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Recent educational research has again confirmed stable and persistent school 

achievement gaps between students with and without a migrant background, as well as 

between those from low and high socio-economic status backgrounds (OECD, 2023; 2025). 

This is also true for the Netherlands (Elffers, 2022). Students who have been historically 

marginalized and who face obstacles associated with poverty and prejudice still experience 

unequal access to meaningful learning opportunities (Terschuur, 2022; Langeloo, et al., 

2019). While schools cannot address this fundamental societal issue alone, they do play a 

crucial role, as meaningful learning opportunities emerge in the interactions between 

students, teachers, and schools. Educational inspections have highlighted the need to address 

inequities through sustained investment in teacher professional development and inclusive 

curricula (OECD, 2025; Inspectie van het Onderwijs, 2025). As such, growing diversity and 

migration require schools to adopt conscious strategies in their educational practice. 

Nevertheless, research suggests that numerous teachers still feel inadequately equipped to 

devise ways of making use of existing pedagogical opportunities and addressing the 

challenges that diverse classrooms seem to present (OECD, 2019). 

One promising approach to tackling increasing inequalities in learning opportunities, 

while valuing the diversity of students, is the use of asset-based pedagogies (e.g., Ladson-

Billings, 1999). In these pedagogies students’ backgrounds are viewed as valuable strengths. 

This is in contrast with so-called deficit approaches that seek the causes of underachievement 

in school among minoritized students in their supposed limited intelligence, language 

deficits, lack of motivation, or deviant behaviors (Hosseini, et al. 2021; Valencia, 2010; also 

called the “blaming the victim” narrative, see Agirdag & Merry, 2020). Viewing students 

through a lens of deficits and overlooking the knowledge they acquire and develop outside of 

school, can make teachers have lower expectations of those students. This is problematic, as 

teachers (often unconsciously) adjust their behavior and shape their learning environment to 

these lower expectations, which results in students receiving less than optimal support in 

attaining their full potential (Swartz, 2009; De Boer et al., 2010; Rubie-Davies et al., 2015). 

For example, in terms of teacher-student interaction, the systematic review of Langeloo et al. 

(2019) revealed that multilingual children are exposed to unequal language learning 

opportunities when interacting with their teachers as compared with their monolingual peers. 

Asset-based pedagogies draw on the experiences, skills, and cultural knowledge that 

students bring to school, rather than emphasizing what they cannot (yet) do or lack. They 

integrate students’ (cultural) knowledge, skills, and languages into education, particularly for 

groups that are underrepresented in society. In this way, students can expand their knowledge 
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and skills based on what they already know and are able to accomplish. Teachers who apply 

asset-based pedagogies are typically critically aware of how sociohistorical contexts shape 

the educational paths of historically marginalized students (López, 2017). Moreover, they 

have positive expectancy beliefs that moderate their teaching behavior, which in turn has 

positive effects on student achievement (Rubie-Davies, 2016). This combination makes asset-

based pedagogies well-suited to promote social justice (e.g., Esteban-Guitart, 2023) and to 

address educational inequality (Cummins, 2018; García & Li, 2014; Lucas & Villegas, 2010).  

Recently, in educational practice and research a growing attention has been given to 

asset-based pedagogies that draw on students’ home languages (multilingual pedagogies) and 

to approaches inspired by the Funds of Identity (FoI) theory. In both, students’ specific 

linguistic and cultural resources are valued and used for learning (e.g., Cummins, 2018; 

Kirsch & Duarte, 2020; Esteban-Guitart & Mol, 2014; García & Li, 2014; Hogg & Volman, 

2020; Lucas & Villegas, 2020). Several studies indicate that these pedagogical approaches 

can positively contribute to both students’ cognitive development and their overall well-being 

(e.g., Bosma et al., 2022; Meléndez-Luces & Couto-Cantero, 2021; Ordoñez et al., 2021; 

Volman & ’t Gilde, 2021).  

Although many scholars argue that asset-based pedagogies are essential for effective 

teaching, and growing empirical evidence suggests promising interventions for their 

development and implementation (Hogg & Volman, 2020; Moraru et al., 2025), a 

considerable gap remains between theory and practice. Moreover, there is a need for further 

exploration into how such practices can be integrated into schools with diverse conditions. 

With regard to multilingual education, even if teachers have a generally positive attitude 

towards multilingualism, they often feel underprepared to address linguistic diversity in the 

classroom (Duarte & Günther-van der Meij, 2021; Robinson-Jones et al., 2022). Although the 

first- and second- generation immigrants make up approximately 27% of the population of 

the Netherlands (CBS, 2024), a monolingual teaching and learning culture is still the implicit 

norm in many Dutch schools (Dekker et al., 2023; Joubert & De Jong, 2023).  

Theoretical knowledge on how to develop an asset-based perspective on 

multilingualism is well established and has, in part, been co-developed with practitioners 

through design-based longitudinal approaches (e.g., Duarte & Günther-van der Meij, 2025). 

However, successful application of multilingual teaching methods in mainstream education 

requires a systematic translation of multilingual pedagogical theories and research insights 

into usable practices for teachers and school leaders (Lucas & Villegas, 2010; Lorenz et al., 

2021; Cummins, 2018; Okal, 2014). With regard to approaches based on FoI, research has 
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thus far paid limited attention to aspects that shape their use in practice, such as required 

teacher skills, professional dispositions, and issues of manageability (Hogg & Volman, 

2020). Similarly, little is known about factors that may affect the suitability or effectiveness 

of the FoI-based approaches in relation to specific settings (Hogg & Volman, 2020). 

This dissertation aims to provide knowledge about how multilingual- and FoI-based 

approaches can be effectively shaped in educational practice. In doing so, it seeks to reduce 

the gap between theory and practice by providing more insight into aspects that affect 

application of multilingual pedagogies and approaches based on FoI. This includes 

understanding the competences teachers must develop to apply these pedagogies 

successfully. This dissertation also explores the potential benefits of asset-based pedagogies 

for students.  

Furthermore, although both multilingual and FoI approaches are based on the same 

fundamental principle – incorporating students’ cultural knowledge and meaningful 

experiences into classroom practice – research in these fields has largely developed 

independently. This study therefore explores both perspectives and their potential application 

in primary education. 

The Funds of Identity theory 

Many students from marginalized groups, do not recognize their cultures, songs, 

stories, holidays and languages from home at school, meaning also that parts of their 

identities are not seen or recognized at school. This is partly due to differences in how 

schools acknowledge and include various cultural and linguistic resources that children bring 

with them in their everyday pedagogical practices (Valencia, 1997; Bronkhorst & Akkerman, 

2016). The knowledge, skills and experiences that children acquire outside school, including 

online environments, are often barely represented and used in education.  

One of the reasons is that most teachers have a different social and cultural 

background than these students, which can make it challenging for them to connect their 

education to the outside school learning experiences of their students (Vedder et al., 2006). 

Teachers often draw on their own frames of reference and, as a result, use in their lessons, for 

example, knowledge, songs and stories that they know from the dominant cultural discourse. 

They do not automatically make room for cultural knowledge that is more marginal in society 

(Bronkhorst & Akkerman, 2016). As a result, students may experience a lack of connection 

between learning at school and their out-of-school experiences. This experiencing of 

discontinuity between home and school makes it harder for student to feel engaged and 
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comfortable at school (Banks, 1993; Hogg & Volman, 2020; Rajala et al., 2016). Moreover, 

not recognizing students’ knowledge and experiences as valuable, contributes to a sense of 

injustice and exclusion and perpetuates inequality (Esteban-Guitart, 2023). 

FoI-based pedagogies in the classroom 

Teachers can respond to this challenge by using approaches that build on the funds of 

knowledge (FoK) approach (Moll et al., 1992) and the funds of identity (FoI) theory 

(Esteban-Guitart   Moll, 2014). The FoK approach was originally developed by Luis Moll 

and colleagues (1992). The starting point of this approach is that all students are considered 

competent, regardless of their social, linguistic, economic, cultural and religious 

circumstances. Every student acquires valuable knowledge and skills through life experience 

outside school that can be built on in education in a meaningful way. FoK are defined as 

historically built and culturally developed knowledge and skills that are essential for the 

functioning of households and individuals (Moll et al., 1992). The FoK approach 

recommends that teachers make the FoK of children from communities other than their own 

visible in the classroom, and take them into account in their pedagogical practices and 

curricula (Moll et al., 1992). To uncover the students’ FoK ethnographic home visits were 

used. These visits appeared to enhance understanding of students and their families, challenge 

teachers' and students' biases and stereotypes, improve family-school relationships, and 

promote more inclusive and culturally relevant pedagogies (Barton & Tan, 2009; Hogg, 

2011; Llopart et al., 2018).  

Esteban-Guitart & Moll (2014) complemented the FoK approach by introducing the 

concept of Funds of Identity (FoI). Instead of focusing on the community and the family, the 

FoI theory emphasizes experiences, skills and knowledge that students themselves define as 

important aspects of their identity. FoI are ‘significant people, institutions, cultural artifacts, 

geographical spaces, and meaningful practices, passions and interests embedded in a learner’s 

definition of themself' (Esteban-Guitart, 2023, p. 1452). Esteban-Guitart (2016, 2021) 

distinguished five sub-categories of FoI: geographical (when places, such as a river, country, 

village, or mountain, serve as a source of self-identification), practice-based (activities such 

as work, sports, making music), cultural (artifacts such as religious symbols or national 

flags), social (friends, family, colleagues), and institutional (belonging to a religion or 

family). Charteris et al. (2018) introduced a sixth category of FoI known as dark Funds of 

Identity. These refer to the challenging and often troubling aspects of life that students face, 

including issues like violence, racism, poverty, conflict, substance abuse, mental health 

struggles, and discrimination. 
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A Funds of Identity (FoI) approach emphasizes teaching that builds on the knowledge, 

skills and experiences students find meaningful. These may for instance come from family 

life, peers, popular culture or digital media (Moje et al., 2004). In previous research ways of 

shaping FoI approaches have been explored, resulting in suggestions for classroom practices. 

Teachers can find FoI accidentally, for example if students show and tell about topics that are 

important for them, but also by purposive teacher actions, as questionnaires, discussions with 

children and their parents (‘t Gilde & Volman, 2021). Other examples of finding FoI of 

children is by letting them bring objects from home to school (e.g., Hughes & Pollard, 2006; 

Zipin, 2013) or letting them write stories about themselves or their families in English or in 

their home language (e.g., Dworin, 2006). Also arts-based activities are often used, such as 

drawings or photos, often referred to as ‘identity artifacts’ (Esteban-Guitart, 2014). After 

making FoI visible, the next step in the FoI approach is to connect FoI to the curriculum. 

Suggestions that have been made are for example letting students act as experts or work in 

ways that align with their interests and talents (‘t Gilde & Volman, 2021). However, little is 

known about how schools can effectively apply such approaches in their own contexts. 

A growing area in FoI research is the role of digital media activities. Digital media 

activities are particularly well-suited for FoI-approaches because they can help bridge 

students’ home and school environments (Erstad, 2012). Moreover, young people frequently 

use digital tools to shape and express their identities (Alvermann, 2011; González-Patiño & 

Esteban-Guitart, 2014). Digital approaches, in which for example videos and photographs are 

used, therefore have the potential to bridge gaps between students’ in-school and out-of-

school lives and make it possible for students to draw on their (digital) out-of-school-

identities and interests that can be linked to the curriculum content (Nagle & Stooke, 2016). 

With a few exceptions (e.g., Kajamaa, 2018; Nagle & Stooke, 2016; Poole, 2017), little 

research has explored the mechanisms and benefits of a digital approach to FoI.  

Outcomes of FoI-based pedagogies 

Most studies in the field of FoI research focus on how to identify and draw on 

students’ FoI. Few empirical studies have investigated FoI-based approaches in relation to 

educational outcomes, such as students’ academic, social, or emotional development (Hogg 

& Volman, 2020). However, some studies indicate that FoK/I approaches can have positive 

outcomes for students on well-being related variables. Various studies showed that funds 

approaches allowed students to make their own contributions based on knowledge they have 

acquired outside of school and on their own interests and environment (Esteban-Guitart, 

2014, Subero et al., 2017, Ordoñez et al., 2021), which contributes to a sense of autonomy. In 
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other studies a strengthening of the sense of connection between teachers and students was 

reported (Llopart, et al., 2018; Volman & ‘t Gilde, 2021; Barton & Tan, 2009). Volman & ‘t 

Gilde (2021) argue in their study that a funds approach can contribute to a sense of 

competence because all students, including those who may not perform well in academically 

subjects, are invited to show what they know and can do. The mentioned well-being related 

outcomes are valuable in themselves, but are also important because there is a strong 

relationship between well-being related outcomes, such as motivation for learning, and 

school performance (Van Nuland et al., 2010; Peña-López, 2017).  

FoK/I approaches are increasingly seen as a means of promoting social justice. FoI 

approaches can bring marginalized experiences, perspectives, and knowledge of students in 

the curriculum. In this way, life worlds of the ‘underrepresented’ are redefined so that they 

are treated and presented as capable individuals (Esteban-Guitart, 2023). FoI approaches can 

thus be used as a tool that can contribute to the processes of ‘epistemic justice’ in education 

(Esteban-Guitart, 2023). Epistemic justice is a concept that refers to fairness in the 

distribution of knowledge, particularly in how people are recognized as knowers and how 

their knowledge is valued in society (Fricker, 2007).  

Funds of Identity in this dissertation 

Building on the framework developed by ’t Gilde & Volman (2021), which 

categorizes ways in which teachers can draw on students’ Funds of Knowledge and Identity 

(FoK/I) and identifies the competences required for doing so, this dissertation takes a next 

step. It systematically explores concrete teaching activities that make students’ FoI visible 

and usable in practice, and deepens our understanding of the contextual factors - such as a 

school’s pedagogical vision - that shape the effectiveness and appropriateness of the FoI-

based approaches. Moreover, this dissertation breaks new ground by addressing the growing 

need for knowledge about digital FoI approaches. It offers insights into how teachers can 

design and apply FoI activities with digital tools, and critically examines the opportunities 

and challenges these innovative practices bring. In doing so, this work extends existing FoI 

theory and provides concrete, practice-oriented knowledge to support teachers in diverse and 

evolving educational contexts. 

In addition, this study also takes multilingualism explicitly as a Fund of Identity and 

demonstrates concrete pedagogical practices that show how teachers can meaningfully 

integrate linguistic diversity into classroom practice. In doing so, this work extends existing 

FoI theory and provides concrete, practice-oriented knowledge to support teachers in diverse 

multilingual educational contexts. 
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Multilingual pedagogies 

Students' multilingual backgrounds are a valuable source of their funds of identity. 

The language(s) you speak within you community and within your family is a powerful 

transmitter of culture and an important part of your identity (González, 2001; Duarte, 2020). 

As González (2001) describes: “The ineffable link of language to emotion, to the very core of 

our being, is one of the ties that bind children to a sense of heritage” (p. xix).  

In today's diverse societies, multilingualism is a reality. Many children have rich 

multilingual repertoires in their daily lives: in addition to the languages they use and learn at 

school, they also speak additional languages and/or language varieties in their communities 

and in the home environment (Nederlof & Smit, 2018; Schmeets & Cornips, 2022). As a 

result, many children are still acquiring or developing skills in the school language when they 

start school. However, many schools, also in The Netherlands, expect children and their 

parents to speak only the school language at school (Van Avermaet, 2015). Immersion 

education programs, where primarily Dutch is used in the classroom, dominate in the 

Netherlands (Nederlof & Smit, 2018). For children who have not yet fully mastered the 

language of the school, this limits their ability to express knowledge and communicate. 

Excluding someone's language can also be detrimental to their well-being and sense of 

identity (Cummins, 2009; Agirdag, 2017).  

Multilingual approaches in education 

It therefore makes sense to view children's home languages as an important and 

valuable source of knowledge outside school that can be utilized at school. Embracing 

students' home languages makes a school a more inclusive and supportive environment for 

students and parents (Collier & Thomas, 2004; Cummins et al., 2005). When teachers use the 

home languages of their student in the classroom, this can make multilingual students feel 

more comfortable in the classroom and participate more actively in lessons (Van Der Wildt, 

2016). Research showed that using home languages as a resource in education can support 

learning (e.g., Bialystok, 2018; Duarte & Günther-van der Meij, 2019; Cummins, 1981; 

Moraru et al., 2025).  

In this dissertation multilingual pedagogies are understood as approaches that aim to 

support students with diverse linguistic backgrounds, primarily those with home languages 

that differ from the language of schooling by welcoming and encouraging the flexible use of 

students’ full linguistic repertoires (Cenoz, 2012; Cenoz & Gorter, 2021; Cummins, 2018; 

García & Li, 2014; Kirsch & Duarte, 2020). The multilingual nature of such pedagogies 
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implies a defiance of deficit-based, monolingual, views of language (Duchêne, 2020) and a 

recognition of linguistic diversity as a resource for teaching and learning (Ruíz, 1984). 

Multilingualism in education is used as an umbrella term for such pedagogies (Kirsch & 

Duarte, 2020). An example of how multilingual pedagogy can applied in the classroom is by 

encouraging students with the same home language to discuss topics, work or read together, 

using their shared languages.  

Outcomes of multilingual approaches 

Previous studies have demonstrated that multilingual pedagogies can have both 

positive cognitive outcomes (Giouroukakis & Honingsfeld, 2010; Meléndez-Luces & Couto-

Cantero, 2021) and positive socio-affective outcomes for students (García et al., 2018; 

Gaikhorst et al., 2023; Lucas, 2010; Meléndez-Luces & Couto-Cantero, 2021). Recently, 

various multilingual practices are beginning to be developed in practice, and there is a 

growing number of Dutch schools with targeted multilingual policies (Le Pichon & Kambel, 

2022).  

However, research shows that even when teachers have a positive attitude towards 

multilingualism, they often feel underprepared to address linguistic diversity in the classroom 

(Duarte & Günther-van der Meij, 2021). In addition to a positive attitude towards 

multilingualism, teachers also need knowledge about the benefits of multilingualism for 

students and in-dept knowledge about how they can apply multilingual approaches in 

practice. In order to utilize students' home languages, including minority languages, in 

education, teachers must learn how to achieve high-quality, inclusive teacher-child 

interaction practices (Duarte & Günther- van der Meij, 2021). 

Multilingual approaches in this dissertation 

This dissertation aims to contribute to the translation of teachers' positive attitudes 

towards multilingualism into the in-depth knowledge and skills needed to apply multilingual 

approaches in practice. To this end, it systematically examines and documents practical 

approaches, illustrative examples, and insights from empirical literature and (expert) schools 

in the field of multilingual education. In doing so, it generates actionable knowledge that 

equips educators with concrete tools to provide linguistically responsive education, thereby 

advancing equity and inclusion in diverse classrooms. 
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Research context: The Educational Research Lab Amsterdam (ERLA) 

This research was conducted in the context of ERLA, a partnership between school 

boards and the knowledge institutes University of Amsterdam, Kohnstamm Institute and 

Amsterdam University of Applied Sciences (www.woa-amsterdam.nl). In this lab, teachers 

and researchers conduct practice-based research into issues related to equity and diversity that 

arise directly from educational practice. In the research projects of ERLA, a network 

approach is used in which practitioners and researchers and collaborate (Oberon, 2017). The 

interaction between different partners allows them to draw on each other’s expertise. The 

themes explored in this dissertation - FoI approaches and multilingual approaches - were 

initiated in consultation between school boards and researchers to ensure that the research 

directly addressed issues arising from educational practice, namely dealing with diversity and 

multilingualism in the urban classroom context. Through the active collaboration of teachers 

in the research process and the parallel development of practical tools and publications (e.g., 

knowledge clips, guidelines) alongside scientific articles, this study enabled a direct and 

reciprocal flow between research and educational practice, with insights moving not only 

from science to practice but also from practice back into science. 

The approach used within the ERLA fits in with the research tradition of collaborative 

education research, which includes approaches that seek to improve educational outcomes 

through collaborative engagement with schools, families, and communities (Gaikhorst et al., 

2025). The working method used in ERLA-projects contains elements of research approaches 

that are known in the literature as ‘collaborative action research’ (Sagor, 2010), ‘educational 

design research’ (McKenney & Reeves, 2018; Akker et al., 2006), and ‘design-based 

implementation research’ (Penuel, et al., 2011). The similarity with collaborative action 

research is that teachers jointly examine their own teaching practices with the aim of 

improving them. Principles are derived from educational design research that help in the 

development and implementation of educational approaches: consistency, usability, 

(perceived) effectiveness and evaluation. Design-based implementation research emphasizes 

the importance of taking into account differences in the specific context in which an approach 

is implemented. Because the developed educational approaches are applied by different 

teachers across schools with diverse student populations, this study provides insights in the 

contexts in which these approaches are more or less successful as well as the adjustments 

needed in specific circumstances. 

 

file:///C:/Users/EVEERMA/AppData/Local/Microsoft/Windows/INetCache/Content.Outlook/1WBA2MJI/www.woa-amsterdam.nl
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Aim of the dissertation and research questions 

As previously stated, the central aim of this dissertation was to provide concrete 

insight into how primary schools can meaningfully engage with students’ Funds of Identities, 

including their home languages. Four studies were conducted to address this research aim.  

In study 1 practical applications of multilingual approaches that are described in the 

literature were systematically mapped and classified. The intention was to systematize 

knowledge that suggests tools for applying multilingual approaches in primary education. 

The first research question was: 

1. Which multilingual pedagogies are applied in primary education? 

In order to identify the benefits of multilingual approaches for students, a second research 

question was posed, namely: 

2. What are the cognitive and socio-affective outcomes of multilingual pedagogies in 

regular primary education? 

The second study (study 2) was conducted to gain insight into how educational professionals 

actually shape the evidence-informed multilingual pedagogies that were identified in the first 

study. At multilingual-oriented schools, practical examples were collected to increase 

knowledge in order to further bridge the gap between theory and practice in the application of 

multilingual educational approaches in primary education. The research questions was: 

3. How are evidence-informed multilingual pedagogies shaped at multilingual-

oriented schools?  

In the next two chapters the focus shifted from multilingual pedagogies to asset-based 

pedagogical approaches grounded in FoI. The knowledge gaps we identified related to FoI 

approaches concerned their applicability in different contexts and the opportunities and 

challenges of digital Funds of Identity approaches. Study 3 therefore explores how schools 

and teachers can shape FoI approaches in different school contexts and their benefits for 

students. We conducted a study in which teachers collaborated closely with researchers to 

design and apply FoI approaches in two different schools. The research question of study 3 

was: 

4. What are the (perceived) effects of two different FoI interventions on students’ 

engagement, motivation for learning, school well-being, social initiative, and self-

efficacy? 

The last study (study 4) of this dissertation investigated how the use of digital tools can be 

successfully integrated in FoI approaches. The research questions were: 
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5. How can students' FoI be made visible and created through digital approaches?  

6. What are benefits and challenges that teachers and students experience with a 

digital FoI approach? 

Method 

In order to answer the first two research questions, a review study (Study 1) was 

conducted, investigating which multilingual pedagogies can be beneficial in supporting 

linguistically diverse students. The first research question was aimed to develop a framework 

for describing practices of multilingual education in mainstream primary education. 34 

international peer-reviewed empirical articles on multilingual pedagogies in primary 

education and their cognitive and socio-affective outcomes were reviewed. In the analyses a 

grounded approach was pursued. Through repeatedly reviewing, thematically analysing 

(Braun & Clarke, 2006) and constantly comparing (Thornberg & Charmaz, 2012), common 

themes were identified. Based on this analysis, four categories of multilingual pedagogies 

were proposed: pedagogical translanguaging-based, affirming, scaffolding and cross-

linguistic.  

 To answer the third research question, an instrumental case study (Study 2) was 

conducted at three Dutch primary schools that have successfully integrated multilingual 

education. The aim of the study was to provide insight into how educational professionals 

shape evidence-informed multilingual pedagogies (affirming, translanguaging-based, 

scaffolding and cross-linguistic) in their schools and classrooms. Semi-structured focus-group 

interviews with educators (N = 8) and students (N = 22) were conducted at three schools that 

were selected based on their publicly known work with multilingualism.  

 The fourth research question was investigated in a collaborative design research 

project (study 3) (McKenney & Reeves, 2018). During the project primary school teachers 

developed, applied and evaluated two approaches based on the FoI theory. The aim of this 

study was to investigate the (perceived) effects on students' engagement, motivation for 

learning, school well-being, social initiative and self-efficacy of two different interventions in 

which primary school teachers (N = 4) tried to uncover and use their students' FoI (N = 31). 

A mixed methods design was used. Quantitative data was collected through observations and 

questionnaires. One of the researchers observed multiple students (N = 31) using a scale for 

student engagement (Laevers et. al., 20211) before, during and after the FoI-interventions. In 

addition, teachers filled in questionnaires (pre- and posttest) about the observed students’ 

(perceived) engagement, school well-being and social initiative (N = 31). Qualitative data 
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was collected through semi-structured interviews with teachers (N = 4) and the observed 

students (N=31). To track how the intervention was enacted, teachers kept logbooks (N = 4).  

 As with research question 4, research questions 5 and 6 were answered in a 

collaborative design research project (study 4) (McKenney & Reeves, 2018). The study 

aimed to explore how primary school teachers shape digital approaches to identify and use 

students' FoI, and examine their benefits and challenges. Teachers and researchers co-

designed digital FoI activities that teachers tried out in their classrooms. Data were collected 

through teacher logbooks, open observations, and semi-structured interviews with students (N 

= 35) and teachers (N = 11).  

Outline of the dissertation  

The present dissertation is organized as follows:  

 Chapter 2 presents a systematic review of empirical studies into multilingual 

pedagogies and their outcomes in primary education (study 1), addressing research questions: 

Which multilingual pedagogies are applied in primary education? (RQ1), and: What are the 

cognitive and socio-affective outcomes of multilingual pedagogies in regular primary 

education? (RQ2). The study provides insight in outcomes for students of multilingual 

pedagogies. In addition, it proposes a categorization of multilingual approaches in primary 

school into four multilingual pedagogies. 

Chapter 3 reports an instrumental case study at three Dutch primary schools about 

shaping evidence-informed multilingual education (study 2), answering RQ3: What are 

evidence-informed multilingual pedagogies shaped at multilingual-oriented schools? The 

study provides insight into how practitioners can apply multilingual pedagogies (affirming, 

translanguaging-based, scaffolding, cross-linguistic) in regular classroom situations in 

primary schools. In addition, the study sheds light on general conditions at the meso (school) 

level and macro (beyond school) level that are valuable for shaping multilingual education. 

Chapter 4 reports on a mixed methods study at two primary schools in which well-

being related outcomes for students of funds of identity interventions are explored (study 3), 

that addressed RQ4: What are the (perceived) effects of FoI interventions on students’ 

engagement, motivation for learning, school well-being, social initiative, and self-efficacy?  

The study provides insight in the (perceived) effects on students' engagement, motivation for 

learning, school well-being, social initiative and self-efficacy of two different interventions in 

which four primary school teachers tried to uncover and use their students' FoI (N = 31). 
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Chapter 5 elaborates on a study that aimed to explore how primary school teachers 

can shape digital approaches to identify and use students' FoI (study 4) and answered 

research questions: How can students' FoI be made visible and created through digital 

approaches? (RQ5), and: What are benefits and challenges that teachers and students 

experience with a digital FoI approach? (RQ6). The research provided insight into digital 

approaches for identifying and utilizing students' funds of identity. The study also identified 

benefits and challenges of these digital approaches.  

Chapter 6 presents and discusses the key findings of the studies. In addition, it 

addresses the studies’ limitations and discusses their implications for future research and 

educational practice.  

Table 1 presents a schematic overview of all studies, research questions and 

methodological approaches applied in this dissertation. 
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Table 1 

Schematic overview of this dissertation  

 Study 1 Study 2 Study 3 Study 4  

Research 

question(s) 

1. Which 

multilingual 

pedagogies 

are applied in 

primary 

education? 

 

2. What are 

the cognitive 

and socio-

affective 

outcomes of 

multilingual 

pedagogies in 

regular 

primary 

education? 

3. How are 

evidence-

informed 

multilingual 

pedagogies 

shaped at 

multilingual-

oriented 

schools? 

4. What are the 

(perceived) 

effects of FoI 

interventions 

to students’ 

engagement, 

motivation for 

learning, 

school well-

being, social 

initiative, and 

self-efficacy? 

5. How can 

students' FoI 

be made 

visible and 

created 

through 

digital 

approaches? 

  

6. What are 

benefits and 

challenges 

that teachers 

and students 

experience 

with a digital 

FoI 

approach? 

 

Research 

method 

Review study 

(N = 34) 

Qualitative 

instrumental 

case study 

with teacher 

interviews (N 

= 8) and 

student 

interviews (N 

= 22) 

Mixed method 

study of 

collaborative 

design-based 

research with 

structural 

observations 

(N = 31), 

questionnaires 

(N = 31), 

teacher 

interviews (N 

= 4) and 

student 

interviews (N 

= 31) 

Qualitative 

study of 

collaborative 

design-based 

research 

project with 

teacher 

logbooks, 

open 

observations, 

and 

interviews 

with students 

(N = 35) and 

teachers (N = 

11) 

 

Chapter 1: 

Introduction 

Chapter 2 Chapter 3 Chapter 4 Chapter 5 Chapter 6: 

General 

discussion  
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Chapter 2 

 

A systematic review of empirical studies into multilingual 

pedagogies and their outcomes in primary education 
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Abstract  

A growing body of research has shown that multilingualism can be a resource in learning,  

and has suggested that a diverse array of pedagogical approaches can be used to support  

multilingual learners in primary education. However, the field is lacking a review of literature  

examining multilingual approaches in education in relation to their outcomes. Therefore, this  

study asks what multilingual pedagogies can possibly be beneficial in supporting  

linguistically diverse students. Based on a systematic review of 34 international peer-

reviewed articles on multilingual pedagogies in primary education and their cognitive and  

socio-affective outcomes, a categorization into four multilingual pedagogies is proposed:  

pedagogical translanguaging-based, affirming, scaffolding and cross-linguistic. Additionally,  

we report on two main categories of outcomes: cognitive outcomes (e.g., reported results on  

vocabulary growth, morphological awareness, content learning) and socio-affective outcomes 

(e.g., reported results on wellbeing, relational aspects, self-efficacy). The proposed  

categorization of multilingual pedagogies offers ways to support the shaping of multilingual  

education from different angles. The outcomes of the present study show that multilingualism  

can serve as a meaningful resource for learning in primary education contexts. 
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Introduction 

For many countries, the recent insights from international monitoring studies reflect an 

ongoing trend of educational inequity for students with a migrant background and/or growing 

up multilingually (Schleicher, 2023; Alieva et al., 2018). Research in the field of 

multilingualism in education has demonstrated that pedagogies which embrace students’ 

multilingualism can counteract some of the educational challenges associated with 

multilingual backgrounds (e.g., Cummins, 2018; García & Li, 2014; Lucas & Villegas, 2010; 

Duarte & Günther-van der Meij, 2018). Cummins (2018) argues that home use of languages 

other than the school language may constitute a potential source of educational disadvantage, 

but only when the school fails to provide appropriate support to enable students to develop 

academic skills in the school language. Several pedagogical approaches have been developed 

to help educators identify ways to support multilingual learners, while valuing their specific 

linguistic and cultural resources. Studies have demonstrated that multilingual pedagogies can 

have both positive cognitive outcomes (Giouroukakis & Honingsfeld, 2010; Meléndez-Luces 

& Couto-Cantero, 2021) and positive socio-affective outcomes for students (García et al., 

2018; Lucas, 2010; Meléndez-Luces & Couto-Cantero, 2021).  

