access to the school site 

through existing contacts.  At this site participants were readily available.  In this sense a 

convenience sampling methodology was used (Creswell, 2008).  I am mindful that a 

similar study conducted in an entirely different region where student demographics are 

different might yield very different results.  However, I believe that the themes from this 

dissertation could provide useful information about the preparation of and the capacities 

of teacher educators of color and preservice teachers to transcend the many 
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hyperemotional boundaries where issues of alienation may be present.  I hope that 

insights from these studies will not only inform practitioners in their future adoption of a 

Funds of Knowledge framework and home visits, but also provide a basis upon which 

future research in these areas can be encouraged.  

 

Recommendations 

This study presented a case with less success concerning preparing future teachers 

working with diverse student population through a particular multicultural educational 

agenda using Funds of Knowledge and home visits; instead the findings revealed several 

problematics where things did not work out, or where we got stuck.  It is based on this 

general observation and specific findings I make the following recommendations for 

researchers, teacher education program administrators, teacher educators, policy makers 

and the field of multicultural education.  

 

For researchers.  First future research on what happens when the approach of 

Funds of Knowledge and the practice of home visits are carried out in other geographic 

areas is needed.  And it will be important to compare the results with those of this study.  

As my research limitation suggests that the teacher education program where this study 

was conducted has a strong social justice orientation where faculty members are 

committed to disrupting existing and persisting inequities in education.  Meanwhile, 

though the specific geographic location of the site is unique, the political climate that is 

hostile to the ideal of diversity is common.  What the findings suggest, including 

emergent power relations, teacher educators of color struggling and preservice teachers 
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not necessarily experiencing transformation, is indeed disheartening but not very 

surprising.  So, particularly I recommend that research be focused on seeking out success 

stories where relations between teacher and students in different educational levels as 

well as schools and families undergoing transformations with the implementation of a 

multicultural educational agenda using, ideally, Funds of Knowledge, or a similar 

approach.  Data to be gathered should include empirical details which will facilitate 

inducing key features that help us to achieve our desired goals.  

Secondly, the literature has identified “strong resistance to multicultural education 

and a lack of implementation skills among professors of teacher education” (Gay & 

Howard, 2000, p. 15).  This dissertation has presented some issues with teacher educators 

of color from different immigrant and linguistic backgrounds, and their negotiation with 

boundaries during teaching Funds of Knowledge and organizing home visits.  Further 

study needs to focus on the experiences of predominately White teacher educators, the 

dominant ones in the current teaching forces when they are attempting to be involved in 

the multicultural educational agenda of FoK-based home visits.  It will be interesting to 

compare their experiences and perspectives with those of teacher educators of color.  

Related issues also include the impact of their teaching on predominately White 

preservice teachers with respect to their ability to work with students and families with 

backgrounds different from their own. 

Next there continues to be a marked lack of voice for “marginalized individuals in 

the society,” meaning disenfranchised students in public schools and their families, who 

are the principal goal of this three-article dissertation intended to address (Creswell, 

2014, p. 9).   For now this would be my personal research agenda to go into the student 
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households in urban neighborhoods, which as noted earlier are frequently viewed as 

“frightening jungle of a poor family’s home,” and explore what happens to the children 

and the families when a multicultural educational agenda of FoK-based home visits is 

carried out in the space of their homes.  However, I would strongly recommend 

researchers exploring these areas to also include families’ voices to provide an even more 

comprehensive picture in their research.  The literature has already identified some initial 

intimidation and suspicion (Stetson, Stetson, Sinclair, & Nix, 2012) experienced by 

families who eventually become receptive to and welcoming of these visits (Roggman, 

Boyce, Cook, & Jump, 2001; Faber, 2015).  The questions to be explored could include: 

What are the emotions that families experience before and during home visits?  What are 

the boundaries between these families and the individuals who visit them?  In what ways 

do families manage (or not) potential feelings of intimidation?  What are their 

experiences and perspectives with boundary and border crossing?   

