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ABSTRACT
Although the first educational applications of the funds of knowledge 
(FoK) concept were carried out in the late 1980s, there have been 
numerous developments and proposals since then, many of which have 
been made within the last few years. It continues to be, therefore, a valid, 
cutting-edge educational approach; one which seeks to overcome the 
lingering deficit perspective in education, by improving relationships 
between families and schools, and by designing culturally sensitive and 
contextualized curricular activities. In this review, we have identified 92 
peer-reviewed publications relating to FoK in the ERIC database, dating 
from between 2011 and 2015. In this review, we aim to provide a summary 
of this literature and identify potential key trends, tensions, extensions 
and issues concerning current applications of the FoK approach. A 
number of contributions for teacher candidates and teacher professional 
development derived from the literature review are also suggested.

Introduction

The approach known as funds of knowledge (or FoK) originated in Tucson, Arizona, in the 
early 1980s. The project was aimed at countering what was described as deficit thinking in 
education; i.e. the idea that low school performance among underrepresented students was 
caused by underlying linguistic, economic and cultural limitations (González, Moll, & Amanti, 
2005; Valencia, 2010).

The original authors of this approach, known as the ‘Tucson academics’ (Hogg, 2011,  
p. 669), put forward their ideas with the purpose of contributing to the educational reform 
of public schools that serve US–Mexican populations in the Southwestern United States 
(González et al., 2005; Vélez-Ibáñez & Greenberg, 1992).

This region has very strict immigration policies to the extent that, in 2000, a ban on bilin-
gual education was approved in order to dismantle this form of instruction (Moll, 2005). 
More recently, in 2010, the State of Arizona Law SB 1070 was passed, according to which, 
undocumented immigrants are regarded as criminals; indeed, all those who by their appear-
ance may be suspected immigrants, regardless of whether they are US citizens or legal or 
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illegal immigrants, can be considered as suspected perpetrators of crimes. With this legal 
and political protection, police can detain a person when they have ‘reasonable suspicion’ 
that he or she is undocumented in cities such as Tucson where about half of the population 
is of Hispanic or Latino origin.

In setting out the context of the FoK approach, Moll (2005) concludes that: ‘it is impossible 
to ignore, then, that schooling practices are related to issues of power and racism in US 
society, especially as related to the working-class status of these families (…) 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).

Hence, in order to challenge the deficit thinking prevalent in education and the racist 
policies that misunderstand the inherent complexities of migrant people, it was argued that 
the households of students of Mexican origin living in Tucson did, in fact, have at their dis-
posal a wide variety of skills, knowledge and competencies forged in their working lives and 
community history (Moll, Amanti, neff, & González, 1992). However, these intellectual and 
educational resources were essentially invisible in school practice and curricular structure 
due to asymmetric power relationships (Rodriguez, 2013). Therefore, school performance 
could be improved by having teachers visit the families of some of their students, identify 
their skills and knowledge and incorporate them into educational practice.

The idea involves an educational policy and concept which, by recognizing and legiti-
mizing the lifestyles involved in the cultural practices of the students’ families, is expected 
to create relationships of ‘confianza’ (mutual trust) between teachers and families in order 
to: (a) build bridges of cooperation that can diminish the prejudices and stereotypes between 
the two contexts of activity (Gonzalez & Moll, 2002) and (b) link school curricula and educa-
tional practice to the lifestyles of students (McIntyre, Rosebery, & González, 2001).

According to Moll (2014), the FoK approach includes three related elements: (1) Research 
in households – ethnographic visits – in which teachers, in collaboration with colleagues, 
visit some student’s families at home for the purpose of uncover the cultural family resources 
or FoK and establish relations of trust between teachers and families; (2) Classroom analysis, 
or study of the new classroom practices developed by the teachers; and (3) study group 
meetings for discussion theory (FoK approach, ethnographic literature), methods and data 
collection, and findings in relation to the study of the households and classrooms (González 
et al., 2005). The study group is developed by teachers and researchers and it becomes a 
‘mediating structure’ (Moll, 2014, p. 123) that connects the household analysis and classroom 
activities. It is in the study group that it begins preparing for the household visits and explore 
how household data can become resources for teaching.

A few years ago, in a review of the literature on the subject, Hogg (2011) proposed a 
clarification of the meaning of the FoK concept and identified a number of FoK developments 
and the extent of its application in the field of education. Specifically, what we propose to 
do here is to continue in this line by reviewing the literature between 2011 and 2015.

There are three objectives in this review. First, we shall describe the literature with regard 
to content, curricular subject, educational level and the countries in which these educational 
experiences were carried out. Second, with this information, we shall discuss some of the 
tensions, extensions, issues or developments of the approach. Finally, we also hope to be 
able to identify significant issues involved in improving teacher training for both trainee and 
professional teachers.
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This article is divided into three main sections. First, we describe the original context and 
the original content of the educational uses of the FoK approach. Secondly, we explain the 
bibliographic analysis carried out, along with the conclusions reached from the aforemen-
tioned categories of analysis (first and second objectives of the review). Finally, in the dis-
cussion section, we link the existing literature we have reviewed with teacher candidates 
and teacher professional development (i.e. the third objective of the review).

The origin and early stages of the FoK approach

The FoK concept originated with the seminal works by Vélez-Ibáñez (1983) on US Mexican 
households and their social and economic systems of interchange. Vélez-Ibáñez, together 
with Greenberg, were the first to propose the notion of FoK, in the context of the study into 
the forms and strategies that allowed immigrant families to survive and further their personal 
development in the USA. They understood the term to mean the ‘specific strategic bodies 
of essential information that households need to maintain their well-being’. (Vélez-Ibáñez 
& Greenberg, 1992, p. 314). However, the definition of FoK most widely used in the literature 
(Hogg, 2011) is the one provided by Moll et al. (1992): ‘These historically-accumulated and 
culturally-developed bodies of knowledge and skills essential for household or individual 
functioning and well-being’ (p. 133).

The first study to explore the educational potential of the FoK approach was the 
‘Community Literacy project’, initiated in 1988 (González, 1995). The main goal of this project 
was to help teachers to design new forms of education based on the literacy practices and 
FoK of the documented households.

After this experience, a pilot FoK study was initiated in 1990–1991, with 10 teachers from 
3 schools (González, 1995). The premise and the findings of the ‘Funds of Knowledge for 
Teaching project’ was the same as in the ‘Community Literacy project’ and in all the sister 
projects, such as the subsequent project BRIdGE (González, Andrade, Civil, & Moll, 2001), 
namely, that the educational process can be greatly enhanced when teachers learn about 
their students’ households and their everyday lives (González, 1995).