 Despite this growing body of research in support of framing multilingualism as a 

resource in learning (European Commission, 2017; Meléndes-Luces & Couto-Cantero, 2021; 

García et al., 2018), schools are slow to implement multilingual pedagogies in practice, and 

educators may still view linguistic diversity as a “challenge or deficit” (European 

Commission, 2017, p. 64; Herzog-Punzenberger et al., 2017). Teachers and policy makers 

often may have false assumptions about literacy levels of multilingual students in both their 

home language and the school language(s). This can lead to wrong beliefs about literacy 

acquisition and achievement (Escamilla, 2006). A review study of Langeloo et al. (2019) 

showed that young multilingual children are often exposed to unequal learning opportunities 

compared to their monolingual peers. This reality indicates there is still a clear need to 

translate multilingual pedagogical theory into practices that are usable and well-perceived by 

teachers and school leaders (Lucas & Villegas, 2010; Lorenz et al., 2021; Cummins, 2018; 

Okal, 2014). The present systematic literature review attempts to take a step towards meeting 

this need. Our aim is to identify and evaluate multilingual pedagogies that can be used in 

regular classrooms and which support students from diverse, linguistic backgrounds. Our 

overarching research question is: what multilingual pedagogies have been found to be 

beneficial in supporting linguistically diverse students in the existing literature?  



26 

 

 Multilingual pedagogies are understood here as approaches to instruction which aim 

to support students with diverse linguistic backgrounds, primarily those with home languages 

that differ from the language of schooling (Cummins, 2018). The “multilingual” nature of 

such pedagogies implies a defiance of monolingual, deficit-based views of language 

(Duchêne, 2020), a recognition of linguistic diversity as a resource (Ruíz, 1984), and 

welcoming and encouraging the flexible use of students’ full linguistic repertoires (Cenoz, 

2012; Cenoz & Gorter, 2021; García & Li, 2014). Multilingualism in education is used as an 

umbrella term for such pedagogies (Kirsch & Duarte, 2020). What this research considers to 

be multilingual pedagogies is in the literature discussed with different terminology, including 

bilingual pedagogy, linguistically responsive pedagogy, functional multilingual learning, and 

translanguaging.  

Pedagogies which can be used in regular classes and not only in separate education for 

multilingual learners will be the focus of this review, as scholars including Cummins (2019), 

Lucas and Villegas (2010), and Duarte (2020) have made strong cases for the use of 

multilingual pedagogy for the benefit of all students, regardless of their linguistic 

background. Multilingual pedagogies can foster metalinguistic awareness of both 

monolingual and multilingual learners (Bosma, et al., 2022a).  

Some recent review studies have addressed similar aims as the current study, 

including a review of a range of factors (on micro-, meso- and macrolevel) which contribute 

to the effectiveness of multilingualism in education by Kirss et al. (2021). Other studies offer 

reviews of existing literature focused on one location or feature of multilingual pedagogies, 

such as third language acquisition (Dyssegaard et al., 2019), content and language integrated 

learning (CLIL) in Europe (Goris et al., 2019), or the effect of translanguaging on bilingual 

lexicon development (Bosma et al., 2022b). Others are focused on other educational levels, 

such as a review of literature on dynamic language use in early childhood education (Pontier 

et al., 2020). However, the field is lacking a recent systematic review of literature examining 

the outcomes of these types of multilingual approaches implemented in primary educational 

contexts. Also, little is known about the relationship between socio-affective outcomes of 

different multilingual pedagogies.  

 The present study will review literature based on a purposefully broad inclusion of 

multilingual approaches implemented in primary school contexts across settings. Our 

systematic review aims at providing a descriptive overview of multilingual pedagogies and 

their reported cognitive and socio-affective outcomes in the international literature. 

Specifically, our research questions were the following:  
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Research question 1: Which multilingual pedagogies are applied in primary 

education? 

Research question 2: What are the cognitive and socio-affective outcomes of 

multilingual pedagogies in regular primary education? 

Method 

For our systematic review we followed the guidelines stipulated by Denscombe (2021). 

The search for relevant studies was conducted on February 15, 2022 by the first and the 

second author. We used a search string and filters on two separate databases, the Education 

Resources Information Center (ERIC) and Web of Science. In the search string notation, we 

used the terms multilingual, plurilingual, and bilingual to be inclusive of the variety of 

terminology used for what is referred to in this study as “multilingual”. Though “pedagogy” 

is the preferred term of this study, we used truncated terms to search for articles which refer 

to education, strategy, approach, and teaching. Finally, we searched for articles referring to 

either primary or elementary education, to be inclusive of different varieties of English. 

Filters were applied to search only for English-language articles which were published within 

the past ten years. To assure quality, filters were also applied to search for peer-reviewed 

scientific journal articles only. The notation and results of these search strings and filters are 

summarized in Table 2.  

Table 2 

Search strategy and number of results for each database used 

Search string Filters applied Database n 

(multilingual* OR plurilingual* OR 

bilingual*) AND (educat* OR 

pedagog* OR strateg* OR approach* 

OR teach*) AND (primary school* OR 

primary education OR elementary 

school* OR elementary education) 

Timespan: 2013 to 16-2-

2022  

Journal articles only 

Peer-reviewed only 

English language 

ERIC 1040 

(multilingual* OR plurilingual* OR 

bilingual*) AND (educat* OR 

pedagog* OR strateg* OR approach* 

OR teach*) AND (primary school* OR 

primary education OR elementary 

school* OR elementary education) 

Between 16-2-2012 and 

16-2-2022  

Document type: articles, 

NOT book chapters 

Language: English 

Research area and Web 

of Science category: 

Education/Educational 

research 

Web of 

Science 

546 
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During the screening process, first duplicates were removed. Also, non-peer-reviewed 

literature was removed as the quality of these text may not be consistently high. Subsequently 

articles identified from the databases were screened, primarily based on our definition of 

multilingual pedagogy: pedagogies which welcome and encourage the use of students’ full 

linguistic repertoires. Using the inclusion and exclusion criteria outlined in Table 3 the title, 

keywords, and abstracts of the remaining articles (n = 1357) were screened for eligibility by 

the first and the second authors using the software program Rayyan. As many articles used 

qualitative methods, qualitatively measured outcomes are included in addition to 

quantitatively demonstrated effects, taking into account the perceptions of teachers, students, 

or parents, as well as researchers’ observations.  

Table 3 

Inclusion and exclusion criteria for screening and selection of articles 

 Inclusion criteria Exclusion criteria 

Relevance In English 

Focus on primary education 

Focus on in-school multilingual 

pedagogies in regular educational 

programs 

Refers to outcomes of the pedagogy 

on students 

Focus on welcoming and 

encouraging the use of students’ 

full linguistic repertoires  

Dissertations, conference papers, 

literature reviews, etc. (e.g., 

Dale et al., 2018) 

Focus on teacher training or 

professional development (e.g., 

Barrios & Gutierrez, 2019) 

Not about multilingual 

approaches according to our 

definition (e.g., Torepe & 

Manning, 2018) 

Not relevant for regular 

educational programs (e.g., 

Mohammed, N., 2021)  

Quality 

(based on 

the CASP-

checklist) 

Peer-reviewed empirical studies 

 

Unclear about outcomes / 

Doesn’t refer to outcomes (e.g., 

Dafouz & Hibler, 2013) 

Unclear about methods (e.g., 

Afitska, O., 2016)  

 

During the screening the Critical Appraisal Skills Program (CASP) checklist for 

qualitative studies (CASP, 2018) was used as a guide. Articles that were unclear about aims, 

method or outcomes after reading the title, keywords and abstracts were removed (n = 341). 

After this first round of screening, the remaining articles (n = 52) were sought for retrieval. In 

the second round of screening, full-text articles which could be retrieved (n = 50) were read 



29 

 

and further reviewed for eligibility after the first author crosschecked these results. To 

improve reliability, around 10 % of the articles were screened and coded by at least two 

authors. Debatable articles were again read and discussed in the whole research team. 

Articles that ultimately did not meet the inclusion criteria after full reading were removed 

from the dataset (n = 14). Data from the final selection of articles (n = 34) were extracted and 

recorded in a data extraction form. See figure 1 for a summary of all steps in the screening 

and selection process. The studies included in the systematic review are listed in Appendix A.  

The analysis took the form of a realist synthesis by “using existing work” to draw 

conclusions about “what will work (or not work) for whom under what circumstances” 

(Denscombe, 2021, p. 188). Following a grounded approach and throughout the review of 

full texts and extracted data, attention was paid to recurring themes found bottom-up in the 

literature in order to derive the multilingual pedagogies and their features and outcomes. In 

repeatedly reviewing, thematically analyzing (Braun & Clarke, 2006) and constantly 

comparing (Perry, 2004) the data extracted from the articles, common themes were identified 

and discussed in the research team.  
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Figure 1 Preferred Reporting Items for Systematic Reviews and Meta-Analyses (PRISMA) 

chart of selection process. 
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Results 

Descriptive summary 

The articles which met all the inclusion and exclusion criteria illustrate that most 

research on this topic has been conducted within the past five years (see Figure 2) and has 

been conducted in Europe (n = 15) and North America (n = 13) (see Figure 3).  

Figure 2 

 

Bar chart showing the distribution of articles by publication year 

Figure 3 

 

Bar chart showing the distribution of articles by research location 
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Types of multilingual pedagogies (RQ1) 

We identified four categories of multilingual pedagogies based on their overall 

strategies: translanguaging-based pedagogies, affirming pedagogies, scaffolding pedagogies 

and cross-linguistic pedagogies. If any of these practices was reported in a study, the 

pedagogy was assigned to this category. These four categories are not mutually exclusive; the 

boundaries between the categories are fluid and some of the selected studies may discuss 

pedagogies that we placed under tow (or even more) of the categories. Many of the 

approaches described in the literature embraced multilingualism using a variety of strategies 

(see Table 4). The high frequency of articles using a combination of types of multilingual 

pedagogies (n = 20) demonstrates that multilingualism in education can be approached from a 

variety of angles and aims. Thus, the categories presented here should not be taken as 

mutually exclusive, but as different dimensions on the basis of which the development and 

implementation of multilingual pedagogies can be approached.  

Table 4 

Table showing frequency of multilingual pedagogy type combinations (translanguaging-

based pedagogies = T, affirming pedagogies = A, scaffolding pedagogies = S, cross-

linguistic pedagogies = C. 

Combinations Count 

T 

T, A 

5 

3 

T, C 

T, S 

6 

3 

T, A, S 

T, A, C 

A 

2 

3 

8 

A, S 

A, S, C 

S 

S, C 

1 

1 

1 

1 

Total 34 

 

Translanguaging-based pedagogies. Pedagogies based on translanguaging are about 

creating space and opportunities for students’ full linguistic repertoires to be used within the 

classroom context. In translanguaging-based pedagogies there is a fluid use of various 

languages but not necessarily focusing on transfer between various languages. These 

pedagogies do not necessitate teachers possessing the same language repertoires as their 

students. An example of a translanguaging-based pedagogy found in the literature is buddy 
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pairing. Students with the same home languages but with differing English abilities were 

grouped together to facilitate peer-to-peer interaction and support (Morrison et al.,2020).  

Translanguaging-based pedagogies were the most prevalent type of multilingual 

pedagogies found in the literature (n = 22). The most studied of these was pedagogical 

translanguaging (Cenoz & Gorter, 2021; García & Li, 2014). Pedagogical translanguaging 

implies that the use of different languages is carefully and deliberately planned and that 

teachers are aware of the language they use for each activity. In most cases, pedagogical 

translanguaging was investigated as a pedagogy implemented at the classroom level in 

different subjects, including science (Karlsson et al., 2020; Milligan et al., 2016), language 

arts (García-Mateus & Palmer, 2017; Ossa Parra & Proctor, 2021), social studies (García-

Mateus & Palmer, 2017; Milligan et al., 2016), mathematics (Milligan et al., 2016; Robertson 

& Graven, 2020), and foreign language classes (Corcoll, 2013; Hopp et al., 2021; Hopp & 

Thoma, 2021; Leonet at al., 2020; Rabbidge, 2019). Pedagogical translanguaging can be used 

to shape both learning-related and social discourse in the classroom environment. At a 

classroom level, pedagogical translanguaging can be used in individual classroom activities, 

such as during reflection (Busse et al., 2020), text production (Lau et al., 2021; Velasco & 

García, 2014; Wedin & Wessman, 2017), reading activities (Cenoz et al., 2021; Mgijima, 

2021) and paired and small-group discussions (Milligan et al., 2016). Busse et al. (2020), for 

example, describe an intervention in an English as a foreign language class in Germany, with 

students participating who spoke a wide range of languages at home. In the activities the 

students were encouraged to reflect in any language, with other students sometimes helping 

to translate for the teachers to understand. Pedagogical translanguaging can also be 

established as a school-wide approach, where the application by individual teachers can vary 

(Carbonara & Scibetta, 2022). 

Affirming pedagogies. Affirming pedagogies consist of actively demonstrating that 

students’ linguistic and cultural identities matter and are valued within the school context. 

Pedagogies which involve welcoming, valuing, acknowledging, and celebrating students’ 

diverse linguistic and cultural identities as a resource were found in more than half of the 

reviewed articles (n = 18). One of the primary ways that this is addressed in the literature is 

by welcoming the use of home languages in the school environment (Fielding, 2016; 

Karlsson, 2020; López, 2016; Peyer et al., 2022; Robertson & Graven, 2020; Van Der Wildt 

et al., 2017; Wedin & Wessman, 2017). This is often enacted on the school level by creating 

an environment where both students and teachers can use their complete linguistic repertoires 

in the classroom or in social situations, in contrast to strict language policies that permit only 
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the language of schooling. Though related to pedagogical translanguaging, approaches that 

invite the use of any language function to affirm students’ diverse linguistic identities as 

valuable and welcome in the school environment rather than to shape classroom discourse.  

In some cases, a school’s approach is more than simply allowing the use of home 

languages and involves the active acknowledging and celebration of students’ linguistic and 

cultural backgrounds (Busse et al., 2020; Demie & Lewis, 2018; Fielding, 2016; Hopp & 

Thoma, 2021; Molyneux et al., 2016; Newcomer, 2020; Wedin & Wessman, 2017). This may 

be incorporated into teachers’ interactions with students (Fielding, 2016; Newcomer, 2020), 

in planned lessons or curricular offerings (Busse et al., 2020; Hopp & Thoma, 2021; 

Newcomer 2020), or in the general school climate (Demie & Lewis, 2018; Fielding, 2016; 

Wedin & Wessman, 2017). Several articles describe school-wide approaches which aim to 

value diversity at every level—in the school’s leadership, staffing, curriculum, and at the 

student level (Demie & Lewis, 2018; Hopp & Thoma, 2021; Newcomer, 2020; Wedin & 

Wessman, 2017).  

Another pedagogy on the school level (Fielding, 2016; Molyneux et al., 2016; 

Newcomer, 2020) places equal importance on the development of the majority language as 

that of the minority language and involves “learning both languages, learning about both 

languages, and learning through both languages” (Halliday 1980, as cited in Molyneux et al., 

2016, p. 339). For example, at the school investigated by Newcomer (2020), there is the 

endeavor to use Spanish and English equally for both academic and social activities. The 

school offers bilingual education, and a bilingual community is cultivated with the support of 

parents and a largely bilingual faculty and staff.  

In a similar vein, some approaches draw from a “funds of knowledge” perspective, in 

which the linguistic and cultural knowledge students bring with them from home is valued 

and used in the school context. Approaches based on a funds of knowledge pedagogy which 

were found in this review often involved connecting instruction to students’ lived experience 

including their home languages (Castillo & Wagner, 2019; Lau et al., 2021; Molyneux et al., 

2016; Newcomer, 2020; Zaidi, 2020) in. For instance, textbooks and other learning materials 

were adapted to be more relevant to students’ cultural or linguistic backgrounds (Castillo & 

Wagner; 2019; Zaidi, 2020).  

Finally, affirming pedagogies can also involve students’ production of multimodal 

identity-affirming texts, which are generally referred to as “identity texts” (Kapoyannis, 2019; 

Lau et al., 2021; Wedin & Wessman, 2017; Zaidi, 2020). As Lau et al. (2021) explain, 

“identity texts can refer broadly to any text production whereby students’ multilingual, 
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multicultural and multiliterate resources and identities are valorized and leveraged for 

socially meaningful learning and affirmation of identities” (p.2). For example, Kapoyannis 

(2019) describes a case in which students engaged with a story about the cultural and 

personal significance of names, both in class and at home, and created identity texts about 

their names based on artifacts they brought from home.  

Scaffolding pedagogies. Pedagogical approaches based on scaffolding (n = 9) are 

those which aim to support students’ learning through tools and strategies that involve a 

language which students are familiar with, whether they are physical learning materials or 

support-based approaches to instruction. Scaffolding multilingual pedagogies can be used in 

tailored ways to specifically target the linguistic and learning needs of multilingual learners. 

One of the used strategies within this type of approach was scaffolding through learning 

materials. An example is the case studied by Milligan et al. (2016) in which the teacher’s 

approach involved using adjusted textbooks with bilingual glossaries and visuals to aid 

understanding among students.  

Some studies investigated the outcomes of pedagogies focused on holistic biliteracy, 

also referred to as paired literacy. In essence, the paired literacy pedagogies identified in the 

literature aimed to support the simultaneous development of both the language of schooling 

and students’ home languages using supports such as bilingual texts or texts available in 

students’ home languages (Ceprano, 2018; Molyneux et al., 2016; Soltero-González et al., 

2016; Zaidi, 2020) and multimedia, technology-based literacy programs (Castillo & Wagner, 

2019; Van Laere et al., 2017).  

Another type of scaffolding is emotional scaffolding. Emotional scaffolding has been 

investigated to “help students recognize their emotions and utilize them to actively participate 

in classroom activities and achieve their learning goals” (Back et al., 2020, p. 389). In 

monolingual (English-only) learning settings, multilingual students can experience and act 

upon negative emotions, such as anxiety, caused by a setting in which they have to develop 

the school language proficiency and grade-level content simultaneously (Back et al., 2020). 

Those emotions are often masked by language barriers. Bilingual classroom assistants, 

community support, and volunteers can provide  emotional scaffolding (Back et al., 2020; 

Zaidi, 2020). 

Cross-linguistic pedagogies. Cross-linguistic pedagogies aim to develop students’ 

language awareness using multiple languages, by thinking about form-related aspects of 

language. In cross-linguistic pedagogies there is a conscious focus on transfer between 

various languages. There are some conceptual differences between cross-linguistic and 
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translanguaging-based pedagogies: While many translanguaging-based approaches view 

multilingual learners' language repertoire as a unified system rather than as separate, bounded 

languages, cross-linguistic pedagogies often approach languages as distinct systems. These 

pedagogies focus on identifying and leveraging connections, contrasts, and transfer between 

two or more languages. They can focus on language awareness on different levels: in 

vocabulary, morphological, and sociopolitical contexts. For example, teachers can use them 

with the aim of increasing the awareness of connections between languages or to make 

students aware of their own multilingualism and of languages in society. Language awareness 

is an important component of translanguaging pedagogies (García & Li, 2014). This was 

reflected in the literature, as cross-linguistic pedagogies were often used in combination with 

translanguaging-based ones (n = 6).  

Cross-linguistic pedagogies were found in comparatively fewer articles (n = 11) than 

other categories, but still made up a distinctive group of approaches with similar aims and 

methods, the most common being language comparisons. Depending on the case, cross-

linguistic approaches made comparisons between languages in terms of vocabulary and 

cognates (Cenoz et al., 2021; Hopp et al., 2020; Soltero-González et al., 2016), grammar and 

syntax (Hopp & Thoma, 2021; Ossa Parra & Proctor, 2021), or in general (Busse et al., 2020; 

Zaidi, 2020). Other cross-linguistic pedagogies involve developing students’ morphological 

awareness in the language of schooling as well as in a foreign language or student’s home 

language, which may also be a regional minority language (Leonet et al., 2020; Ossa Parra & 

Proctor, 2021).  

Other, less common, approaches involve explicit discussions about multilingualism 

and language rights (Busse et al., 2020; Carbonara & Scibetta, 2022; Zaidi, 2020) and 

translation activities (Busse et al., 2020; Corcoll, 2013) for the purpose of building awareness 

of different languages. In Carbonara and Scibetta’s study (2022), for instance, explicit 

discussion about multilingualism, language rights, and social inequalities was used, thus 

demonstrating how a cross-linguistic approach can move beyond building awareness of the 

linguistic features and functions of language but also address awareness of the meaning of 

language within a larger sociopolitical context. 

Outcomes of multilingual pedagogies (RQ2) 

To answer the second research question, we analyzed the outcomes reported in our 

dataset. We distinguished between two main categories: cognitive outcomes (e.g., reported 

results on vocabulary growth, morphological awareness or content learning) and socio-

affective outcomes (e.g., reported results on wellbeing, relational aspects, self-efficacy) of the 
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multilingual pedagogies. Based on the extracted data, six overarching types of cognitive 

outcomes were identified, along with six types of socio-affective outcomes, with cognitive 

outcomes more frequently reported (see table 5). Many studies found more than one type of 

outcome, hence a greater frequency of reported outcomes in Table 5 than the number of 

reviewed articles. Appendix A provides  an overview per article of the type of study, the data 

collection method, and the outcomes, associated with each of the four multilingual 

pedagogies found in the literature.  

Table 5 

Frequency of outcome type reported in the literature 

Cognitive Outcomes N Socio-affective 

Outcomes 

n 

Language acquisition 9 Emotional wellbeing 2 

Literacy development 8 Engagement 8 

Language awareness 8 Self-efficacy 12 

Access to curricular content 9 Identity affirmation 9 

Critical thinking/creativity 6 Open-mindedness 4 

Academic achievement 3 Belonging/inclusion 3 

Total 47 Total 38 

 

Cognitive outcomes 

Cognitive outcomes of translanguaging-based pedagogies. Translanguaging-based 

pedagogies were most strongly linked with increased access to curricular content (Back et al., 

2020; DeNicolo, 2019; Karlsson et al., 2020; Lau et al., 2021; Milligan et al., 2016; Morrison 

et al., 2020; Robertson & Graven, 2020). Karlsson et al. (2020) found translanguaging to 

support students’ learning by helping them relate the content to their prior experiences, bridge 

gaps in their understanding, and express their thoughts on the content. Though studies did not 

always find significant results with large effect sizes, several studies found moderate positive 

effects of translanguaging-based pedagogies on language awareness (Carbonara & Scibetta, 

2022; Cenoz et al., 2021; Corcoll, 2013; Garcia-Mateus, 2017; Leonet et al., 2020; Ossa Parra 

& Proctor, 2021). An intervention study involving pedagogical translanguaging by Leonet et 

al. (2020) found that the treatment group attained higher scores on morphological awareness 

than the control group. Similarly, the treatment group in a translanguaging-based intervention 

from Cenoz et al. (2021) demonstrated greater cognate awareness development, although 
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they were not significantly better at cognate identification than the control group. Other 

studies found positive outcomes on language acquisition (Busse et al., 2020; Hopp & Thoma, 

2021; Milligan et al., 2016; Molyneux et al., 2016; Morrison et al., 2020), literacy 

development (DeNicolo, 2019; Mgiima, 2021; Velasco & García, 2014; Wedin & Wessman, 

2017), and critical thinking and creativity (Lau et al., 2021; Ossa Parra & Procto, 2021; 

Velasco & García, 2014). Academic achievement was not measured as an outcome of 

translanguaging-based pedagogies. 

Cognitive outcomes of affirming pedagogies. In the category of affirming 

approaches, the most associated cognitive outcome was language acquisition (Busse et al., 

2020; Fielding, 2016; Hopp &Thoma, 2021; Kapoyannis, 2019; Molyneux et al., 2016; 

Newcomer, 2020). Welcoming the use of home languages in school was found to have 

positive outcomes on general vocabulary development (Fielding, 2016; Kapoyannis, 2019) 

and language development in both the majority and minority languages (Molyneux et al., 

2016; Newcomer, 2020). This outcome was followed by literacy development, including 

reading (Castillo & Wagner, 2019; Gebhard et al., 2014; López, 2016; Wedin & Wessman, 

2017) and access to curricular content (Karlsson et al., 2020; Lau et al., 2021; Robertson & 

Graven, 2020; Zaidi, 2020). Allowing the use of home languages in the classroom in addition 

to the language of schooling was also found to help learners make sense of mathematics 

(Robertson & Graven, 2020). Affirming pedagogies were also associated with increased 

critical thinking and creativity (Fielding, 2016; Lau et al., 2021; Newcomer, 2020), language 

awareness (Carbonara & Scibetta, 2022; Fielding, 2016; Zaidi, 2020) and in two cases, 

academic achievement (Demie, 2018; López, 2016).  

Cognitive outcomes of scaffolding pedagogies. For empirical studies investigating 

scaffolding pedagogical approaches, the most dominant reported cognitive outcome was 

increased access to curricular content (Back et al., 2020; Karlsson et al., 2020; Van Laere et 

al., 2017; Zaidi, 2020). This type of outcome was found in almost all articles which examined 

scaffolding approaches. Other outcomes associated with scaffolding pedagogies were 

increased language acquisition (Ceprano et al., 2018; Milligan et al., 2016; Molyneux et al., 

2016), literacy development (Castillo & Wagner, 2019; Soltero-González, 2016), reading 

fluency and comprehension in local languages (Castillo & Wagner, 2019) academic 

achievement measured by standardized assessments (Soltero-González, 2016), and language 

awareness (Zaidi, 2020). In their longitudinal intervention study of a paired literacy approach, 

Soltero-González et al. (2016) found positive effects on reading and writing as measured by a 

high-stakes state test. 
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Cognitive outcomes of cross-linguistic pedagogies. The most salient reported type 

of outcome for cross-linguistic approaches was, not surprisingly, increased languages 

awareness (Carbonara & Scibetta, 2022; Cenoz et al., 2021; Corcoll, 2013; García-Mateus, 

2017; Leonet et al., 2020; Ossa Parra & Proctor, 2021; Zaidi, 2020). Exploratory evidence 

was found for that translanguaging together with cross-linguistic pedagogies such as 

comparing languages, supported students’ agency and participation, along with their critical 

thinking and metalinguistic awareness (Ossa Parra & Proctor, 2021). Cross-linguistic 

pedagogies were also found to have a positive impact on language acquisition in some cases 

(Busse et al., 2020; Hopp & Thoma, 2021). The more sparsely reported positive outcomes of 

cross-linguistic pedagogies include literacy development (Soltero-González, 2016), access to 

curricular content (Zaidi, 2020), critical thinking and creativity (Ossa Parra & Proctor, 2021), 

and academic achievement (Soltero-González, 2016).  

Socio-affective-outcomes 

Socio-affective outcomes of translanguaging-based pedagogies. The two most 

salient socio-affective outcomes associated with translanguaging-based pedagogies include 

increased student engagement (Back et al., 2020; Corcoll, 2013; DeNicolo, 2019; Karlsson et 

al., 2020; Milligan et al., 2016; Morrison et al., 2020; Rabbidge 2019) and self-efficacy (Back 

et al., 2020; Carbonara & Scibetta, 2022; Corcoll, 2013; García-Mateus & Palmer, 2017; Lau 

et al., 2021; Ossa Parra & Proctor, 2021; Velasco & Garíca, 2014). In one pertinent example, 

Back et al. (2020) describe how translanguaging initiated by classroom assistants increased 

student engagement, decreased anxiety-related behavioral problems, and helped bring out 

students’ “inner voice” for the first time, meaning that students started talking about their 

emotions, their interests, and other things that preoccupied them.  

In terms of self-efficacy, Carbonara and Scibetta (2022) and García-Mateus and 

Palmer (2017) both found translanguaging-based practices to boost students’ feelings of 

empowerment. Identity affirmation was also found as an outcome of translanguaging-based 

pedagogies in some cases (Busse et al., 2020; DeNicolo, 2019; García-Mateus & Palmer, 

2017; Lau et al., 2021; Molyneux et al., 2016; Wedin & Wessman, 2017). In a few cases, 

translanguaging-based approaches were also linked with increased open-mindedness (Busse 

et al., 2020; Carbonara & Scibetta, 2022; Molyneux et al., 2016), emotional wellbeing (Back 

et al., 2020; Busse et al., 2020), and belonging/inclusion (DeNicolo, 2019).  

Socio-affective outcomes of affirming pedagogies. Unsurprisingly, among the 

reported socio-affective outcomes, affirming pedagogies were most commonly linked with 

outcomes related to the affirmation of students’ identities (Busse et al., 2020; Kapoyannis, 
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2019; Lau et al., 2021; Molyneux et al., 2016; Newcomer, 2020; Wedin & Wessman, 2017; 

Zaidi, 2020), followed by student self-efficacy (Carbonara & Scibetta, 2022; Fielding, 2016; 

Lau et al., 2021; Newcomer, 2020; Peyer et al., 2022; Zaidi, 2020). Policy changes at the 

school level, such as integrating newly arrived students into regular classes and elimination of 

schools’ monolingual policy, was found to boost students’ identities as capable students 

(Wedin & Wessman, 2017). Other studies found that approaches that valued students’ diverse 

identities increased students’ confidence and pride in their own abilities and those of their 

classmates (Fielding, 2016; Zaidi, 2020; Peyer et al., 2022), and helped position students as 

independent learners with agency over their own learning (Lau et al., 2021). For all articles 

which found an increase in open-mindedness among students, e.g., greater interest in the 

linguistic diversity of classmates, affirming pedagogies were used (Busse et al., 2020; 

Carbonara & Scibetta, 2022; Molyneux et al., 2016; Newcomer, 2020). Affirming pedagogies 

were also linked with increased engagement (Karlsson et al., 2020; Zaidi, 2020), belonging 

and inclusion (Newcomer, 2020; Van Der Wildt, 2017) and emotional wellbeing (Busse et 

al., 2020).  

Socio-affective outcomes of scaffolding pedagogies. Socio-affective outcomes were 

also found in connection with scaffolding pedagogies, first and foremost in increased student 

engagement (Back et al., 2020; Karlsson et al., 2020; Milligan et al., 2016; Zaidi, 2020). 

Milligan et al. (2016) found that language supportive textbooks and pedagogical practices 

were perceived by students and educators as leading to increased motivation, engagement, 

and accessibility for students. Student self-efficacy (Back et al., 2020; Zaidi, 2020) and 

affirmation of students’ identities (Molyneux et al., 2016; Zaidi, 2020) were other notable 

outcomes related to scaffolding approaches, such as the use of bilingual books in English and 

Italian (Ceprano et al., 2018). A school-level pedagogy related to holistic biliteracy described 

by Molyneux et al. (2016) was found to contribute to students’ positive affirmation of their 

identities and abilities in both of their languages. Teachers also reported increased levels of 

social cohesion, interaction across language groups, and acceptance of diversity among 

students. Back et al. (2020) found emotional scaffolding to contribute considerably to 

students’ emotional wellbeing. 

Socio-affective outcomes of cross-linguistic pedagogies. Cross-linguistic 

pedagogies were comparatively less often linked with socio-affective outcomes than 

cognitive ones. Outcomes on student self-efficacy (Carbonara & Scibetta, 2022; Corcoll, 

2013; García-Mateus & Palmer, 2017; Ossa Parra & Proctor, 2021; Zaidi, 2020) and identity 

affirmation (Busse et al., 2020; García-Mateus & Palmer, 2017; Zaidi, 2020) were the two 
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most reported. Activities described by Zaidi (2020) which involved guests reading stories in 

students’ home languages and engaging children in discussions about multilingualism helped 

instill a sense of pride, confidence, and value in their home languages among both students 

and guest readers. Increased open-mindedness was reported by two studies describing cross-

linguistic pedagogies (Busse et al., 2020; Carbonara & Scibetta, 2022). Other less-prominent 

reported outcomes included emotional wellbeing (Busse et al., 2020) and engagement 

(Corcoll, 2013; Zaidi, 2020).  

