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ABSTRACT

In the face of increasingly polarized societies, there is evidence to show that hate 
speech towards diversity is proliferating at alarming rates, provoking intense social dispar-
ities. It can often influence the social inclusion of young people from multiple cultural 
backgrounds, in so far as assimilation is presented as the first option without adopting a 
critical perspective. The education system must in that sense take steps to address cultural 
diversity within the classroom through approaches that educate students and enable 
meaningful learning. Culturally Responsive Education (CRE) contributes to adequate 
management of that diversity, relying on forms of conceptualization and development 
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that deserve to be analyzed from within various educational and social spheres. In this 
study, a critical review method and discourse analysis are used to observe the devel-
opment of CRE from the perspective of both teachers and students. Few studies have 
explored a discourse analysis of CRE through the Funds of Knowledge (FoK) approach 
applied to classroom pedagogy and the role of the teacher, and the Funds of Identity 
(FoI) approach applied to the students. Thus, the aim here is to analyze the pedagogical 
dimension of the teacher within the classroom through the FoK approach, while the 
student perspective is contemplated through the FoI approach. Through this analysis, 
an educational reinterpretation of the Third Space is suggested, making a contribution 
to CRE and its work within the classroom. Finally, we outline some challenges of CRE 
with regard to its terminology, implementation, and future lines of work.

Keywords: culturally responsive education; funds of knowledge; funds of identity; 
cultural diversity; third space.

RESUMEN

Ante sociedades cada vez más polarizadas, la evidencia muestra cómo los 
discursos de odio hacia lo diferente proliferan alarmantemente provocando mayores 
disparidades sociales. Esto influye frecuentemente en la inclusión social de jóvenes 
con influencias culturales diversas presentando la asimilación como primera opción 
sin adoptar una perspectiva crítica. El sistema educativo debe actuar en este sentido 
abordando la diversidad cultural en las aulas desde enfoques que permitan la formación 
del alumnado y posibiliten un aprendizaje significativo. La educación culturalmente 
receptiva (ECR) contribuye a una adecuada gestión de esa diversidad contando con 
variantes respecto a su conceptualización y desarrollo que merecen ser analizadas 
desde diferentes esferas educativas y sociales. En este artículo se utiliza un método 
de revisión crítica y análisis del discurso para observar la evolución de la ECR desde 
la figura del profesorado y alumnado. Pocos estudios han explorado el análisis 
del discurso de la ECR desde metodologías de fondos de conocimiento (FdC) con 
pedagogías dentro del aula en el papel del profesorado y fondos de identidad (FdI) 
del estudiantado. Por ello, este estudio tiene como objetivo analizar la dimensión 
pedagógica del profesorado dentro del aula desde FdC y desde la figura de los y 
las estudiantes y su aprendizaje se contemplan FdI. Desde este análisis se sugiere 
una reinterpretación educativa del tercer espacio que permite una contribución para 
el trabajo de la ECR en el aula. Por último, se señalan algunos desafíos de la ECR 
respecto a su terminología, implantación y futuras líneas de trabajo.

Palabras clave: educación culturalmente receptiva; fondos de conocimiento; 
fondos de identidad; diversidad cultural; tercer espacio.

1. IntroductIon

Throughout history, social groups have been culturally engaging with their 
peers and, as Harari noted (2014), ever since their emergence, embryonic cultures 
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have continued to change and to develop. At times, these cultural changes and 
development have been and are questioned, with widespread social demands for 
uniformity and sameness (Han, 2017), unaware that there can be no self without 
the other. Intercultural relationships between groups are therefore often debated 
in certain social sectors that attempt to replace them with uniformity, forgetting 
that diversity helps shape us as individuals. In the modern world, changing and in 
a constant state of flux (Bauman, 2017), understanding the increasingly complex 
cultural realities of students is a delicate task. These realities are characterized by 
superdiversity (Vertovec, 2007) that can be difficult to address, both for society, 
in general, and for the educational environment, in particular. The situation calls 
for cross-disciplinary teacher training that is responsive to cultural diversity. The 
potential achievements of some if not many students are often diminished, due to 
the reductionism of educational systems that limit critical consciousness and cultural 
capital, as noted by Bourdieu (1986), provoking further inequality in society. It is 
essential to see each student as a source of development and cultural wealth, to 
achieve emancipatory teaching that educates the learners and that generates intrinsic 
value through mutual support (Garcés, 2020).