In other words, low-income Latino families and communities have linguistic and cultural 
resources that can be employed to support children’s learning in school. Teachers can stra-
tegically connect the curriculum to these rich, culturally based, out-of-school activities rang-
ing from tasks involved in gardening and house construction to the commercial transactions 
taking place at ‘swap meets’ (González et al., 2005; McIntyre, Rosebery et al., 2001). For exam-
ple, McIntyre, Swazy and Greer, (2001) described how two teachers made visits to the homes 
of their students in rural Kentucky to better understand their particular FoK. As a result of 
these visits, the two teachers designed a series of reading, writing and mathematics lessons 
around a major annual school event: the ‘Agricultural Field day’. They connected the curric-
ulum to students’ lives by uncovering the students’ and families’ extensive knowledge and 
abilities of farming (e.g. growth rates of various plants). In this example, the teachers used 
three strategies to contextualize the curriculum. First, the teachers designed instructional 
activities based on what students already knew from home, community and school (e.g. 
using books on agriculture that were very popular with the students). Second, these teachers 
assisted students in connecting and applying their knowledge to classroom activities (e.g. 
relating the knowledge on how their families cultivated plants to the life cycle of plants and, 
subsequently, to the life cycle of animals). Third, these teachers provided opportunities for 
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parents and community members to participate in classroom instructional activities (some 
parents volunteered to help with the agricultural field day).

It is important to note here that culture is understood to refer to socio-cultural practices, 
what people do (and the experiences associated with these practices), how people perceive 
what they do. Consequently, rather than assuming a static, homogeneous conception of 
culture (Japanese culture, corporate culture, and so on), it is assumed the hybridity nature 
of culture (González, 1995). In other words, the focus is not in shared culture rather families’ 
practices and lives experiences. It is a processual approach that focus on the process of 
everyday life, in the form of daily activities, as a frame of reference. These daily activities are 
a manifestation of particular historically accumulated FoK that households possess. Instead 
of representations of an essentialized group (Islamic culture, Mexican culture), household 
practices are viewed as dynamic, emergent and interactional (González et al., 2005). Hence, 
the need to carry out an ethnographic analysis, i.e. to visit the homes of families in order to 
document their practices and life contexts through which each family’s particular abilities, 
skills and knowledge emerge (González, 1995).

In addition, visiting the homes of the students meant breaking with the traditional balance 
of power in which the teacher, as the expert, informs the parents about their children’s 
performance. now, in contrast, families were thought of as intellectual resources, as com-
petent people, whatever their social, linguistic, religious, economic or cultural diversity may 
be (Rodriguez, 2013).

The objective of the FoK approach is threefold: first, to improve the academic performance 
of those students considered underrepresented due to low income, racial/ethnic minority 
status, foreign origin, low fluency in English or being first-generation college students (Rios-
Aguilar, Kiyama, Gravitt, & Moll, 2011); second, to improve relations between teachers and 
families by creating ties of ‘confianza’ (mutual trust) and third, to carry out curricular and 
instructional innovations by incorporating their FoK and their articulation within the curric-
ulum and school practice.

From a socio-cultural perspective, the study groups formed by teachers and researchers 
are considered to be contexts of activity that are able to mediate the process whereby 
teachers theorize the households through home visits and then design school programmes 
accordingly (Moll, 2014). In this respect, teacher professional development is conceived as 
the result of participation in a community of practice – the study-groups – through which 
participants appropriate the terminology of the FoK, acquire the tools of methodological 
analysis (ethnography) and are given support in designing educational and curricular activity 
(Jovés, Siqués, & Esteban-Guitart, 2015).

The remaining sections of the paper proceed with such an analysis of the literature revi-
sion carried out to deepen our understanding of the current state of the FoK framework and 
in particular as contributions to teacher candidates and teacher professional 
development.

Description and critical analysis of the FoK literature 2011–2015

To conduct this review of the literature, searches were made using the Educational Resources 
Information Centre (ERIC) of the Institute of Educational Science, with the search term ‘Funds 
of knowledge’. Since two comprehensive reviews of the literature have already covered the 
period before 2011 (Hogg, 2011; from 1988 to 2011 and Rodriguez, 2013, from 1992 to 2011), 
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it was decided to limit the search to the last five years. That is to say, our search, which was 
carried out on 12 october 2015 covered the period from 2011 to 2015.

our first step was to codify the papers and articles according to their purpose and content, 
i.e. whether they focused mainly on: (1) discussing the term theoretically (theoretical 
research-informed papers), and (2) to document empirically how this approach has been 
used in educational interventions (educational research-based papers).

For those FoK-related articles coded as educational research-based papers, we took note 
of the curricular content (mathematics, science, language, technology, geography, etc.), the 
level of education to which the educational experiences were addressed and the context 
(i.e. the country) in which they took place.

The questions that guide this review are derived from the three objectives we mentioned 
earlier. First, in describing the literature, we aim to get an overview of the contexts, the 
education levels and curriculum areas of the educational experiences identified. These 
aspects also appear in the review by Hogg (2011), and we will therefore be able to compare 
our findings with Hogg’s in the discussion. Secondly, we want to provide a critical analysis 
of the literature, in order to identify some of the innovations and limitations of these edu-
cational experiences, as well as the key issues emerging in contemporary applications of the 
FoK approach. Finally, we want to link the literature to teacher candidates and teacher pro-
fessional development, something we hope to cover mainly in the discussion.

The 92 peer-reviewed articles identified as being related to the FoK approach were divided 
into two categories mentioned above: the majority, 74 in total, illustrated various educational 
applications (educational research-based papers) while the remaining 18 were concerned 
mainly with theoretical questions (theoretical research-informed papers). Consequently, we 
divided this section into two subsections to deal with these two categories. For each cate-
gory, a description will be given along with examples of articles.

Description of educational applications and some noteworthy innovative 
contributions in the educational interventions carried out

The curricular subject most touched upon by the articles we reviewed was literacy, with 20 
articles, followed by second language acquisition (generally English) and aspects related to 
multilingualism (14). other areas included in the articles are mathematics (10), science (9), 
social studies and social justice (6) technology (2), sustainability (1), geography (1) and health 
(1). There are other works that focus on more cross-cutting issues such as evaluation (3), 
identity (2), developmental disabilities (2) and family ideologies (2) and transition to college 
among Latin American students (1).

The focus of the articles is fairly evenly spread across the educational levels with elemen-
tary education being most popular (with a total of 21 articles), followed closely by elementary 
secondary education (18), higher education, postsecondary education and adult education 
(18) and early childhood education or preschool education (17).

Finally, in relation to the countries in which these educational interventions based on FoK 
approach took place, the USA stands out with 43 articles, followed by Canada and England 
(7 each), Australia and new Zealand (5 each), pacific Islands and Uganda (Africa) (2 each) 
and The Republic of the philippines, Tanzania, Chile and Mexico (with 1 each). This gives a 
total of 75 references since one of the studies (Licona, 2013) was carried out in two countries, 
the US and Mexico.
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Taken together, the focus of the articles range from illustrating educational work in specific 
curricular subjects (e.g. Ewing, 2012 who describes the educational use of FoK that incorpo-
rates the mathematical knowledge used by Torres Strait families in Australia in their tradi-
tional practices of sorting shells and giving fish) to teacher training (e.g. the study by Cremin, 
Mottram, Collins, powell, & drury, 2012 in which 18 teachers from 10 primary schools in 5 
local authorities in England document the literacy lives of their students).