Neutral of negative outcomes 

Though most studies found only positive outcomes from the use of multilingual 

pedagogies, some did discover some unintended negative or neutral outcomes. For example, 

Rabbdige (2019) describes a situation where translanguaging was not consistently applied, 

and which led to disengagement among students. Peyer et al. (2020) observed that not all 

students may be comfortable with being positioned as experts in their home language. Van 

Der Wildt et al. (2017) surprisingly found a negative association of multilingual-friendly 

teaching practices on the sense of school belonging of Dutch-dominant bilinguals in a study 

of 67 primary schools in a Dutch-speaking area of Belgium. The authors theorize that this 

might be a result of conflicting ideologies between the home and school environments. 

In a couple examples, neutral findings were reported, sometimes simultaneously with 

positive outcomes (Corcoll, 2013; Hopp et al., 2020). Importantly, the lack of significant 

negative outcomes indicates that students’ language development was not impeded by less 

instructional time in the target language when using a multilingual approach, negating an all-

too-common fear and misconception. 

In several articles educators are advised to be wary of some potential unintended 

negative outcomes, including student disengagement (Rabbidge, 2020), oversimplifying 

content while translanguaging (Karlsson et al., 2020), or trying to implement pedagogies 

which require additional vulnerability from students without first establishing a respectful 

and safe classroom climate (Lau et al., 2021). 

Discussion 

The aim of this study was to provide insights into what kind of multilingual 

pedagogies have been implemented in primary education and what outcomes these 

pedagogies can yield for students. A systematic review of international literature on 

multilingual pedagogies in primary education and their cognitive and socio-affective 

outcomes on students was performed. A categorization into four multilingual pedagogies was 
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proposed: translanguaging-based, affirming, scaffolding, and cross-linguistic pedagogies. 

While the boundaries between the categories are fluid, they are not mutually exclusive; article 

may thus discuss pedagogies that we categorized under more than one category. this 

categorization of multilingual pedagogies raises awareness of the various approaches that can 

address multilingualism in education from different angles. It provides practitioners and 

scholars with a lens to help them make conscious choices in specifying and applying 

multilingual strategies, potentially also meaning focusing on aspects that are described here 

in multiple categories. It offers a broad focus, which makes it well-suited for different forms 

of primary education, including contexts with both minority and migrant languages, as well 

as other language varieties. It can serve as a flexible set of ideas that can be tailored to 

support multilingual students and inspire additional innovations. Similar to existing 

frameworks (e.g., Cummins, 2018; Lucas & Villegas, 2010), it can serve as a tool for 

educators to address the various forms of inequity that may arise. The majority of the studies 

in this review concerned multilingual interventions that draw on two or more bilingual or 

multilingual pedagogies (n = 20). Those studies, in which different categories of approaches 

are combined, seem to be most beneficial and underline the value of embracing multilingual 

pedagogies with a holistic, multidimensional approach.  

A key insight that was drawn from the literature in order to apply multilingual 

pedagogies successfully is that multilingual approaches have to be learner centered and 

context specific, meaning that they support the development of all the languages used by 

learners in their specific school and home contexts. In most cases, embracing multilingualism 

in education does not require a major overhaul of approach or changes to the language of 

instruction (Corcoll, 2013). It can often be a “progressive and self-sustaining process” 

(Newcomer, 2020) and build on existing resources and curricula.  

The review study showed that multilingual pedagogies were associated with both 

cognitive and socio-affective outcomes. The most prominent cognitive outcome of the 

reviewed multilingual pedagogies was increased access to curricular content, meaning that 

students were able to engage with the instruction more easily and equitably. In addition, 

language acquisition, literacy development, and language awareness were widely found 

outcomes. Among socio-affective outcomes, increased self-efficacy, which was also often 

identified as self-confidence, agency, and empowerment, was the most frequently reported 

outcome. Also prevalent were increased student engagement, including motivation and 

participation, as well as the affirmation of students’ identities. Several studies showed that the 

benefits of multilingual pedagogies are not limited to multilingual, minority language 
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students, but can be of considerable benefit to monolingual or majority-language students as 

well.  

The present study shows that multilingualism can serve as a great resource for 

learning in primary education contexts. This insight is in line with the premise of existing 

frameworks on multilingual pedagogies, such as translanguaging (García & Li, 2014), 

linguistically responsive pedagogy (Lucas & Villegas, 2010), culturally responsive teaching 

(Gay, 2002), and the holistic model towards multilingualism in education (Duarte & Günther-

van der Meij, 2018). Several scholars in the field have suggested that multilingualism in 

education can contribute to more equity (Cummins, 2018; García & Li, 2014; Lucas & 

Villegas, 2020). While only some of the reviewed studies made explicit connections to 

equity, the range of positive cognitive and socio-affective outcomes has the potential to add 

to more equitable outcomes for multilingual students and should be further explored in future 

studies.  

Limitations and recommendations 

We recognize several limitations of our study. Our inclusion criteria resulted in 

mainly including research from Europe and North America. This is probably due to the 

inclusion of only articles written in English. Moreover, the conceptualization of multilingual 

approaches used in this review drew solely from scholars whose research is primarily 

conducted in Europe and North America (e.g., Cummins, 1979, 2018, 2019; García & Li, 

2014; Cenoz & Gorter, 2021; Lucas & Villegas, 2010). To include a wider range of 

geographical contexts, future studies may consider expansion of the languages included. 

Using alternative definitions of multilingual education from beyond a western- and euro-

centric academic context, such as Makalela’s (2016; as cited in Mgijima, 2021) model for 

translanguaging based on ubuntu, may also produce a different set of results and contribute to 

a more complete picture of literature on multilingual pedagogies. 

Moreover, due to the scale of this review and the inclusion of studies using both 

qualitative and quantitative methods, it is not possible to make assumptions about causation 

and generalizability. Future studies can explore how to operationalize outcomes of 

multilingual pedagogies in more quantitative ways. The aim of this study was to explore the 

possible outcomes of multilingual pedagogies and not to quantify the findings of the studies. 

If more quantitative studies are available with effect sizes, statements may be made based on 

meta-analysis about the strength of effects of particular multilingual pedagogies.  

Evidence of the long-term outcomes of multilingual pedagogies was limited, so to 

echo several authors of the reviewed articles (Demie & Lewis, 2018; Hopp et al., 2020; 
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Kapoyannis, 2019; Van Laere et al., 2017), the field would benefit from more longitudinal 

studies in the future. Finally, a limitation of our study is that the different contexts in which 

the studies were carried out have not been taken into account in the analysis. Different 

contexts might be related to different outcomes, for example, whether there is a multilingual 

policy in a country, region, or school, whether there is a majority of students in school who 

grow up multilingual or just a few, or whether teacher have been prepared to deal with 

cultural or lingual diversity or not.  

Conclusion 

Multilingualism is often seen as a “challenge or deficit” in primary education 

(European Commission, 2017: 64; Cummins, 2019), and concrete tools for shaping 

multilingual pedagogies, which might counteract some of the disadvantages associated with a 

multilingual background, are lacking (Lucas & Villegas, 2010; Lorenz et al., 2021; Cummins, 

2018, Okal, 2014). Our findings offer educators and policymakers evidence for the usefulness 

of embracing multilingualism in (primary) educational contexts. They also offer a 

categorization into four pedagogies (translanguaging-based, affirming, scaffolding and cross-

linguistic) that support practitioners in primary education in developing evidenced-informed 

multilingual pedagogies. These findings can hence help shape a holistic multilingual 

approach in the classroom that benefits not only the cognitive and socio-affective 

development of multilingual learners but all primary school students. Though educational 

inequity may stem primarily from factors beyond educators’ control (Cummins, 2018; 

Schleicher, 2019), these findings offer ways for educators to make a positive difference on 

students’ educational opportunities and experiences in ways they can. 
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Chapter 3 

Shaping evidence-informed multilingual education: an 

instrumental case study at three Dutch primary schools 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

This chapter is based on Veerman, E., Danbury, E., Duarte, J., Volman, M., & Gaikhorst, L. 

(2025). Shaping evidence-informed multilingual education: an instrumental case study at 

three Dutch primary schools. Manuscript submitted for publication.  
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Abstract 

Multilingual education holds potential for fostering students’ cognitive and social-affective 

development. However, adequately addressing linguistic diversity remains challenging for 

educators. This study reports on an instrumental case study at three Dutch primary schools 

that have successfully integrated multilingual education. The aim was to provide insight into 

how schools shape evidence-informed multilingual pedagogies. Semi-structured focus-group 

interviews with educators (N=8) and students (N=22) were conducted. The study revealed 

concrete ways of shaping multilingual pedagogies and shows that creating impactful 

multilingual education involves more than implementing isolated multilingual pedagogies. 

Schoolwide policies that bring coherence to multilingual practices and a supportive context 

are needed. 
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Introduction 

Multilingual children are persistently exposed to unequal learning opportunities compared 

to their monolingual peers (Langeloo et al., 2019; Meelissen et al., 2023). Multilingual 

education, defined as “the use of two or more languages in education, provided that schools 

aim at multilingualism and multiliteracy” (Cenoz & Gorter, 2015, p. 2), seeks to address this 

gap. Over the past years, research in this field has led to the development of various 

pedagogical approaches designed to support multilingual learners, while also recognizing and 

valuing the linguistic and cultural resources they bring to the classroom (e.g., Cummins, 

2018; Lucas & Villegas, 2010; Duarte & Günther-van der Meij, 2018). Empirical studies 

have shown that when implemented effectively, multilingual pedagogies can lead to positive 

outcomes—both cognitively (e.g., Bosma et al., 2022b; Giouroukakis & Honingsfeld, 2010) 

and socio-affectively (García et al., 2018; Meléndez-Luces & Couto-Cantero, 2021; Veerman 

et al., 2025). 

Despite this promising evidence, multilingual pedagogies are still not widely adopted in 

schools. Many educators continue to perceive linguistic diversity as a “challenge or deficit” 

(European Commission, 2017, p. 64; Cummins, 2019). Even when teachers hold positive 

attitudes toward multilingualism, they often feel ill-equipped to meet the needs of 

linguistically diverse classrooms (Duarte & Günther-van der Meij, 2021; Robinson-Jones et 

al., 2022). 

Bridging the gap between multilingual pedagogical theory and day-to-day teaching 

practices is therefore essential. Translating research-based insights into actionable strategies 

can support teachers and school leaders in implementing multilingual education effectively 

(Lucas & Villegas, 2010; Lorenz et al., 2021; Cummins, 2018; Okal, 2014). This study 

presents a multiple case study at three Dutch primary schools that have successfully shaped a 

multilingual educational approach. The aim of the study is to acquire insights into how 

evidence-informed multilingual pedagogies can be translated into concrete pedagogical 

practices. 

Multilingual pedagogies: definition and categorization 

In this study, multilingual pedagogies are defined as an umbrella term for pedagogies 

aimed at activating and capitalizing on students’ multilingual competences in educational 

contexts (Kirsch & Duarte, 2020). Multilingual pedagogies encourage the use of students’ 

full linguistic repertoires (Cenoz, 2012), and are supportive towards students’ home 

languages within the school context. Evidence-informed multilingual pedagogies described in 
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recent empirical research can be categorized into four types of multilingual pedagogies that 

each have their own value: affirming pedagogies, translanguaging-based pedagogies, 

scaffolding pedagogies and cross-linguistic pedagogies (Veerman et al., 2025). In the present 

study, we will use this categorization as an organizing principle when we discuss concrete 

multilingual education practices.  

Affirming pedagogies 

Affirming pedagogies consist of actively demonstrating that students’ linguistic and 

cultural identities matter and are valued within the school context (Veerman et al., 2025). 

They can be implemented through school-wide policies, classroom activities and materials, 

and teachers’ interactions with students. One way to enact affirming pedagogy is by 

welcoming the use of home languages in the school environment (e.g., Fielding, 2016; 

Karlsson, 2020). Welcoming the use of home languages can become visible in the linguistic 

landscape of the school, for example, through symbols of the countries or regions of students' 

home languages or through the visible presence of multilingual welcome signs or books 

(Gorter, 2013).  

A school’s approach can go beyond simply allowing the use of home languages and 

involve the active acknowledging and celebration of students’ linguistic and cultural 

backgrounds (e.g., Busse et al., 2020; Demie & Lewis, 2018). This may be incorporated in 

planned lessons or curricular offerings (e.g., Busse et al., 2020), teachers’ interactions with 

students (e.g. Fielding, 2016), or in the general school climate (e.g., Demie & Lewis, 2018; 

Wedin & Wessman, 2017).  

Affirming pedagogies sometimes draw on a funds of knowledge perspective, as the 

linguistic and cultural knowledge students bring with them from home is valued and built on 

in school (Moll et al., 1992, p. 133). Students’ diversity of experiences is perceived as 

valuable and not as a deficit that students must overcome. Affirming pedagogies that draw on 

a funds of knowledge approach involve connecting instruction to students’ lived experience 

including their home languages (e.g., Castillo & Wagner, 2019; Zaidi, 2020).  

Translanguaging-based pedagogies 

Translanguaging-based pedagogies are related to stimulating students’ systematic use 

of their full linguistic repertoire to support their learning process (Veerman et al, 2025). 

“Pedagogical translanguaging” (Cenoz & Gorter, 2021) goes further than being open to and 

welcoming different languages (as with affirming); it is about consciously employing 

different home languages in the classroom to support learning. An example of a 

translanguaging-based pedagogy is buddy pairing: students that have a same home language 
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but different school language abilities are grouped together to facilitate learning support and 

peer-to-peer interaction (e.g., Morrison et al., 2020).  

Pedagogical translanguaging implies that the teacher is aware of the used language 

for each activity, but it is not necessary that teachers share the same language repertoire as 

their students. Pedagogical translanguaging can be used in the classroom in individual 

learning activities, such as during reflection (e.g., Busse et al., 2020), reading activities (e.g., 

Cenoz et al., 2021), text production (e.g., Lau et al., 2021), but also during paired and small-

group discussions (Milligan et al., 2016).   

Scaffolding pedagogies 

Scaffolding pedagogies aim to support students’ learning through the use of tools and 

strategies that involve a language which students are familiar with, whether these are physical 

learning materials or support-based approaches to instruction (Veerman et al., 2025). These 

pedagogies can be used in tailored ways to specifically target the linguistic and learning 

needs of multilingual learners. One type of this pedagogy is scaffolding by learning 

materials. The teacher can, for instance, adjust textbooks with visuals and bilingual glossaries 

to aid understanding among students (e.g., Milligan et al., 2016). Scaffolding by learning 

materials can be used for supporting the simultaneous development of both the language of 

schooling and students’ home languages – usually referred to as holistic biliteracy or paired 

literacy - by using supports such as bilingual texts or texts available in students’ home 

languages (e.g., Zaidi, 2020), and multimedia or technology-based literacy programs (e.g., 

Castillo & Wagner, 2019).  

Another scaffolding pedagogy is emotional scaffolding applied to multilingual 

education. Emotional scaffolding is a way to “help students recognize their emotions and 

utilize them to actively participate in classroom activities and achieve their learning goals” 

(Back et al., 2020, p. 389). Especially in monolingual learning settings, multilingual students 

can experience and act upon negative emotions, such as anxiety, which can be masked by a 

language barrier (Back et al., 2020). Emotional scaffolding approaches aim to provide 

emotional scaffolds by for instance bilingual classroom assistants or specialists, volunteers 

from the school’s network, or parents (e.g., Back et al., 2020; Karlsson et al., 2020). 

Multilingual students can discuss academic and emotional issues with this person in their 

home languages with the aim to feel less isolated and to become more active participants in 

their classrooms (Back et al., 2020).  
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Cross-linguistic pedagogies 

Cross-linguistic pedagogies focus on developing students’ language awareness by 

using multiple languages (Veerman et al., 2025). These pedagogies make students aware of 

the formal aspects of language. Cross-linguistic pedagogies can focus on language awareness 

on different levels: vocabulary, morphological, and sociopolitical context. Teachers can use 

them with different aims, for example with the aim of increasing the awareness of 

connections between languages or with the aim of making students aware of multilingualism 

of themselves and others, and of languages and multilingualism in society.  

An example of cross-linguistic pedagogies is translation activities (e.g., Corcoll, 

2013). Another common cross-linguistic pedagogy is language comparison (Ticheloven et 

al., 2020). Language comparisons can be made between languages in terms of vocabulary, 

cognates and morphology (e.g., Soltero-González et al., 2016; Leonet et al., 2020), syntax 

and grammar (Hopp & Thoma, 2021), or in general (e.g., Zaidi, 2020).  

Finally, a cross-linguistic pedagogy involves explicit comparisons about 

multilingualism in different settings, focusing for example on language rights and social 

inequalities (e.g., Carbonara & Scibetta, 2022). Explicit discussions about multilingualism 

are a way to not only build awareness of the linguistic features and functions of language, but 

also awareness of the meaning of language within a larger sociopolitical context.  

The present study  

The aim of this study is to provide insight into how educational professionals shape 

evidence-informed multilingual pedagogies (affirming, translanguaging-based, scaffolding 

and cross-linguistic) in their schools and classrooms. The research question is: How are 

evidence-informed multilingual pedagogies shaped at multilingual-oriented schools? In order 

to address this research question, we conducted an instrumental case study in three 

multilingual-oriented primary schools in the Netherlands.  

Multilingualism holds particular significance within the Dutch education system, 

given the linguistic diversity present among its student population. In addition to the 

officially recognized regional minority languages—Frisian, Low Saxon, and Limburgish—

more than 200 other languages are estimated to be spoken across the Netherlands (Van Hooft 

et al., 2019). This linguistic landscape is shaped in part by migration, with first- and second-

generation immigrants comprising approximately 27% of the Dutch population (CBS, 2024). 

No official policies have addressed how multilingualism should be implemented 

within education (Van Hooft et al., 2019). As a result, Dutch remains the dominant language 

of instruction, and monolingual education programs continue to prevail (Nederlof & Smit, 
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2018). Nonetheless, multilingual practices are emerging within educational settings, and an 

increasing number of schools are actively developing and implementing targeted multilingual 

policies (Le Pichon & Kambel, 2022). 

Method 

This study is an instrumental case study (Yin, 2018), designed to explore how multilingual-

oriented schools implement theories and evidence-based insights in practice. Through 

detailed case analysis, it also sheds light on key features of multilingual education, 

contributing to the development of theoretical insights (Yin, 2018). 

Participants 

To select participating schools purposive sampling was used. Schools were selected 

based on their publicly known work with multilingualism. Only schools with public 

educational programs were selected. From each school, a director, language coordinator, or 

other teacher responsible for the school’s vision on multilingualism was interviewed. 

Teachers at the school were asked to select students from a variety of linguistic backgrounds, 

who the teacher believed would be open to expressing their thoughts on the school’s 

multilingual approach. 

Active informed consent was gathered from all adult participants and the 

parents/guardians of the participating children. All participating educators (N=8) were born 

in the Netherlands. They primarily spoke Dutch at home, though two educators from School 

1 reported speaking Frisian at home as well. The participating educators included teachers, 

directors, language or NT2 (Dutch as a second language) coordinators. All but one of the 

educators were female. Among student participants (N=22), ages ranged from nine to 

thirteen, averaging around age 11. One third was born outside the Netherlands (N=7), more 

than half were born in the Netherlands (N=12). Of three students the birth country was 

unknown.  

Instruments 

Two semi-structured interview guides were developed, one for the educational 

professionals and one for the students. The questions were aimed at gaining insight into the 

schools’ multilingual approach, including pedagogical strategies, classroom activities, 

school-wide policies geared towards multilingualism, and participants’ perceptions of the 

approach. Examples of interview questions for educators are: “Can you tell us about your 

schools’ approach to multilingualism?”, and “What do multilingual approaches look like in 

your classroom or school environment?”  
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Questions for students differed based on information from the educators at their 

school, and focused on specific examples of multilingual pedagogies. Examples of interview 

questions for students are: “You also worked on [specific project/assignment mentioned by 

the teacher]. Can you tell something about that?”, and “Can you tell us about one example of 

when using multiple languages helped you in school?” Half of the interviews were conducted 

via a video conferencing platform, while the other half were held in person. All interviews 

were recorded and transcribed verbatim.    

Data collection 

Focus group interviews 

Three semi-structured focus group interviews (one per school) were held with the 

adult participants, with interviews lasting between 45 and 70 minutes. As participants had  

different roles in the school, either as a teacher, language coordinator, or director, this 

enabled them to complement each other in their description of the school’s multilingual 

approach. The interviews were held in March-April 2022. 

Six interviews (two at each school) with the children were held in small groups of 

three to six students of various linguistic backgrounds. The focus group interviews took 

approximately 20 minutes for each group.  

Linguistic landscapes 

During visits to each school, photos were taken of examples of multilingualism in the 

linguistic landscape, to add to the overall picture of their multilingual approach. Active 

consent was obtained before taking photographs, and any names or images of students were 

blurred out for privacy. 

Analysis 

The interview transcripts were thematically analyzed in the program ATLAS.ti using 

both deductive and inductive coding (Braun & Clarke, 2006). First, a close reading per case 

(within-case analysis) was performed on the data set and pertinent quotes were highlighted. 

During an iterative reading process, deductive codes were assigned in a theory-driven way 

(Braun & Clarke, 2006), as categorization of evidence-informed multilingual pedagogies. We 

used the typology of Veerman et al. (2025) to categorize the different multilingual 

pedagogies. Fragments about how the different pedagogies were shaped were coded 

inductively.  

Besides examples of pedagogies, respondents mentioned conditions or elements that 

they perceived as valuable for shaping multilingual education. We coded these fragments also 
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inductively. After coding per case, a cross-case analysis was performed to search for 

overarching patterns, differences and similarities (Miles & Huberman, 1994).  

To enhance reliability the coding scheme was discussed with the researchers of the 

research team until agreement was reached. For reliability of the coding and validity of the 

interpretations, the results of each step in the analysis were discussed by two researchers. 

Results 

General school portraits 

In order to provide some context for the results, we first briefly characterize the 

schools. 

School 1: Offering support and facilitating interaction in a safe environment 

School 1, with about 100 students, is located in a suburban aera in the North of the 

Netherlands. Some students speak the regional minority language Frisian at home. In 

addition, many children are from newcomer families with different home languages, for 

example Tigrinya and Turkish.  

The school team believes it is important that each individual child receives the (tailor-

made) support he/she needs, also when it comes to language support and multilingualism. 

When the school welcomes newcomers at school, the teachers’ first priority is to help the 

children integrate in the group and make them feel safe. Interaction and social contacts 

expose the children to various situations in which spontaneous, active language plays a role.  

School 1 works together with a network of chain partners called “Together a story”. 

The network includes for example a speech therapist and someone from the local 

neighborhood team Youth and Family. The principal of the school and the partners meet 

several times a year to discuss, inform each other about, and ensure they convey the same 

vision on various topics, including multilingualism. The aim of this collaboration is to 

strengthen and inform each other, and to get the organizations to work together based on a 

shared vision (“the same story”).  

School 2: A well-considered and -developed multilingual policy 

School 2 is located in a large city and has approximately 450 students. The school is 

characterized by great (socio-economic and cultural) diversity in the student population, due 

to the influx of children from expats, children from newcomer families with different 

backgrounds, and children who are native speakers of Dutch. The language repertoires 

present in the school are also very diverse.  
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School 2’s vision is that students and parents both have to be welcomed for who they 

are, and that language should not be a barrier. At school 2, all languages can be spoken. Also 

parents are encouraged to consult each other in their home languages. This vision on 

multilingual education is explicitly included in the school’s policy. The multilingual policy is 

regularly discussed during study days and parents are informed about it, for instance at 

parents’ evenings.  

School 3: Giving them space to use their language 

School 3 is located near an asylum seekers center in a rural area in the middle of the 

country, with a student body of approximately 100 students, primarily consisting of 

newcomers from many different countries. Some of the students have been in the Netherlands 

for a relatively short time, but many have lived in the Netherlands for years since Dutch 

asylum procedures can take a long time. The interviewees expressed that they find it 

important to give students (and parents) the space to be themselves and to use their 

languages. They reported that multilingualism is part of the culture of the school.  

How are evidence-informed multilingual pedagogies shaped at multilingual-oriented 

schools?  

Affirming pedagogies  

Respondents at all schools explained that shaping multilingual education started with 

the implementation of affirming pedagogies. About this category, they were the most vocal, 

particularly at School 1. Applying affirming pedagogies started with welcoming the use of 

students’ home languages, whether in the classroom, in the hallway or on the playground. 

S1E11 described that although it was sometimes a bit difficult to make the change to allowing 

languages which the teacher does not understand in the classroom, it was ultimately 

considered important both for students’ learning development and their self-expression. The 

students at School 1 confirm that they are aware of this freedom, and even if they don’t 

always choose to use their home languages at school, they appreciate knowing that all 

languages are allowed and welcomed.  

Schools 1 and 3 also employed visual representations to promote linguistic and 

cultural diversity in symbolic ways. At School 1 and 3, a world map displayed the different 

countries where students came from (see Figure 4), and educators at School 2 expressed plans 

to create something similar in the near future. 

 

 
1 S = School, E = Educator, P=Pupil, for example S1E1 = Educator 1 of school 1 
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Figure 4  

Linguistic landscapes of School 1 and School 3: world maps 

  

School 1 also used decorations such as flags of different countries and phrases in different 

languages around the school environment as a general celebration of diversity (see Figure 5). 

 

Figure 5 

Linguistic landscape of School 1: flags and other visual celebrations of diversity 

 

All schools worked on acknowledging linguistic/cultural diversity. For example, 

educators in school 1 described having multilingualism as a school-wide theme each March, 

which in 2022 involved projects in which students researched a country and language which 

they were interested in. In some classes, they paid particular attention to the language (see 

Figure 6), while others focused on culture and language, making posters or “mascots” to 

represent their chosen country (see Figure 7). The artefacts produced during the projects were 

exposed in the school, contributing to the linguistic landscapes of the school.  
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Figure 6 

Linguistic landscape of School 1: language projects 

 

Figure 7 

Linguistic landscape of School 1: country projects 

 

One of the students participating in this project, S1P5, explained that he enjoyed the project 

because of the ease of being able to use his first language, while S1P6 chimed in and 

expressed: “I think because you do something that suits him. Because we love his country, 

that he can show us you are of course always proud of your own country.” So, the project was 

not only a chance for students to expand their understanding of other cultures, it was also a 

chance for students to be positioned as experts of their own languages and cultures. When 

organizing this kind of projects, schools sometimes collaborate with extracurricular 

organizations, such as the library. Libraries assist school 1 with various other (multi)lingual 
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matters, such as organizing poetry events or events related to the Children’s Book Week or 

the National Reading Days. 

While these projects were part of a special theme-of-the-month at School 1, educators 

explained that their focus on multilingualism is also an overall mindset which gets woven 

throughout each day and all year. This sentiment was echoed by S1E2, who described that 

even though Dutch is the main language used throughout the school day by far, teachers will 

intentionally invite students to share how their family does something at home or how they 

say something in their home language. These instances can happen “very naturally 

throughout the day,” which helps frame students’ linguistic knowledge as a resource.   

Similarly, at School 3, S3E1 reports, “I think everyone does it a bit in their own 

way...We often ask how they say something in Arabic or in Tigrinya, for example.” At 

School 3, valuing linguistic diversity is also a mindset or an attitude, that shows up in a 

variety of situations, as one exchange in the interview with educators revealed: “It's more of 

an attitude, yes, that you actually come back to it all day long and pay attention to it.” 

Educators from School 2 also described pedagogies related to the appreciation of 

linguistic and cultural diversity. The most important aspect of this for School 2 was framing 

language as a resource. For example, S2E3 insisted that the word “achterstanden”, (in 

English, “deficiencies”) is a term that is “nearly prohibited” at their school. Within their 

approach, it is important that students feel both that they are welcome to use any of their 

languages in school but also that their linguistic background is a strength rather than a 

deficiency to overcome. Teachers from School 2 reported achieving this with explicit 

discussions about how a broad knowledge of languages is a strength, both for minority and 

majority language students. Another educator from School 2 described how she models 

positive reactions to linguistic diversity for her students in her behavior, saying, “so when the 

boy says that in Italian, I go all out: “Well, isn't it great that you can do that in both Dutch and 

Italian? Wow!'”  

Educators from all schools described efforts which resembled funds of knowledge 

pedagogies. At School 2, S2E3 referred to this as the “strength that [the children] have in 

their backpack,” and expressed that it is important that teachers build on this strength. S2E1 

described one situation in which paying attention to students’ lives and linguistic 

backgrounds, and connecting instruction to this prior knowledge, helped facilitate learning 

about how to tell time. This was similar to an example from S3E2, who described “giv[ing] a 

space” in the math classroom for students to use and share with the class the different ways 

they have learned to solve math problems, which often differs from the way the same 
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calculation is taught in Dutch schools. This helped teachers better understand students’ 

abilities in math and gave students a platform to demonstrate their prior knowledge to their 

classmates. Another example of a funds-of-knowledge-approach is  a project at School 2 in 

which students took texts related to the curricular content home to translate the key words 

into their home language with their parents. Students from this school reported enjoying this 

activity and appreciating the way it helped them learn new words both in their home language 

and in Dutch. Thus, involving parents in this way not only has the potential to support 

students’ language development and understanding, it also shows students that their home 

lives are important and are valued. This practice is one that could be used with texts from any 

subject. At School 1, a funds-of-knowledge-perspective was applied to the school newsletter, 

by including reminders for different holidays celebrated by students and their families, such 

as Eid al-Fitr, and using these as talking points. To bring the cultural funds of knowledge of 

parents in the school, school 1 organizes accessible activities. This starts with bringing 

parents into contact with each other and encourage them to become more involved in the 

school. For instance, parents are invited to come to school to cut fruit in the morning. The 

director of school 1 explained that this simple activity helps parents connect, regardless of 

language barriers, making them feel welcome and more likely that they will be willing to 

show something of their life in the school.  

Parents can also play a role in cultural projects. At school 1, parents were involved in 

a project with the theme of art and poetry. They were asked to read a poem aloud to their 

child’s class in their home language. A video of this was shared on the school’s 

communication app. “Then everyone could see how rich we actually are, so many languages 

within our school.” The aim of this project was to give children and parents an opportunity to 

showcase something about their lifestyle and culture at school.  

 Respondents at all schools explained that shaping multilingual education, that at their 

schools started with affirming, needs a joint school vision on multilingualism and a solid 

knowledge base about multilingual education among the members of the school team. 

Schools 1 and 2 work on the knowledge base of their school team and the vison by keeping 

the team informed and introducing new teachers to the subject. At school 1, educational 

professionals noticed that their multilingual approach gained real depth after working with an 

expert (a professor in the field of multilingualism) to professionalize the team and create a 

joint multilingual school vision that suited the context of the school.  
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Scaffolding pedagogies 

The second most prevalent type of multilingual pedagogy was scaffolding. One of the 

strategies within this type of pedagogy is scaffolding through learning materials. At School 

3, a tech-based program was used to support multilingual learners’ math development. S3E3  

explained how they use the digital platform Bareka in mathematics instruction, which 

allowed students to engage with the content without needing to rely on comprehension of the 

Dutch language. By using this program teachers could more accurately assess the math 

abilities of newcomer students and place them in a group that was better suited to their levels. 