Spanish educational policies designed for linguistic-cultural management 
are focused on linguistic aspects with measures aimed at the vehicular language 
(Olmos-Alcaraz, 2016), but such policies overlook cultural aspects that also require 
attention. Certain studies (Bayona et al., 2020; OECD, 2018; Schleicher, 2019) have 
shown that basic levels of academic competence are less likely to be achieved among 
students whose cultural backgrounds are diverse than among their native Spanish 
counterparts. Those same students are also less likely to feel a sense of commitment 
to an educational institution in which their families are also less involved and to 
which they are less well socially adapted. Initiatives such as compensatory education 
in no way solve underlying social difficulties (González Faraco et al., 2020) that can 
lead to the assimilation of identities that adopt opposing stances.

Culturally Responsive Education (CRE) addresses these assimilation processes, 
seek in to prevent their evolution into “murderous identities” (Maalouf, 2010), and 
weighing up cultural identity with tolerance in mind. This pedagogy originated in the 
United States in the 1990s and has evolved through theoretical and practical contri-
butions that shape its meaning. The country’s characteristic migration flows highlight 
the need for such pedagogies, considering intrinsic social diversity and reflecting 
on interrelated economic, demographic, and social factors. The educational sphere 
should incorporate cultural references and socio-psychological aspects stemming 
from these migration processes. Analyzing this pedagogy has positive implications 
within the Spanish context, because it leads to a reorientation of the school curric-
ulum through dialogue rooted in ethnic and cultural studies that advances teacher 
training within this area, and that helps to combat misconceptions regarding minority 
or culturally diverse student groups (Rodríguez-Izquierdo and González Faraco, 
2020; Sleeter, 2018). Understanding those students within our context as students 
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from migratory backgrounds, with no links to a predominant social group, living 
with relevant ethnic, linguistic, religious, and social differences, and facing greater 
difficulty at gaining recognization within educational practice.

In the extensive research on this pedagogical approach, discourse analysis 
that applies the Funds of Knowledge (FoK) pedagogical approach to the teacher’s 
role and the Funds of Identity (FoI) approach for students in educational practice 
is limited to very few studies. Consequently, the antecedents and the evolution of 
CRE are presented in this study, together with an analysis, based on two theories 
related to the main theme, suggesting an educational reinterpretation of the “Third 
Space” that projects new initiatives when working with CRE.

2. the background to culturally responsIve educatIon

Ethnic, racial, and social diversity within the United States multiplied in the 
classroom following the annulment of the so-called ‘Jim Crow’ Laws and the rise 
of the Civil Rights movement. From that point onward, various legislative acts 
seemingly indicated governmental commitment to educational social justice. 
However, those reforms associated with political and social traditionalism posed 
obstacles to more effective education for students from diverse cultural back-
grounds (Gay, 2018).

In a context of political inaction, during the 1950s and 1960s, research advocating 
the adaption of educational systems to those social needs emerged, giving rise to the 
term “culturally responsive” (Cazden and Leggett, 1976), which served as the basis for 
the development of CRE (Gay, 2000). Other works, such as Ramirez and Castañeda’s 
(1974) on the assimilationist role of schools, not only aimed to adapt educational 
systems, but also questioned them, forming one of the early foundations of cultur-
ally relevant education (Ladson-Billings, 1995). There are terminological differences 
that lead to extensive discussions on this pedagogy (Gay, 2000; Ladson-Billings, 
1995; Nieto and Bode, 2018; Villegas and Lucas, 2002), but all contributions seek a 
structural educational change from a critical perspective grounded in social justice, 
aiming for meaningful relationships between teachers, students, and families while 
valuing diversity (Nieto and Bode, 2018).

This pedagogy is focused on the teacher dimension and teacher training (Gay, 
1978; Ladson-Billings, 1995), as well as ethnic diversity within the classroom for 
learning (Gay, 1994; Ladson-Billings, 1992). Initially, more attention was focused on 
curricular structures and adjustment (Gay, 1975; Villegas and Lucas, 2002), with a 
shift towards teachers as potential agents of educational change (Delpit, 2006; Gay, 
2018; Villegas and Lucas, 2002). Ladson-Billings (1995) analyzed both students and 
teachers as transformative vectors to combat spheres of social power and authority 
that are present in education. Gay (2000) suggested a dialogic relationship between 
classroom pedagogies and both teacher and student identities to achieve this change. 
Both approaches were used interchangeably in the literature, and both authors, 
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while acknowledging variations, pointed out that referring to this pedagogy with 
one expression or another is a matter of choice, with other contributions incorpo-
rating them into the same framework (Aronson and Laughter, 2016; Brown-Jeffy 
and Cooper, 2011). However, there are certain differences that can be explored 
through FoK and FoI.

3. Funds oF knowledge and Funds oF IdentIty as analytIcal Frameworks 
For culturally responsIve educatIon

3.1. Funds of Knowledge and Culturally Responsive Education (CRE)

There is a clear relationship between cognition, culture, and understanding, 
as Nieto and Bode (2018) recently demonstrated, in so far as students feel more 
validated and prepared for learning when the pedagogical environment provides a 
culturally responsive educational response.