There are some noteworthy innovative contributions of this applied research that look 
at aspects that have not been covered previously by the Tucson academics (González et al., 
2005) and have not been identified in the literature revision carried out by Hogg (2011), 
three of which we highlight below.

Firstly, while the original work involving FoK is almost exclusively concerned with the 
detection of parents’ FoK for applications among school populations, we have found studies 
involving adult education (Larrotta & Serrano, 2012; Mosley & Zoch, 2012), children with 
developmental disabilities (Riojas-Cortez, 2011; Stone-Macdonald, 2012) and the detection 
of FoK of grandparents. In that regard, Ruby (2012) analyzed the strategies and skills used 
by Bangla-speaking grandmothers in order to preserve their linguistic and cultural identity 
in their grandchildren.

Secondly, at the curriculum level, other subjects that had previously been scarcely men-
tioned in the FoK literature revised by Hogg (2011) make an appearance, such as geography 
(Hinde, 2012), health (Zanoni, Rucinski, Flores, et al., 2011) or sustainability (Ward, 2013). In 
the case of geography, for instance, Hinde (2012) advocates using the FoK that children have 
in relation to geography (the world around them), providing examples of this in classes 
designed by K-2 and K-3teachers. For example, in one of these, called As the Kids Come and 
Go, designed by Kathy Knowler for K-2, the class becomes a zoo and the children have to 
learn to create maps and write about them. The children work in groups of three and create 
mini-maps of the class which then become little books that can be read and used to orient 
themselves in space based on directions given by their classmates. These studies are good 
examples of how to open up ways to areas of the curriculum other than language, science 
and mathematics, which provide the focus of most of the FoK-based educational 
experiences.

A third important contribution to the Tucson academics literature (González et al., 2005) 
is the proposal to use material produced by the students themselves in order to detect their 
FoK and simultaneously link this material to the curriculum content and school activities. 
For example, picture books have been used to make connections between personal experi-
ences, the school curriculum and the values and beliefs of families with students aged 9 and 
10, using the picture book, Mirror, by Jeannie Baker. In this experience, the students, some-
times with the participation of their families, created illustrations and drawings, and com-
pared their own situations and personal experiences with the contents and themes that 
appear in the book (Mantei & Kervin, 2014).

What theoretical questions have emerged regarding the FoK approach 
between 2011 and 2015?

The 18 articles in our review of the literature whose approach was more theoretical or con-
ceptual in nature (theoretical research-informed papers) can be divided into three groups. 
Table 1 shows the specific topics (or concepts) associated with the articles in these groups.
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Group 1. Justice and social change

In line with the initial spirit of the FoK approach, a number of authors underline its trans-
formative nature; it is described as a ‘pedagogy of transformation’ (Wrigley, Lingard, & 
Thomson, 2012) that can be used to modify prejudices, stereotypes and expectations 
(Templeton, 2013); it can be used to recognize and legitimize different ways of knowing, 
interpreting and involving oneself with the world (Gonzales, 2015) and it can help to raise 
aspirations (McInerney & Smyth, 2014; Zipin, Sellar, Brennan, & Gale, 2015).

However, unlike early studies which focused on transforming the power relationships 
between teachers and families as well as transforming educational practices to make them 
more culturally congruent (Rodriguez, 2013), recent studies have incorporated the need to 
take account of difficulties arising from the conditions of individual families that may help 
teachers to understand, for example, that a student may be falling asleep in class because 
he has been caring for a younger sibling until late at night. In many FoK studies, researchers 
have limited themselves to creating a list of knowledge, skills and abilities susceptible to 
being incorporated into curriculum practice. However, others have strongly recommended 
getting to know the everyday living conditions of students in order to better understand 
their behaviour as well as the situation of their families, thus converting simple prejudices 
into judgments based on empirical knowledge (Templeton, 2013).

Another new notion is to consider FoK as a tool for ‘raising aspirations’; ‘emergent senses 
of future potential, grounded in lived cultures, which hold possibility for imagining and 
pursuing alternative futures’ (Zipin et al., 2015, p 227). In this case, the students, along with 
teachers, co-construct the curriculum and document their own lives, as well as the problems 
around them, with the aim of promoting opportunities and positive expectations about the 
future. In this way, students are actively incorporated into the process and recognized as 
capable of documenting the FoK of their families and communities. This broadens the tra-
ditional approach in which responsibility for detecting funds knowledge rested solely on 
the teacher. However, meeting this aim and ‘raising aspirations’ requires institutional support 
and policies that can address the systemic causes of injustice and educational and socio-eco-
nomic inequalities (McInerney & Smyth, 2014). This would bring about social transformation 

Table 1. thematic core of foK-related articles with a theoretical-conceptual approach.

Critical issues Specific topics and associated articles
Justice and social change epistemic justice (Gonzales, 2015); pedagogies of 

transformation (Wrigley et al., 2012); raising aspirations 
(mcinerney & Smyth, 2014; Zipin et al., 2015); 
transforming expectations (templeton, 2013); power 
and agency (rodriguez, 2013)

dialogue with other theoretical approaches a Capital approach (Hinton, 2015; rios-aguilar et al., 
2011; Zipin, Sellar, & Hattam, 2012); third Space/
hybridity and practice theories (Carlone & Johnson, 
2012); third space and figured world (Seiler, 2013); 
participatory learning theories (Hedges & Cullen, 2012); 
family literacy ecology of communities framework (Chao 
& mantero, 2014)

developments and particularities of the funds of 
knowledge notion

funds of knowledge (literature review on the concept) 
(Hogg, 2011); funds of (difficult) knowledge (Becker, 
2014); children’s funds of knowledge based interests 
(Hedges et al., 2011); popular culture as funds of 
knowledge (Hedges, 2011; Petrone, 2013); teachers’ 
funds of knowledge (Hedges, 2012)
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at two levels: at the micro-levels of school communities and at the macro-levels of society 
and power structures (Rodriguez, 2013). It is our view, however, that while the FoK approach 
has provided powerful strategies for transforming the relationships between students, fam-
ilies and teachers, it can hardly lead to a transformation of society as a whole without political 
action at a much more macro level.

Group 2. Dialogue with other theoretical approaches

The main focus of the articles in this group is to create discussion and dialogue between the 
FoK approach and other approaches and theories. This is the case of the ‘Community Cultural 
Wealth’ model described by Tara J. Yosso (2005), which supports the idea that underrepre-
sented students hold various forms of cultural ‘capital’. Such capital is variously described as 
aspirational (dreams and aspirations), social, linguistic, familial, navigational (skills in navi-
gating different social institutions) and resistance (the experiences of ‘communities of color’, 
for example, in the struggle for equal rights and collective freedom). Various authors have 
established relationships between the FoK approach and Yosso’s model (Hinton, 2015; Rios-
Aguilar et al., 2011; Rodriguez, 2013; Zipin et al., 2015). As we will reiterate and emphasize 
in the discussion, we believe that the dialogue between the two approaches enriches the 
notion of FoK by taking into account skills related to resistance, future aspirations and the 
transition between different social institutions (i.e. resistance, aspirational and navigational 
capital) – aspects that have not been incorporated into the traditional notion of FoK which 
is limited to what in Yosso’s terminology, would be described as social, linguistic and familial 
capital (Yosso, 2005). In this sense, we do not agree with the criticism made by Hinton (2015) 
who considers that the metaphor of ‘capital’ is much too contaminated by the notion of 
‘financial capital’ – a notion, he argues, ‘which is premised on unequal exchange’ and which 
marginalizes students according to social and cultural conditions. Yosso’s approach (2005), 
like that of the FoK approach (Rios-Aguilar et al., 2011), reconceptualizes and broadens the 
idea of what capital can mean in different cultural communities and reclaims the term in a 
new perspective.