At all three schools, scaffolding through learning materials were helpful in building on 

students' prior knowledge to support learning. S3E1 and S3E3 described a method called 

World Full of Words, which scaffolded learning by helping students make links between 

concepts in Dutch with their home language.  

Scaffolding strategies to promote holistic biliteracy or paired literacy were found at 

all schools. In some cases, this involved ensuring that students had opportunities to develop 

literacy in their home language simultaneously with their development in the school 

language. Educators at all three schools encouraged parents to continue using their language 

at home with their children, and to read with their children in their home languages. To 

enable this, schools 1 and 2 worked closely together with the library to acquire foreign 

language or multilingual books. At School 1, this was facilitated by inviting parents to 

“receive a workshop at the library from a reading consultant about how to read to them, what 

you can do, what you can do with the story,” says S1E1. This was coupled with providing a 

picture book translated into their home language (see Figure 8), while the same book was 

available at school in Dutch, to support the simultaneous development of students’ literacies. 

At School 2, students also had the option to pursue biliteracy at school, where French-

speaking students were given the opportunity to form a French reading circle during the 

normally scheduled reading time. Students at this school 2 also reported appreciating the 

availability of English books, which was particularly meaningful for one student whose first 

language was English. At School 2 students’ reading comprehension was also scaffolded by 

allowing them to work through stories with parents at home first.  
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Figure 8 

Picture book translated into different languages from School 1 

 

At all three schools fostering parental involvement was considered very important 

because it is believed that parental involvement contributes to the well-being and learning of 

children. On the one hand, scaffolding pedagogies help to increase parental involvement, but 

fostering parental involvement also aids learning, as parents can scaffold their children’s 

learning too. Educational professionals used various tools to overcome language barriers, 

including interpreters, the interpreter telephone and digital translation tools. At school 3, a 

special communication app with a translation function (Kwieb) was used. Not only important 

school information is shared via the app, but also informal information about what the 

students are working on, the activities being undertaken, or the theme of the month. This has 

proven to be very fruitful, as S3E2 explains: “They often [the parents] know what I'm saying 

now. Normally they didn't really know what we were working with but now they know.”  

For School 3, where many of their students are newcomers in the Netherlands, 

emotional scaffolding was considered very important for students “landing,” as according to 

S3E2, making sure students feel safe within the school is the first priority when they arrive. 

One way in which she describes doing this is by always checking in with the group about 

how they are feeling at the beginning of each day, often using English to ensure that students 

who are still not confident in Dutch can participate in the discussion. At School 2, teachers 

sometimes ask the Turkish teaching assistant to speak with Turkish-speaking children to 

resolve conflicts or discuss feelings. This helps teachers gain a better understanding of the 

students. One teacher noted that this assistance revealed more about the origins of conflicts 

and provided deeper insights into the students. 

 



63 

 

Translanguaging-based pedagogies 

All three schools used strategies that aimed at stimulating students’ systematic use of 

their full linguistic repertoire to support their learning process. The schools reported not 

having very strict rules about language separation which makes translanguaging possible. At 

School 1, they intentionally do not have “fixed days” for different languages, and while they 

used to do this at School 3, now, “it [using different languages] really just happens” (S3E1). 

At School 2, S2E2 explained that while students are free to use whatever language they want, 

they encourage students to be aware of how their language choices include or exclude 

classmates.  

Educators from all schools offered examples of how pedagogical translanguaging 

was used to aid students’ comprehension, although they rarely used the term translanguaging. 

Sometimes this involved the teacher drawing from their own linguistic resources and 

encouraging students to do the same. S1E2 often translanguages with a multilingual student 

in English, a shared language of theirs, to ease their communication. At School 3, students 

were facilitated to use translanguaging to help each other. As S3E3 describes, “I noticed very 

quickly that if I started explaining something that at a certain moment a child understood 

what I meant and that he would explain it to the rest in Tigrinya. The whole group then knew 

what I wanted.” Educators from Schools 1 and 2 also described using this strategy. One 

student expressed their appreciation of this practice, explaining: “If you don't know the word 

in Dutch, you can ask someone who speaks Dutch very well and who can also speak Arabic.” 

S1E1 described their pedagogical approach as focused on “learning from and with each 

other.” S3E3 also described this kind of collaboration happening sometimes at their school, in 

one case where students with differing levels of language ability and time they have lived in 

the Netherlands were able to help each other out through questioning and co-problem solving 

to understand a civics lesson.  

Buddy pairing was a frequently employed practice to support multilingual students in 

all three schools. As S1E2 explains, “sometimes you just need that other student who gets 

over the hump to make it work again.” At School 3, S3E2 described how they sometimes 

intentionally pair students with the same language background together, but that it also often 

happens “a bit automatically that they pull towards each other.” In general, teachers do not 

see this as a hinder to students’ language development, but as supportive of learning, as S2E1 

explained, in the math classroom, “the goal is math, the goal is not language.” By pairing 

students with the same language background together, it helps remove barriers to learning by 

allowing them to focus on the instructional content. Students also saw advantages of buddy 
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pairing. For example, S1P5 remembered how being able to use her home language with other 

children helped her when she first arrived in the Netherlands, and now she expressed pride in 

her ability to help other children using her linguistic resources, explaining: “I can speak 

English myself since I was 3, so I can say that too. I can speak Tigrinya and I'm learning 

Turkish and Arabic now, so if I know those languages, I can help other people too. So that 

seems nice to me.” 

Cross-linguistic pedagogies  

Finally, a few cross-linguistic pedagogies played a role in the multilingual approaches 

of the participating schools, although they were far less salient than the other types of 

pedagogies. Mostly, cross-linguistic pedagogies appeared in the form of engaging students in 

explicit discussions about multilingualism, particularly at Schools 1 and 2. For example, 

S2E1 specifically mentioned using Cummins’ common underlying proficiency model (García 

and Li, 2014) to explain to students how language acquisition works and how their 

multilingualism is a strength. At a later point he describes this as “telling the story of 

multilingualism.” At School 1, there is a similar belief in “the power of multilingualism,” as 

S1E1 calls it, and the idea that “another language can also be a connection between 

languages.” There, the examples that educators brought up about their multilingual projects in 

March and the importance they place on building on students’ home languages demonstrate 

this awareness of the cross-linguistic connections between languages. 

Educators at School 2 were especially vocal about how they used comparisons 

between languages and translation activities to support students’ learning. Beyond the 

translation activities students at School 2 completed with their parents at home, S2E1 

described using connections between Dutch and Arabic, Turkish, or Moroccan to support 

students’ grammar development, explaining, “linking it to their own language does make it 

more accessible and I don't have to speak Arabic, Turkish or Moroccan for that.” Several 

students expressed happiness about the fact that the translation activities they did with parents 

helped them acquire new words in their home language which they were able to use at home.  

Discussion 

In response to the need to translate insights from multilingual pedagogical theory and 

research into usable practices for educational professionals (e.g., Lorenz et al., 2021), we 

conducted an instrumental case study at three multilingual-oriented primary schools in the 

Netherlands. The study examined how educators translate theory and research insights on 

multilingual education into concrete and usable practices. All schools used a combination of 

four evidence-informed strategies—affirming, translanguaging-based, scaffolding, and cross-
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linguistic—which offer complementary perspectives and together support a holistic approach. 

Each school tailored these strategies to its specific context, reflecting findings from prior 

research highlighting the importance of taking into account the unique context of the school 

and the specific students within this context (e.g., Castillo & Wagner, 2019; Corcoll, 2013; 

Mgijima, 2021; Molyneux et al., 2016; Peyer et al., 2022).  

The practical examples, consistent with earlier research, show that embracing 

multilingualism in education often requires no major changes to teaching methods or 

language of instruction. It can be a “progressive and self-sustaining process” (Newcomer, 

2020), building on existing resources and curricula (Castillo & Wagner, 2019; Mgijima, 

2021). This is particularly true for affirming pedagogies that are based on an attitude of 

valuing the cultural and linguistic background of students. This may explain why the 

implementation of multilingual education often starts with employing affirming pedagogies. 

The implementation of these pedagogies needs a joint school vision on multilingualism and 

working on a solid knowledge base about multilingualism among the school team members. 

These pedagogies also help deepen the vision. Visual artefacts created by students can further 

support a culture that values multilingualism by signaling inclusivity to teachers, parents, and 

peers. 

Implementing other multilingual pedagogies often follows affirming ones, likely because 

they demand more teacher preparation. Scaffolding pedagogies were the second most 

common, helping to connect learning to prior knowledge of students and encouraging 

parental involvement. Translanguaging pedagogies were less frequently reported. While 

teachers rarely labeled their practices as translanguaging, the absence of language separation 

rules use aligns with its core idea—“softening boundaries between languages” (Leonet et al., 

2020, p.57), which can be beneficial particularly for language teaching and learning. 

However, to be able to speak of pedagogical translanguaging, there must be consciously 

planned activities and conscious choice of the used languages. All schools mentioned buddy 

pairing, often to facilitate translanguaging among students. Further research into this type of 

pedagogy would be helpful, to more closely investigate what teachers need and can do to 

expand and deepen this pedagogy in their education.  

Cross-linguistic pedagogies were least applied. A possible explanation for this is that this 

type of pedagogy requires most preparation and knowledge from the teacher compared to the 

other types. The other types of pedagogies can be applied in a more oral, and spontaneous 

way, from an attitude of valuing students cultural and linguistic backgrounds, or, in the case 

of scaffolding pedagogies, using support materials and strategies. For applying cross-
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linguistic pedagogies a teacher needs knowledge of specific languages. How to make this 

pedagogy practical for teachers could be explored in further research. 

This study shows that creating impactful, coherent multilingual education involves more 

than implementing isolated multilingual pedagogies. Four supportive conditions on meso 

(school level) and macro level (beyond school level) supports its development. First, our 

study confirms findings from previous research that shaping coherent multilingual education 

starts with a shared vision on dealing with multilingualism that is supported by the school 

team, and preferably also by parents and students (Demie & Lewis, 2018; Duarte & Günther-

van der Meij, 2018; Strobbe, 2022). The educational professionals in the study all agree in 

their vision that students’ cultural and linguistic backgrounds should be valued and used as 

resources, rather than deficits. 

Second, teachers need a solid knowledge base in multilingual education. Professional 

development helps ensure that multilingual activities are grounded on well-founded 

knowledge, vision and attitude, making the multilingual activities more meaningful.  

Third, parents are involved in the multilingual policy by informing them about 

multilingualism and including them in learning projects. Some of the multilingual pedagogies 

increased parental involvement, which, in turn, supports students’ learning. For example, 

parent involvement was seen at all three schools as an effective way to incorporate home 

language learning from a funds-of-knowledge-perspective into instruction. This can be done 

by inviting guest speakers, as in Zaidi (2020), by assigning homework which involves 

working together with family members in the home language, as in López (2016), or by 

improving communication with parents. Working together with family members of students 

is also recommended by Back et al. (2020) as a cost-effective alternative to hiring additional 

home language instructors. These insights may be reassuring for mainstream schools 

interested in a multilingual approach, as most of these initiatives did not require significant 

additional resources. 

Finally, sustainable cooperation with extracurricular organizations, like libraries, was 

perceived as important for coherent multilingual education.  

As Robertson and Graven (2020) emphasize, multilingual education must balance 

between showing students that they are valued for who they are in the school context 

(inclusivity), and ensuring they are given the tools they need to succeed in primary education 

and beyond (access). While on the one hand, inclusivity is needed to positively affirm 

minority students’ diverse linguistic and cultural identities, placing insufficient focus on 

access to the tools they need to succeed in education, and support “would then put them at 
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risk of ongoing marginalization, and existing societal inequities would also then continue, 

unabated, unchanged and unchallenged” (Robertson & Graven, 2020, p. 6). This advice is 

further strengthened by Duchêne (2020), who argues that multilingual approaches which aim 

at “breaking down barriers” in society must employ both recognition and redistribution in 

their practices (p. 95). From this view, we see that the general tendency in the studied Dutch 

primary schools to favor both affirming and scaffolding-based multilingual pedagogies is 

promising. By continuing to balancing between these two pedagogical types and enhancing 

this with translanguaging and cross-linguistic pedagogies, educators can ensure that they are 

supporting multilingual students and their learning from all sides. 

Limitations and further research 

Teachers and students mentioned positive results of multilingual pedagogies in the 

interviews. A limitation of this study, however, is that it does not systematically map the 

effect of multilingual pedagogies on student outcomes. Further research could be conducted 

into the benefits of multilingual approaches in terms of student results. 

Although this study was not focused on the meso and macro level, it does provide insight 

into how conditions at these levels contribute to a coherent multilingual educational 

approach. However, how exactly these conditions should be shaped can be the subject of 

further research. 

What stood out in the results of the current study is that the respondents mentioned more 

examples of pedagogies that can be shaped in a more symbolic, spontaneous way than 

examples of pedagogies that ask for more preparation (translanguaging-based and cross-

linguistic pedagogies). In further research it could be explored how educational professionals 

can be supported in applying meaningful multilingual approaches that ask for more planning 

and preparation. 

Conclusion 

This study illustrated how primary school educators shape different multilingual 

pedagogies—affirming, translanguaging, scaffolding, and cross-linguistic—in everyday 

classroom settings. These examples offer adaptable, overlapping strategies rather than a 

complete list, aiming to support multilingual students and inspire further innovation. 

These examples should not be seen as an exhaustive list of all possible multilingual 

pedagogies, but rather as a menu of ideas which can be used in adaptable and overlapping 

ways to support multilingual students in primary education, as well as to inspire the 

development of additional innovations in the field. The practical examples in our study 
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demonstrate that embracing multilingualism often requires a shift in mindset rather than 

major significant or expensive changes to teaching methods or in the language of instruction. 

Two key components in particular proved to be valuable for implementing 

multilingual education in primary schools. Firstly, it is crucial to create policies that bring 

coherence to multilingual practices (vision). Secondly, embedding them in a supportive 

context (solid knowledge base, working with parents, and working with extracurricular 

organizations) is of great importance. 
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Chapter 4 

 

The contribution of two Funds of Identity interventions to 

well-being related student outcomes in primary education 
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Abstract 

Drawing on students’ “funds of identity” is supposed to contribute to more equitable 

educational outcomes, both in terms of achievement and well-being-related outcomes. 

However, it is not obvious how teachers can uncover and use students’ funds of identity (FoI) 

and little is known about the actual effects of an approach based on funds of identity theory. 

This study investigates the (perceived) effects on students’ engagement, motivation for 

learning, school well-being, social initiative and self-efficacy of two different interventions in 

which four primary school teachers tried to uncover and use their students’ FoI (N=31). A 

mixed methods design was used. Observations were conducted before, during and after the 

FoI-interventions, teachers filled in questionnaires and semi-structured interviews were 

conducted with teachers and students. In order to track how the intervention was enacted, 

logbooks of teachers were collected. The quantitative results showed significant improvement 

of students’ engagement and social initiative during the FoI-interventions, which was 

confirmed by the observations. In the interviews and logbooks teachers and students reported 

positive effects of the interventions on students’ engagement, motivation for learning, school 

well-being and self-efficacy. The interventions from this study can serve as examples for 

other schools. 
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Introduction 

In the increasingly diverse educational contexts in contemporary societies, many teachers 

are teaching students with different social and cultural backgrounds than their own. For those 

teachers it may be difficult to tailor their lessons to the knowledge of their students, for 

example of the traditions of their communities and the stories passed on in their families. For 

students, such a discontinuity between school and home, which particularly occurs for 

children with an ethnic minority or low socioeconomic background, can result in losing their 

engagement with school and performing below their abilities (Bronkhorst & Akkerman, 

2016; Vedder et al., 2006). These effects may be reinforced by a deficit approach that seeks 

the causes of underachievement in school among minority and lower-SES students in their 

supposed limited intelligence, language deficits, lack of motivation, or immoral behaviour 

(Valencia, 1997). Thinking in terms of deficits and unfamiliarity with the knowledge that 

students acquire outside of school, can make teachers having lower expectations of those 

students. This is problematic, because teachers (often unconsciously) adapt their behaviour to 

their lower expectations; they thereby do not offer these students optimal support in realizing 

their potential (Swartz, 2009; De Boer et al., 2010; Rubie-Davies et al., 2015). This hinders 

the realization of equal educational opportunities. The current study applies  educational 

approaches based on the Funds of Identity (FoI) theory (Saubich & Esteban-Guitart, 2011; 

Esteban-Guitart & Mol, 2014; Esteban-Guitart, 2016; 2021b), in which teachers learn to 

make better use of the knowledge and skills that students acquire outside of school. Both 

theories do not approach children in terms of deficits or limitations, but rather in terms of 

competences. The starting point is that all students have obtained valuable knowledge and 

skills through life experience outside of school that can be used at school.  

However, although several positive effects of this approach are assumed, little 

empirical evidence exists to support these claims. Most research into the educational use of 

FoI concerns qualitative studies, mapping educational practices from the teacher’s perception 

(Hogg & Volman, 2020). For example, Ordoñez et al. (2021) found in a qualitative 

intervention study positive outcomes of a FoI intervention on students’ motivation. Volman 

and ‘t Gilde (2021) also found benefits of funds approaches in the interview part of their 

study on students’ school well-being, engagement and self-confidence; however, these 

positive outcomes could not be confirmed by the quantitative part of their study. A possible 

explanation was that the questionnaire could have been too general to capture significant 

intervention effects (Volman & ‘t Gilde, 2021). Therefore, more quantitative research is 
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needed, on a student level, to investigate the effects of FoI interventions. The present article 

reports on a mixed method study, including both quantitative and qualitative measurements, 

that investigates the contribution of two different approaches based on FoI theory to 

outcomes at the student level. In addition to the measurements that were used in previous 

studies (interviews and questionnaires), also systematic student observations in the classroom 

were conducted in order to capture intervention effects on specific student outcomes. 

The outcomes we were interested in are educational outcomes in the social domain, 

such as well-being and motivation. On the one hand, such outcomes are conditional for 

educational achievement (Van Petegem et al., 2006; Van Nuland et al., 2010), on the other 

hand they are important aspects of students’ development in themselves. Well-being-related 

outcomes are easily overlooked in approaches of equal opportunities that primarily focus on 

educational achievement. Therefore we investigate the (perceived) contribution of two 

different FoI approaches on primary school students’ engagement, motivation for learning, 

school well-being, social initiative and self-efficacy. 

Funds of Knowledge approach 

According to the FoK approach, all students are competent and, regardless of their 

linguistic, religious, social, economic and cultural circumstances, acquire valuable knowledge 

and skills acquired through life experience outside school (Moll et al., 1992). The FoK 

approach assumes that every student has numerous extracurricular sources of knowledge 

(funds of knowledge), historically built and culturally developed knowledge and skills that 

are essential for the functioning of households and individuals (Moll et al., 1992). In the FoK 

approach, the household and the community are seen as places that are potentially rich in 

cultural and cognitive sources of knowledge that can be useful for instruction in the 

classroom (Moll et al., 1992). The FoK approach suggests that teachers make funds of 

knowledge of children from communities other than their own visible in the classroom and 

tailor their education to them (Moll et al., 1992). Part of a FoK approach are ethnographic 

student home visits to discover the funds of knowledge of the students and their families. 

These can lead to a better understanding of students and their families, an improvement of 

family-school relationships, modification of teachers’ and students’ prejudices and 

stereotypes, and more inclusive and culturally congruent pedagogies (Barton & Tan, 2009; 

Esteban-Guitart & Vila, 2013; Lin & Bates, 2010; Gonzáles et al., 2005; Hogg, 2011; Llopart 

et al., 2018; Whyte & Karabon, 2016). However, making use of students’ FoK by home visits 

is a time consuming methodology, which is not always feasible in practice (Hogg & Volman, 

2020). Esteban-Guitart (2012, 2016) further developed the FoK approach and introduced the 
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concept of Funds of Identity in which not only the community of students is taken into 

account (Esteban-Guitart, 2012, 2016; Esteban-Guitart & Moll, 2014; Hogg & Volman, 

2020; Saubich & Esteban-Guitart, 2011).  In the current study we focus on this funds of 

identity (FoI) theory (from here on also referred to as funds approaches). 

Funds of Identity theory 

While the FoK approach takes the knowledge and skills available in the community to 

which the student belongs as its starting point, FoI theory emphasizes knowledge and skills 

that students acquire outside of school and that they themselves define as important aspects of 

their identity (Esteban-Guitart, 2012, 2016; Hogg & Volman, 2020; Saubich & Esteban-

Guitart, 2011). Funds of identity are defined as  ‘significant people, institutions, cultural 

artefacts, geographical spaces, and meaningful practices, passions and interests embedded in 

a learner’s definition of themself'(Esteban-Guitart, 2021a, p. 4) ). It thus refers to those parts 

of funds of knowledge that participants use to define themselves (Esteban-Guitart & Moll, 

2014). In previous studies several benefits have been identified in terms of students’ 

motivation, engagement, collaboration, attitudes and learning outcomes and processes 

(Alvarez et al., 2021; Ordoñez et al., 2021; Volman & ‘t Gilde, 2021).  

Esteban-Guitart (2016, 2021) distinguished five  specific sub-categories of FoI: 

geographical (when places, such as a river, country, village, or mountain, serve as a source of 

self-identification), practice-based (an activity such as work, sports, making music), cultural 

(artifacts such as religious symbols or national flags), social (friends, family, colleagues), 

institutional (belonging to a religion or family). Another subtype, the existential funds of 

identity, was proposed by Poole and Huang (2018). Existential FoI are positive and negative 

experiences that students use to define themselves, such as the experience of being bullied as 

a child.  

Finding and using students’ Funds of Identity 

The FoI theory makes a plea for teaching that draws on knowledge, skills and 

experiences of students they themselves consider as valuable. This may involve knowledge 

about, for example, household, technology, religion, art, language and music; but also 

specific skills such as football or dance. Funds of identity can be found in family life, but also 

in other places such as the peer group and popular culture (Moje et al., 2004). More recently, 

Facebook, Instagram, YouTube, TikTok, games and vlogs have become important sources of 

knowledge and skills for children ('t Gilde & Volman, 2020).  

A variety of ways have been described in which teachers can find FoI. Teachers can 

use assignments that invite students to show something from their own life, such as writing a 
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story, making a drawing or taking pictures (Hogg & Volman, 2020). These stories, drawings 

or pictures are called “identity artefacts”, “documents created by the learners about 

themselves, in which they try to capture all the things that make sense and are meaningful to 

them and which, subsequently, can be used by teachers to work on curricular and pedagogical 

content” (Subero et al., 2018, p. 156). Conversations with parents or observing students can 

also be used to find students’ FoI (’t Gilde & Volman, 2020).  

A next step for a teacher is to integrate and build on students’ FoI in one’s teaching. 

Esteban-Guitart & Moll (2014) describe FoI as a box of tools that can be used to link the 

curriculum to students' prior knowledge, interests and lifestyles. This can be done for 

example, by asking students to act as experts or to let students process subject matter in a 

(creative) form in which they feel competent or are enthusiastic about ('t Gilde & Volman, 

2020). 

The possibilities to integrate and build on students’ FoI in the curriculum, however, 

depend on the school context. ‘t Gilde & Volman (2020) found that it was more difficult to 

implement a funds approach when a school sticks to predefined teaching methods. In schools 

with a fixed curriculum and a teacher-led approach, teachers often feel too much pressure to 

finish the planned lessons to give much room to students’ input as the FoI suggests ('t Gilde 

& Volman, 2020).  

FoI and equal opportunities  

Equal opportunities in education are often thought to be realized by taking away 

obstacles that hinder the educational performance of students with a minority or low-SES 

background. This implies a focus on raising the educational achievement levels of these 

students, in particular in basic skills like reading and math.  

Funds approaches relate to equal opportunities in several ways. In line with the above,  

funds approaches aim to enable students from other (cultural) backgrounds than the dominant 

culture to perform more optimally. The mechanisms that are supposed to underly this effect 

are that 1) with knowledge of students’ FoI it is better possible for a teacher to build on 

students’ existing knowledge (work in students’ zone of proximal development), which 

results in better academic outcomes and improved knowledge development (Lee, 2001; 

Subero et al., 2017); 2) when students feel seen and valued at school they will become more 

involved in the lessons, which in turn will lead to better achievement. However, a funds 

approach also address the issue of equal opportunities in another way. It considers personal 

and social variables like engagement, motivation for learning, well-being and self-efficacy 

not only as important for learning, but also important in itself.  A single focus on educational 
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achievement and basic skills can result in limited attention for student’s own initiatives and 

their FoI, which can in turn have a negative impact on well-being-related outcomes, such as 

engagement and self-confidence. And the other way around, a FoI approach has been 

suggested to positively contribute to well-being-related outcomes (Volman & Gilde, 2021).  

FoI and opportunities to develop motivation for learning, engagement, school well-

being, social initiative, and self-efficacy 

In this study we focus on a number of well-being related educational outcomes. These 

are important educational outcomes from an equal opportunities perspective, as they are 

supposed to be related to educational achievement. Moreover children should have equal 

opportunities to develop these outcomes at school, as they are valuable in themselves. 

First of all, there is a strong relationship between the motivation for learning of 

students and their school performance (Van Nuland et al., 2010; Peña-López, 2017). Students 

who become motivated for learning show greater commitment, tackle problems, are curious, 

seek challenges, exchange knowledge more often and use effective learning strategies 

(Hardre & Reeve, 2003).  

There are indications that a funds approach can contribute to the three basic needs that 

are usually distinguished in relation to students’ motivation: autonomy, relatedness and 

competence (Deci & Ryan, 2000). For example, a FoK/I approach could strengthen the sense 

of connection between teacher and students. In previous studies on FoI, many teachers 

reported getting to know and understand students better (Llopart, et al., 2018; Gassler, 2020, 

Volman & ‘t Gilde, 2021). A funds approach can also meet the need for autonomy, because 

students are allowed to make their own contributions based on knowledge they have acquired 

outside of school and on their own interests and environment (Esteban-Guitart, 2014, Subero 

et al., 2017, Ordoñez et al., 2021). These elements support autonomy and may therefore can 

contribute to students’ motivation for learning (Thoonen, et al., 2011; Thoshalis & Nakula, 

2012). A funds approach can also contribute to a sense of competence (Volman & ’t Gilde, 

2021): all students, including those who may not perform well in all school subjects, are 

invited to show what they know and can do. 

Engaged students have been shown achieve better results than less engaged students 

(Finn, 1989; Finn & Rock, 1997; Newmann, 1992). Engagement is closely related to 

motivation for learning. While motivation for learning can be seen as an internal state of a 

student (that can be provoked by the educational circumstances), engagement can be seen as 

the visible expression of that motivation (Conley & French, 2014). A state of high 

engagement is characterized by high concentration, intense experience, intrinsic motivation 
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and flow of energy, and a high degree of satisfaction (Laevers et al., 2016). Increasing 

students’ engagement is a common argument for using students’ FoK/I (Hogg & Volman, 

2020).  

When students’ well-being at school is good, that is when they feel good at school 

(Hendrikx et al., 2008), this has a positive effect on students’ performance and motivation 

(Van Petegem et al., 2006). Students with a low level of well-being tend to be less attentive 

and less motivated for learning (Van Petegem et al., 2006). Social relationships of students at 

school, with the teacher and fellow pupils, are important for students’ school well-being 

(Holfve-Sabel, 2014, Van Petegem et al., 2006). Peetsma et al. (2002) make a distinction 

between school well-being in relation to the teacher and well-being in relation to fellow 

students. Improving both types of school well-being has a positive effect on students' 

motivation for learning (Konu & Rimpelä, 2002; Holfve-Sabel, 2014). Because a funds 

approach can contribute to improved social relationships between students and the teacher 

and between students themselves (Barton & Tan, 2009; Volman & 't Gilde, 2021), an 

improvement in school well-being can be expected.  

  Social initiative is making verbal and non-verbal contact in a social environment 

(Laevers & Depondt, 2008). During a funds approach, social initiative is stimulated by 

encouraging students to actively participate in learning processes (Subero et al., 2017). 

Because students get to know the FoI of peers, they can discover similarities, and possibly 

make contact more quickly with students they did not know well before.  

Self-efficacy, the confidence a person has in his/her own capabilities to accomplish a 

task or solve a problem (Bandura, 1997), leads both indirectly and directly to better learning 

performance (Lane, et al., 2004; Relich et al., 1986; Schunk, 2003). The most effective way 

to strengthen self-efficacy is by experiencing success (Bandura, 1997). In a previous study 

teachers indicated that using FoI positively influenced students’ self-efficacy. Sharing their 

knowledge and skills with classmates made students proud (Volman & ’t Gilde, 2021).  

The present study 

The aim of this study was to obtain a detailed insight into the contribution of two different 

FoI interventions to a number of well-being related educational outcomes, that we consider 

relevant in terms of equal opportunities in primary education. The research question was 

formulated as follows: What are the (perceived) effects of FoI interventions to students’ 

engagement, motivation for learning, school well-being, social initiative, and self-efficacy? 

For this purpose, the effects of two different FoI interventions were evaluated by use of both 

student observations, teacher questionnaires and interviews (with teachers and students).  
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Method 

Context 

This study was conducted in the context of the Educational Research Lab Amsterdam 

(ERLA), a partnership of Amsterdam knowledge institutions and primary schools. The two 

participating schools (school A and school B) were recruited for this project through their 

school boards on the basis of affinity with the subject. Both schools are located in Amsterdam 

(the capital of the Netherlands). School A is a regular primary school. School B is a school 

for newcomers; students who have lived in the Netherlands for a maximum of one year. At 

school B, students receive education to learn, speak, read and write the Dutch language. The 

teachers who participated in the study received theoretical input from the researchers during 

pre-intervention meetings.  

Interventions 

At both school A and B, two teachers developed and applied an intervention in their 

classrooms, based on the theory of FoI, during a period of six weeks. At school A, this was a 

well-defined FoI intervention. The teachers used assignments that let the students make 

identity artefacts, which served as mediating resources that allowed the teacher to link 

learning experiences from within and outside the school context (Esteban-Guitart, 2016; 

Subero et al., 2017). The assignments were designed in advance and described in so-called 

“intervention cards” based on the six sub-categories of FoI that were distinguished by 

Esteban-Guitart (2012, 2021) and Poole & Huang (2018). The aim of the intervention was for 

teachers to reveal, build on and make use of students’ FoI in their lessons. In school A, 

teachers worked for the first time with a FoI approach in their classrooms. For them, the 

intervention cards served as a guideline, as something to hold on to when working with FoI.  

An example of an intervention assignment is making a self-portrait (taken from 

Bagnoli, 2009). This assignment could reveal different funds of identity of students (social, 

geographical, practical, institutional, cultural). Students were asked to bring a family photo to 

school. In the classroom, a conversation was held between the students about their photos. 

Then the students drew a self-portrait in which there was also room for things they like or 

that are important to them. A diptych of self-portrait and family photo was made and 

presented to the class.  

At school B, the FoI approach was more flexible and not fully developed in advance. 

Here, teachers had more experience than the teachers from school A with working with FoI 

and mainly focused on what happened spontaneously in the classroom. An example is a 
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situation in which students were folding flowers. During this lesson, it turned out that a 

student had a special interest in origami and was good at folding not only flowers, but also 

other figures, such as frogs because he often practiced this at home. The teacher gave class 

attention to this skill and the student in question was allowed to teach his fellow students how 

to fold a frog. The teachers’ goal was to put this student in the spotlight and let him/her 

elaborate on a subject in which he/she is feeling competent.  