That cultural response is evidence of the necessary connection between family 
and school, beyond the one established by behavioral issues or academic perfor-
mance, which is often associated with the cultural deficit perspective in education 
(Valencia, 2010). Cultural deficit can be counteracted in the learner through a shift 
in focus towards school contexts (Poveda, 2001), aiming to adapt those learning 
environments with meaningful family-school relationships. CRE seeks those mean-
ingful relationships for learning, but knowledge of family realities is necessary. In 
that regard, Vélez-Ibáñez and Greenberg (1992) linked family cultural resources to 
education through ethnological research that helped teachers to gain a better under-
standing of academic performance. The concept, known as “Funds of Knowledge” 
(FoK), emerged in the U.S. in the 1990s from those anthropological studies. FoK 
are “historically accumulated and culturally developed bodies of knowledge and 
skills essential for household functioning and well-being” (Moll et al., 1992, p. 133). 
They aim to foster the family-school relationship and enable the enculturation of 
new generations. While FoK programs are not necessarily identified as CRE, they act 
as precursors, guiding ethnic identity and facilitating cultural relationships without 
prejudice or racism (Gay, 2018). Moreover, there are other studies (Zhang-Yu et al., 
2023) that explore how the workings of FoK along with CRE, especially through 
the model of Paris and Alim (2017), are necessary to maintain the cultural heritage 
of students and their identities, countering hegemonic and ethnocentric discourse 
within the educational context. These FoK have been explored in greater depth 
in terms of family and academic performance (Esteban-Guitart and Saubich, 2013; 
Moje et al., 2011) rather than from the overall teacher perspective, although there 
is some research in early childhood education (Hedges, 2012).

It is a circumstance that leads us to analyze Culturally Responsive Education 
(CRE) through the lens of the FoK approach that teachers implement, utilizing 



ÁNGEL LLORENTE VILLASANTE, MARTHA LUCÍA OROZCO GÓMEZ AND MARÍA SANZ LEAL
CULTURALLY RESPONSIVE EDUCATION: EDUCATIONAL ANALYSIS OF THE THIRD SPACE

78

Ediciones Universidad de Salamanca / cc by-nc-nd Teri. 36, 1, ene-jun, 2024, pp. 73-93

pedagogies stemming from an inductive analysis at two levels: pedagogies within 
and pedagogies outside the classroom (Rodríguez, 2013). In this case, we will focus 
on the pedagogical review within the classroom, since the study’s emphasis is 
within this domain, before proposing a working proposal. These classroom-based 
pedagogies can be listed as three vectors:

A)   Involving students in co-constructing knowledge to deepen or to expand academic 
understanding through FoK.

B)   Recognizing and promoting the use of multiple FoK in the classroom among  
students, including home/family FoK, as well as FoK from youth and popular  
culture.

C)   Moving beyond merely connecting student/family/community FoK with academic 
content and instruction, towards a transformative classroom process involving the 
reorientation of teachers and students as learners and agents within and beyond 
the classroom (Rodríguez, 2013, p. 95).

Vector “A” entails the pedagogical perspective of relevance in cultural and social 
contexts, giving voice to the experiences of both students and teachers for educa-
tional purposes. Pedagogy that opposes school hegemonies emerges from Vector 
“B”, particularly the cultural deficit perspective, and teacher-student interactions 
that promote a sense of humanity and that can reframe the curriculum. Vector “C” 
results in pedagogy as micro-macro awareness for personal, institutional, and social 
transformation.

3.2. Funds of Identity (FoI) and Culturally Responsive Education (CRE)

In the learning process, there are various domains of identity to consider 
beyond ethnic origins. FoK recognize student identities from family contexts, but 
there are other social influences that also shape their identity. FoI complement the 
FoK approach, considering the concerns of students and other influences beyond 
familial ones. These ideas are also observed in some works on CRE, which empha-
size not only the relevance of cultural heritage and knowledge and their mainte-
nance over time, but also being able to incorporate other contemporary influences  
(Paris, 2012).

In our context, there are studies such as the one by Zhang-Yu et al. (2021), in 
which it was demonstrated that working with FoI enabled students to reflect on their 
own culture as something real and personal, in addition to evident family influences. 
We therefore propose to analyze CRE through different types of FoI, and to observe 
how they are integrated into student learning in each study.

Esteban-Guitart and Saubich (2013) defined FoI as “those artifacts, technol-
ogies, or resources, historically accumulated, culturally developed, and socially 
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distributed and transmitted, essential for individuals’ self-definition, self-expression, 
and self-understanding” (p. 201), and they differentiated between:

 Geographical Funds of Identity (G.FoI.): recognition in a physical space such as 
a town, city, or nature reserve.