         Another relatively absent voice belongs to preservice teachers of color.  I was able 

to work with Verónica on im(mobility) regarding boundary crossing in this study.   

However, because of the fewer boundaries she encountered as the result of the very 

similar backgrounds she shared with the two families she visited and there were not many 

boundaries to speak of, her voice in my study on (im)mobility was less salient and her 

experiences were to certain extent less visible or robust .  On the other hand, there were 

interesting issues in the ways that she engaged with boundary.  For example, she 

expressed a desire to maintain social boundary between her being an educational 

professional and the family as well as lack of reflections of broader political issues 

despite her embracing a future of working with families with diverse backgrounds.  I 
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hope to have opportunities personally to explore these areas, but I would also recommend 

researchers to focus on preservice teachers of color specifically to explore their 

im(mobility) where boundary negotiation becomes crucial.   

 

For teacher education program administrators.  First multicultural educational 

theories and practices such as FoK and home visits are of great value in educating and 

compelling preservice teachers to engage with the physical and mental worlds of the 

marginalized students and families in urban areas where boundary crossing are necessary, 

however difficulty that is.  Teacher education programs are recommended to adopt these 

theories and practices into their programs and teaching.  However, due to the emergent 

power relations and complexities identified in this study, I recommend teacher education 

programs to work out more strategy plans beforehand to address the potential intersecting 

problematics.  For example, to establish common consent to these agendas among teacher 

educators, public school teachers and administrators as well as preservice teachers.  This 

may involve some reconfiguration of the program by making multicultural education a 

core value and integrating its principles in every aspect of formation of the program.  

This may call for departmental or even institutional efforts.    

I would recommend teacher education programs to recruit more individuals with 

nontraditional backgrounds into the teaching forces.  My study indicates that teacher 

educators of color find security and refuge in the field of multicultural education while 

one Latina preservice teacher exhibiting a profound embracing attitude to working with 

diverse populations which is comparatively lacking among White preservice teachers.   

And teacher education program should do more than simply “adding” educators 
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from non-White or middle-class backgrounds into the program.  Rather the recruitment 

should be accompanied by the establishment of a system of supporting networks and 

intervention protocols and mechanisms.  In our years’ engagements with multicultural 

educational theories such as Funds of Knowledge and home visits, Chee Hye and I 

became allies by providing constant emotional and academic support to each other.  And 

we both were fortunate to have the support from several faculty members who listened to 

our voices, provided guidance and stepped in to interfere when situations became too 

difficult for us to handle, which made it possible for us graduate students working as 

teacher educators to persist.   

 

For teacher educators.  Just as I would recommend adopting the multicultural 

educational agenda of Funds of Knowledge and home visits in the teacher education 

programs, I would make the same recommendation to teacher educators to integrate this 

theory and practice in their own teaching classroom if such a program wide adoption is 

not feasible.     

Secondly to apply the findings from this study, teacher educators need to first 

engage in self-reflection as how they, consciously or unconsciously, position themselves 

in terms of the multicultural teacher education approaches.  This can be achieved by 

examining the way that their own background may impact how they perceive the 

relations of school-family and teacher-student.  Teacher educators also need to be 

watchful with the power relations as in what way they as teacher educators are both the 

vehicle and target of the operation of power in order to avoid the pitfalls of “reproduce 

the relations of dominance between educators and their constituents” (Rodriguez, 2013, 
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p. 115).   They may need to conduct teacher research to investigate how the power 

practices and effects would impact the implementation of Funds of Knowledge and 

orchestrating home visits in school sites.    

On the other hand, teacher educators should also validify and attend to preservice 

teachers’ emotional reactions.  I recommend teacher educators to carefully discern 

preservice teachers’ (im)mobilities at mental, physical, and social levels.  Accordingly, 

teacher educators should generate strategies, including providing the functional 

knowledge and performance skills to preservice teachers to present themselves in 

students’ homes.  The pedagogical goal should be set to facilitate preservice teachers’ 

mobilities in several levels and cultivate the development of the individual and 

professional identities which will result in establishment of strong teacher-family 

relationship.  For this to occur, teacher educators are encouraged to engage preservice 

teachers into action research by having them documenting and examining their 

(im)mobilities in the household and seek out ways to translate these studies into actual 

practices.  