Another example concerns how the teachers at school B applied the FoI approach 

during the vocabulary lessons at school. As part of the intervention the school started to work 

with a new vocabulary method, which zoomed in on the background and origin of the 

students. An example is a lesson in which students were allowed to take a book from home 

that is important to them. This book could also be written in the student’s home language. 

Students read an excerpt from the book and told their classmates about it. The aim of this 

assignment was to give students the feeling that their own interests, input and knowledge 

(e.g., from their home language) matter and to encourage students to acquaint with  each 

other’s (language) background, interests and qualities. 

Design 

A mixed methods design was used to evaluate the results of the FoI interventions. The 

quantitative data collection consisted of multiple student observations. The aim of the 

observations was to measure whether there was a change in student engagement during the 

intervention period. Before the start of the intervention, an initial observation took place 

during an activity that resembled the intervention activity as closely as possible, but in which 

the teacher did not address students’ FoI. At school A, observations were made during social 

science lessons and at school B during vocabulary lessons. The second observation focused 

on lessons in which students’ FoI were actively made visible and used by the teachers. At 

school A, this involved a lesson in which students were asked to make a “self-portrait” (based 

on Bagnoli, 2009) and to present this portrait to the group. At school B, the second 

observation took place during a lesson in which students worked in pairs to prepare a 

presentation for their peers on a self-made informative book on a self-chosen topic. In the 

other class from school B, the second observation was conducted during a lesson given by a 

student on a subject he was personally interested in and very knowledgeable about, namely 

electrical charges. The final (third) observation took place at the schools at the end of the 

intervention period, during the same type of (non FoI) activity as at the initial measurement.  

In addition, before and after the intervention period, teachers completed a 

questionnaire about how they perceived students’ engagement, school well-being, and social 
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initiative. The questionnaires were completed by the teachers before (beginning of March 

2021) and after the intervention (end of April 2021). These questionnaires were only 

completed for students who were also observed. The aim was to gain insight into (possible) 

changes during the intervention period, from the teacher’s perspective. 

Finally, qualitative data were collected through interviews with teachers and students, 

and through teachers logbooks, in order to obtain insight in how teachers applied the FoI 

interventions in their practices, and into the perceived effects of the interventions for 

students’ motivation for learning, engagement, school well-being, and self-efficacy.  

Participants 

The four teachers participating in the interventions were self-selected: they 

participated voluntarily in the interventions based on affinity with the FoI theory. The 

background characteristics of the participating teachers are shown in table 6. 

Table 6 

Background characteristics of the teachers 

Teacher Gender Ethnic 

background 

Age Years of 

teaching 

experience 

School A 

teacher 1 

Male Dutch 29 8 

 

School A 

teacher 2 

 

Female 

 

Dutch 

 

24 

 

3 

 

School B 

teacher 1 

 

Female 

 

Dutch 

 

25 

 

2 

     

School B 

teacher 2 

Male Dutch 29 2 

 

An information letter with active consent was sent to the parents. All students whose parents 

gave consent participated in the study. A maximum number of nine students per class/teacher 

was chosen, so that the observations could be made as reliably as possible. A total of 31 

students participated in the study (see Table 7). The students were varied in terms of gender, 

linguistic home situation, the educational level of the parents and ethnic background (see 

Table 8). The age of the students was between 6 and 11 years old (see Table 9). 
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Table 7 

Grade level and amount of participating students  

 

 

 

 

 

 

 

 

Table 8 

Students’ background characteristics  

    Overall school A school B 

    N % N % N % 

Gender Male 12 39% 5 31% 7 47% 

 Female 19 61% 11 69% 8 53% 

Home language Only Dutch 8 26% 8 50% 0 0% 

 

Dutch and other 

language(s) 6 19% 3 19% 3 20% 

 Other language(s) 17 55% 5 31% 12 80% 

Country of birth 

parents 

Both parents born in 

the Netherlands 4 13% 4 25% 0 0% 

 

Both parents not born 

in the Netherlands 23 74% 8 50% 15 100% 

 

One of the parents 

born in the 

Netherlands 4 13% 4 25% 0 0% 

Educational level 

parents None to high school 1 6% 1 6% unknown unknown 

 

MBO (post-

secondary vocational 

education) 4 25% 4 25% unknown unknown 

  

HBO/WO (university 

for applied 

sciences/university) 11 69% 11 69% unknown unkown 

 

Table 9 

Students’ age 

  Age (average in years) s.d. N 

overall 8.65 1.66 31 

school A 7.31 0.95 16 

school B 10.07 0.88 15 

 

School Grade level 

Amount of 

participating 

students 

A 1 (6-7 years) 8 

A 3 (8-9 years) 8 

B Higher grades (9-11 years) 9 

B Higher grades (9-11 years) 6 
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Instruments 

Observations 

The observations were conducted by a researcher who was not involved in the 

development of the  FoI interventions and who was trained to observe students’ engagement 

by practicing with a training DVD (Laevers et al., 2011). Each student was observed, per 

measurement, at three moments, namely at the beginning, in the middle and at the end of the 

lesson. At each measurement, the student was observed for a maximum of two minutes. 

The participating students (N=31) were scored on (observed) engagement using the 

observation scale of Laevers et al. (2011). Students’ engagement was scored on a 5-point 

scale, whereby half points were also awarded. Engagement was operationalized as the extent 

to which the child is mentally active during the activity, with score 1 corresponding to ‘no 

activity’ and score 5 to ‘sustained intense activity’. The reliability of the scale was 

satisfactory to good (see Table 10). 

Table 10 

Reliability (Cronbach’s alpha) of the scale for observed engagement 

  

Measurement 1 

(N=31) 

Measurement 2 

(N=30) 

Measurement 3 

(N=31) 

Observed engagement 0.77 0.66 0.65 

 

Questionnaire 

The teachers completed a questionnaire (pre- and posttest) about students’ (perceived) 

engagement, school well-being and social initiative. The questionnaire of 12 items was 

derived from an existing observation instrument (called ZIEN; part of the Dutch student 

monitoring system). The teachers were asked to indicate for their students on a four-point 

Likert scale (1=this is not true, 4=this is completely true) to what extent they recognized the 

student in a statement. An example item for (perceived) engagement is: “The student is 

working concentrated on an activity for a while”. An example item for well-being is “The 

student makes a vital, lively impression”. An example item for social initiative is: “The 

student has a clear input during joint activities”. The reliability (internal consistency) of the 

scales of the questionnaire was sufficient to good (see Table 11). 
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Table 11 

Reliability (Cronbach’s alpha) of the questionnaire scales   

  Measurement 1 (N=31) Measurement 2 (N=31) 

Perceived engagement 0.69 0.78 

Well-being 0.80 0.70 

Social initiative 0.88 0.89 

 

Teacher interviews 

At the end of the intervention period, the participating teachers were interviewed in 

pairs (N=4). The interviews were semi-structured. In the first part of the interview, the focus 

was on how teachers applied the FoI intervention in their classrooms. In the second part, the 

effects of the funds approach for students were discussed. For instance, the following 

question was asked: “What do you think are the effects of the funds intervention for 

students?” In the last part, the focus was specifically on the contribution of the funds 

approach to motivation for learning, engagement, well-being, social initiative, and self-

efficacy. Teachers were also asked about valuable elements of the FoI approach in relation to 

these outcomes. It was also asked to what extent and how did the context influence the 

outcomes of the intervention. 

Student interviews 

After the intervention period, semi-structured interviews were conducted in pairs with 

all observed students (N=31) to learn more about the effects of the intervention experienced 

by the students. The interview topics were included in a semi-structured interview guideline. 

In the first interview part, student’s experiences with the intervention lessons was discussed. 

In the second part, the results and valuable elements of the intervention were discussed in 

more detail. Students were asked about outcomes in terms of engagement, motivation for 

learning, school well-being, social initiative, and self-efficacy.  

Logbooks 

The teachers reflected on their experiences in a logbook during the intervention 

period. The purpose of the logbook was to encourage the teachers to reflect on their 

experiences and findings resulting from the intervention during the implementation period. 

The logbook also provided the researcher insight in the implementation process. The teacher 

repeatedly answered eight open questions in the logbook, about what FoI activities they 

performed and when in the classroom, what went well and what the teacher would do 

differently next time. Furthermore, teachers filled in which specific FoI were found and how 
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they were used in the classroom. Finally, teachers were asked about the perceived effects for 

the students. In Table 12, the measurement methods per variable are presented. 

 

Table 12 

Measurement method per dependent variable 

Dependent variable Quantitative Qualitative 

Engagement Observations, questionnaire 

 

Interviews  

School well-being Questionnaire Interviews 

 

Social initiative Questionnaire Interviews 

 

Self-efficacy  Interviews 

Motivation for learning  Interviews 

Knowledge development  Interviews 

 

Data analysis 

Quantitative data  

To analyse the quantitative data, repeated measures variance analyses were 

performed, both across schools and per school. Analyses were performed with and without 

checking relevant background data of students (gender, age, home language, parents’ country 

of birth and parents’ educational level). The reference categories for the background variables 

are boy (compared to girl), home language Dutch (compared to multilingual or other 

(multi)lingual), parents both born in the Netherlands (compared to one or two not born in the 

Netherlands), parents at most secondary education (compared to MBO, HBO or WO diploma 

and compared to unknown). 

The scores on the questionnaire before the intervention on (perceived) engagement, 

well-being and social initiative were compared with those after the intervention. It was 

expected that (perceived) engagement, well-being and social initiative would be higher after 

the intervention than before the intervention. 

For the scores on the observations of students’ engagement, comparisons were made 

between pre- and post-test, between pre- and intermediate-measurement and between 

intermediate and post-test. The expectation was that the students would score highest on 

observed engagement during the intermediate measurement, because only the intermediate 

measurement involved a lesson in which the FoI of students were actively used. In addition, 

the expectation was that students would score higher on the post-test than on the pre-test, 

because it was expected that the positive effect of the intervention on students’ engagement in 
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the intermediate measurement would have a positive influence on engagement during the 

post-test. In addition to testing the difference, the size of the difference was also tested (effect 

size). The magnitude of the difference was calculated using partial eta squared (ηp2). A value 

of 0.01 represents a small effect, a value of 0.06 represents a medium effect, and a value of 

0.14 or greater represents a large effect. 

Qualitative data 

The interviews were transcribed verbatim. Subsequently, a content analysis was applied 

to the transcripts and the logbooks. The content analysis cycle consisted of four steps that 

were performed continuously: data reduction, data display, drawing conclusions and 

verification (Miles and Huberman, 1994). Data reduction took place by labelling fragments 

from the transcripts that were important for answering the research question. The coding was 

conducted using both deductive and inductive methods, using the computer program Atlas Ti 

(version 8) for qualitative analysis. The used codes are displayed in Table 13. Deductive, a 

priori, codes were derived from the expected effects on the dependent variables (e.g., an 

increased sense of well-being) and on important elements of the intervention (e.g., making 

funds of knowledge visible). During the coding process, it was found that teachers sometimes 

commented on additional effects and on the appropriateness or practicality of  their 

intervention. This lead to additional, inductive codes. Inductive codes were also used to 

capture the mechanisms that explained why effects did or did not occurred. 

Possible answers to the research question were identified based on observed patterns in 

the coded fragments. These were verified by comparison with other excerpts from other 

interviews or logbooks. Fragments related to the same outcomes/effects or elements were 

grouped to discover patterns that could be part of a particular trend or an interesting 

relationship. When labelling relevant fragments, specific citations were selected for 

illustrative purposes. Possible conclusions were drawn based on these patterns and were later 

verified by examining similar fragments from other interviews or opposing claims made by 

other teachers and/or students.  
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Table 13 

Used codes  

 

Categories Codes 

Initial codes concerning effects well-being in relation to peers, well-being in 

relation to teacher, motivation and 

engagement, self-efficacy, social initiative, 

class climate, equal opportunities, 

knowledge development 

Initial codes concerning the intervention intervention design, context factors, FoI 

made visible, FoI used in education, 

challenges for the teacher 

Additional codes concerning effects  enthusiasm, listening to each other, more 

spontaneous way of teaching, emergence of 

new friendships between students  

Additional codes concerning the 

intervention 

use of home language, teacher skills, 

outcomes for teachers 

Clarifying mechanisms  feeling seen and valued, (students’) own 

initiative, students working together, 

improved relations, getting to know each 

other better, creating something (identity 

artefacts), exploring differences and 

similarities 

 

The interview responses were coded by the first author. Because of the interpretative and 

iterative nature of the data analysis, it was not possible to determine inter-rater reliability 

(Akkerman et al., 2008). To enhance the trustworthiness of the analysis, the following 

procedures were followed:.  

1. All fragments that were difficult to code were discussed with another experienced 

researcher. These fragments and codes were discussed until consensus was reached 

and the coding was adjusted to the outcome of this discussion;  

2. An audit procedure was followed in which one (random) chosen transcript (10%) was 

checked for assigned codes by a researcher who was not involved in this study 

(Kvale, 2007). This researcher examined the various fragments and codes from the 

first researcher (coder) and it was determined whether there was agreement on the 

codes in the fragments concerned. Any doubtful codes assigned were discussed with 

the coder until agreement was reached.  
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Results 

3.1 Descriptive statistics  

Table 14 shows the descriptive data (from the questionnaire) of students’ engagement, school 

well-being and social initiative, as perceived by the teachers. The mean scores on students’ 

engagement, school well-being and social initiative are higher on the post-measurement 

(measurement 2) than on the pre-measurement (measurement 1) (see Table 14). 

Table 14 

Averages on the questionnaire scales (N=31) 

  Measurement 1 Measurement 2 

 M s.d. M s.d. 

Engagement 3.05 0.57 3.29 0.52 

School well-being 3.30 0.51 3.44 0.42 

Social initiative 3.12 0.68 3.37 0.67 

 

Table 15 shows the descriptive data from the observations for students’ engagement. The 

average score on observed engagement in measurement 2 (during a FoK/I activity) was 

higher than in measure 1 (pretest), and on measurement 3 (posttest) higher than in 

measurement 1 (pretest) (see Table 10). 

Table 15 

Averages for observed engagement 

  Measurement 1 Measurement 2 Measurement 3 

  M s.d. N M s.d. N M s.d. N 

Observed engagement 3.43 0.70 31 4.14 0.47 30 3.90 0.52 31 

 

3.2 Outcomes analysis of variance for repeated measures 

3.2.1 Overarching outcomes/results for school A and B  

Table 16 shows the results of the variance analyses for repeated measures for students’ 

engagement, social initiative and school well-being – as perceived by the teachers. Without 

controlling for background variables, there is a significant positive difference in students’ 

engagement and social initiative before and after the intervention: students make on average 

progress in their engagement and in taking social initiative. The effect of the difference for 

both dependent variables is large (ηp
2 > 0.14). There are, however, no significant differences 

for well-being before and after the intervention. 

The analyses with control for background data show a different picture. For all three 

dependent variables (perceived engagement, social initiative and well-being), the difference 
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in score between the pre- and post-test is not significant, after controlling for background 

data.  

Table 16 

Results of the repeated measures analyses of variance for the questionnaire scales 

  Without control variables With control variables 

  F df p-value ηp
2 F df p-value ηp

2 

Engagement 17.79 1;30 <0.01 0.37 0.87 1;24 0.36 0.03 

School well-being 4.15 1;30 0.05 0.12 1.82 1;24 0.19 0.07 

Social initiative 11.92 1;30 <0.01 0.28 0.79 1;24 0.38 0.03 

 

Table 17 presents the results of analyses of students’ observed engagement. Without 

controlling for background data, all three differences appear to be significant. On average, the 

students are more involved during the post-measurement than the pre-measurement, more 

involved during the intermediate measurement than during the pre-measurement and more 

involved during the intermediate measurement than during the post-measurement. The effect 

for all three differences is large (ηp
2 > 0.14).  

After controlling for background data, however, only the difference between the pre-

measurement and intermediate measurement appears to be significant. On average, the 

students score significantly higher on the intermediate measurement than on the pre-

measurement. The effect of the difference is large (ηp
2 > 0.14).  

Table 17 

Results of the repeated measures analyses of variance for observed engagement 

    Without control variables  With control variables 

    F df p-value ηp
2 F df p-value ηp

2 

Observed engagement m1 vs m3 13.15 1;30 <0.01 0.30 0.54 1;24 0.47 0.02 

Observed engagement m1 vs m2 30.22 1;29 <0.01 0.51 4.76 1;23 0.04 0.17 

Observed engagement m2 vs m3 5.55 1;29 0.03 0.16 2.82 1;23 0.11 0.11 

Note. m1 (pretest), m2 (during a FoK/I activity) and m3 (posttest) 

 

3.2.2 Results per school 

Besides the overall analysis for both School A and B together (reported in section 

3.2.1), analyses per school were conducted (see Appendix B). The results were comparable 

with the overall analyses: positive significant effects of the interventions at school A or B on 

students’ engagement were found, however, only without controlling for background 

variables.  
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3.3.1 Students’ engagement and motivation (qualitative analysis) 

Consistent with the quantitative results, all participating teachers reported during the 

interviews that they experienced higher student engagement and intrinsic motivation during 

the FoI activities than in other lessons. The teachers of school B also noticed a difference in 

students’ motivation and engagement for the lessons in general. A teacher formulated this as 

follows: “But I do notice a difference between then and now. […] I think they try a little 

harder, that they are a bit more motivated.” Most students found it too difficult (due to 

language barriers or because of their young age) to reflect during the interviews on the extent 

to which the FoK/I activities had changed their engagement and motivation.  

3.3.2 Students’ well-being at school (qualitative analysis) 

Teachers of school A and B indicated that individual students felt more at ease and 

dared to share more in the classroom by the intervention which could possibly have an effect 

on their well-being. According to these teachers, this result applies in particular to students 

who normally do not dare to share much in the classroom, which was stated as follows: “[I 

think] children who are normally very quiet and now dare to say something, that that is very 

nice.” A teacher from school B noticed that at the end of the intervention the students felt 

more at ease in the classroom than before: “[…] That they do feel free to make a comparison 

or to give input or to say things at all. So then you notice that they just feel at ease.” This 

teacher also commented: “I must say that I actually have seen them [the students] smile more 

often, during the lessons as well. Also because they work more together now.”  

The teachers from both schools indicated to experience an improvement in students’ 

well-being in relation to peers. All teachers noticed that their students showed a lot of interest 

in each other during funds activities. One of the teachers indicated: 

 

… you just have those moments [during funds activities] when everyone listens 

carefully to each other and is also interested in everyone's self-portrait and clay 

artwork. So it is that whole interest in each other and listening to each other, that 

is there. I think that adds to the atmosphere. 

 

The students indicated to enjoy discovering interests of fellow students during the 

intervention. For example, a student from school A answered the question in what way the 

assignments had helped as follows: “Well, it helps to learn who everyone is.” 

The teachers of school A did not experience a major change in well-being in relation 

to the teacher as a result of the FoK/I approach. The reason they gave is that their relationship 
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with the students was also good prior to the intervention. However, they indicated that they 

learned more about the students. For example, one of the teachers stated: “…the children are 

enthusiastic and I also have the idea that I do indeed know a lot more about the children.” 

The teachers of school B indicated that they did experience a positive change during the 

intervention period in the well-being of students in relation to the teacher. They indicated that 

they had learned more about their students and noticed that the students liked this.  

Students at both schools indicated that the teachers got to know them a little better 

through the FoI activities. However, several students from school A also indicated that the 

teacher already knew a lot about them before the intervention period. A number of students 

who said that the teacher had learned more about them said that they liked this. For example, 

a student from school B stated: “Maybe she [the teacher] doesn't know all the things I love. 

And if I write that in my diary she will know and that is nice.” 

 

3.3.3 Social initiative (qualitative results) 

In line with the quantitative outcomes, an increase in social initiative was noted during the 

interviews by the teachers.  The teachers from both schools indicated that students talked and 

played with each other more often due to the intervention. For example, a teacher from 

School A indicated: 

 

You get to know each other better and then you think ‘oh so that’s why he acts 

like this, or oh he likes the same as me, maybe we can meet up sometime’. I got 

the idea that for example, it was about painting and that someone said ‘oh you 

also like painting, shall we go painting together sometime?’ 

 

Furthermore, the teachers noticed an increase in students’ own input trough the lessons. The 

students at school B asked more questions and came up with their own initiatives, not only 

during FoI activities but also during other lessons. One of the teachers wrote about this in the 

logbook: “The students dare to give input during the lessons and also give ideas for activities. 

This gives me the idea that they dare to show more of themselves and take initiative.” A 

teacher from school A indicated that a number of students who normally do not dare to share 

started to do so during the intervention: “I do notice that a few children were now giving a 

kind of whole presentation about themselves while they normally never speak up. And the 

other children were very enthusiastic about that too. So I really liked that.” 
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The students also indicated to provide more input during the lessons. For example, a 

student from school A said: “Look, you should never come up with something yourself when 

doing crafts, because then the teacher will make it up for you, but if you do this [funds 

activity] you can make something yourself and you can tell why it suits you.” A student from 

school B stated: “I thought it was a very nice assignment, because it is my own opinion and 

then I can say what I think is important.” 

3.3.4 Self-efficacy (qualitative results) 

The teachers of school B experienced improvements in students’ self-efficacy. For example, 

the teacher who had started using the home language of students as part of the funds approach 

indicated: 

 

I notice that it fits better with what she already knows, or her own language and 

that she can remember it better. So conclusion: That gives her more confidence, 

because she is quite insecure, and if she thinks in that way I can remember a word 

well because I know my own language very well and then I can apply it, then 

yes… 

 

Because the teacher matched the lessons to what this student already knew (her home 

language), the confidence in this students’ own ability and to Dutch vocabulary seems to 

have expanded. The teachers of school A indicated that they did not experience any influence 

of the FoI intervention on students’ self-efficacy.  

Most students were unable (due to language barriers or because of their young age) to 

reflect during the interviews on possible changes in their self-efficacy, however, a few 

students, said that their confidence in their own abilities had not changed as a result of the 

funds activities, because they already experienced a sense of competence before the 

intervention. However, a number of students did indicate that they felt proud during the funds 

activities. For example, when asked how she felt while presenting to other children what is 

important to her, one of the students answered: “Good. I like it and I feel proud that I just did 

it.” 

Conclusion and discussion 

Teachers in urban environments are confronted with increasing diversity in their 

classrooms. Diversity in socio-cultural backgrounds of students can result in inequality, when 

discontinuity between schools and home results in children being less engaged with school 
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and performing below their capacities. The theories of funds of knowledge (FoK) and funds 

of identity (FoI) make a plea for teaching that draws on the knowledge, skills and experiences 

that students acquire outside of school (for instance in their families) and that might not be 

recognized by teachers, when these are from other socio-cultural backgrounds than their 

students (Volman & ‘t Gilde, 2021). A better connection between home and school can make 

students from other (cultural) backgrounds than the dominant culture feel more seen at school 

and therefore become more involved in the lessons (Bronkhorst & Akkerman, 2016; Vedder 

et al., 2006).  

The aim of this study was to investigate whether interventions based on FoI theory, by 

bridging the gap between school and home, can contribute to well-being related outcomes, 

which are important for the realization of more equitable educational outcomes.  Research 

into equal opportunities usually has a focus on educational achievement of students from a 

minority and lower-SES background. This can result in limited attention for students’ own 

initiatives and their FoI, which can in turn have a negative impact on well-being related 

outcomes, such as engagement, self-efficacy and motivation for learning. A FoI approach 

takes these well-being related outcomes into account and considers them not only as 

important for learning, but also as important in themselves.  A FoI approach has indeed been 

suggested to positively contribute to well-being-related outcomes (Volman & ‘t Gilde, 2021). 

When students’ FoI are addressed in the classroom, students felt more seen and valued at 

school, which in turn lead to higher involvement of students in the lessons, and in the end to 

better achievement. This study focused on well-being-related outcomes which are both 

conditional for educational achievement and important aspects of students’ development in 

themselves. More specifically, the study provides insight in the (perceived) effects of two 

different FOI interventions on students’ motivation for learning, engagement, well-being, 

social initiative, and self-efficacy.  

For this study, teachers from two (Dutch) urban primary schools applied two different 

FoI interventions in their classrooms. At one school (A) the teachers applied a well-defined 

FoI intervention. They used assignments that let the students make identity artefacts, which 

served as mediating resources that allowed the teacher to link learning experiences from 

within and outside the school context (Esteban-Guitart, 2016; Subero et al., 2017). The 

assignments were designed in advance and described in so-called “intervention cards” based 

on the six forms of FoI that were distinguished by Esteban-Guitart (2012, 2021) and Poole 

and Huang (2018). At the other school (B), teachers applied a more flexible FoI intervention 



94 

 

that was not fully designed in advance. Here, teachers were focused on making use of 

students’ spontaneous initiatives and input in the classroom.  

The (perceived) effects of FoI interventions 

Although several positive effects of a funds approach for students’ development were 

assumed in previous research, little empirical evidence existed so far to support these claims 

(Hogg & Volman, 2020). The present study was one of the first mapping positive effects 

based on not only qualitative, but also quantitative data (by systematic observations and 

teacher questionnaires). The study showed significant improvement of students’ engagement 

(both observed and as perceived by the teacher) in both interventions during the FoI-

activities, and social initiative (as perceived by the teacher) in the intervention of school B. In 

addition, in both schools, significant higher levels of students’ engagement were found during 

intervention activities compared to similar educational activities in which teachers did not 

draw on students’ FoI. The fact that in this study, with a small sample size, positive 

significant results were found is a strong indication that FoI interventions yield positive 

effects for students. The small sample size can also be the reason that significant effects 

disappeared when background characteristics were controlled for, because the degrees of 

freedom become even smaller when background characteristics are controlled for. During the 

interviews and in the logbooks, teachers and students of both schools also reported positive 

outcomes of the interventions on students’ engagement, motivation for learning and school 

well-being.  In school B, teachers also reported positive outcomes on social initiative and 

self-efficacy. The results underline the value of FoI interventions for students’ development.  

The positive influence of the FoI interventions on students’ engagement is an 

important outcome, because higher levels of student engagement have been found to lead to 

better learning performance (Finn, 1989; Finn & Rock, 1997; Newmann, 1992). In this study, 

an increase in students’ engagement was found not only during FoI activities, but also in 

subsequent educational activities in which teachers did not draw on students’ FoI. Thus, the 

positive effect of the FoI interventions on students’ involvement extended to other 

educational activities. 

Teachers in this study did also report a positive contribution of the FoI interventions 

to students’ school well-being, which has previously been found to have a positive effect on 

performance and motivation (Van Petegem et al., 2006). Teachers and students indicated that 

they got to know each other better during the FoI interventions. This may have led to stronger 

social relationships, which in turn may contribute to school well-being, engagement and 
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motivation for learning (Roorda et al., 2017; Anderson et al., 2002; Fredricks et al., 2004). 

Several students also experienced an increase in self-efficacy.  

The teachers indicated that the FoI interventions made a difference in particular for 

students who were normally less seen at school; these students felt more at ease at school as a 

result of the interventions. This was in particular the case for vulnerable students, e.g., 

children from low socio-economic and/or a multilingual background (Agirdag & Kambel, 

2018). This finding is in line with the finding of Ordoñez et al. (2021) that a funds approach 

seems especially useful “in cases where the learner carries the label of “students at risk of 

social exclusion”, and the effect this can have on them at the emotional level and for their 

self-esteem” (p. 1268).  

Thus in both schools positive outcomes  of the FoI interventions were identified. However, in 

school B a significant outcome of the intervention on social initiative was found, which was 

not found in school A. A possible explanation for this difference could lie in the school 

context: School B was a school for newcomers, where students had only been in their class 

for a few weeks. School A was a regular school where most students had already been for a 

longer period of time (from kindergarten) and who were therefore familiar with the school. In 

school A, teachers indicated that the students already took a lot of initiative in the classroom 

before the intervention period. There may have been little room for improvement. In school 

B, however, students were new, and not familiar with the teacher, school and the Dutch 

language. So, there may have been more room for improvement in school B compared to 

school A. According to the teachers from school B, students’ motivation for learning and 

well-being increased by the intervention and with that also their engagement. Another 

difference between the interventions that may explain the difference in outcomes is that, 

according to the teachers of school B, the funds approach suited their educational approach 

well, which made it relatively easy to apply the FoI intervention.   

This study shows that an educational approach in which there is room for teachers’ 

own input in the curriculum is helpful in implementing a funds approach. Previous research 

has already shown that strictly following the textbook (instead of teachers having their own 

input) can hinder working with FoI approaches ('t Gilde & Volman, 2020). Furthermore, in 

this study, a connection with the FoI approach to the regular way of working in the school 

was experienced by teachers to be a promoting factor. For instance, in the school where the 

funds approach fitted in well with the school’s regular method of vocabulary teaching (school 

B), the teachers experienced the intervention as a natural way of teaching and not as an extra 

task (as in school A). 



96 

 

Limitations and future research 

Due to the school closures during the COVID-19 pandemic, the intervention period in 

this study (of six weeks) was shorter than originally planned. Furthermore, there was no 

comparison group (control condition). Since the positive outcomes of the quantitative 

analyses were confirmed by the interviews (in which the teachers reported a positive 

influence of the funds  approaches on students’ engagement), there is no reason to assume 

that the effects can be attributed to other factors than the intervention. Also, the small size of 

the study made it impossible to investigate variations in results for specific groups of 

students. More research is needed on a larger scale, with an experimental and control group, 

and with longer intervention periods, to investigate whether funds approaches can really 

contribute to promoting educational equality. Future research could zoom in on the effect of 

funds approaches on certain groups of vulnerable students.  

Furthermore, we did not take the notion of “invisible funds of identity” into account 

in our study. Esteban-Guitart (2021) recently introduced this concept to address people’s 

unconscious beliefs that can include negative hegemonic-dominant discourses such as racism, 

discrimination, or colonialism (Esteban-Guitart, 2021b). He suggests that with a critical 

pedagogical approach, teachers can attempt to dismantle these dominant discourses and 

practices and initiate a process of awareness and change in students. The concept of invisible 

funds of identity is a relevant focus for future research.   

Despite these limitations, this study provides insight into the (perceived) effects of 

funds  approaches. The results show that funds approaches have the potential to contribute to 

students’ engagement, and to other well-being related variables, which are both conditional 

for educational achievement and important aspects of students’ development in themselves. 

In addition, this study shows how concrete funds  approaches can be applied in the classroom 

in different contexts. The study therefore may serve as an example for other schools and 

teachers who want to make use of students’ FoI in order to ensure that all students develop 

academically and socially. 
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Chapter 5 

 

Exploring primary school students’ Funds of Identity through 

digital approaches 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

This chapter is based on Veerman, E., Volman, M., Duarte, J., & Gaikhorst, L. (2025). 

Exploring primary school students’ Funds of Identity through digital approaches. Manuscript 

submitted for publication. 
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Abstract  

Drawing on students’ funds of identity (FoI) contributes to more equitable recognition of the 

knowledge, skills, and experiences children acquire outside school. FoI research into the 

potential of digital media mostly focuses on secondary education. This study aimed to 

explore how primary school teachers shape digital approaches to identify and use students' 

FoI, and examine their benefits and challenges. Teachers and researchers co-designed digital 

FoI activities teachers tried out in their classrooms. Data were collected through logbooks, 

observations, and interviews with teachers (N = 11) and students (N = 35). Findings show 

that the digital approaches brought students’ worlds into the classroom with minimal 

filtering, made for sharable assignments, and made the curriculum more engaging. However, 

they also posed challenges, such as exposing difficult aspects of students’ lives (dark funds). 