 Social Funds of Identity (S.FoI): involving any person or social bond considered 
significant for shaping individual identity.

 Cultural Funds of Identity (C.FoI): cultural artifacts (flag, emblem) used for 
self-identification.

 Identity Practices (I.P.): activities or hobbies that are practiced and that are 
considered important.

 Institutional Funds of Identity (I.FoI): spaces that serve to understand the world 
and shape behavior in it, such as school.

4. methodology

From the methodological perspective of a critical literature review (Grant and 
Booth, 2009), notable elements within the field of study were identified in this 
research. It is narrative, chronological, and critical, offering a contribution to the 
work of CRE after analyzing the discourses.

The search strategy that was followed must also be presented to avoid any 
possible bias (Guirao Goris, 2015).

1. Identification of academic works on CRE in three databases: Scopus, WoS (Web of 
Science), and Dialnet during September and October 2022 (Table 1). The descrip-
tors used were “culturally* responsive* education*” and “culturally* relevant* educa-
tion*” and their corresponding terms in Spanish. Since the first descriptor was 
exclusively in English and studies often encompass both concepts, we decided 
to include the second descriptor as well. We employed the asterisk (*) symbol 
as a truncation tool to explore variables such as culturally/culture, responsive/
response, relevant/relevance in documents published between 1995 and 2022. The 
search was restricted to the field of social sciences and education; document type, 
article; languages, English and Spanish; and keywords, “Education,” “Educational 
Research,” “Culturally Relevant/Responsive Pedagogy,” “Article,” “Teacher Educa-
tion,” “Culture,” “Teaching,” “Students,” “Culturally Relevant/Responsive Education.”

2. Reading and examination of abstracts and keywords of the documents, selecting 
those with greater theoretical contributions on the conceptualization of CRE and 
those of higher scientific impact.

3. Specific searches through books and other bibliographic reviews not included 
in these databases, but that clearly reflected the theoretical conceptualization, 
being one of the reasons for the chosen method.
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Table 1 
DocumenTs iDenTifieD wiTh search inDicaTors

Search descriptors Scopus Wos Dialnet

“culturally* responsive* education*” 472 689 42

“culturally* relevant* education*” 540 580 39

Source: Authors’ own work

4. Analysis of the sources gathered in the bibliographic section for their evaluation, 
allowing the reader to synthesize the original volume of publications related 
to the study topic.

Once this critical review was conducted, a discourse analysis was performed, 
focusing on the main conceptual definitions of CRE that were collected. The postmod-
ern social categories, identity, and culture are closely related to the discourse, with 
the notion of discourse being valued as a fundamental category (Santander, 2011).

5. results

5.1. Analysis of culturally responsive education

Table 2 lists the most widely used definitions and significant CRE approaches, 
together with their respective authors, and FoK approaches towards classroom peda-
gogies, focusing on the role of teachers and the various types of FoI, all of which 
are abbreviated in Table 2 below, as explained in Section 3. The categorization is 
built upon a critical discourse analysis that Santander (2011) outlined, utilizing the 
sentence as a semantic unit of analysis, as indicated in the methodology section. 
The theme of the study is closely linked to cultural aspects that possess a dynamic 
nature and that are governed by variations and influences. Therefore, the review 
of concepts within cultural spheres should be ongoing, without implying incorrect 
starting points.

Culturally relevant education takes assertive and critical stances, looking at signifi-
cant cultural symbols for students, democratizing ideas, and questioning established 
frameworks. Although valuing cultural and family identities of students, youth FoK 
within classroom pedagogies are not clearly addressed in the terminological defin-
ition, which exclude vector B. With regard to FoI, both cultural and family values, 
and the relationship between social inequalities and the institutions responsible for 
their perpetuation imply the consideration of all FoI, except for identity practices. In 
2009, in her book “Dreamkeepers”, Ladson-Billings analyzed the work of 8 teachers 
studied 17 years earlier. The pedagogy evolved attaching greater importance to 
youth influences, something which impacted on the education of students across 
practically all spheres of identity. The teaching staff, chosen for their ideals of social 
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Table 2 
analysis of The cre from fok anD foi

Definition FoK
(Teacher)

FoI
(Student)

Ladson-
Billings 
(1995)

“A next step for positing effective 
pedagogical practice is a theoretical model 
that not only addresses student achievement 
but also helps students to accept and affirm 
their cultural identity while developing 
critical perspectives that challenge inequities 
that schools (and other institutions) 
perpetuate.” (p. 469).

• Vector A
• Vector C

G.F.I.

S.F.I.

C.F.I.

I.F.I.

Gay (2000) “Using the cultural knowledge, prior 
experiences, frames of reference, and 
performance styles of ethnically diverse 
students to make learning encounters more 
relevant to and effective for them” (p. 29).