 

For policy maker.  Providing students with teachers who embrace broader 

visions and transboundary capacities are important in cultivating them toward 

participating in and contributing to the current globalized and multicultural work as 

global citizens.  The policy makers should consider the themes presented in this study, 

including the development of power relations, the institutional barriers that prohibit 

teacher educators of color to achieve their full potential, and preservice teachers’ lack of 

interest to work with students of great diversity, which characterizes the current and 
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future public-school population.  I recommend policy makers to develop more effective 

and workable teacher education programs where multicultural education theories and 

practices should not only be included, but also to be valued and expected.  I also 

recommend policy makers to create career pathways through which people from  

non-White or middle class backgrounds are encouraged and channeled into the teaching 

profession.  

 

For the field multicultural education.  With the themes identified in this study, 

researchers and practitioners in the field of multicultural education are encouraged to 

think why the desired goal of a particular multicultural educational approach, specifically 

Funds of Knowledge and its accompany practice of home visits, the “most lasting 

theoretical framework” among the resource pedagogies (Paris, 2012, p. 94), has not 

achieved.  Where is it that we fall short?  Where shall we go from here?  This study 

suggests that in order for the goal to occur, transformations of educational policies, 

teacher educator program curricula, teacher-student relations in all educational levels, 

school-family relations, teacher educators’ pedagogical practices, teacher educators’ and 

preservice teachers’ dispositions, and teacher educators’ and preservice teachers’ 

identities are needed.  In other words, what it might be needed is to transform the 

“resource pedagogy,” which agendas such as Funds of Knowledge are commonly 

viewed, to a “transformation pedagogy”, or a transformative approach to multicultural 

education.   

Banks and Banks’ (2001) view is that multicultural education as a field of study 

has evolved through four phases: (a) Integration of ethnic studies into the school and 
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teacher education curricula; (b) Ethnic studies to bringing about structural and systemic 

changes in the total school, which is also known as multiethnic education; (c) 

Incorporation of other groups including women and people with disability and histories, 

cultures and voices into the curricula and educational structures; (d) An intersectional 

stage where the development of theory, research and practice should interrelate variables 

connected to race, class, and gender  (pp. 10-11).  Meanwhile Paris (2012) studied 

previous research regarding the evolution of curricular interventions and innovation 

among the theoretical literature in the field of multicultural education and categorized 

them into three progressive stages: deficit approaches, difference approaches and 

resources approaches (pp. 93-94).  It is built on these theoretical and practical heritage of 

multicultural education and my own research in this field that I here share my very initial 

thoughts on what I am thinking about a transformative approach to multicultural 

education.  It is not my goal to lay out what I think this approach entails because it is not 

possible without intensively examining both theoretical and practical literature that have 

been conducted.  Rather by referencing to what I have accomplished in this study at this 

stage, I want to highlight a few things that have led me to this direction.     

First, adoption of transformative worldview and critical theory.  The increasing 

diversity among students in public schools, together with the reality that many of them 

remain underserved because of their linguistic, racial, socioeconomic, gender, sexual 

orientation and religious backgrounds, was the impetus for my studies included in this 

dissertation, who and whose needs are also what multicultural education aims to address.  

With this focus, I adopted the transformative worldview and critical theory.  The 

transformative worldview focuses on “marginalized individuals in the society, issues of 
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power and social justice, discrimination, and oppression” (Creswell, 2014, p. 9).  It holds 

that research inquiry needs to be intertwined with politics and a political change agenda 

to confront social oppression at whatever level it occurs to change lives of individuals, 

institutions and the lives of researchers’ (Mertens, 2010, as cited in Creswell, 2014, p. 9).  