Another theoretical context related to the FoK approach is the theory of third space or 
hybridity (Carlone & Johnson, 2012; Seiler, 2013) which could be positioned in what Hedges 
and Cullen (2012) call ‘participatory learning theories’. The most positive aspect of this rela-
tionship is that it allows us to emphasize the contingent nature of FoK. That is to say, in these 
theoretical frameworks there is an underlying dynamic view of culture as a social construction 
located and distributed in contexts of activity. This overcomes the more static and homo-
geneous notions that tend to produce prejudiced and stereotypical views of student behav-
iour based on the simple fact of their being part of a particular cultural group. It should be 
noted, however, that the relationship between such theories and the FoK approach had 
already been suggested by Moje et al. (2004).

What can be highlighted as innovative is the relationship, of great importance in our view, 
between the FoK approach and the ‘family literacy ecology of communities’ framework (Chao 
& Mantero, 2014). In this model, the proposed setting for intervention in a meaningful context 
for participating families (in this case, Latino and Asian immigrant parents learning English) 
is the Church. The Church is conceptualized – in the same way as discussion groups are 
considered (Moll, 2015) – as the ‘social mediator for situating immigrant adult English learners 
within real-life communities, empowering their family literacy, accessing communities of 
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power, and having a voice in the larger society’ (Chao & Mantero, 2014, p. 90). In traditional 
FoK literature, the prototypical contexts that are objects of analysis and intervention are the 
school, the home (through visits) and the settings in which the study groups or discussion 
groups are held (usually, the same school or college). For Chao and Mantero (2014), the 
contexts of analysis and intervention are opened up to include significant settings that are 
depositaries and creators of FoK, such as the Church. This seems to be a novel contribution 
to the existing literature, and raises important questions regarding the inclusion of other 
agents and institutional contexts that may help to strengthen the educational continuities 
between the school, families and community.

Group 3. Developments and particularities of the FoK notion

The third group brings together particularities in the FoK approach that lead the authors to 
emphasize certain aspects, such as popular culture and the students’ interests, as a source 
of curriculum content and as resources that can be used to link the students to the curriculum 
petrone (2013) indentifies three ways of understanding the concept of popular culture:  
(a) as a site of identity formation for youth; (b) as a context for literacy development and  
(c) as a vehicle for sociopolitical critique and action.

Hedges and her colleagues (Hedges, 2011; Hedges, Cullen, & Jordan, 2011) focus on how 
popular culture and the interests of students can be a vehicle for extending curriculum 
design and practice beyond the child-centred, play-based learning environment. In addition 
to play, the authors identify other interests and motives – shaped by interaction with adults 
(teachers, parents, grandparents, etc.) and peer groups (friends, siblings, cousins, etc.) and 
in the experiences of everyday life, such as cooking or rugby – all of which can be incorpo-
rated into educational practice. In another article (Hedges, 2012) included in this group, 
Hedges suggests that, in addition to taking into account the children’s FoK (the social and 
everyday contexts of children that shape their motives and interests), we should also consider 
their teachers’ FoK (their previous experiences, beliefs and understandings) which, in the 
end, are mediating the activity in the classroom. According to the author, the informal knowl-
edge accumulated by teachers throughout their careers and learning experiences, i.e. their 
FoK, end up exerting greater influence on their decision-making processes in early childhood 
education, compared to their theoretical and more formal training. In our opinion, these 
works also enrich the FoK notion since they emphasize the FoK and interests that students 
construct in their everyday practices. Clearly, the detection and incorporation of the funds 
knowledge of a particular family and community, along with data on the interests of students 
and an account of the teachers’ FoK could lead to a more integral and powerful analysis than 
one that only takes into account the families’ FoK, or the student’s centres of interest.

Finally, an important element in this group is the notion of ‘Funds of (difficult) knowledge’ 
used by Becker (2014). Becker supports her argument with the concept of dark FoK (Zipin, 
2009) and the notion of difficult knowledge (‘stories that disturb one’s sense of cohesiveness’) 
suggested by Britzman (2000, p. 43), among others authors. The author places the word 
‘difficult’ in brackets ‘in order to recognize the mutable, constructed and subjective nature 
of what is considered difficult’. Specifically, in her explanation of the term, Becker proposes 
‘the term funds of (difficult) knowledge to account for the emotionally difficult chapters of 
one’s cultural heritage or migration story’ (Becker, 2014, p. 19). Traditionally, the FoK literature 
has emphasized only the positive aspects, such as skills and abilities, derived from family 
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and community experiences. This has led researchers to underestimate the weight of difficult 
experiences in building what Zipin called dark FoK. Having said that, however, the idea of 
funds of (difficult) knowledge or dark FoK can feed into the deficit thinking associated with 
certain groups at risk of social exclusion. As we said earlier, one of the purposes of the FoK 
approach is precisely this battle against deficit thinking in education.

Discussion

our main objective was to identify the current state of research connected with the FoK 
approach, which we did by reviewing articles dated between 2011 and 2015 in the ERIC 
database. Specifically, we aimed to describe the existing literature, provide a critical analysis 
of developments, themes and limitations as well as identifying aspects that need to be taken 
into account in teacher candidates and teacher professional development.

We identified and described two categories of work: conceptual works (18 theoretical 
research-informed papers) and educational applications (74 educational research-based 
papers).

one of our aims was to describe the educational uses of the approach in relation to edu-
cation, curriculum area and country in which the investigation was carried out and, as in the 
review of Hogg (2011) which covered the period between 1988 and 2011, the commonest 
settings were found to be elementary schools in the USA with the focus being mainly on 
literacy development. This is not surprising given that the original purpose and context of 
FoK research concerned language and literacy in elementary schools in the USA. However, 
new scenarios have appeared that were not identified by Hogg (2011), such as such as 
Uganda (Africa), the Republic of the philippines, Tanzania, Chile and Mexico. Furthermore, 
the approach has been extended to other areas of education such as adult education and 
to other curricular areas such as geography, sustainability, social studies/social justice, 
 technology and health – none of which were present in the papers that Hogg reviewed.