• Vector A
G.F.I.

S.F.I.

C.F.I.

Hollie (2011) “The validation and affirmation of the home 
(indigenous) culture and home language for 
the purposes of building and bridging the 
student to success in the culture of academia 
and mainstream society” (p. 23).

• Vector A
• Vector C

G.F.I.

S.F.I.

C.F.I.

I.F.I.

Paris (2012) “It seeks to perpetuate and foster – to 
sustain- linguistic, literate, and cultural 
pluralism as part of the democratic project 
of schooling” (p. 95).

• Vector A
• Vector B
• Vector C

G.F.I.

S.F.I.

C.F.I.

I.P.

I.F.I.

Hammond 
(2015)

“An educator’s ability to recognize students’ 
cultural displays of learning and meaning 
making and respond positively and 
constructively with teaching moves that use 
cultural knowledge as a scaffold to connect 
what the student knows to new concepts 
and content in order to promote effective 
information processing. All the while, 
the educator understands the importance 
of being in a relationship and having a 
social-emotional connection to the student 
in order to create a safe space for learning” 
(p. 28).

• Vector A
• Vector B

G.F.I.

S.F.I.

C.F.I.

I.P.

(continued)
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Definition FoK
(Teacher)

FoI
(Student)

Stembridge 
(2020)

“A mental model that is useful for identifying 
themes and tools of practice for closing 
opportunity gaps, providing a conceptual 
context for policies and practices that focus 
on Equity without marginalizing some 
students relative to others. It actively enlists 
the awareness of culture, race, ethnicity, 
gender, ability, and other social identity 
markers that shape the perceptions of 
educational opportunities in the interest 
and effort to provide meaningful learning 
experiences for all students” (p. 34).

• Vector A
• Vector B
• Vector C

G.F.I.

S.F.I.

C.F.I.

I.P.

I.F.I.

Source: Authors’ own compilation

Table 2 
analysis of The cre from fok anD foi

justice, triggered a generational shift among some of their students, demonstrating 
the importance of educating for social justice and equality.

Gay (2000) sought to achieve more culturally responsive and adaptable educa-
tion between family and school. However, the initial definition specified neither 
identity practices nor institutional identity funds, excluding vectors B and C within 
the classroom pedagogies of FoK. This point was addressed in the definition 
proposed in the third edition of her book (Gay, 2018) where this transformative 
pedagogy confronts the hegemonic culture of the curriculum, armed with social 
awareness, intellectual critique, and personal and political efficacy. Her idea evolved 
from secondary education to all educational spheres, broadening the initial focus 
on the African American population to a more open viewpoint, even reaching 
non-educational domains.

Hollie (2011) evaluated the cultural identities of students, including aspects such 
as language, gender, and social class, rather than solely focusing on racial identity, 
unlike other authors. The significance of language as a determinant of culture and 
identity was highlighted, because according to the author, it often goes unnoticed 
or is afforded less importance than values, beliefs, or cultural norms, yet language 
shapes our essence and is therefore an essential part of each culture. FoK in vectors 
A and B, promoting transformative learning within the classroom, is considered in 
the terminological reference. Yet, student youth culture in terms of identity practices 
is not distinctly considered in FoI, thereby excluding vector B of FoK. In the second 
version of her book, he outlined four pillars for practicing CRE: validation, affirma-
tion, construction, and bridge-building. His approach aims to validate and to affirm 
students’ culture and language, enabling the building of relationships with them 
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to develop necessary academic and social skills, with greater attention on student 
youth culture through identity practices.

Culturally sustainable education seeks out the cultural relevance of the students, 
maintaining and valuing cultures that are frequently marginalized. Its incorporation 
into this analysis is important, because it originates from Ladson-Billings’ (1995) work, 
representing a necessary step forward built upon her previous ideas (Ladson-Bill-
ings, 2014). It aims to challenge Western dominance, achieving the decentralization 
of cultural hegemony (Paris and Alim, 2017), and utilizes education to invigorate 
communal ways of life and to analyze sovereignty and colonial relationships that 
influence social and educational rights. This form of education is not aligned with 
current educational systems, as it either transforms the school or returns it to previous 
contexts where community and culture are changing, yet always present, thereby 
asserting the definition that includes FoK in classroom pedagogies across all three 
vectors. Similarly, all FoI are considered, leaving students open to both contempor-
ary and traditional influences.