The study may serve as inspiration for primary schools seeking to recognize and build on 

students’ FoI through digital means. 
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Introduction 

The knowledge, skills and experiences children acquire outside school, including 

online environments, are not equally represented and used in education. One of the reasons is 

that teachers often have a different social and cultural background than their students, which 

can make it challenging for them to connect their educational approaches to the outside 

school learning experiences of their students (Vedder et al., 2006). The Funds of Identity 

(FoI) theory assumes that all students, regardless of their background, have knowledge and 

skills gained through life experience that can be built upon to facilitate meaningful education 

(Esteban-Guitart & Moll, 2014). FoI refer to knowledge, skills and experiences that students 

themselves see as part of their identities. Teachers can attempt to make the FoI of their 

students visible for themselves and others, and to build upon them in their education. 

Previous research shows that a FoI-approach can lead to positive results in terms of 

motivation, involvement, collaboration skills and learning (Ordoñez et al., 2021; Volman & ’t 

Gilde, 2021; Veerman et al., 2023).  

A growing area in FoI research is the role of digital media activities. One reason why 

digital media activities are particularly well-suited for FoI-approaches is because they can 

help bridge students’ home and school environments (Erstad, 2012). Digital media activities 

also seem ideally suited for developing FoI approaches, as young people increasingly use 

digital devices to construct and express their identities (Alvermann, 2011; González-Patiño & 

Esteban-Guitart, 2014). Using such activities therefore aligns with forms of communication 

that young people find familiar and attractive. 

Although some studies have explored the mechanisms and benefits of a digital approach to 

FoI (e.g., Kajamaa, 2018; Nagle & Stooke, 2016; Poole, 2017), they mainly focused on 

secondary education. In the current study, researchers and teachers collaboratively designed, 

implemented and evaluated FoI-based approaches using digital media in Dutch primary 

education. The study aimed to explore how teachers shape digital approaches to identify and 

use students' digital FoI, and to examine their benefits and limitations. 

Funds of Knowledge approach and Funds of Identity theory 

In many of today’s schools, a deficit approach towards minority and lower-SES students is 

still prevalent. This perspective attributes underachievement to presumed limited intelligence, 

language deficits, cultural background, lack of motivation, or immoral behaviour (Valencia, 

2010). Such thinking can lead teachers to have lower expectations of their students’ 

performance, which in turn makes them (unconsciously) adapt their teaching behaviour to 
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their lower expectations, thus reducing the opportunities to offer these students optimal 

support in realizing their potential (Rubie-Davies et al., 2015).  

As a counteraction to deficit thinking, Luis Moll and colleagues (1992) established the 

Funds of Knowledge (FoK) approach, that considers all students as competent, regardless of 

their religious, social, linguistic, economic and cultural circumstances. FoK are historically 

built and culturally developed knowledge and skills that are essential for the functioning of 

households and individuals (Moll et al., 1992). The FoK approach assumes that every student 

acquires valuable knowledge and skills through life experience outside school that can be 

built on in education in a meaningful way. This approach recommends that teachers make the 

FoK of children from communities other than their own visible in the classroom, in addition 

to taking them into account in their pedagogical practices and curricula (Moll et al., 1992). 

Ethnographic home visits are used to uncover the students’ FoK. Such visits have been 

shown to enhance understanding of students and their families, improve family-school 

relationships, challenge teachers' and students' biases and stereotypes, and promote more 

inclusive and culturally relevant pedagogies (Barton & Tan, 2009; Hogg, 2011; Llopart et al., 

2018).  

In a further development, Esteban-Guitart & Moll (2014) complemented the FoK 

approach by introducing the concept of Funds of Identity (FoI), which emphasizes knowledge 

and skills that students themselves define as important aspects of their identity. FoI are 

“significant people, institutions, cultural artifacts, geographical spaces, and meaningful 

practices, passions and interests embedded in a learner’s definition of themselves” (Esteban-

Guitart, 2023, p. 1452). Esteban-Guitart (2016, 2021) distinguished five sub-categories of 

FoI: geographical (when places, such as a river, country, village, or mountain, serve as a 

source of self-identification), practice-based (activities such as work, sports, making music), 

cultural (artifacts such as religious symbols or national flags), social (friends, family, 

colleagues), and institutional (belonging to a religion or family). Charteris et al. (2018) 

proposed a sixth type of FoI: the so-called dark funds of identity. Dark funds are difficult 

aspects of life that some students experience, such as violence, racism, poverty, conflict, 

drugs and alcohol, mental health issues or discrimination.  

The original idea behind FoI/K-based approaches is to focus positively on aspects of (all) 

students' lives, such as skills and knowledge gained outside school. However, if only positive 

life experiences are given space, there is a risk that difficult experiences, such as dealing with 

racism or poverty, may be overlooked (Zipin, 2009; Poole, 2020). The concept of dark funds 

of identity can help address this problem. Bringing these darker elements of students’ lives in 
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the classroom allows for questioning normative narratives and confronting them rather than 

ignoring or avoiding them. However, paradoxically, drawing too heavily on negative 

experiences in educational contexts risks reinforcing deficit thinking, particularly if the focus 

remains fixed on these negative experiences (Llopart & Esteban-Guitart, 2018). Highlighting 

dark funds of identity could also be uncomfortable or painful for some students. Digital funds 

approaches may help reflect facets of students' lives in the classroom, but require teachers to 

carefully consider how to navigate these issues. 

Digital funds of identity   

Young people increasingly use digital platforms to shape and share their (emerging) 

identities, often in out-of-school online spaces (Alvermann, 2011; González-Patiño & 

Esteban-Guitart, 2014; Yang et al., 2021). The prominence of digital media in the lives of 

young people causes concern, particularly regarding its potential negative impact on well-

being (e.g., Charmaraman et al., 2025; Haidt, 2024). 

However, social connectedness can also have positive effects. Digital spaces can offer 

adolescents opportunities to connect with like-minded youth and social support 

(Charmaraman et al., 2025;). They serve as important places for identity exploration (Tynes, 

et al., 2023), allowing young people to engage in meaningful learning experiences that align 

with their own interests (Gee, 2017). Compared to formal education, these digital 

environments offer greater autonomy over what is learned, room for experimentation and 

opportunities to engage with social issues (Vermeire, 2024).  

Building on this potential, digital media are not only central to young people's lives but 

also provide tools for educational practices. As common sources of knowledge and identity, 

young people already use these channels to communicate. This makes digital media seem 

especially well suited to FoI approaches. Multimodal literacy practices, in which for example 

videos and photographs are used, have the potential to bridge gaps between students’ in-

school and out-of-school lives and make it possible for students to draw on their (digital) out-

of-school-identities and interests that have potential for the curriculum content (Nagle & 

Stooke, 2016).  

In previous FoI research, students produced non-digital “identity artifacts” (Subero et al., 

2018). These are “documents created by the learners about themselves, in which they try to 

capture all the things that make sense and are meaningful to them and which, subsequently, 

can be used by teachers to work on curricular and pedagogical content” (Subero et al., 2018, 

p. 156). Drawings (such as self-portraits), multilingual texts, and boxes filled with 

meaningful items from home that students bring to school are examples of identity artifacts. 
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These artifacts serve as tools to better understand students’ FoI. In a number of studies, 

digital tools were used to make students’ FoI visible (e.g., Kajamaa, et al., 2018; Miller 

Marsh, & Zhulamanova, 2017; Nagle & Stooke, 2016; Poole, & Wang, 2017). However, 

these studies mainly focus on secondary education. There is still little research on how 

primary schools can use digital approaches to make students’ FoI visible.   

The aim of the present study is to provide insight into how digital approaches can be 

shaped to create and make students’ FoI visible and what experienced benefits and challenges 

come with these approaches in primary education. The research questions were: 1. How can 

students' FoI be made visible and created through digital approaches? 2. What are benefits 

and challenges that teachers and students experience with a digital FoI approach?  

Method 

FoI activities 

The co-creation of the digital approaches took place in the context of the Educational 

Research Lab Amsterdam (ERLA). Within this lab (https://www.woa-amsterdam.nl/) primary 

school teachers collaborate with researchers, to conduct practice-oriented research on 

questions arising in their teaching practice in a metropolitan, multicultural environment . In 

the current project teachers collaborated with researchers to design activities aimed at making 

FoI visible through digital approaches. The principles of design-based research were 

followed, in which researchers and teachers develop, implement and evaluate educational 

innovations in a cyclical process (McKenney & Reeves, 2018). Teachers and researchers met 

four times during the 2021-2022 school year. During these joint meetings, researchers 

provided theoretical input (on the FoK/I theory and approaches), and based on this, plans for 

lesson activities and evaluation were developed collaboratively. Teachers and researchers 

also gave each other feedback on these plans. The FoI activities were pre-planned and 

documented in “Digital Fund Cards”, containing a student assignment and suggestions for the 

teacher to discuss the students’ work in class. Each Digital Fund Card aimed at utilizing at 

least one of six types of FoI: geographical, practical, cultural, social, institutional, and dark 

(Charteris et al., 2018; Esteban-Guitart, 2012). The Digital Funds Cards were shared among 

the participating schools and later adapted and published for general use. 

2.2 Participants, procedure and data collection  

The eight participating primary schools (referred to as schools A through H) were 

recruited for this project through the school boards that participate in the ERLA, based on 

their interest in the topic. All schools are located in Amsterdam (the capital of the 
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Netherlands). Eleven teachers from these schools participated voluntarily in the study based 

on affinity with the FoI/K theory. The group included seven women and four men, with an 

average age of 35. Over a period of three months, the teachers implemented digital FoI 

activities with their students and attempted to integrate the students’ FoI into their teaching. 

During this period the teachers kept logbooks and afterwards they were interviewed.  

After the intervention period, semi-structured interviews were also conducted in small 

groups with students (N = 35) to learn more about how they experienced the approach. 

Parents provided active consent for their child to participate in this study. Among students 

from whom consent of parents was obtained, participants were randomly selected. In Table 

18 the background characteristics of the students are shown.  

Instruments 

Observations  

The first author did open observations in all participating groups during FoI activities, 

except the groups of the teachers of school E because the school did not want to receive 

visitors during the covid pandemic. The aim of the observation was to gain a clear 

understanding of how the FoI activities was shaped in practice. All groups were observed 

once for approximately one hour during an FoI activity. The first author took notes during the 

observations.  

Interviews 

Teachers (N = 11) and students (N = 30) were interviewed in small groups. During the 

interviews the researcher and teachers delved deeper into what had been observed. The 

interviews were semi-structured.  

To get a picture of the approach and how it was used by teachers and students, 

questions in the teacher interviews included, for example, “Can you tell something about 

what your intervention looked like?” and “How did you use digital resources during the 

intervention?” To gain insight into the benefits and challenges of the approach, questions 

included: “What do you think are the benefits and experienced outcomes of the intervention 

for the learners?”, and “What went differently than expected or hoped for?”  

To find out how students experienced the approach, they were asked, among other 

things: “You did [description assignment of the intervention]. Can you describe how that 

went?”, and: “What was it like for you to do this assignment?” Other questions included: 

“Were these lessons and assignments different from usual?”, and “What was different about 

it?” 

 



106 

 

Table 18 

Students’ background characteristics  

School Grade 

level 

Student Home language Country of birth of 

parents 

Educational 

background 

parents2 

A, teacher 

1 

1-2 

(preschool, 

age 4,5,6) 

Student 1 

Student 2 

Dutch 

Dutch 

Netherlands 

Netherlands 

WO 

WO 

A, teacher 

2 

3-4-5  

(age 6-9) 

Student 1 

Student 2 

Student 3 

Student 4 

Dutch 

Dutch and other  

Dutch 

Dutch 

 

Netherlands 

Not in The Netherlands 

Netherlands 

Netherlands 

WO 

Unknown 

WO 

HBO/WO 

B 3-4-5  

(age 6-9) 

Student 1 

Student 2 

Student 3 

 

Dutch 

Dutch and other  

Unknown 

 

Mixed 

Mixed 

Not in The Netherlands 

WO 

WO 

WO 

C, teacher 

1 

7-8  

(age 10-

12) 

Student 1 

Student 2 

Other language 

Other language 

Not in The Netherlands 

Not in The Netherlands 

Unknown 

Unknown 

C, teacher 

2 

6  

(age 8-9) 

Student 1 

Student 2 

Student 3 

 

Other language  

Other language 

Other language 

Not in The Netherlands 

Not in The Netherlands 

Not in The Netherlands 

Unknown 

Unknown 

Unknown 

D 8  

(age 11-

12) 

Student 1 

Student 2 

Student 3 

Dutch 

Dutch 

Dutch 

Unknown 

Unknown 

Unknown 

Unknown 

Unknown 

MBO/WO 

E, teacher 

1 

3  

(age 5-7) 

Student 1 

Student 2 

Student 3 

Dutch 

Dutch 

Unknown 

In the Netherlands 

In the Netherlands 

Not in the Netherlands 

Unknown 

WO 

HBO/WO 

E, teacher 

2 

6  

(age 8-9) 

Student 1 

Student 2 

Student 3 

Unknown 

Unknown 

Dutch 

Not in The Netherlands 

Not in The Netherlands 

In The Netherlands 

Unknown 

Primary 

school/high school 

MBO/HBO 

F 6  

(age 8-9) 

Student 1 

Student 2 

Student 3 

Unknown 

Unknown 

Unknown 

Unknown 

Not in The Netherlands 

Not in The Netherlands 

Unknown 

Primary 

school/high school 

Unknown 

G 7  

(age 9-10) 

Student 1 

Student 2 

Student 3 

Student 4 

Student 5 

Student 6 

Dutch 

Dutch 

Dutch 

Unknown 

Dutch 

Unknown 

In the Netherlands 

In the Netherlands 

In the Netherlands 

Mixed 

In the Netherlands 

Mixed 

HBO 

WO 

Unknown 

HBO/unknown 

MBO 

unknown 

H 8  

(age 11-

12) 

Student 1 

Student 2 

Student 3 

Dutch 

Dutch and other 

Dutch and other  

 

In the Netherlands 

Mixed  

Unknown 

HBO 

MBO/WO 

Unknown 

 
2 WO= university, HBO = university for applied sciences, MBO=post-secondary vocational education 
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Logbooks 

During the intervention, participating teachers documented their experiences in a 

logbook. These logbooks provided the researchers with insight into the implementation 

process. Teachers repeatedly answered eight open-ended questions, describing the FoI 

activities they conducted, what went well, and what they would do differently. They also 

noted which specific FoIs were identified and how these were connected to their pedagogical 

practices and the curriculum. Finally, teachers reflected on the benefits of the digital FoI 

approach for students.  

Data analysis 

To analyze the qualitative data, the interviews were transcribed verbatim. A content 

analysis was conducted using the transcripts, logbooks, and observation notes (Mayring, 

2014). All data were coded and analyzed in Atlas.ti, both inductively and deductively, based 

on a coding scheme derived from the interview guide, which was in turn based on the design 

of the interventions and the experienced benefits and challenges. 

The 34 codes were grouped into six categories: context, digital funds approach, 

teacher yields, student yields, other yields, and challenges. As a follow-up step, an inductive 

search was conducted for overarching patterns in outcomes and challenges related to the 

digital aspect of the approaches.  

To ensure inter-rater reliability, two researchers from the University of Amsterdam 

independently reviewed a randomly selected transcript (5%). They compared assigned codes 

and discussed any discrepancies with the original coder until consensus was reached. This 

was necessary for 2% of the codes (Kvale, 2007). 

Results 

Visibility of students’ FoI through digital approaches 

During the intervention period, teachers implemented self-designed activities in which 

students created and presented digital identity artifacts in the classroom. These activities, 

aimed at making students’ out-of-school experiences, knowledge, skills, and interests visible, 

used various media such as audio, video, and photography. The activities were described in 

“Digital Funds Cards” (WOA, 2023), of which eight were developed: 

1. Create a digital environmental guide about the neighborhood 

2. Create a podcast about celebrations 

3. Weekend vlog 

4. Photographing word associations for a vocabulary wall 
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5. Map your neighborhood 

6. Photo album 

7. Pitch yourself 

8. Creating a podcast about the transition to high school 

Table 19 shows which Digital Funds Cards were used by each of the eight schools, along 

with brief descriptions of the activities. In designing the activities, the teachers pursued 

various pedagogical aims. All sought to make students’ FoI visible and build upon them in 

their education. Another shared aim was to develop students’ digital skills. The assignments 

also aimed to make the curriculum more engaging. For example, some teachers integrated the 

assignments into vocabulary lessons. Others used them in a series of lessons on sustainability. 

A few teachers incorporated the assignments into lessons designed to prepare students for the 

transition to secondary school. 

In the “Weekend vlog” assignment teachers and peers gained an even more unfiltered 

insight into the students’ lives, due to the use of film as a medium. Teachers instructed 

students to create video vlogs sharing their weekend activities. Before starting, students were 

shown examples of vlogs, and the teachers also made a vlog about their own weekend 

activities as an illustration. Each week, two vlogs were viewed and discussed in class. 

Teachers then attempted to incorporate the FoI into their lessons. An example is Anissa's 

vlog. In it, she is seen watching TV, having a big breakfast with her little brothers, shopping, 

eating, playing outside, and biking around to the park to play. She explains that Sunday is a 

day for family rest and church.  

During the class discussion of her vlog, it emerged that Anissa's parents work part of 

the weekends, and that she spends some of that time home alone with her brothers. The 

teacher asked her about the idea of Sunday as a rest day and which church she attends, 

learning for the first time that Anissa goes to a Protestant church. The teacher also hadn’t 

known that Anissa largely takes care of herself on weekends because her parents are working. 

One student commented that Anissa goes to bed on time and that she is shown making her 

own breakfast. The ability to care for herself and her younger brothers is an unconscious and 

unexpected skill that became visible through the vlog and the class conversation around it. 
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Table 19 

Overview of Digital Funds Cards 

School Grade level Digital 

funds 

cards 

Description  

A, teacher 1 1-2 

(preschool, age 

4,5,6) 

5 Students mapped out their neighborhood 

and/or their home using a PowerPoint or 

poster with photos. They presented this to 

the class. Students got help from parents 

and older students in this assignment.  

A, teacher 2 3-4-5 

(age 6-9) 

5 See School A, teacher 1 

B 3-4-5 

(age 6-9) 

6 Students took a photo at home of an 

activity they enjoy doing with a family 

member. They showed their photo in 

class and talked about the activities and 

the persons on the photo. 

C, teacher 1 7-8 

(age 10-12) 

3 Students made weekend video vlogs and 

presented this to the class. 

C, teacher 2 6 

(age 8-9) 

3 See school C, teacher 1. 

D 8 

(age 11-12) 

7, 8 Students created a pitch about themselves 

for high school. They also interviewed a 

family member and made a podcast about 

it. 

E, teacher 1 3 

(age 5-7) 

3, 5 Students made a short vlog or took a 

photo of their house or a specific place in 

their house. They presented this to the 

class. 

E, teacher 2 6 

(age 8-9) 

2 Students created a podcast about 

celebrations that are meaningful to them. 

F 6 

(age 8-9) 

3, 4 Students made a weekend vlog and 

worked on their vocabulary using digital 

photography, capturing personal word 

associations through photos. 

G 7 

(age 9-10) 

1, 6, 7 Parts of the Funds Cards were integrated 

into a lesson series around a recycling 

project. In groups, the students built a 

model of a City of the Future that is 

sustainable and as circular as possible. 

They created a video report/digital travel 

guide with photos about the City of the 

Future. 

H 8 

(age 11-12) 

7 See school D 
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The “Weekend Vlog” assignment brought the out-of-school worlds into the 

classroom, making various types of FoI visible—such as institutional funds (e.g., church 

visits), social funds (e.g., family relations) and practice-based funds (e.g., preparing an 

elaborate breakfast). As this activity was applied, it emerged that sharing weekend vlogs in 

class revealed significant differences in living standards and capital. The vlogs offered an 

unfiltered glimpse into children's home environments and lived experiences. For instance, 

some students documented cultural activities with their families, such as museum visits or 

lunches at cafés. In contrast, others showed themselves spending time with peers at 

playgrounds, shopping for groceries on their own, or caring for younger siblings. 

The exposure of differences in capital—made visible through the unfiltered view the 

assignments provided into students’ lives—was perceived by some teachers as a challenge. 

Although teachers noted that such vlogs were often equally appreciated by classmates (for 

example, because of creative special effects), several of them expressed concern that these 

situations might make some students feel uncomfortable. A potential pitfall in these cases is 

slipping into a deficit perspective. For instance, the teacher of the student who went to the 

playground and the supermarket, remarked that she found it difficult to identify and attend to 

this student’s FoI. Yet, the student demonstrated a number of valuable skills —such as 

structuring her day, preparing her own breakfast, and managing money—that could be 

meaningfully acknowledged in class.  

A second overarching pattern in the experienced benefits and challenges of digital FoI 

approaches is that it leaded to shareable assignments. Digital media products can be easily 

shared in class—a specific benefit related to the digital nature of the FoI intervention. Vlogs, 

podcasts, and presentations are inherently created for an audience, so students always 

presented their work to others. As a result, most teachers reported that the assignments 

(including the class discussion) revealed many FoI, both to themselves and to peers—

including from students who usually participate less actively. For some, digital tools became 

a powerful medium for self-expression. One teacher remarked, “I think the most valuable 

thing about the vlog was that invisible children became visible in the classroom.” 

However, for this to happen, assignments had to be handed in —something that 

sometimes proved challenging. Teachers noted that not all students completed the work, often 

due to limited parental support or lack of access to devices like iPads or cameras. While most 

schools provided devices, this was not always possible, affecting some students with whom 

the teachers were especially trying to engage.  
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To address this, teachers suggested solutions such as borrowing digital equipment 

from the school, encouraging collaboration, and informing parents early about the 

assignments and their importance. One teacher, who had her students create weekend vlogs, 

partially addressed the issue by having her class create a group vlog together and discretely 

assigning roles based on students’ interests —like dancing, juggling, editing, or adding 

subtitles. She noted that the project had a unifying effect on the class.  

Another benefit of the digital approach was how it made the curriculum more 

engaging. Teachers used the assignments to bring the curriculum to life by weaving it into 

their teaching. One example is the assignment “Photographing Word Associations”, designed 

to make students’ FoI visible and at the same time enhance vocabulary.  

Each week, the teacher introduced a new abstract “word of the week” — such as 

tradition, routine, or maintenance. Students were asked to take a photo in their home 

environment that illustrated what the word meant to them. These photos were printed, 

discussed in class, and displayed on the classroom’s vocabulary wall. 

For example, when the word was maintenance, the teacher projected Fouad's photo on 

the digital board. It showed him watering plants. Fouad took the lead in presenting it, and 

classmates eagerly joined in by raising their finger to ask him something or tell something 

themselves. He explained that he takes care of strawberries, cucumbers, and sunflowers at 

home. 

Next, Otis showed a photo of himself repairing a computer. The teacher prompted the 

class: “Who thinks they know what Otis is doing?” Fingers shot up. “Is it a PlayStation?” “A 

Nintendo Switch?” one guessed. Another student came close: “You're maintaining your 

computer so it won’t have bugs?” Otis explained what kind of cable he was fixing and shared 

that he learned this from his uncle, who builds computers. Another student chimed in, saying 

he had once replaced a graphics card himself. The teacher concluded: “Otis can maintain 

computers — really clever.” Otis smiled and replied modestly, “Not so clever,” earning a 

proud round of applause from the class. 

Through this activity, various FoI of students became visible — including practical 

skills — while also expanding students’ vocabulary. The teacher later tried to build on 

various FoI of students that had become visible. For instance, she gave Otis the task of 

helping with computer issues in class and explain about this to his classmates.  

Beside these benefits and challenges, teachers and students also noted positive 

outcomes of the FoI activities. Many teachers reported students showing increased well-

being, interest in and attentiveness to one another. As one teacher described:  
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There has been a more positive atmosphere in the classroom with those vlogs and 

those photos. It just makes for really happy moments several times a week, so I do 

think that the well-being has gotten a bit higher for kids since we’re all doing this, that 

they just all feel seen more. 

One teacher remarked: “I think the well-being of children has increased since we work this 

way, that they all just feel seen.” Teachers also noted that both students and teachers got to 

know each other better, strengthening mutual understanding and relationships. Students 

gained insights into each other's lives, recognizing both differences and similarities, and 

discussing them, as one of the teachers explained:  

They’ve seen that someone goes to church, eats different things, does things 

differently at home. They’re becoming aware that not everyone’s life looks the same 

— and that’s a good thing. They’re getting a peek into each other’s homes and 

realizing things aren’t the same for everyone, everywhere.  

Teachers also identified concrete learning outcomes from the FoI interventions. 

Students developed presentation skills, language abilities, and vocabulary. One teacher 

described the impact of the “vocabulary wall” activity: “The meaning of words has really 

become clear to them. That’s the added value — the vocabulary finally sticks because they 

make real connections.” 

Students themselves recognized these benefits. As student Azan explained: “My 

vocabulary isn’t so strong yet, but with the vocabulary wall, I learn new words. Then it goes a 

bit better for me — in my test, in lessons.” 

The most frequently mentioned learning outcome was an improvement in digital 

skills. Students became more confident with word processing, filming, editing videos, 

sending emails, and sharing files. That said, many students also found the digital aspects 

challenging. One student shared: “I found it difficult. Sometimes everything went wrong. I 

wanted to delete one letter, pressed backspace, and deleted the whole presentation — then I 

forgot how to get it back.” 

One teacher working at a school for newcomers emphasized the importance of 

practicing digital skills, especially for children with limited opportunities to develop those 

skills at home:  

Some children have never had a laptop in their hands. […] They learned [through the 

FoI intervention] how to send emails or create folders. That is meaningful, because if 

you’re going to be in high school soon and you’ve never seen or done that before… 
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Discussion 

Digital media are an emerging focus in FoI research, though most studies to date have 

centered on secondary education (e.g., Kajamaa, 2018; Nagle & Stooke, 2016; Poole, 2017). 

This study extends that focus to primary education; researchers and teachers co-designed, 

implemented, and evaluated FoI approaches using digital media. The study aimed to explore 

how teachers and students shape digital FoI approaches and what benefits and challenges 

they bring.  

Throughout the project, various digital activities were designed and implemented using 

media such as audio, video, and photography. The research showed that these digital tools 

helped making different types of students' Funds of Identity (FoI) visible - including 

practical, social, institutional, and dark funds. Previous studies have shown that ethnographic 

home visits can enhance understanding of students and their families, strengthen family-

school relationships, challenge biases, and support more inclusive and culturally responsive 

pedagogy (e.g., Barton & Tan, 2009). However, such visits are time-consuming and not 

always feasible (Hogg & Volman, 2020). The digital activities in this study offer a practical 

alternative, with the added benefit of making students’ funds visible not only to teachers but 

also to their peers. 

The digital assignments gave students a chance to show something of their lives 

outside school in the classroom. This had the outcome that students felt seen, resulting in a 

sense of wellbeing. Students also got an insight into each other's lives, which helped them to 

get to know and understand each other better, sometimes resulting in an improvement in the 

overall classroom climate, with students becoming more interested in and attentive to each 

other. These well-being related outcomes are in line with results from previous research on 

FoK/I-approaches (Volman & ‘t Gilde, 2021; Veerman et al., 2023).  

While these benefits of FoI approaches have been documented before, the use of 

photography, video and audio made the assignments shareable in class. As in the digital funds 

approach in Poole's study (2020), assignments were never performed in isolation but always 

in front of an audience. This made the FoI visible not only to teachers, but also to fellow 

students. Poole (2020) emphasized that identity artifacts are not just a reflection of the 

students' FoI, but that creating and discussing artifacts in class also initiates a process of 

making meaning. The shareable character of digital identity artifacts enables this constructive 

process to occur in collaboration with teachers, peers and sometimes caretakers.   
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The multimodal literacy practices used in this study brought students’ worlds into the 

classroom with minimal filtering, often revealing unexpected FoI. At times, this also exposed 

so-called dark funds, which created opportunities to discuss the more difficult aspects of life, 

but also required teachers to foster a safe classroom environment and to handle classroom 

discussions with care and responsibility. The approach was also accompanied with challenges 

related to differences in students’ social, cultural, and economic capital, which were 

sometimes exposed through the digital assignments. Teachers in this study expressed 

professional hesitancy when such disparities were made visible, as they wanted to avoid 

uncomfortable or painful situations for students. The digital FoI approach demands 

pedagogical sensitivity and social awareness. Professional development aimed at equipping 

teachers to navigate such situations could support teachers in this area. 

Another challenge was that, because some activities took place at home, such as 

taking photos and videos, it was sometimes challenging to get students to submit their 

assignments. This was occasionally due to limited parental involvement or lack of access to 

devices like iPads or cameras. Such barriers pose a risk within the approach, as they can 

reinforce existing disparities between students. Teachers suggested various solutions to this 

problem, such as enlisting help by lending devices, having students work together, or having 

the whole class work together on a joint assignment in which FoI from the whole class were 

represented. 

The digital approach brought students’ living environments into the classrooms, and 

gave teachers and students an insight into the home lives of children. At the same time, 

several teachers used the assignments to make the curriculum more engaging. For example, 

the “vocabulary wall” activity, shows that it is possible to weave funds assignments into the 

curriculum, so that working with students' funds need not be an extra task for the teacher. The 

FoI activities also gave students opportunities to develop digital skills and presentation skills. 

In the Netherlands, students from higher socio-economic backgrounds, who speak Dutch at 

home and have no migration background, tend to perform better in digital literacy (Krepel et 

al., 2024). This may be due to greater access to digital devices at home. School-based digital 

approaches can help close this gap by giving all students a chance to develop these skills. 

Limitations and further research 

FoI approaches are increasingly recognized for promoting “epistemic justice” in 

education by valuing the knowledge of marginalized students (Esteban-Guitart, 2023). 

Epistemic justice means fairness in how people are recognized as knowers and how their 

knowledge is valued in society (Anderson, 2012). Valuing students’ FoI is a contribution to 
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epistemic justice that teachers can make in their classrooms. However, the findings of the 

current study suggest that valuing FoI in a context that is characterized by inequality comes 

with challenges. Digital funds-based approaches can make visible disparities in capital among 

students—differences that cannot be ignored. It can reveal less beautiful aspects of students' 

lives, dark funds, including adversity, poverty, or marginalization. This can give rise to 

meaningful class discussions about inequality and difficult life experiences. It demands from 

teachers pedagogical tact, social awareness and skills that can steer such classroom 

discussions in the right direction. However, in this study, teachers reported struggling with 

this. A follow-up study could address how teachers can deal with dark funds and situations 

that expose inequalities between students.  

The current study was conducted on a small scale, so its results are not generalizable. 

To gain more insight into exactly how digital fund approaches work, and what they yield, 

research could be done on a larger scale. Future research could also include a focus on results 

for specific student groups, such as those with varying access to technology at home. 

Although the identity artifacts provided insight into the life worlds of children, it 

provided little insight into their online, digital lives. This may have been due to the young age 

of the children. Follow-up research could focus on making students' digital funds 

visible. Nevertheless, this study demonstrates how digital approaches can be used in primary 

education to reveal and utilize FoI, highlighting the associated benefits and challenges. The 

approaches from this study can serve as examples for other schools aiming to make students’ 

FoI visible and actionable through digital approaches.   
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Chapter 6 

General discussion 
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Asset-based approaches on multilingualism and on FoI theory have the potential to 

empower students who have been historically marginalized, by building on skills and 

(cultural) knowledge that students already bring with them when they come to school (López, 

2017). These approaches are promising to tackle inequalities in learning opportunities, while 

valuing the diversity of students, but knowledge about their systematic application in 

different educational contexts is limited. This dissertation aimed to explore concrete 

approaches for engaging with primary students’ Funds of Identity, including their home 

languages, and to examine the outcomes of these approaches for students.  