With regard to any new contributions and extensions to the FoK approach, there are three 
things we would like to highlight from our review. The first is that there are a number of 
connections between the FoK approach and other theoretical frameworks, among which 
the Community Cultural Wealth model proposed by Yosso (2005) is an especially significant 
example. A total of five articles critically explore the relationship between these two 
approaches (Hinton, 2015; Rios-Aguilar et al., 2011; Rodriguez, 2013; Saathoff, 2015; Zipin 
et al., 2015). We agree with the idea put forward by Rios-Aguilar et al. (2011) that what they 
call forms of capital is a notion that is complementary and compatible with FoK. However, 
the authors focus on only two forms of capital: social capital (resources embedded in social 
networks: parental involvement, family–school relationships, and so on) and cultural capital 
(involvement in cultural activities, parental cultural capital, habitus, language practices and 
educational/occupational aspirations). As we mentioned previously, we believe that the 
dialogue between these two perspectives should be broader – along the lines of Yosso 
(2005), who rearticulates Bourdieu’s notion of cultural capital towards a more inclusive notion 
that recognizes the cultural experiences of certain communities, in her case, ‘communities 
of color’. In particular, community cultural wealth is defined as ‘an array of knowledge, skills, 
abilities and contacts possessed and utilized by communities of colour to survive and resist 
macro and micro-forms of oppression’ (Yosso, 2005, p. 77). The notion of FoK also refers to 
this set of knowledge and skills, though this is limited to a particular family unit rather than 
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including an entire group or community. We think this distinction remains important because 
considering ethnic or cultural communities as a whole can lead researchers to obscure the 
diversity of skills and knowledge that may exist in a supposed cultural group, as well as 
perpetuating certain stereotypes (i.e. ‘this ethnic group has this cultural capital’). In this sense, 
maintaining the family unit as the unit of analysis seems more specific and consistent with 
the notion of culture – previously described (González, 1995; González et al., 2005) – that 
underpins the FoK approach.

Having said that, we believe that the literature reviewed shows that there is plenty of 
scope for a fruitful dialogue between the two models because it reveals a shared critical 
perspective aimed at social transformation in favour of inclusion and equality in education. 
We believe this dialogue can improve our understanding of the specific aspects that could 
be considered as repertories of skills and knowledge that are susceptible to being incorpo-
rated into educational practice and which are gathered from analyses of underrepresented 
groups. That is, many of the skills, experience and knowledge that families possess are rec-
ognized (as FoK or what Yosso calls the family, linguistic and social capital) but we also need 
to recognize other components of these FoK such as aspirations (as developed by Zipin and 
collaborators), skills associated with resistance and what Yosso (2005) identifies as naviga-
tional capital in reference to the skills of students in manoeuvring between different 
socio-cultural institutions. These ideas offer promising avenues for further research in FoK 
approach.

It is precisely this navigational capital that brings us to the second aspect of our review 
that we wish to highlight, namely the extension of the FoK concept by incorporating and 
expanding on the experiences, trajectories and social networks of learners that go beyond 
their family FoK. Good examples of this include the notion of Funds of (difficult) knowledge 
(Becker, 2014) and the notion children’s FoK-based interests developed by Hedges et al. 
(Cooper & Hedges, 2014; Hedges, 2011, 2012, 2015; Hedges & Cullen, 2012; Hedges et al., 
2011).

The first, developed in relation to the notion of dark FoK (Zipin, 2009) and difficult 
Knowledge (Britzman, 2000), is notable for drawing attention to the difficult circumstances 
or experiences endured by migrants. However, it meets the challenge of upholding one of 
the basic principles of the FoK approach, which is that people, above and beyond their 
linguistic, economic and socio-cultural differences, are competent individuals and they pos-
sess skills and knowledge that are embedded in their cultural practices. This principle seeks 
to call into question the deficit perspective which tends to associate families of immigrant 
origin, for example, with economic difficulties, unstructured environments, alcohol abuse 
and other negative elements. Although the school, as Zipin et al. (2015) suggests, cannot 
ignore the difficult circumstances of people from vulnerable socio-economic backgrounds, 
we think this view is correct and that it enriches the FoK approach.

We also believe that the notion of children’s FoK-based interests developed by Hedges 
et al., in the interesting educational context of Aotearoa/new Zealand, can be linked to the 
notion of funds of identity (Esteban-Guitart, 2012; Esteban-Guitart & Moll, 2014a, 2014b; Jovés 
et al., 2015; Saubich & Esteban-Guitart, 2011). However, the funds of identity concept is not 
restricted to play, popular culture or children’s interests – although these are highly relevant 
aspects – but rather, focuses on aspects and activities that are geographical (spaces), social 
(people), cultural (artefacts) or institutional (locations) and that each of us incorporate into 



156  M. LLopART And M. ESTEBAn-GUITART

the vision we have of ourselves and of what, for each one of us, is significant and 
important.

Both notions invite us to consider the learner as the core of the educational activity, along 
with his or her multiple spaces of relationships, ranging from family to peer group. Based 
on students’ interests or their funds of identity, the curriculum can be linked to their expe-
riences, their artefacts and the contexts of their lives. We believe this notion also enriches 
the original FoK concept which, to a certain extent, was limited to family FoK generated by 
family practices. However, as Moll and his colleagues acknowledge, the existing research on 
FoK has informed educators and researchers primarily about adult practices and their social 
worlds (Rios-Aguilar et al., 2011). 

We have also long been aware that a funds of knowledge analysis, depending as it does on inter-
views with adults and participant observations in households, may inform us about adults and 
their social worlds but not necessarily about their children. We have often assumed, and it may 
be untenable, that what we learn from adults may inform us about children. (Moll, 2005, p. 279)

In our opinion, children/students create their own social worlds and FoK, which may be 
independent from the social life of the adults surrounding them. Both the children’s FoK-based 
interests and their funds of identity allow us to take into account the children’s social worlds, 
beyond the social life of the adults.

The third and final thing we would like to emphasize is the link between the FoK approach 
in general and social justice, which is apparent explicitly or implicitly in many of the works 
reviewed here and elsewhere (Rodriguez, 2013; Jovés et al., 2015). The FoK approach is linked 
to social transformation by the manner in which it understands the relationship between 
under-represented students and educational practice and culture. What underlies the various 
educational experiences reviewed here, whether in the realm of literacy (Cremin et al., 2012), 
mathematics (Aguirre, Zavala, & Katanyoutanant, 2012) or science (Licona, 2013), is how they 
explicitly recognize the life experiences of the students and their families and their way of 
life. And through this process of recognition and validation, school curricula can be adapted 
to these realities which are used as scaffolding material in the act of teaching and 
learning.

Finally, we decided to attempt to identify some of the significant contributions for teacher 
candidates and teacher professional development in the pedagogical context of educational 
inclusion and social justice.

We share the conclusion reached by Hogg (2011) who, in her review of the literature, said: 
‘FoK offers a conceptual framework for a key message for trainee teachers: first and foremost, 
know the learner. This message is compelling for teacher education programs with social 
justice aims’ that are designed to help future teachers ‘to work effectively in schools with 
increasing levels of student cultural diversity’ (p. 674).