Hammond (2015) analyzed how cognitive processes improved through cultural 
treatment, leading to independent learning in each student. She recognized Cultur-
ally Responsive Education (CRE) in mental and psychological terms, an aspect 
often overlooked in educational spheres. According to the author, epistemologi-
cally, the term is composed of both cognitive and cultural aspects. While certain 
teachers from multicultural perspectives attend to the cultural aspects surrounding 
the curriculum, fostering self-esteem through language or cultural identity, they 
neglect the cognitive area of learning and its potential where cultural heritage 
(Hammond, 2015) and FoI are fundamental. In her definition, the community is 
valued in this neuro-educational view of CRE and FoK are considered in classroom 
pedagogies through vectors A and B. Nonetheless, there is no explicit questioning 
of the social structures of inequality that promote either selective or negligent 
cultural attention which means that vector C of FoK is excluded, because although 
it is focused on personal and social transformation, the institutional aspect is not 
clearly observed. Likewise, the institutional FoI of the student body is excluded, 
as no spaces are considered to shape student behavior and to understand the 
surrounding world.

Drawing from influential authors, Stembridge (2020) analyzed equity within 
the pedagogical framework of CRE. Defining the term as a mental model, he 
referred to decision-making and thought processing with a sense of purpose as 
necessary for CRE, rather than a list of educational actions to achieve equity. A list 
that could never imply that intention to reflect on teaching practice, equity values, 
or a capability for self-renewal. He established six essential themes that consti-
tute CRE and five key questions for its educational programming. The sensitivity 
or responsiveness component was given considerable attention It encompasses 
student-centered interests, needs, characteristics, and feelings applied to teaching 
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that enhance learning. Hence, in his definition, FoK are considered through class-
room pedagogies across all three vectors and all FoI within the students. Breaking 
down the term for analysis, as the author did, meant that its meaning could be 
reoriented. Along those lines, Cuauhtin et al. (2019) proposed Culturally Responsive 
Pedagogy (CRP) in a semi-algebraic manner, understanding the “C” as cultural or 
critical, the “R” as relevant or responsive, and the “P” as pedagogy or pluralistic, 
among other variations for each letter, to underpin certain ethnic studies and as a 
critique of other shallower forms of CRE.

5.2. Towards an educational reinterpretation of the Third Space

Following the previous analysis, we can observe the way in which FoK are 
considered in the various definitions, and the role of the teaching staff when imple-
menting that pedagogical approach in the classroom. The same may be said of FoI 
in relation to the students. In that regard, the following paragraphs contribute to 
the work of Culturally Responsive Education (CRE), incorporating FoK and FoI in 
the classroom, and draw upon the theories of the Third Space and the vision of 
Cultural Ecology.

The Third Space reintroduces the value of “betweenness” in relation to both 
physical and ideological discourses and concepts where opposing cultural beliefs are 
interacting. Identities are understood to be both flexible and hybrid (Bhabha, 1994). 
Soja (1996) saw it as a point of intersection between place and mind where under-
standing confronts skepticism, enabling new alternatives. These authors perceive the 
Third Space as open to new interpretations, and there are works that have observed 
its potential in the educational field (Gutiérrez, 2008; Moje et al., 2011). Gutiérrez 
(2008) presented an idea of the Third Space where a shared and dialogued context 
is constructed between teachers and students, free from rules, where the ideas of 
both are legitimate and not stigmatized. Regarding ECR, Jacobs et al. (2020) illustrated 
the need to promote the development of third spaces for better teacher training 
in cultural diversity and thus CRE, including teachers’ knowledge and experiences 
that lead to reflection. Adapting this space to educational environments gives an 
understanding of otherness through a constructivist approach to the concept of the 
self, dialogically expanding horizontal knowledge, connecting communities, and 
learning from less hierarchical perspectives (Bajitín, 2000; Gutiérrez, 2008; Matusov 
et al., 2016). This exchange implies a peer-to-peer relationship for learning, with 
the teacher as a guide, as Vygotsky pointed out (1978), where the collective third 
space (Gutiérrez, 2008) holds significant importance. It becomes a space for the 
socio-historical influences of students to converge, especially those with diverse 
cultural experiences, including external classroom knowledge, motivations, and prac-
tices that lead to meaningful learning. As a result, these young individuals become 
historical actors (Gutiérrez et al., 2019) capable of projecting more positive academic 
futures. A neutral area of shared understanding is accessed, as Lalueza et al. (2019) 
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showed, where FoK and FoI are included, and through dialogue different discourses  
emerge.