In this concluding chapter, the main findings and conclusions of the studies are 

presented. Following this, the findings and contributions are discussed in greater depth. In 

addition, this chapter addresses the limitations of the research and explores implications for 

educational research and practice.  

Summary of the main findings  

 In chapter 2, a review study was presented of international peer-reviewed articles on 

multilingual pedagogies in primary education and their cognitive and socio-affective 

outcomes (study 1). The first research question (RQ1) was: What multilingual pedagogies 

have been found to be beneficial in supporting linguistically diverse students in the existing 

literature? Based on the analysis of the 34 reviewed articles a categorization into four 

multilingual pedagogies was proposed: affirming, pedagogical translanguaging-based, 

scaffolding and cross-linguistic pedagogies. Affirming pedagogies are about actively 

demonstrating that students’ linguistic and cultural identities matter and are valued within the 

school context. Translanguaging-based pedagogies focus on creating space and opportunities 

for students’ full linguistic repertoires to be used within the classroom context. Scaffolding 

pedagogies aim to support students’ learning through tools and strategies that draw on a 

language familiar to them, including both physical learning materials and support-based 

approaches to instruction. Finally, cross-linguistic pedagogies aim to develop students’ 

language awareness using multiple languages, by reflection on linguistic forms across 

languages. 

The second research question (RQ2) was: What are the cognitive and socio-affective 

outcomes of multilingual pedagogies in regular primary education? Two main categories of 

outcomes were reported: cognitive outcomes (e.g., reported results on vocabulary growth, 

morphological awareness, content learning) and socio-affective outcomes (e.g., reported 

results on wellbeing, relational aspects, self-efficacy). The most prominent cognitive outcome 
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of the reviewed multilingual pedagogies was enhanced access to curricular content. This 

finding shows that multilingual pedagogies can help students to get better access to learning 

content which enables them to learn more. Additional commonly observed outcomes 

included language acquisition, literacy development, and increased language awareness. On 

the socio-affective side, the most frequently reported benefit was increased self-efficacy, 

often described in terms of greater self-confidence, agency, and empowerment. Other 

prevalent outcomes included higher levels of student engagement, such as increased 

motivation and participation, as well as the affirmation of students' identities. 

Approaches in which different categories were combined, seem to be most beneficial 

and underline the value of embracing multilingual pedagogies with a holistic, 

multidimensional approach. A key finding of this study was that multilingual approaches 

need to be learner-centred and context-specific, meaning that they support the development 

of all the languages used by learners in their specific school and home contexts. Embracing 

multilingualism in education does, in most cases, not require changes to the language of 

instruction or a major overhaul of an existing approach (Corcoll 2013). The study confirms 

that multilingual education can often be built on existing resources and curricula (Newcomer 

2020).  

In the following study (study 2), described in chapter 3, practical application of the 

various multilingual pedagogies was explored in depth. An instrumental case study was 

performed at three Dutch primary schools that have successfully integrated multilingual 

education. The research question of this study was (RQ3): How are evidence-informed 

multilingual pedagogies shaped at multilingual-oriented schools? Data were gathered through 

semi-structured focus-group interviews with educators (N = 8) and students (N = 22).  

The results showed that the schools in the sample applied a combination of all four 

evidence-informed strategies (affirming, translanguaging-based, scaffolding, and cross-

linguistic). The four categories can be seen as different perspectives from which multilingual 

educational strategies can be viewed. They can be used in combination and are not mutually 

exclusive. Together they can form a holistic, multidimensional approach to multilingual 

pedagogies. Each school drew from different types of pedagogies suited to its own school 

context. This reflects findings from empirical studies on multilingual pedagogies, which 

emphasize the importance of considering the school’s unique setting and its students (e.g., 

Castillo & Wagner, 2019; Peyer et al., 2022). Furthermore, the practical examples that were 

given in the interviews underline that, in most cases, embracing multilingualism in education 

did indeed not require a major overhaul of approaches or changes in the language of 
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instruction, which is in line with previous empirical research (Castillo & Wagner, 2019; 

Mgijima, 2021). This is especially true for affirming pedagogies. Creating an environment in 

which students' cultural and linguistic backgrounds are valued can be achieved with relatively 

minor adjustments to lessons. Applying the other pedagogies (translanguaging-based, 

scaffolding and cross-linguistic) seems to be a next step in shaping multilingual education, 

because they require more preparation and input from the teacher.  

In addition, the study indicated that multilingual education goes beyond applying 

isolated multilingual pedagogies. Two key components emerged as especially valuable for 

applying multilingual education successfully in primary schools. First, it requires coherent 

policies based on a shared vision on multilingual practices. Second, it calls for a supportive 

school context that fosters teachers’ knowledge about multilingual education, and supported 

collaboration with parents and extracurricular organizations.   

In chapter 4 a collaborative design-based research project (McKenney & Reeves, 

2018) was presented, in which primary school teachers developed, applied and evaluated two 

approaches based on the FoI theory in two schools (study 3). A distinct approach was 

developed for each school to reflect the unique needs of its context. The research question 

(RQ4) was: What are the (perceived) effects of FoI interventions on students’ engagement, 

motivation for learning, school well-being, social initiative, and self-efficacy? The aim of this 

mixed methods study was to investigate the (perceived) effects on students' engagement, 

motivation for learning, school well-being, social initiative and self-efficacy of two different 

interventions in which primary school teachers (N = 4) tried to uncover and use their 

students' FoI (N = 31). Quantitative data were gathered through structural observations (N = 

31) and questionnaires. Qualitative data were obtained through semi-structured interviews 

with teachers (N = 4) and the observed students (N = 31). To capture how the intervention 

unfolded in practice, teachers maintained logbooks (N = 4).  

The quantitative findings indicated a significant improvement of students’ 

engagement and social initiative during the FoI interventions, which was confirmed by the 

qualitative data. In interviews and logbooks, both teachers and students reported that the 

interventions had positive effects on students’ engagement, motivation to learn, relations in 

the classroom with teachers and fellow students, school well-being, and self-efficacy.  

The study shows that FoI approaches can encourage students to participate more 

actively in the lessons, improve relationships in the classroom and to make students feel more 

comfortable and involved. They have the potential to contribute to students' engagement, and 

to other well-being related variables, which are important aspects of students’ development in 
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themselves and are conditional for educational achievement (e.g., Newmann, 1992; Van 

Petegem et al., 2007). Although these research results should be interpreted with caution due 

to the lack of a control group and the small n, this study cautiously contributes to empirical 

evidence for the effectiveness of FoI approaches on well-being related outcomes. The 

significant improvement of the observed students’ engagement during the intervention 

activities shows that FoI activities can make students more involved in school activities, 

because they allow them to express themselves in the classroom.  

An important outcome of the study is that the FoI interventions had a positive 

influence in particular on students who, in the eyes of the teachers, normally assert 

themselves less at school. During the interviews, teachers reported that the interventions 

contributed to students feeling more at ease and more secure within the school context. This 

result aligns with Ordoñez et al. (2021), who suggest that a funds approach is particularly 

valuable when learners are labeled as “students at risk of social exclusion,” given the 

potential emotional impact and consequences for their self-esteem (p. 1268). 

As in chapter 4, in Chapter 5 a collaborative design-based research project 

(McKenney & Reeves, 2018) was reported (Study 4). This time, the aim of the project was to 

design, try out and evaluate digital approaches that identify and use primary school students’ 

FoI, and to gain insight into what teachers and schools need to take into account when 

applying these digital asset-based pedagogies. The research questions were (RQ5): How can 

students' FoI be made visible and created through digital approaches? and (RQ6): What are 

the benefits and challenges that teachers and students experience with a digital FoI approach? 

Teachers and researchers co-designed various digital FoI activities using media such as 

audio, video, and photography. Teachers tried out these activities in their classrooms and the 

researcher collected data through logbooks, open observations, and interviews with teachers 

(N = 11) and students (N = 35).  

The study showed that the digital tools helped making different types of students' 

Funds of Identity (FoI) visible that were distinguished by Esteban-Guitart (2016, 2021) and 

Charteris (2018): practical, social, institutional, and dark funds. The digital tools proved to 

offer a less time-consuming, practical alternative for ethnographic home visits that were used 

in previous study to enhance understanding of students and their families (e.g., Moll, et. al., 

1992;  Barton & Tan, 2009). 

The study showed three overarching patterns in the experienced benefits of digital FoI 

approaches. First, the digital approaches revealed an unfiltered insight into the worlds of 

students. This often made FoI visible that were previously unknown to both teachers and 
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classmates. Second, the use of multimodal media made room for sharable assignments. Third, 

the activities made the curriculum more engaging. However, they also posed challenges. The 

multimodal literacy practices used in this study brought students’ worlds into the classroom 

with minimal filtering, often revealing unexpected FoI. At times, this also exposed so-called 

dark funds, which created opportunities to discuss the more difficult aspects of life, but also 

required teachers to foster a safe classroom environment and to handle classroom discussions 

with care and responsibility. The approach was also accompanied with challenges related to 

differences in students’ social, cultural, and economic capital, which were sometimes 

exposed through the digital assignments. Teachers in this study expressed professional 

hesitancy when such disparities were made visible, as they wanted to avoid uncomfortable or 

painful situations for students. This study therefore underlines that the digital FoI approach 

demands pedagogical sensitivity and social awareness.   

Discussion of the main results 

This dissertation provided varied theoretical and empirical insights about how the 

asset based-pedagogies of applying multilingual approaches and FoI approaches can be 

effectively shaped in primary education. It also expanded knowledge about the potential 

benefits of these pedagogies for students. In this section, theoretical and methodological 

reflections are presented, and directions for further research and implications for educational 

science and practice are discussed.  

Theoretical reflections 

Until recently, research in the field of multilingual and FoI-based pedagogies has 

largely developed along separate lines, while both asset-based approaches share the same 

underlying principle - bringing students’ cultural knowledge and meaningful experiences into 

the classroom. The empirical studies in this dissertation showed that the developed FoI 

approaches often made use of students' home languages. As such, languages students speak at 

home function as a powerful transmitter of culture and constitute an important part of their 

identities (González, 2001; Duarte, 2020). The findings of this study thus underscore that 

multilingualism is an important part of children’s identity.  

Language is such an important aspect of children’s identity that I suggest to recognize 

language as a separate and constitutive element within the conceptual framework of the FoI 

theory, instead of subsuming it under cultural funds. A further justification for treating 

language as a separate category is that this type of FoI involves highly specific, language-

focused methods and pedagogical approaches (e.g., the use of language portraits, 
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translanguaging practices) that require distinct forms of teacher expertise. Based on this 

reasoning, home language(s) could be added to the existing types of FoI distinguished by 

Esteban-Guitart (2016; 2021) and Charteris et al. (2018) (geographical, practical, cultural, 

social, institutional, dark). Conversely, FoI approaches can also strengthen multilingual 

approaches. Various approaches that reveal students' FoI, such as home visits and the creation 

of identity artifacts, make teachers notice and appreciate students' linguistic backgrounds and 

repertoires. Both asset-based pedagogies complement each other well because they share key 

principles, including an anti-deficit perspective, cultural sensitivity, acknowledgement and 

use of students’ identities, student-centeredness, and students as knowledge carriers. Both 

asset-based pedagogies use strategies that help unveil and highlight aspects of students' 

identities.  The difference between the pedagogies lies mainly in their focus, which results in 

different ways of how the shared principles are translated into concrete classroom strategies. 

In this dissertation a categorization of four multilingual pedagogies (pedagogical 

translanguaging-based, affirming, scaffolding and cross-linguistic) was proposed, offering 

educational practitioners (including teachers) and scholars a lens to help them make 

conscious choices in specifying and applying multilingual educational practices. Strategies 

used within affirming pedagogies, such as making a language portrait, have the greatest 

overlap with the FoI-based strategies, because they both focus on recognizing and valuing the 

identity of students. In the other multilingual pedagogies, the strategies are more language-

specific, with a focus on increasing language proficiency (e.g., making multilingual 

comparisons in grammar), making the curriculum accessible by removing language barriers 

(e.g., by translanguaging, buddy pairing, and using translation machines in world 

orientation), or providing emotional support (e.g., by letting multilingual students discuss 

emotional issues with someone in their home language).  

The FoI-based approach as a contribution to social justice 

FoI approaches are increasingly seen as contributing to the processes of “epistemic 

justice” in education (Esteban-Guitart, 2023). Epistemic justice is a concept that refers to 

fairness in the distribution of knowledge, particularly in how people are recognized as 

knowledge bearers and how their knowledge is valued in society (Fricker, 2007). Teachers 

using the FoI approach actively seek to learn about students’ lived experiences and integrate 

these FoI into their teaching to create a more meaningful and inclusive learning environment. 

FoI approaches can thus function as a vehicle toward epistemic justice in educational settings. 

They can adjust the curriculum so that it no longer only relates to the experiences, 

perspectives and knowledge of dominant groups in the population, but to experiences, 
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perspectives and knowledge of all students. In doing so, they have the potential to bring 

forward the perspectives of students from marginalized communities, and to give 

marginalized groups a meaningful voice in the schools.  

FoI approaches address questions regarding what students should learn at school, who 

determines this and how learning is to take place, aspects that have been the subject of debate 

for many decades. At present, there are increasing calls to make the curriculum more 

knowledge-rich (e.g., Surma et al., 2025), as in-depth knowledge has been shown to stimulate 

students’ learning, problem solving, critical thinking skills, and reading comprehension (e.g., 

De Bruyckere et al., 2020; McCarthy & McNamara, 2021; Shapiro, 2004; Willingham, 

2021). Moreover, scholars argue that a knowledge-rich curriculum contributes to equal 

opportunities, as it provides all students, regardless of background, equal access to a 

foundational body of knowledge, reduces disparities, and promotes a more inclusive 

educational experience (e.g., Muller, 200; Rata, 2012; Young, 2007). On this matter, this 

approach seems to be at odds with asset-based pedagogies, as these pedagogies prompt 

reflection on what and whose knowledge is valued and considered relevant, and who decides 

this. They point out that what is seen as “foundational knowledge” is usually knowledge held 

by dominant groups in society. From an asset-based perspective, it would also be argued that 

offering students this “foundational body of knowledge”, may lead to disengagement of 

students from marginalized groups, which in turn may negatively affect their learning. In 

order to make knowledge accessible to all students, it is also important to ensure that all 

students are engaged in learning that knowledge. Asset-based pedagogies can be seen as a 

way of engaging all students and as a way of giving meaning to a knowledge-rich curriculum.   

The funds approaches applied in the studies demonstrated how activities in which 

students shared aspects of their family life and activities could reveal inequalities in students' 

living conditions in the classroom. An outcome of this research, which we had not initially 

anticipated, was that discussing these Funds can also expose painful differences. This was 

particularly the case with the digital approaches, as they provided a literal window into the 

lives of the children and made differences between their home situations very visible.  

Teachers in this project experienced a sense of uncertainty about how to act in these 

situations. Acknowledging that differences exist without labeling them as problematic, yet 

highlighting them, can still create a risk of stigmatization. Therefore, it is important that 

teachers know how to engage in such conversations. From a social justice perspective, the 

focus should not be on stating that differences simply exist, but on recognizing that these 

differences arise from an unfair system in which, for instance, resources are unequally 
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distributed. Professional development aimed at equipping teachers to navigate such situations 

could support teachers in this area.  

Reflections on methodology and positionality 

The lion’s share of the research presented in this dissertation was conducted within 

the Educational Research Lab Amsterdam, where researchers and teachers develop and 

evaluate teaching approaches in co-creation. The practice-based collaborative design research 

enables practitioners’ perspectives to directly inform the research while simultaneously 

initiating change within the participating schools. Because the interventions were designed 

and tested in real-life school situations, they yielded rich practical insights, such as 

knowledge about the challenges teachers face when applying digital FoI approaches. During 

the co-creation process, we developed theoretical principles workable for the contexts of the 

participating schools. The value of this type of research does not lie in drawing generalizable 

conclusions through large-scale impact studies, but in providing context-rich knowledge 

about how theoretical principles can be applied in educational practice. This type of research 

is particularly well suited to answering questions such as: What works when, how, and for 

whom? (Penuel, 2011). Recognizing and learning from these context-specific knowledge can 

inform and inspire other schools to apply asset-based pedagogies, and ultimately helping 

teachers and schools to create more equitable and socially just educational opportunities for 

all students. 

This brings me to reflections on my positionality as a researcher. I am a white, 

theoretically educated woman who has been actively engaged in the field of education in the 

Netherlands for approximately 10 years, first as a secondary school Dutch teacher and later as 

an educational researcher. When I started teaching Dutch immediately after completing my 

teacher training in Amsterdam, I found myself in front of classes with students from various 

cultural and lingual backgrounds. It struck me that the lesson content I was expected to teach 

did not match the students' lived experiences, and that students often believed they were not 

good at language, even though they spoke other languages fluently at home, in addition to 

Dutch. I soon realized that in order to connect with these students and to teach them 

effectively, I had to make an effort to get to know them and show them that their 

perspectives, backgrounds and identities mattered. In the daily reality of teaching Dutch and 

the prevailing structures in secondary school, I found this to be a major challenge. When I 

first read about asset-based pedagogies, it immediately felt like a logical and meaningful 

approach. I started this dissertation based on the conviction that education should do justice 

to students from diverse backgrounds, and that there is room for improvement on this theme. 
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When I transitioned from teaching to research, I became involved in practice-based 

research in close collaboration with primary school teachers. This focus on partnership has 

shaped almost all of my research experience, which feels natural given my background as a 

teacher. It has led me to view researchers and teachers as equal partners and to treat teachers’ 

expertise as a valuable source of knowledge. My teaching experience has also made me 

attentive to the many contextual factors that influence everyday school practice, factors that I 

have encountered from both perspectives. 

I have tried to approach the participating teachers as much as possible in a way that is 

congruent with the principles of asset-based pedagogies, from an anti-deficit, positive attitude 

in which there is plenty of room for the input and identity of the teachers. In general, this way 

of conducting research does not view the background characteristics of schools, teachers and 

students as disruptive variables that need to be eliminated by controlling for them, but rather 

brings these characteristics to the surface to see how they can be used as strengths. The 

manner of collaboration with teachers in the projects was informed by notions about teachers 

as reflective practitioners (Schön, 1983), teacher agency (Priestley et al., 2012), and inquiry 

as stance (Cochran-Smith & Lytle, 2009). In the projects, the Funds of Identity of teachers 

themselves were respected and used, for instance by starting from personalized, authentic 

links to teachers’ own contexts and drawing on participants’ current knowledge and skills 

(Ross & Bruce, 2007). Teachers were also invited to draw on their professional Funds of 

Knowledge, which encompass knowledge and skills related to pedagogy, curriculum, 

learning design, and their own teaching contexts (Hogg & Volman, 2025). Teachers who 

participated in the projects proved to be uniquely capable of devising creative approaches that 

worked for their students and fit into their school contexts. 

This type of practice-based research of course also comes with challenges. Because 

teachers and schools have multiple opportunities to make use of their agency in the 

approaches that are developed and evaluated, the process of cocreation requires from 

researches a flexible, open attitude and a deep trust in the process. An example of a situation 

that called for flexibility was when a school switched at the last minute from a structured 

approach with detailed lesson plans to an approach in which they made students' FoI visible 

and utilized them in a more spontaneous way. We relied on the expertise and choices of the 

teachers, and the approach proved to work well in the specific context.  

Collaborative research also requires attention to the social processes that play a role in 

design research. To get teachers actively involved, they need to feel informed, inspired, 

confident, and connected to the research team and aim. They need to feel ownership but also 
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feel supported. To achieve this, attention must be paid to the processes that enable people to 

acquire knowledge and to the factors that are prerequisites for learning. Key principles for 

successful co-creation research are building trust and working on complete equality between 

researchers and teachers (Gaikhorst et al., 2025). I have tried to work on this by showing 

interest in the teachers' practice and visiting them at their schools, by involving them in 

important design decisions, by regularly asking them what support they needed and by 

valuing their practical knowledge just as much as knowledge from scientific research. 

Limitations and further research  

This dissertation provided context-rich knowledge about how theoretical principles 

can be applied in educational practice. In-depth research was conducted with small sample 

sizes to offer insights into what works, in which context, and for whom, regarding asset-

based pedagogies. However, this comes with the limitation that it is not possible to draw 

conclusions about causation or generalizability. To determine whether these approaches also 

work in other contexts, research would need to be conducted on a larger scale and across 

more diverse settings. Furthermore, evidence on the long-term outcomes of multilingual 

pedagogies and Funds of Identity approaches is still limited (e.g., Hogg & Volman, 2020; 

Hopp et al., 2021; Kapoyannis, 2019). The field of asset-based pedagogies could therefore 

benefit from more longitudinal studies in the future. 

Another limitation arises from my embedded role within ERLA. I managed the 

projects and was involved in developing the approaches. At the same time, I was also the one 

who evaluated the approaches and conducted the research. While this positioning allowed for 

access to the school practice and for a deep understanding of the processes and challenges 

involved, it may also have shaped my interpretations. To address this, I triangulated various 

data sources and engaged in critical self-reflection on my interpretations. In the discussions 

we had in the research team, we aimed to keep an open mind about each other's blind spots.  

During the studies, it became clear that there was sometimes a need to further develop 

and deepen the designed approaches. The case study on multilingual approaches revealed that 

schools frequently organized multilingual activities that affirmed students' identities. 

Multilingual approaches in which language was used as a didactic tool (such as 

translanguaging or scaffolding) to further develop language skills were also used, but were 

less prevalent. In the funds projects, teachers succeeded in many ways in making students' 

FoI visible, but integrating these funds into the curriculum to increase students’ knowledge 

proved to be more challenging. Future research could explore ways to further develop asset-
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based pedagogies and examine the support teachers need to achieve this. More concretely, 

future research might investigate how multilingual activities can be used as instructional 

tools, how students’ FoI can be meaningfully connected to the curriculum and what types of 

support teachers need in doing so. 

Implications for practice 

One of the aims of the collaborative practice-based research projects was to improve 

the teaching practice. Hopefully, this research illustrates how the persistent research-practice 

gap can be narrowed. In The Netherlands, as in many other countries, this gap is well 

documented (e.g., Lysenko et al., 2014; Van Schaik et al., 2018): teachers often feel that 

educational research does not address the questions they face, while researchers notice that 

their findings rarely reach teachers or schools (Broekkamp et al., 2009). More recently, 

Bulterman (2023) used the term “spectator science” to describe knowledge produced by 

researchers who are not actively involved in teaching, contrasting it with “action science”: 

knowledge developed in and from classroom practice, by teachers themselves or in 

collaboration with researchers. Because ERLA research begins with teachers’ practical 

experiences, researchers gain a deeper understanding of what happens in classrooms, making 

the research more relevant to both researchers and teachers. It addresses real problems 

encountered in daily educational practice and produces usable practice-oriented outputs—

often co-authored by teachers—thereby contributing to “action science.” 

From the outset, the research in this dissertation was practice-oriented. The ERLA 

projects contributed to educational development in schools in a direct way. The research 

yielded many practical examples and tools which we described in booklets that are being 

used at the participating schools as well as at other schools. Participation in ERLA projects 

goes beyond concrete approaches in the classroom. Teachers' participation contributed to 

their professional development.  

Education should fairly acknowledge the (cultural) knowledge and skills of all 

students, not just those of the mainstream. Yet, in a time when the curriculum risks becoming 

overloaded and calls are made for a renewed focus on basic skills (e.g., Inspectie van het 

onderwijs, 2023), it is logical that educational practitioners may be hesitant to take on asset-

based pedagogies as an additional task. In this light, a key finding of this dissertation is that 

the application of the FoI-oriented and multilingual pedagogies developed in the context of 

this dissertation, does not require major curriculum overhauls or changes to the language of 
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instruction. The studies showed that these pedagogies can be woven into existing curricula in 

ways that enrich and even make the curriculum more tangible for students.  

Previous research into multilingual education (e.g., Duarte & Günther-van der Meij, 

2018) already yielded a wealth of insights on multilingual pedagogies. However, teachers 

often claim to feel underprepared to address linguistic diversity in the classroom (Duarte & 

Günther-van der Meij, 2021). This dissertation adds practical tools and numerous concrete 

examples of how multilingual pedagogies can be applied in the classroom. It led to a 

categorization of four multilingual pedagogies (pedagogical translanguaging-based, 

affirming, scaffolding and cross-linguistic) that offers educational practitioners (including 

teachers) and scholars a lens to help them make conscious choices in specifying and applying 

multilingual educational practices. Teachers can already make a difference with small 

adjustments. For example, they can show interest in students’ linguistic backgrounds by 

asking them how they say something at home, or they can pair students with the same 

linguistic background to form buddy pairs. Other examples are making small language 

comparisons during grammar lessons, or using arts-based assignments that showcase 

students' cultural and linguistic identities in the classroom. 
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Introduction 

In The Netherlands, like in other countries, persistent achievement gaps between students 

with and without a migrant background exist, as well as between students from low and high 

socio-economic status backgrounds (OECD, 2023; 2025; Elffers, 2022). The increased 

diversity in Dutch schools also makes these inequalities more visible and complex. Both the 

OECD and the Dutch educational emphasize the need for sustainable investment in inclusive 

curricula (OECD, 2025; Inspectorate of Education, 2025). At the same time, research shows 

that many teachers feel insufficiently equipped to address the opportunities and challenges 

presented by (super)diverse classrooms (OECD, 2019; Buisman, et al., 2025). In many cases, 

teachers have different backgrounds than the students in their (super-diverse) classes, making 

it challenging to connect with children's existing knowledge and worlds (e.g., Bronkhorst & 

Akkerman, 2016). 

A promising approach to tackling increasing inequalities in learning opportunities, 

while valuing student diversity, is the use of asset-based pedagogies, in which students’ 

backgrounds are viewed as valuable strengths —both in themselves and for learning (e.g., 

Ladson-Billings, 1999). This contrasts with so-called deficit approaches that seek the causes 

of underachievement in school among minoritized students are sought in apparent 

characteristics attributed to the individual or to the group to which the individual belongs, 

such as a supposed limited intelligence, language deficits, lack of motivation, or deviant 

behaviors (Valencia, 2010; Agirdag, 2020). When teachers (unconsciously) view their 

students in this way, they have lower expectations of them, which results in them providing 

less support to help them reach their full potential (Swartz, 2009; De Boer et al., 2010; Rubie-

Davies et al., 2015). 

 This dissertation examined asset-based pedagogies in primary education that aim to 

use children’s diverse backgrounds in the classroom to support learning and social-emotional 

development. More specifically, it concerns multilingual approaches that utilize students' 

home languages in education and approaches based on Funds of Identity theory (Esteban-

Guitart & Moll, 2014). Funds of Identity (FoI) are ‘significant people, institutions, cultural 

artifacts, geographical spaces, and meaningful practices, passions and interests embedded in a 

learner’s definition of themself' (Esteban-Guitart, 2023, p. 1452). In FoI approaches, these 

funds are made visible in the classroom for teachers and classmates, for example through 

creative assignments in which students share information about themselves, and then woven 

into the curriculum. Asset-based educational approaches form a bridge between the world of 
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children and school, allowing students to experience more continuity between these 

environments and making them feel involved in school.  

 The literature identifies various categories of FoI, namely geographical (when places, 

such as a river, country, village, or mountain, serve as a source of self-identification), 

practice-based (activities such as work, sports, music), cultural (artifacts such as religious 

symbols or national flags), social (friends, family, colleagues), and institutional (belonging to 

a religion or family). Charteris et al. (2018) introduced a sixth category of FoI known as dark 

funds of identity. These refer to the challenging and sometimes troubling aspects of life that 

some students face, including issues like being bullied, violence, racism, or poverty. When 

building a bridge between the world at home and the world at school, it is also useful to 

involve languages spoken within the community and families. Language is a powerful carrier 

of culture and an important part of our identity. In this dissertation, home languages are 

therefore explicitly considered part of a person's Funds of Identity. 

Although there is growing theoretical and empirical evidence showing that asset-

based educational approaches can have positive outcomes for students (e.g., Bosma et al., 

2022; Meléndez-Luces & Couto-Cantero, 2021; Ordoñez et al., 2021; Volman & ’t Gilde, 

2021), less is known about how they can be integrated into different schools contexts. The 

aim of this dissertation was to provide knowledge on how multilingual and FoI-inspired 

approaches can be effectively designed in primary education, thereby bridging the gap 

between theory and practice. The research explored concrete teaching activities to make 

students’ FoI visible and use them in lessons, and provided insight into the contextual factors, 

such as the school's pedagogical vision, that influence the usability of the approaches. This 

dissertation also explored the use of digital tools in FoI approaches. In addition, the benefits 

of asset-based approaches for students were investigated. Multilingual educational 

approaches and the FoI approach are based on a shared premise: the deliberate integration of 

children’s cultural knowledge, language repertoires and meaningful experiences into 

educational practice. Despite this common basis, both lines of research have developed 

largely independently of each other. This dissertation brought the perspectives together and 

explored their potential application in primary education. 

Summary of the studies 

Chapter 2 presents the first study, a review study of international peer-reviewed 

scientific articles on empirical studies in which multilingual educational approaches were 

applied in primary education. The review study investigated which supportive multilingual 
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educational approaches for students with diverse linguistic backgrounds were described in the 

literature. It also examined the reported outcomes of multilingual educational approaches for 

students.  

 Based on the study, four categories of multilingual approaches were distinguished. 

The first approach is about actively demonstrating that students’ linguistic and cultural 

identities matter and are valued within the school context (affirming pedagogies). Schools 

and teachers can apply this approach by actively and regularly demonstrating that children's 

linguistic and cultural identities are recognized, valued and important to the school and the 

teacher. The second approach focuses on creating space and opportunities for students’ full 

linguistic repertoires to be used within the classroom context (translanguaging-based 

pedagogies). Translanguaging-based pedagogies involve the use of activities in which the 

teacher consciously and deliberately provides students the opportunity to use multiple 

languages in the classroom (known as translanguaging). This encourages students to use all 

the languages they speak. For example, teachers can use a mix of languages when teaching 

lessons or encourage students to use multiple languages when completing assignments. The 

third approach aims to support students’ learning through tools and strategies that draw on a 

language familiar to them, including both physical learning materials and supporting 

instruction (scaffolding pedagogies). Teachers can apply this approach by, for example, 

allowing students to use translation machines or by offering them multilingual books. The 

fourth and final approach focuses on developing students' language awareness, by reflection 

on linguistic forms across languages (cross-linguistic pedagogies). This can be done, for 

example, by asking students to make comparisons between languages in terms of grammar. 

The categorization of the four multilingual pedagogical approaches (affirming pedagogies, 

translanguaging-based pedagogies, scaffolding pedagogies and cross-linguistic pedagogies) 

can offer education professionals and academics a lens through which they can make 

conscious choices when applying and discussing multilingual education.  

 In addition to this categorization, the study also outlined the benefits of multilingual 

approaches for students, as identified in the literature. Two main categories of outcomes were 

reported: cognitive outcomes and socio-affective outcomes. Important cognitive outcomes 

were language acquisition, literacy development and increased language awareness. 