Knowing the learner is one of the teacher’s central tasks according to this view – and this, 
in turn, means obtaining empirical knowledge of the contexts of their learners’ lives, which 
in itself becomes a strategy for connecting with the territory and the community, a particu-
larly sensitive aspect these days in which many teachers work in towns and areas they are 
unfamiliar with (Moll, 2015). The methodological innovations and strategies for doing this 
are, in our view, what differentiates the proposals described in this review from other per-
spectives (Shulman, 1986).

In this regard, in order to obtain this empirical information – a task which the pioneering 
authors of FoK situate in the field of ethnography (González et al., 2005) – teachers can 
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consider a number of different strategies or methodological resources, which in turn can 
become instruments or educational devices to connect students and their life contexts with 
the school curriculum. In our review of the literature, we identified several strategies that 
meet this aim: (a) mentoring texts (newman, 2012); (b) picture books (Mantei & Kervin, 2014); 
(c) student-generated photographies (Coles-Ritchie, Monson, & Moses, 2015); (d) digital media 
activities (Gonsalves, 2014); (e) cultural memory banking (Handa & Tippins, 2012); (f ) e-readers 
(Charbonneau-Gowdy, 2015); (g) arts-based pedagogies (Ward, 2013); (h) family journals 
(Rowe & Fain, 2013); (i) photovoice (Cook, 2014) or (j) digital storytelling (pahl, 2011). Essentially, 
these consists of texts on which learners project their voices, their interests, experiences, 
knowledge and trajectories, and which teachers can use for educational purposes, as illus-
trated in the literature mentioned. For example, Mantei and Kervin (2014) illustrated the 
pedagogical usage of the picture book, Mirror, to make connections between personal expe-
riences and school practice with students aged 9 and 10 as briefly described above. Students 
read Mirror independently, both individually and in pairs, and share interpretations of and 
personal connections to the protagonists of the history. After this first reading, students 
engaged independently with the picture book over one week, creating personal responses 
to something they related to in the text.

Moreover, this empirical knowledge of the reality of students is also the product and, at 
the same time, the result of establishing closer relationships with students and their families. 
This is a key element of the original FoK approach and is what underlines the teacher visits 
to the communities and homes of their students (Gonzalez & Moll, 2002). For this reason, 
the study group, as a learning community, is a perfectly positioned environment in which 
to develop and accompany teacher professional development (Jovés et al., 2015). However, 
this important part of the FoK approach goes unmentioned in many of the works reviewed 
here.

Conclusion

In short, although many years have now passed since the educational applications of the 
FoK approach were first put into practice (González, 1995; Vélez-Ibáñez & Greenberg, 1992), 
we can conclude that not only does the approach remain valid, but it has also incorporated 
elements of analysis that we believe enrich the original theoretical and educational model. 
In particular, our review illustrates some contemporary uses of and developments in the FoK 
approach, pointing out new groups or communities that can benefit from this approach 
(e.g. people with learning difficulties), new curricular areas (e.g. health, geography and sus-
tainability) to which the FoK concept can be applied and new strategies for documenting 
FoK (e.g. through artefacts created by the learners themselves).

Disclosure statement

no potential conflict of interest was reported by the authors.

Funding

This work was supported by the Spanish Ministry of Economy, Industry and Competitiveness (MInECo), 
the Spanish State Research Agency (AEI) and The European Regional development Fund (European 
Union) [grant number EdU2017-83363-R].



158  M. LLopART And M. ESTEBAn-GUITART

Notes on contributors

Mariona Llopart is an assistant professor of the department of psychology at the University of Girona, 
Spain. She is interested in teacher education and the continuities and discontinuities between school 
and family in multicultural settings.

Moisès Esteban-Guitart is a professor of the department of psychology at the University of Girona, 
Spain. He is the editor of the journal ‘papeles de Trabajo sobre Cultura, Educación y desarrollo Humano/
Working papers on Culture, Education and Human development’. He has published widely on issues of 
identity, cultural diversity and education. He has published recently the book entitled ‘Funds of identity. 
Connecting Meaningful Learning Experiences in and out of School’ (Cambridge University press, 2016).

References

Aguirre, J., Zavala, M., & Katanyoutanant, T. (2012). developing robust forms of pre-service teachers’ 
pedagogical content knowledge through culturally responsive mathematics teaching analysis. 
Mathematics Teacher Education and Development, 14, 113–136.

Becker, A. (2014). Funds of (difficult) knowledge and the affordances of multimodality: The case of 
Victor. Journal of Language and Literacy Education, 10, 17–33.

Britzman, d. p. (2000). If the story cannot end: deferred action, ambivalence, and difficult knowledge. In 
R. I. Simon, S. Rosenberg, & C. Eppert (Eds.), Between hope and despair: Pedagogy and the remembrance 
of historical trauma (pp. 27–57). Lanham, Md: Rowman & Littlefield.

Carlone, H., & Johnson, A. (2012). Unpacking “culture” in cultural studies of science education: Cultural 
difference vs. cultural production. Ethnography and Education, 7, 151–173. doi:10.1080/17457823. 
2012.693691

Chao, X., & Mantero, M. (2014). Church-based ESL adult programs: Social mediators for empowering 
“family literacy ecology of communities”. Journal of Literacy Research, 46, 90–114. doi:10.1177/108
6296X14524588

Charbonneau-Gowdy, p. (2015). Telling tales: Towards a new model of literacy development using 
E-readers in teacher education in Chile. Electronic Journal of e-Learning, 13, 84–96.

Coles-Ritchie, M., Monson, B., & Moses, C. (2015). drawing on dynamic local knowledge through 
student-generated photography. Equity & Excellence in Education, 48, 266–282. doi:10.1080/1066
5684.2015.1025615

Cook, K. (2014). Beginning a classroom inquiry: Using photovoice to connect college students to 
community science. Journal of College Science Teaching, 43, 28–33.

Cooper, M., & Hedges, H. (2014). Beyond participation: What we learned from Hunter about collaboration 
with pasifika children and families. Contemporary Issues in Early Childhood, 15, 165–175. doi:10.2304/
ciec.2014.15.2.165

Cremin, T., Mottram, M., Collins, F., powell, S., & drury, R. (2012). Building communities: Teachers 
researching literacy lives. Improving Schools, 15, 101–115.

Esteban-Guitart, M. (2012). Towards a multimethodological approach to identification of funds of 
identity, small stories and master narratives. Narrative Inquiry, 22, 173–180. doi:10.1075/ni.22.1.12est

Esteban-Guitart, M., & Moll, L. (2014a). Funds of identity: A new concept based on funds of knowledge 
approach. Culture & Psychology, 20, 31–48. doi:10.1177/1354067X13515934

Esteban-Guitart, M., & Moll, L. (2014b). Lived experiences, funds of identity and education. Culture & 
Psychology, 20, 70–81. doi:10.1177/1354067X13515940

Ewing, B. (2012). Mathematics funds of knowledge: “Sotmaute” and “sermaute” fish in a Torres Strait 
Islander community. Australian Journal of Adult Learning, 52, 134–152.