In setting up such spaces, it is interesting to consider cultural ecological theory 
that is used to reflect upon students from ethnic or cultural minorities, their inner 
relations, and their social and academic performance (Ogbu and Simons, 1998). 
John Ogbu distinguished between voluntary and involuntary minorities, as a way 
of understanding integration processes within responsive societies, differentiating 
between primary and secondary cultures on the basis of that concept. In this case, 
we will focus on its application within the education system. Ogbu and Simons 
(1998) pointed out that minority students receive different treatment, resulting 
in a different interpretation of school compared to their native counterparts. An 
interpretation that can, in brief, take four forms: the comparison or double frame 
of reference interpretation (comparison with others at school), instrumental value 
interpretation (such as the importance of academic achievements), relational inter-
pretation (the degree of trust in school), and symbolic interpretation (whether the 
curriculum and language harm the cultural heritage of minorities). Discriminatory 
relational aspects, such as assimilation or subordination, and symbolic aspects, in 
the form of stereotypes or reductionism, as proposed by this theory, still exist in 
educational environments, especially within the hidden curriculum. Teachers should 
avoid repressive environments that hinder each student’s development, providing 
educational spaces for growth and shared knowledge and approaches. It will create 
equitable grounds upon which to question entrenched power relationships that 
are generated in the habitual interactions between school and community, with an 
exchange of identities, knowledge, and experiences through discursive hybridization 
(Cummins, 2001).

Bringing together the perspectives of both theories, we suggest three levels 
of student-centered work within the educational Third Space (Figure 1), aiming to 
reverse these interpretations with a critical attitude that strengthens and revitalizes 
what one knows, possesses, and feels, thereby enabling self-awareness that acts as 
a catalyst for personal and social growth. In its development, we also draw upon 
both the FoK and the FoI approaches.

1. Reproductive Level, identified through peer observation. Applying Ogbu and 
Simons’ theory (1998), this level would fit within the double frame of reference, 
with the difference that it occurs in an egalitarian space without having to depart 
from cultural or hegemonic control. There is no behavioral reference that one 
has to assimilate, considering and valuing FoK and FoI, which is achievable 
when differences are acknowledged between peers, within a free space.

2. Productive Level, recognized through peer observation and personal inquiry. In 
Ogbu and Simons’ theory (1998), this level was positioned between relational 
and symbolic adaptation, but without the need for such adaptation. First, there 
is individual validation and self-knowledge that can be developed through FoI, 
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because there are no maneuvers of subordination or cultural accommodation. 
There is also no opposition to the cultural or linguistic framework of reference, 
but rather a certain selective assimilation (Portes and Rivas, 2011) in a neutral 
space where FoK gain value. It could be worked upon through the recognition 
of common and diverse aspects based on the ideas of the first reproductive 
level.

3. Dialogical Level, originating in dialogue with peers and self-awareness. Working 
on the previous levels allows for a dialogue between peers that enables the 
exchange of knowledge and the observation of strengths and weaknesses, creat-
ing a self-concept from both FoK and FoI. Classroom interactions, in constant 
change, are aligned with the ongoing interactions that constitute culture. It 
originates from personal ideas and feelings of empowerment and critical stances 
towards power relations or resources that are considered counterproductive for 
full personal development that may have been observed at the previous two 
levels.

This proposal will allow for the discovery of strengths, weaknesses, ideas, 
and knowledge because, as Stembridge (2020) pointed out, “the fluid nature of the 

figure 1 
PreParaTory levels for The DeveloPmenT of a ThirD eDucaTional sPace

Preparatory
levels for
the third

educational
space.

Reproductive
There is no “correct” 
assimilation process, 

when considering either
FoK or FoI.

Productive
There is no cultural,  
subordination when
valuing FoI, and no 
cultural opposition, 
when valuing FoK.

Dialogic
Exchange of knowledge

within a space free of 
influences that generates

critical positions for
integral development

based on strengths and 
weaknesses.

Source: Authors’ own work
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classroom is one of the most sophisticated social spaces known to humans” (p. 
108). Far from limiting the identity dimension for pedagogical advantage, strategies 
tailored to each student’s situation should be mixed, allowing for an understanding 
of their identity influences (Hollie, 2019; Paris and Alim, 2017; Stembridge, 2020).

Additionally, it is essential to observe spaces and processes where the exchange 
of FoK and FoI takes place in a transformative manner without being conditioned 
by ideologies or privileges (Esteban-Guitart, 2021). Some problems identified by 
Hogg and Volman (2020) regarding FoI can be addressed with this proposal because 
identity processes are not closed, but occur through interaction and constant change, 
reflecting necessary problematic experiences for development that also shape the 
identity of certain communities (Zipin, 2009), moving from hegemonic to collabo-
rative education that also educates in adversity.

6. challenges and reFlectIons

There are guidelines for applying the theoretical and epistemological work of 
CRE in educational practice, including cultural practices of understanding that offer 
field experiences and awaken the critical awareness of teachers (Ashley L. White, 
2022; Emdin, 2017; Hollie, 2011; Stembridge, 2020). However, limited exposure to 
culturally diverse environments, coupled with a wide range of concepts and termi-
nologies, generates confusion when implementing this pedagogy, due to a lack of 
knowledge and confidence (Neri et al., 2019). Teachers are the driving force for 
practicing this CRE with their students, giving it practical significance. Clarification 
regarding its evolving meaning is needed for research to continue, avoiding its 
trivialization, due to improper or insubstantial use (Hollie, 2019; Ladson-Billings 
and Dixon, 2021).