Moreover, specific issues under study need to be addressed that “speak to important 

social issues of the day, issues such as empowerment, inequality, oppression, domination, 

suppression, and alienation” (pp. 9-10).   Critical theory highlights that researchers need 

to acknowledge their own power, engage in dialogue, and use theory to interpret or 

illuminate social action (Madison, 2005, as cited in Creswell, 2007, p. 27). 

These philosophical worldviews had a great impact on my research focus.  

Specifically, they led me to focus on levels, forms and capabilities of teacher educators of 

color and preservice teachers transcending multiple boundaries.  I was also guided to 

situate them in broader demographic, social, political and education contexts and 

discourses.  I addressed the power relations and alienation present in teacher and student 

relationships at different educational levels.  Both the power relations and alienation are, 

I argue, revelations and consequences of social and political issues of inequality, 

domination and oppression in educational settings.  The identified net-like power 

relations and a lack of full capacity of teacher educators of color and preservice teachers 

to effectively reposition themselves might suggest that “imperialist white-

supremacist[sic] capitalist patriarchy” still dominates (hooks, 2016).  This further 

suggests a transformative approach is needed.  

For methodologies, I would recommend qualitative design.  Particularly, I found 

teacher researcher study, as that is exemplified in the first article, self-study as that was 
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adopted in the first two articles are particularly illuminating.  And the ethnographic study 

that was utilized in the third article also allowed me to capture preservice teachers’ 

mobilities at multiple levels.  In other words, I would recommend researchers and teacher 

educators to take an ontological stance to capture “the different perspectives from the 

individual” (Creswell, 2007, p. 18) before a desired transformation, or reform can be 

achieved.  In related to these preliminary considerations regarding philosophical 

worldviews and research designs (Creswell, 2007), for research methods, I would 

recommend both teacher-researcher study and self-study through narratives and 

autoethnography, as well as the action research where preservice teachers can be 

integrated in documenting and examining their (im)mobilities in the household and seek 

out ways to translate these studies into actual practices.   

As I have previously argued, I believe people become productive and competent 

cultural beings not only by sticking to their cultural heritage, but also by transitioning, 

meaning going across and beyond it while transcending the numerous boundaries 

separating them from other social beings and adapting to those of others.  Thus, for a 

transformation pedagogy, or a transformative approach to multicultural education to 

develop, as the recommendations that I have made, it involves dialoguing in several 

levels.  In my study, I try to engage in dialogues with preservice teachers and other 

teaching professionals.  These dialogues occur within macro social, political, ideological 

and educational settings and discourses as well at micro levels with individuals who 

intuitively negotiate multicultural educational theories and practices.  These are areas that 

continuously needs more scholarly attention as to what social changes may be needed, for 

whom, and how such changes could occur.  I am motivated to continue carrying on both 
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self-study and research into the experiences, perspectives, strategies, and process of 

individuals engaging the fields of teacher education, public education, multicultural 

education and higher education in the current globalized and transcultural worlds.  I 

encourage colleagues in these fields to join in this dialogue in the current globalized and 

transcultural worlds to provide equity education to all by sharing your voices and 

experience through engaging self-study and scholarly research.   

 

Summary 

In this dissertation I examined the potential of both teacher educators and 

preservice teachers to transcend the multiple boundaries by exploring the individual, 

professional and social dynamics that occurred throughout the experience revolving 

around carrying out a FoK-based home visits project in a teacher education program.  

The findings revealed an emergent power relation among multiple constituents, that 

teacher educators of color struggled and did not achieve full participations, while 

preservice teachers exhibited multiple and complex (im)mobilities of bodies, minds and 

boundaries during home visits experiences.  I argued that transformation, or a capacity to 

effectively transcend boundaries to build reciprocal relations in educational and social 

settings, as an endeavor for teacher education program to integrate multicultural 

educational approach of FoK-based home visits is not fully achieved.  I also provide 

recommendations to researchers, teacher education program administrators, teacher 

educators, policy makers and the field of multicultural education. 
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