Gonsalves, A. (2014). “Science isn’t just what we learn in school”: Interaction rituals that value youth 
voice in out-of-school-time science. Canadian Journal of Education, 37, 185–208.

Gonzales, L. (2015). An “acción” approach to affirmative action: Hispanic-serving institutions as spaces 
for fostering epistemic justice. Association of Mexican American Educators Journal, 9, 28–41.

González, n. (1995). The funds of knowledge for teaching project. Practicing Anthropology, 17, 3–6. 
doi:10.17730/praa.17.2.a036jlq422223625p

https://doi.org/10.1080/17457823.2012.693691
https://doi.org/10.1080/17457823.2012.693691
https://doi.org/10.1177/1086296X14524588
https://doi.org/10.1177/1086296X14524588
https://doi.org/10.1080/10665684.2015.1025615
https://doi.org/10.1080/10665684.2015.1025615
https://doi.org/10.2304/ciec.2014.15.2.165
https://doi.org/10.2304/ciec.2014.15.2.165
https://doi.org/10.1075/ni.22.1.12est
https://doi.org/10.1177/1354067X13515934
https://doi.org/10.1177/1354067X13515940
https://doi.org/10.17730/praa.17.2.a036jlq422223625p


JoURnAL oF CURRICULUM STUdIES  159

González, n., Andrade, R., Civil, M., & Moll, L. (2001). Bridging funds of distributed knowledge: Creating 
zones of practices in mathematics. Journal of Education for Students Placed at Risk, 6, 115–132. 
doi:10.1207/S15327671ESpR0601-2_7

Gonzalez, n., & Moll, L. (2002). Cruzando el puente: Building bridges to funds of knowledge. Educational 
Policy, 16, 623–641. doi:10.1177/0895904802016004009

González, n., Moll, L. C., & Amanti, K. (2005). Funds of knowledge: Theorizing practices in households, 
communities, and classrooms. Mahwah, nJ: Lawrence Erlbaum Associates.

Handa, V., & Tippins, d. (2012). Cultural memory banking in preservice science teacher education. 
Research in Science Education, 42, 1201–1217. doi:10.1007/s11165-011-9241-6

Hedges, H. (2011). Rethinking sponge bob and ninja turtles: popular culture as funds of knowledge for 
curriculum co-construction. Australasian Journal of Early Childhood, 36, 25–29.

Hedges, H. (2012). Teachers’ funds of knowledge: A challenge to evidence-based practice. Teachers and 
Teaching: Theory and Practice, 18, 7–24. doi:10.1080/13540602.2011.622548

Hedges, H. (2015). Sophia’s funds of knowledge: Theoretical and pedagogical insights, possibilities 
and dilemmas. International Journal of Early Years Education, 23, 83–96. doi:10.1080/09669760.20
14.976609

Hedges, H., & Cullen, J. (2012). participatory learning theories: A framework for early childhood 
pedagogy. Early Child Development and Care, 182, 921–940. doi:10.1080/03004430.2011.597504

Hedges, H., Cullen, J., & Jordan, B. (2011). Early years curriculum: Funds of knowledge as a conceptual 
framework for children’s interests. Journal of Curriculum Studies, 43, 185–205. doi:10.1080/002202
72.2010.511275

Hinde, E. (2012). Geography for our youngest learners. Geography Teacher, 9, 49–52. doi:10.1080/193
38341.2012.679892

Hinton, K. A. (2015). Should we use a capital framework to understand culture? Applying cultural 
capital to communities of color. Equity & Excellence in Education, 48, 299–319. doi:10.1080/106656
84.2015.1025616

Hogg, L. (2011). Funds of knowledge: An investigation of coherence within the literature. Teaching and 
Teacher Education, 27, 666–677. doi:10.1016/j.tate.2010.11.005

Jovés, p., Siqués, C., & Esteban-Guitart, M. (2015). The incorporation of funds of knowledge and funds of 
identity of students and their families into educational practice. A case study from Catalonia, Spain. 
Teaching and Teacher Education, 49, 68–77. doi:10.1016/j.tate.2015.03.001

Larrotta, C., & Serrano, A. (2012). Adult learners’ funds of knowledge: The case of an English class for 
parents. Journal of Adolescent & Adult Literacy, 55, 316–325. doi:10.1002/JAAL.00038

Licona, M. (2013). Mexican and Mexican–American children’s funds of knowledge as interventions into 
deficit thinking: opportunities for praxis in science education. Cultural Studies of Science Education, 
8, 859–872. doi:10.1007/s11422-013-9515-6

Mantei, J., & Kervin, L. (2014). Interpreting the images in a picture book: Students make connections to 
themselves, their lives and experiences. English Teaching: Practice and Critique, 13, 76–92.

McInerney, p., & Smyth, J. (2014). “I want to get a piece of paper that says I can do stuff”: Youth narratives 
of educational opportunities and constraints in low socio-economic neighbourhoods. Ethnography 
and Education, 9, 239–252. doi:10.1080/17457823.2013.873349

McIntyre, E., Rosebery, A., & González, n. (2001). Classroom diversity. Connecting curriculum to students’ 
lives. porstmouth, nH: Heinemann.

McIntyre, E., Swazy, R. A., & Greer, S. (2001). Agricultural field day. Linking rural cultures to school 
lessons. In E. McIntyre, A. Rosebery, & n. González (Eds.), Classroom diversity. Connecting curriculum 
to students’ lives (pp. 76–84). porstmouth, nH: Heinemann.

Moje, E. B., Ciechanowski, K. M., Kramer, K., Ellis, L., Carrillo, R., & Collazo, T. (2004). Working toward 
third space in content area literacy: An examination of everyday funds of knowledge and discourse. 
Reading Research Quarterly, 39, 38–70.

Moll, L. (2005). Reflections and possibilities. In n. González, L. Moll, & C. Amanti (Eds.), Funds of knowledge: 
Theorizing practices in households, communities, and classrooms (pp. 278–287). Mahwah, nJ: Lawrence 
Erlbaum Associates.

Moll, L. (2014). L. S. Vygotsky and education. new York, nY: Routledge.

https://doi.org/10.1207/S15327671ESPR0601-2_7
https://doi.org/10.1177/0895904802016004009
https://doi.org/10.1007/s11165-011-9241-6
https://doi.org/10.1080/13540602.2011.622548
https://doi.org/10.1080/09669760.2014.976609
https://doi.org/10.1080/09669760.2014.976609
https://doi.org/10.1080/03004430.2011.597504
https://doi.org/10.1080/00220272.2010.511275
https://doi.org/10.1080/00220272.2010.511275
https://doi.org/10.1080/19338341.2012.679892
https://doi.org/10.1080/19338341.2012.679892
https://doi.org/10.1080/10665684.2015.1025616
https://doi.org/10.1080/10665684.2015.1025616
https://doi.org/10.1016/j.tate.2010.11.005
https://doi.org/10.1016/j.tate.2015.03.001
https://doi.org/10.1002/JAAL.00038
https://doi.org/10.1007/s11422-013-9515-6
https://doi.org/10.1080/17457823.2013.873349


160  M. LLopART And M. ESTEBAn-GUITART

Moll, L. (2015). Tapping into the “hidden” home and community resources of students. Kappa Delta Pi 
Record, 51, 114–117.