Nonetheless, it is also essential to stimulate teachers’ reflections upon their 
own attitudes and beliefs (Whitaker and Valterra, 2018), so that educational and 
cultural hegemonies are questioned without homogeneous categorizations of ethnic 
influences, which is an area for future studies.

Through the identification of specific and supposedly significant cultural variables, 
CRE contributes to building independent learning and a rigorous framework around 
cultural awareness, learning relationships, and information processing, fostering 
suitable learning environments (Hammond, 2018). As a result, the educational rein-
terpretation of the proposed third space is suggestive for simultaneously developing 
these three aspects among students, as some references to that theoretical question 
acknowledge that the learning styles of each student may or may not be connected 
to their cultural backgrounds (Paris and Alim, 2017; Sleeter, 2012). Embracing culture 
from folkloric perspectives is insufficient, while disregarding students’ memory, their 
FoK, or their FoI, which can also be influenced by jargon and violence.

Another challenge observed is its adaptability to Universal Design for Learning 
(UDL), with one of its methodological lines aiming to minimize cultural barriers. 
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To do so, trivial practices in cultural diversity must be avoided, because there is 
currently no common learning for any one generic group. Some authors established 
this relationship (Kieran and Anderson, 2019; Stembridge, 2020). Marginalized CRE 
due to curricular design (Gay, 2018; Sleeter, 2012) might therefore find a more recog-
nized implementation outlet in this collaborative effort, considering common causes 
in racism or bias against people with disabilities. Learning programs for culturally 
diverse students should be planned from previous didactic spaces rather than mere 
curricular adaptations. Working from the proposed educational reinterpretation of 
the Third Space could afford access to a framework that promotes meaningful learn-
ing without resorting to such adaptations. In addition to academic goals, cultural 
awareness, or the reduction of social disparities, CRE seeks to achieve emotional 
control that is not exclusively achieved through adaptations. The need for mental 
and emotional well-being could be significantly improved by implementing CRE in 
the classroom. However, it must be done with caution, because there is a risk of 
stigmatizing cultural practices understood as deficits within school and society, as 
emotions are not managed under the same norms of Western culture (Gorski, 2010).

Multicultural trends seek to manage the diversity of the “others” in the host 
society. CRE uses this diversity to promote the inclusion of newcomers while simul-
taneously enhancing self-awareness, acquiring greater social and civic responsibility 
in line with transformative education (Banks, 2017; Deardorff, 2010). In the global 
competence assessed by PISA in 2018, some authors (Sanz Leal et al., 2022; Ukpokodu, 
2020) highlighted intercultural relations as a fundamental axis. It is something that 
CRE can develop through dimensions of participation, cultural identity, interaction, 
and comprehensive perception (Stembridge, 2020), serving as a foundational element 
of the competence situated in this practice (Kerkhoff and Cloud, 2020). These 
dimensions can be addressed in situated practice through work centered on the 
proposed educational reinterpretation of the third space, as global awareness and 
intercultural competence increasingly stem from diverse cultural heritages of students 
at the local level. However, CRE has received excessive attention at times, isolating 
global competence training (Ukpokodu, 2020), but conversely, one cannot fall into 
the trend of commodifying CRE by disconnecting cultures from their context. The 
challenge is to observe synergies, especially considering these latter two aspects.

7. conclusIons

The analysis of CRE in this research has led us to explore alternatives within 
the Spanish context for cultural management work in classrooms, considering both 
student-related social and linguistic, as well as identity-related factors. Our analysis 
has shown that CRE has gradually evolved into a more critical educational exer-
cise through the incorporation of FoK and FoI from the perspectives of both the 
teaching staff and students. As a contribution to CRP-related work, an educational 
reinterpretation of the Third Space emerges, a strategy grounded in relevant and 
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meaningful theories that helps overcome some of the challenges associated with 
CRE, stimulating the improvement of future teacher training that is all-too-often 
oriented towards working in culturally diverse contexts.

However, caution is advised in interpreting these statements, as they arise from 
a review of limited scope, necessitating further research in the future. Furthermore, 
another limitation of the study is linked to the fact that the proposed educational 
reinterpretation of the Third Space is not based on the analysis of educational prac-
tices that has been implemented. A future line of research would involve exploring 
how this proposal can be observed through the pedagogical practice of CRE.

Rethinking education for critical, democratic, and fair classroom practice involves 
promoting CRE, with its extensive trajectory, alongside initiatives such as educational 
reinterpretation of the Third Space, fostering learning that values the resources of 
each and every student that are necessary for development and learning.
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