Moll, L., Amanti, C., neff, d., & González, n. (1992). Funds of knowledge for teaching: Using a 
qualitative approach to connect homes and classrooms. Theory into Practice, 31, 132–141. 
doi:10.1080/00405849209543534

Mosley, M., & Zoch, M. (2012). Tools that come from within: Learning to teach in a cross-cultural adult 
literacy practicum. Teaching and Teacher Education, 28, 66–77. doi:10.1016/j.tate.2011.09.003

newman, B. (2012). Mentor texts and funds of knowledge: Situating writing within our students’ world. 
Voices from the Middle, 20, 25–30.

pahl, K. (2011). My family, my story: Representing identities in time and space through digital storytelling. 
Yearbook of the National Society for the Study of Education, 110, 17–39.

petrone, R. (2013). Linking contemporary research on young, literacy, and popular culture with literacy 
teacher education. Journal of Literacy Research, 45, 240–266. doi:10.1177/1086296X13492981

Riojas-Cortez, M. (2011). Culture, play, and family: Supporting children on the Autism Spectrum. Young 
Children, 66, 94–99.

Rios-Aguilar, C., Kiyama, J. M., Gravitt, M., & Moll, L. (2011). Funds of knowledge for the poor and forms 
of capital for the rich? A capital approach to examining funds of knowledge. Theory and Research 
in Education, 9, 163–184. doi:10.1177/1477878511409776

Rodriguez, G. M. (2013). power and agency in education: Exploring the pedagogical dimensions of 
funds of knowledge. Review of Research in Education, 37, 87–120. doi:10.3102/0091732X12462686

Rowe, d., & Fain, J. (2013). The family backpack project: Responding to dual-language texts through 
family journals. Language Arts, 90, 402–416.

Ruby, M. (2012). The role of a grandmother in maintaining Bangla with her granddaughter in East 
London. Journal of Multilingual and Multicultural Development, 33, 67–83. doi:10.1080/01434632.
2011.638075

Saathoff, S. (2015). Funds of knowledge and community cultural wealth: Exploring how pre-service 
teachers can work effectively with Mexican and Mexican American students. Critical Questions in 
Education, 6, 30–40.

Saubich, X., & Esteban-Guitart, M. (2011). Bringing funds of family knowledge to school. The Living 
Morocco project. REMIE: Multidisciplinary Journal of Educational Research, 1, 57–81. doi:10.4452/
remie.2011.04

Seiler, G. (2013). new metaphors about culture: Implications for research in science teacher preparation. 
Journal of Research in Science Teaching, 50, 104–121. doi:10.1002/tea.21067

Shulman, L. (1986). Those who understand: Knowledge growth in teaching. Educational Researcher, 
15, 4–14.

Stone-Macdonald, A. (2012). Learning daily life and vocational skills in natural settings: A Tanzanian 
model. Journal of the International Association of Special Education, 13, 28–40.

Templeton, B. (2013). Why is that child so rude? Educational Leadership, 70, 72–74.
Valencia, R. (2010). Dismantling contemporary deficit thinking. Educational thought and practice. new 

York, nY: Taylor and Francis.
Vélez-Ibáñez, C. (1983). Bonds of mutual trust: The culture systems of rotating credit associations among 

urban Mexicans and Chicanos. new Brunswick, nJ: Rutgers University press.
Vélez-Ibáñez, C., & Greenberg, J. (1992). Formation and transformation of funds of knowledge. 

Anthropology and Education Quarterly, 23, 313–335.
Ward, K. (2013). Creative arts-based pedagogies in early childhood education for sustainability: 

Challenges and possibilities. Australian Journal of Environmental Education, 29, 165–181. doi:10.1017/
aee.2014.4

Wrigley, T., Lingard, B., & Thomson, p. (2012). pedagogies of transformation: Keeping hope alive in 
troubled times. Critical Studies in Education, 53, 95–108.

Yosso, T. J. (2005). Whose culture has capital? A critical race theory discussion of community cultural 
wealth. Race, Ethnicity, and Education, 8, 69–91. doi:10.1080/1361332052000341006

Zanoni, J., Rucinski, d., Flores, J., et al. (2011). Latino/a community funds of knowledge for health and 
curriculum. Journal of Latinos and Education, 10, 43–58. doi:10.1080/15348431.2011.531657

https://doi.org/10.1080/00405849209543534
https://doi.org/10.1016/j.tate.2011.09.003
https://doi.org/10.1177/1086296X13492981
https://doi.org/10.1177/1477878511409776
https://doi.org/10.3102/0091732X12462686
https://doi.org/10.1080/01434632.2011.638075
https://doi.org/10.1080/01434632.2011.638075
https://doi.org/10.4452/remie.2011.04
https://doi.org/10.4452/remie.2011.04
https://doi.org/10.1002/tea.21067
https://doi.org/10.1017/aee.2014.4
https://doi.org/10.1017/aee.2014.4
https://doi.org/10.1080/1361332052000341006
https://doi.org/10.1080/15348431.2011.531657


JoURnAL oF CURRICULUM STUdIES  161

Zipin, L. (2009). dark funds of knowledge, deep funds of pedagogy: Exploring boundaries between 
lifeworlds and schools. Discourse: Studies in the Cultural Politics of Education, 30, 317–331. 
doi:10.1080/01596300903037044

Zipin, L., Sellar, S., Brennan, M., & Gale, T. (2015). Educating for futures in marginalized regions: A 
sociological framework for rethinking and researching aspirations. Educational Philosophy and 
Theory, 47, 227–246. doi:10.1080/00131857.2013.839376

Zipin, L., Sellar, S., & Hattam, R. (2012). Countering and exceeding “capital”: A “funds of knowledge” 
approach to reimagining community. Discourse: Studies in the Cultural Politics of Education, 33(2), 
179–192. doi:10.1080/01596396.2012.666074

https://doi.org/10.1080/01596300903037044
https://doi.org/10.1080/00131857.2013.839376
https://doi.org/10.1080/01596396.2012.666074


Copyright of Journal of Curriculum Studies is the property of Routledge and its content may
not be copied or emailed to multiple sites or posted to a listserv without the copyright holder's
express written permission. However, users may print, download, or email articles for
individual use.


	Abstract
	Introduction
	The origin and early stages of the FoK approach
	Description and critical analysis of the FoK literature 2011–2015
	Description of educational applications and some noteworthy innovative contributions in the educational interventions carried out
	What theoretical questions have emerged regarding the FoK approach between 2011 and 2015?
	Group 1. Justice and social change
	Group 2. Dialogue with other theoretical approaches
	Group 3. Developments and particularities of the FoK notion

	Discussion
	Conclusion
	Disclosure statement
	Funding
	Notes on contributors
	References