Furthermore, a frequently reported outcome of the multilingual approaches studied was 

improved access to learning content. In the socio-affective domain, important outcomes were 

increased self-confidence and greater engagement.    
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 The second study (Chapter 3) explored the practical application of the multilingual 

approaches identified in study 1. An instrumental case study was conducted at three Dutch 

primary schools where multilingual education has been successfully integrated. The results 

showed that the schools applied a combination of all four multilingual approaches. The four 

categories can be seen as different perspectives on multilingual pedagogies and can be 

applied in combination. Together, they provide a holistic approach to multilingual education 

in schools.  

The study revealed that the design of multilingual approaches must be based on the 

(linguistic) situation and needs of the students, and that the approach should be tailored to the 

specific context of each school. A well implemented school-wide multilingual approach 

supports all languages that students use in their specific school and home environments. 

Another important finding confirmed by this study is that embracing multilingualism in 

education generally does not require radical changes to the curriculum or teaching methods, 

but can be realized through small adjustments.    

Study three (Chapter 4) reported the results of a collaborative design-based research 

project in which primary school teachers, in collaboration with researchers, designed, applied 

and evaluated a FoI approach in two schools. A separate approach was developed for each 

school to take into account their specific contexts. The aim of the mixed methods study was 

to map the perceived benefits of the approaches for students in terms of their engagement, 

motivation to learn, school well-being and social initiative. Data was collected through 

structured observations and questionnaires completed by teachers about their students. In 

addition, teachers and students were interviewed about their experiences and the teachers 

kept logs.    

The study showed that a FoI approach can encourage students to take more initiative 

in class, strengthen relationships within the classroom – both among students and between 

students and the teacher - and help students feel more involved and at ease. Increased student 

engagement was observed during activities that drew on their FoI, suggesting that FoI 

activities make students feel more involved in the lesson, possibly because they can show 

aspects of themselves in the classroom. The findings of the study are intrinsically valuable, 

but engagement, well-being etc. are also conditional for learning to take place. An important 

finding of the study is that the approach had a particularly positive value for students who, in 

the eyes of their teachers, normally assert them less in class. This suggests, in line with the 

findings of Ordoñez et al. (2021), that FoI approaches are particularly valuable for learners 

are labeled as ‘students at risk of social exclusion’. 
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The aim of study 4 (chapter 5) was to gain insights into how primary school teachers 

can shape digital FoI approaches, and to explore their benefits and challenges. During a 

collaborative design-based research project, teachers worked with researchers to design FoI 

activities using audio, video and photography. The approaches were subsequently 

implemented and evaluated.  

The research showed that the digital tools helped to reveal the different types of FoI 

among students as distinguished by Esteban-Guitart (2016, 2021) and Charteris (2018): 

practical, social, institutional and dark FoI. The activities resulted in creative products from 

students that could be shared in the classroom, allowing students to make their FoI visible to 

the class. The assignments proved to make the curriculum more engaging and provided an 

unfiltered insight into students’ worlds, revealing FoI previously unknown to both classmates 

and the teacher. Moreover, the digital activities proved to offer a practical and less time-

consuming alternative to ethnographic home visits, which had been used in previous studies 

to gain more insight into the FoI of students and their families (e.g., Moll et al. 1992; Barton 

& Tan, 2009).  

One challenge that the digital FoI approach revealed was related to the unfiltered 

insight that the assignments provided into the lives of students. Sometimes, the more difficult 

aspects of life (the dark funds) became unexpectedly visible. This created opportunities to 

discuss these in the classroom, but doing so in a pedagogically responsible manner also 

required teachers to create a safe classroom environment and to handle classroom discussions 

with care. Sometimes, the assignments revealed differences in the social, cultural and 

economic capital of students. Teachers in this study indicated that they felt hesitant to act 

when such differences became apparent, because they wanted to avoid uncomfortable or 

painful situations for students. This study thus shows that a digital FoI approach can require a 

high level of pedagogical tact and social awareness.   

Discussion and conclusion 

Theoretical reflections 

This dissertation examined multilingual and FoI-based educational approaches. These 

asset-based pedagogies complement each other, as they share key principles, such as an anti-

deficit perspective, cultural awareness, recognition of and building on students' identities, a 

student-centered approach and seeing students as knowledge carriers. The findings from the 

studies in this dissertation underscore that multilingualism is an important part of children's 

identity; the developed FoI approaches often made use of students' home languages. For this 
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reason, I propose recognizing language as a separate and constitutive element within the 

conceptual framework of FoI theory, instead of viewing it as one type of cultural funds. 

Home languages can be added to the existing types of FoI distinguished by Esteban-Guitart 

(2016; 2021) and Charteris et al. (2018) (geographical, practical, cultural, social, institutional, 

dark). Conversely, FoI approaches can also strengthen multilingual approaches. Various 

approaches to uncover students' FoI, such as home visits and having students create creative 

products that reveal something about themselves, ensure that teachers notice and appreciate 

students' linguistic background and linguistic repertoire.  

Teachers who use a FoI approach actively seek to learn more about students' 

experiences and integrate these FoI into their teaching to create a more meaningful and 

inclusive learning environment. FoI approaches have the potential to bring the perspectives of 

marginalized groups into schools and to give students from these groups a voice. In this way, 

the FoI approach can contribute to epistemic justice. Epistemic justice is a concept that refers 

to fairness in how people are recognized as knowers and how their knowledge is valued in 

society (Fricker, 2007).  

Asset-based pedagogies may seem to be at odds with the recent call for a more 

knowledge-rich curriculum. Scholars have argued that a knowledge-rich curriculum 

contributes to equal opportunities by providing all children, regardless of their background, 

with equal access to a foundational body of knowledge, thereby reducing inequalities (e.g., 

Surma et al., 2025). However, to make education truly accessible and meaningful to all 

students, it is also important that all students feel engaged in education. Asset-based 

pedagogies can be understood as a means of enhancing student engagement and of making a 

knowledge-rich curriculum meaningful for all children.  

One further finding from the research was that activities in which students reveal 

aspects of their identity in the classroom can also reveal challenging or troubling aspects of 

students’ life. These are the so-called dark funds, such as experiences with loss, poverty, 

discrimination and social inequality. This was particularly true for digital funds activities 

because they provide an unfiltered insight into children's lives, which also revealed 

differences in living conditions. In these situations, teachers felt uncertain about how to 

respond. One lesson that can be learned from this is that it is important for teachers who work 

with students’ FoI to receive support in learning how to deal with the visibility of unfair 

situations in society and in the classroom. 

Methodological reflections 
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Most of the research in this dissertation took place within the Educational Research 

Lab Amsterdam (ERLA), where researchers and teachers work together to develop, try out 

and evaluate educational approaches. This practical approach, in which schools and 

researchers collaborate, ensures that research works on problems that actually arise in 

educational practice. The perspectives of educational professionals are integrated into the 

design of the research, and at the same time, the research leads to immediate changes in the 

practice of the participating schools. The approaches developed are applied and tested in 

school situations, which provides context-rich insights. Collaborative research requires 

attention to the social processes that play a role in learning and design. Teachers only become 

truly involved in the research projects when they feel informed, inspired, supported and 

connected to the research. Trust and equality between researchers and teachers are crucial in 

this regard. The value of this type of research lies in understanding how theoretical principles 

can be put into practice and what works under what conditions. This knowledge can inspire 

other schools to apply asset-based pedagogies and thus create more equitable educational 

opportunities. 

Limitations and further research 

The methods used in this dissertation were appropriate for the purpose: to gain insight 

into what works, for whom and in what context within strength-based educational 

approaches. However, the small scale on which the studies were conducted comes with the 

limitation that no statements can be made about causality or generalizability. In order to 

determine whether these approaches are also valuable and appropriate in other situations, 

further research in different contexts is desirable. In addition, longitudinal research could be 

valuable in gaining insight into the long-term effects of the approaches. 

Another limitation stems from the dual role of the researcher within the WOA: I 

helped in both developing and evaluating the approaches. Although this provided valuable 

access to practice, it may also influence interpretations. To overcome this as much as 

possible, various data sources were used and critical reflection took place within the research 

team to detect blind spots.   

 The studies showed that some approaches needed further development. Schools 

regularly used multilingual activities that strengthened students' identity, but approaches in 

which multilingualism was used as an instructional tool were less common. In the FoI 

projects, teachers frequently made students' FoI visible, but integrating them into the 

curriculum remained often difficult. Future research could focus on how multilingual 
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activities can be used as a instructional tool, as well as on how students’ FoI can be connected 

to the curriculum and what support teachers need in doing so. 

Practical implications 

The research in this dissertation provided insights in and concrete examples of asset-based 

pedagogies. Applying asset-based pedagogies is a way to address growing inequalities in 

learning opportunities and to value and utilize diversity among students in the classroom, an 

area in which teachers often still feel uncertain. The tools provided by the research were used 

directly in the participating schools and later shared with other schools through practical 

publications. Teachers' participation in the WOA projects contributed to their 

professionalization and to the development and application of asset-based pedagogies within 

the school.  

An important insight is that the FoI-oriented and multilingual educational approaches 

developed in the context of this dissertation. do not require major curriculum changes, but 

can be relatively easily embedded in existing lessons. However, to take the next step, new 

examples and practices are needed that require deeper and more sustained investment from 

teachers. This, in turn, calls for additional guidance for teachers and further research into how 

such practices can be effectively developed and supported. 
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Inleiding 

In Nederland bestaan, net als in veel andere landen, hardnekkige prestatieverschillen 

tussen leerlingen met en zonder migratieachtergrond en tussen leerlingen uit lagere en hogere 

sociaaleconomische milieus (OECD, 2023, 2025; Elffers, 2022). De toegenomen diversiteit 

op Nederlandse scholen, maakt deze ongelijkheden bovendien zichtbaarder en complexer. 

Zowel de onderwijsinspectie als de OESO benadrukken daarom de noodzaak van duurzame 

investeringen in inclusieve curricula (OECD, 2025; Inspectie van het Onderwijs, 2025). 

Tegelijkertijd laat onderzoek zien dat leerkrachten zich vaak niet handelingsbekwaam voelen 

om adequaat in te spelen op kansen en uitdagingen van superdiverse klassen (OECD, 2019 

Buisman, et al., 2025). In veel gevallen hebben leerkrachten andere achtergronden dan de 

leerlingen in hun (superdiverse) klassen waardoor het uitdagend is om aan te sluiten op al 

bestaande kennis en leefwerelden van kinderen (e.g., Bronkhorst & Akkerman, 2016). 

Een benadering om groeiende ongelijkheden in leerkansen aan te pakken en om 

diversiteit onder leerlingen te waarderen en te benutten in de klas, is het hanteren van asset-

based pedagogies (krachtgerichte onderwijsaanpakken). Het uitgangspunt van deze 

aanpakken is dat achtergronden van kinderen worden gezien als bronnen die intrinsiek 

waardevol zijn, en die daarnaast ook waardevol zijn voor leren (e.g., Ladson-Billings, 1999). 

Dit staat in contrast met een manier van denken, ook wel ‘deficit thinking’ of het ‘blaming 

the victim narrative’ genoemd, waarin oorzaken van minder goed presteren van kinderen op 

school worden gezocht in kenmerken van het individu of de groep waartoe het kind behoort, 

zoals vermeende beperkte intelligentie, taalachterstanden, motivatiegebrek of afwijkend 

gedrag (Valencia, 2010; Agirdag, 2020). Als leerkrachten (onbewust) op deze deficit manier 

naar hun leerlingen kijken, krijgen ze lagere verwachtingen van deze leerlingen, wat 

resulteert in het geven van minder steun om hun volledige potentie te benutten (Swartz, 2009; 

De Boer et al., 2010; Rubie-Davies et al., 2015). 

In deze dissertatie zijn asset-based pedagogies in het basisonderwijs onderzocht die 

als doel hebben diverse achtergronden van kinderen te gebruiken in de lessen, zodat 

leerlingen zich beter te kunnen ontwikkelen op sociaal-emotioneel en cognitief gebied. Meer 

specifiek gaat het om meertalige aanpakken waarin de thuistalen van leerlingen in het 

onderwijs worden benut en om aanpakken die gebaseerd zijn op de Funds of Identity theory 

(Esteban-Guitart & Moll, 2014). Funds of Identity (FoI) verwijzen naar vaardigheden, kennis 

en ervaringen die leerlingen buiten school opdoen en die zij beschouwen als belangrijke 

aspecten van hun identiteit (Esteban-Guitart, 2023). In FoI-aanpakken worden deze ‘funds’ 
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zichtbaar gemaakt in de klas voor leerkrachten en voor klasgenoten, bijvoorbeeld door 

creatieve opdrachten die leerlingen uitnodigen iets van zichzelf te laten zien, en vervolgens 

verweven in het curriculum. Asset-based pedagogies vormen een brug tussen de wereld van 

kinderen thuis en op school, waardoor leerlingen meer continuïteit ervaren tussen deze 

omgevingen, en waardoor zij zich meer betrokken voelen bij school.  

In de literatuur worden verschillende categorieën van Funds of Identity 

onderscheiden, namelijk plaatsen (bijvoorbeeld een dorp, een park of een rivier), activiteiten 

(bijvoorbeeld een bepaalde sport, een hobby, of muziek), culturele uitingsvormen (zoals 

vlaggen of religieuze symbolen), betekenisvolle anderen (bijvoorbeeld vrienden, 

buurtgenoten of familie), instituties (bijvoorbeeld bij een bepaalde kerk horen) (Esteban-

Guitart, 2016, 2021). Een categorie die later aan de literatuur is toegevoegd zijn dark Funds 

of Identity (Charteris et al., 2018). Dit zijn vormende ervaringen met de donkere kanten van 

het leven, zoals gepest worden, of ervaringen met verlies, armoede of racisme. Bij het 

vormen van een brug tussen de wereld thuis en de wereld op school, spelen ook talen die 

binnen de gemeenschap en families van kinderen worden gesproken een belangrijke rol. Taal 

is een krachtige drager van cultuur en een belangrijk onderdeel van onze identiteit. In deze 

dissertatie worden thuistalen daarom expliciet beschouwd als onderdeel van iemands Funds 

of Identity.  

Hoewel er steeds meer theoretisch en empirisch bewijs komt dat laat zien dat asset-

based pedagogies positieve opbrengsten kunnen hebben voor leerlingen (e.g., Bosma et al., 

2022; Meléndez-Luces & Couto-Cantero, 2021; Ordoñez et al., 2021; Volman & ’t Gilde, 

2021), is er minder bekend over hoe ze concreet en op een passende manier kunnen worden 

vormgegeven in verschillende onderwijspraktijken. Het doel van deze dissertatie was om bij 

te dragen aan kennisontwikkeling over de wijze waarop meertalige en FoI-geïnspireerde 

aanpakken effectief vormgegeven kunnen worden in het basisonderwijs, en daarmee een brug 

te slaan tussen theorie en praktijk. Het onderzoek verkende concrete lesactiviteiten om FoI 

van leerlingen zichtbaar te maken en te gebruiken in de lessen en bood inzicht in contextuele 

factoren, zoals de pedagogische visie van de school, die van invloed zijn op de bruikbaarheid 

van de aanpakken. Ook exploreerde deze dissertatie het gebruik van digitale aanpakken in 

FoI-benaderingen. Daarnaast werden opbrengsten van asset-based pedagogies voor leerlingen 

onderzocht. Meertalige onderwijsaanpakken en de FoI-benadering vertrekken vanuit een 

gedeeld uitgangspunt: het doelbewust integreren van de culturele kennis, taalrepertoires en 

betekenisvolle ervaringen van leerlingen in de onderwijspraktijk. Ondanks deze 

gemeenschappelijke basis hebben beide onderzoeksterreinen zich grotendeels los van elkaar 
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ontwikkeld. Deze dissertatie bracht de perspectieven samen en verkende hun mogelijke inzet 

in het basisonderwijs.  

Samenvatting van de studies 

 In hoofdstuk 2 wordt de eerste studie gepresenteerd, een review study van 

internationale peer-reviewed wetenschappelijke artikelen over empirische studies naar 

meertalige onderwijsaanpakken in het basisonderwijs. In de review study werd onderzocht 

welke ondersteunende meertalige onderwijsaanpakken voor leerlingen met diverse talige 

achtergronden in de literatuur beschreven worden. Ook werd onderzocht welke opbrengsten 

van meertalige onderwijsaanpakken voor leerlingen worden gerapporteerd.  

Op basis van de studie werden vier categorieën van meertalige aanpakken 

onderscheiden. De eerste aanpak draait om het verwelkomen van thuistalen (affirming 

pedagogies). Scholen en leerkrachten kunnen deze benadering toepassen door actief en 

regelmatig te laten zien dat talige en culturele identiteiten van kinderen er voor de school en 

de leerkracht toe doen en gewaardeerd worden. In de tweede benadering gaat het om het 

toepassen van activiteiten waarbij de leerkracht op een bewuste en geplande manier ruimte 

geeft aan leerlingen om meerdere talen te gebruiken in de klas (translanguaging pedagogies). 

Hierbij worden leerlingen gestimuleerd om alle talen die zij spreken te gebruiken. 

Leerkrachten kunnen bijvoorbeeld een mix van talen gebruiken in hun lessen of leerlingen 

aanmoedigen om meerdere talen te gebruiken bij opdrachten. De derde benadering is gericht 

op het ondersteunen van het leren van leerlingen door middel van tools en strategieën die 

gebruikmaken van een taal waar leerlingen vertrouwd mee zijn (scaffolding pedagogies). Het 

gaat bij deze benadering om zowel fysieke leermaterialen als ondersteunende instructie. 

Leerkrachten kunnen deze benadering toepassen door leerlingen bijvoorbeeld 

vertaalmachines te laten gebruiken of door hen meertalige boeken aan te bieden. De vierde en 

laatste benadering is gericht op het ontwikkelen van taalbewustzijn van leerlingen door hen te 

laten reflecteren op vormaspecten van verschillende talen (cross-linguistic pedagogies). Dit 

kan bijvoorbeeld door leerlingen vergelijkingen te maken tussen de grammatica van 

verschillende talen. De categorisering van de vier meertalige pedagogische benaderingen 

(affirming pedagogies, tranlanguaging-based pedagogies, scaffolding pedagogies en cross-

linguistic pedagogies) kan onderwijsprofessionals en wetenschappers een lens bieden 

waarmee zij bewuste keuzes kunnen maken bij het toepassen van en spreken over meertalig 

onderwijs.  



175 

 

 De studie beschreef naast deze categorisering ook welke opbrengsten voor leerlingen 

van meertalige aanpakken worden gerapporteerd in de literatuur. Er werden twee 

hoofdcategorieën van uitkomsten gevonden: cognitieve en sociaal-affectieve opbrengsten. 

Belangrijke cognitieve uitkomsten waren taalverwerving, ontwikkeling van geletterdheid, en 

toegenomen taalbewustzijn. Een veel gerapporteerde opbrengst van de onderzochte 

meertalige aanpakken was een betere toegang tot de leerinhoud. Op sociaal-affectief vlak 

waren meer zelfvertrouwen en een grotere betrokkenheid belangrijke uitkomsten.    

 In de tweede studie (hoofdstuk 3) werd de praktische toepassing van de in studie 1 

gecategoriseerde meertalige aanpak onderzocht. Er werd een instrumentele case study 

uitgevoerd op drie Nederlandse basisscholen waar meertalig onderwijs succesvol is 

geïntegreerd. De resultaten toonden aan dat de scholen een combinatie van alle vier de 

meertalige aanpakken toepasten. De vier categorieën kunnen worden gezien als verschillende 

perspectieven op meertalige onderwijsaanpakken, die in combinatie kunnen worden gebruikt. 

Samen vormen ze een holistische benadering van een meertalige onderwijsaanpak op school.  

Uit de studie kwam naar voren dat, bij het vormgeven van meertalige aanpakken, de 

(talige) situatie en behoefte van de leerlingen als uitgangspunt moet worden genomen en dat 

de aanpak moet worden toegespitst op de specifieke context van de school. Een goede 

schoolbrede meertalige aanpak ondersteunt alle talen die leerlingen in hun specifieke school- 

en thuiscontext gebruiken. Een andere belangrijke bevinding die in dit onderzoek werd 

bevestigd, is dat het omarmen van meertaligheid in het onderwijs in de meeste gevallen geen 

ingrijpende veranderingen in het curriculum of de manier van lesgeven vereist, maar met 

kleine aanpassingen kan worden gerealiseerd. 

 Hoofdstuk 4 rapporteert over de resultaten van studie drie, een samenwerkend 

ontwerpgericht (collaborative design-based) onderzoeksproject waarin 

basisschoolleerkrachten in samenwerking met onderzoekers een FoI-aanpak ontwierpen, 

toepasten en evalueerden in twee scholen. Voor beide scholen werd een eigen aanpak 

ontwikkeld om rekening te houden met de specifieke contexten van de scholen. Het doel van 

de mixed methods studie was om de door leerkrachten en leerlingen ervaren opbrengsten van 

de aanpakken voor leerlingen in kaart te brengen op het gebied van hun betrokkenheid, 

motivatie voor leren, welzijn op school en sociaal initiatief. Er werd data verzameld door 

gestructureerde observaties en door vragenlijsten die leerkrachten over hun leerlingen 

invulden. Daarnaast werden leerkrachten en leerlingen geïnterviewd over hun ervaringen en 

hielden de leerkrachten logboeken bij.   
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 De studie liet zien dat een FoI-benadering leerlingen kan aanmoedigen om meer 

initiatief te nemen in de lessen, dat het relaties binnen de klas tussen leerlingen onderling en 

tussen leerlingen en de leerkracht kan versterken, en dat leerlingen zich er meer betrokken en 

meer op hun gemak van kunnen gaan voelen in de klas. Er werd een verhoogde 

betrokkenheid van leerlingen vastgesteld tijdens activiteiten waarin FoI van leerlingen 

werden aangeboord, wat erop wijst dat leerlingen zich door FoI-activiteiten meer betrokken 

gaan voelen bij de les, mogelijk omdat zij iets van zichzelf kunnen laten zien in de klas. De 

gevonden opbrengsten van de studie zijn intrinsiek waardevol, maar motivatie, welzijn enz. 

zijn ook voorwaardelijk om tot leren te komen. Een belangrijke opbrengst van de studie is dat 

de aanpak in het bijzonder waardevol was voor leerlingen die, in de ogen van hun 

leerkrachten, normaal gesproken minder op de voorgrond treden op school. Dit suggereert, in 

overeenstemming met bevindingen van Ordoñez et al. (2021), dat FoI-benaderingen in het 

bijzonder waardevol zijn voor leerlingen die worden gelabeld als ‘leerlingen die het risico 

lopen op sociale uitsluiting’. 

 Het doel van studie 4 (hoofdstuk 5) was om inzichten op te doen over hoe 

basisschoolleerkrachten digitale FoI-benaderingen vorm kunnen geven, en wat daarbij de 

opbrengsten en uitdagingen zijn. Tijdens een samenwerkend ontwerpgericht 

onderzoeksproject ontwierpen leerkrachten in samenwerking met onderzoekers FoI-

activiteiten waarin audio, video en fotografie werd gebruikt. De activiteiten werden toegepast 

en geëvalueerd.  

Uit het onderzoek bleek dat de digitale middelen hielpen om de verschillende soorten 

FoI van leerlingen zichtbaar te maken die door Esteban-Guitart (2016, 2021) en Charteris 

(2018) worden onderscheiden: praktische, sociale, institutionele en dark FoI. De activiteiten 

leverden creatieve producten van leerlingen op die deelbaar waren in de klas, waardoor 

leerlingen hun FoI klassikaal zichtbaar konden maken. De opdrachten bleken het curriculum 

te kunnen verlevendigen en ze gaven een ongefilterd inkijkje in het leven van de werelden 

van leerlingen. Hierdoor werden FoI zichtbaar die voorheen onbekend waren bij zowel 

klasgenoten als bij de leerkracht. De digitale middelen bleken een praktisch en minder 

tijdrovend alternatief te bieden voor etnografische huisbezoeken die in eerdere studies 

werden gebruikt om meer inzicht te krijgen in de FoI van leerlingen en hun gezinnen (bijv. 

Moll et. al. 1992; Barton & Tan, 2009).  

Een uitdaging die de digitale FoI-aanpak blootlegde had te maken met de ongefilterde 

inkijk die de opdrachten gaven in de levens van leerlingen. Soms werden hierbij onverwachts 

de moeilijkere kanten van het leven zichtbaar (de dark funds). Dit creëerde kansen om deze te 
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bespreken in de klas, maar om dit op een pedagogisch verantwoorde manier te doen, moeten 

leraren wel een veilige klasomgeving kunnen creëren en klasdiscussies met zorg begeleiden. 

Soms kwamen tijdens de opdrachten ook verschillen in het sociale, culturele en economische 

kapitaal van leerlingen aan het licht. Leerkrachten in dit onderzoek gaven aan dat ze zich 

handelingsverlegen voelden wanneer dergelijke verschillen zichtbaar werden, omdat ze 

ongemakkelijke of pijnlijke situaties voor leerlingen wilden vermijden. Dit onderzoek laat 

zien dat een digitale FoI-aanpak soms veel pedagogische tact en sociaal bewustzijn vereist.   

Discussie en conclusie 

Theoretische reflecties 

In deze dissertatie werden meertalige onderwijsaanpakken en FoI benaderingen 

bestudeerd. Deze asset-based pedagogies kunnen elkaar aanvullen omdat ze belangrijke 

principes delen, waaronder een anti-deficitperspectief, cultureel bewustzijn, erkenning van en 

aansluiten bij de identiteit van leerlingen, leerlinggerichtheid en leerlingen zien als 

kennisdragers. De bevindingen uit de onderzoeken in deze dissertatie onderstrepen dat 

meertaligheid een belangrijk onderdeel is van de identiteit van kinderen; de ontwikkelde FoI-

aanpakken maakten bijvoorbeeld vaak gebruik van de thuistaal van leerlingen. Om deze 

reden stel ik voor om taal te erkennen als een afzonderlijk en constitutief element binnen het 

conceptuele kader van de FoI-theorie, in plaats van het te zien als een van de soorten 

culturele funds. Thuistalen kunnen worden toegevoegd aan de bestaande soorten FoI die 

worden onderscheiden door Esteban-Guitart (2016; 2021) en Charteris et al. (2018) 

(geografisch, praktisch, cultureel, sociaal, institutioneel, dark). Omgekeerd kunnen FoI-

benaderingen ook meertalige benaderingen versterken. Verschillende aanpakken die de FoI 

van leerlingen blootleggen, zoals huisbezoeken en het door leerlingen laten creëren van 

creatieve producten die iets van zichzelf laten zien, zorgen ervoor dat leerkrachten de 

taalachtergrond en het talige repertoire van leerlingen opmerken en waarderen.  

Leerkrachten die een FoI-benadering gebruiken, proberen actief meer te weten te 

komen over de ervaringen van leerlingen en integreren deze FoI in hun onderwijs om een 

meer betekenisvolle en inclusieve leeromgeving te creëren. FoI-benaderingen hebben het 

potentieel om de perspectieven van gemarginaliseerde groepen in de school te brengen en om 

leerlingen uit deze groepen een stem te geven. Op deze manier kan de FoI-aanpak bijdragen 

aan epistemische rechtvaardigheid. Epistemische rechtvaardigheid is een concept dat verwijst 

naar rechtvaardigheid in het erkennen van mensen als kennisdragers en in de manier waarop 

hun kennis wordt gewaardeerd in de samenleving (Fricker, 2007).  
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Asset-based pedagogies lijken misschien op gespannen voet te staan met de recente 

roep om een meer kennisrijk curriculum. Wetenschappers stellen dat een kennisrijk 

curriculum bijdraagt aan gelijke kansen omdat het alle kinderen, ongeacht hun achtergrond, 

gelijke toegang verschaft tot een hoeveelheid fundamentele kennis, wat ongelijkheden zou 

reduceren (e.g., Surma et al., 2025). Echter, om educatie toegankelijk en zinvol te laten zijn 

voor alle leerlingen, is het ook belangrijk dat alle leerlingen zich betrokken voelen bij het 

onderwijs. Asset-based pedagogies kunnen gezien worden als een manier hiervoor en als een 

manier om een kennisrijk curriculum betekenisvol te maken voor alle leerlingen.  

Een bevinding uit het onderzoek was verder dat activiteiten waarbij leerlingen 

aspecten van hun identiteit in de klas laten zien ook minder mooie kanten van het leven 

zichtbaar kunnen maken. Het gaat om de zogenaamde dark funds, zoals ervaringen met 

verlies, armoede, discriminatie en sociale ongelijkheid. Dit gold in het bijzonder voor digitale 

funds-activiteiten omdat deze een ongefilterde inkijk geven in de levens van kinderen, 

waardoor ook verschillen in hun bestaan zichtbaar werden. In deze situaties voelden 

leerkrachten zich vaak onzeker over hoe ze moesten handelen. Het is dus belangrijk dat 

leerkrachten die met FoI gaan werken ondersteuning krijgen om te leren omgaan met situaties 

waarin onrecht in de samenleving en in de klas zichtbaar wordt.  

Methodologische reflecties  

Het grootste deel van het onderzoek in deze dissertatie vond plaats binnen de 

Werkplaats Onderwijsonderzoek Amsterdam (WOA), waar onderzoekers en leerkrachten 

samen onderwijsaanpakken ontwikkelen, uitproberen en evalueren. Deze praktijkgerichte 

aanpak waarbij scholen en onderzoekers samenwerken zorgt ervoor dat er onderzoek gedaan 

wordt naar problemen die daadwerkelijk spelen binnen de onderwijspraktijk. De 

perspectieven van onderwijsprofessionals worden meegenomen in het vormgeven van het 

onderzoek en tegelijkertijd leidt het onderzoek tot directe veranderingen in de praktijk van de 

deelnemende scholen. De ontwikkelde aanpakken worden in schoolsituaties getest, wat zorgt 

voor contextrijke inzichten. Samenwerkend onderzoek vraagt om aandacht voor sociale 

processen die een rol spelen bij leren en ontwerpen. Leraren raken pas echt betrokken 

wanneer zij zich geïnformeerd, geïnspireerd, gesteund en verbonden voelen met het 

onderzoek. Vertrouwen en gelijkwaardigheid tussen onderzoekers en leraren zijn daarbij 

cruciaal. De waarde van dit type onderzoek ligt in het begrijpen van hoe theoretische 

principes in de praktijk vorm kunnen krijgen en wat daarbij werkt onder welke voorwaarden. 

Die kennis kan andere scholen inspireren om asset-based pedagogies toe te passen en zo meer 

rechtvaardige onderwijskansen te creëren. 



179 

 

Beperkingen en vervolgonderzoek 

De gebruikte methoden in deze dissertatie waren passend bij het doel: inzicht krijgen 

in wat werkt, voor wie en in welke context binnen asset-based pedagogies. De kleine schaal 

waarop de onderzoeken zijn uitgevoerd, brengt de beperking met zich mee dat er geen 

uitspraken gedaan kunnen worden over causaliteit of generaliseerbaarheid. Om te bepalen of 

deze aanpakken ook in andere situaties waardevol en passend zijn, is vervolgonderzoek in 

verschillende contexten wenselijk. Daarnaast kan longitudinaal onderzoek waardevol zijn om 

inzicht te krijgen in de langetermijneffecten van de aanpakken. 

 Een andere beperking komt voort uit de dubbelrol van de onderzoeker binnen de 

WOA: ik hielp mee met het ontwikkelen én het evalueren van de aanpakken. Hoewel dit een 

waardevolle toegang tot de praktijk opleverde, kan het ook de interpretaties beïnvloeden. Om 

dit zo veel mogelijk te ondervangen zijn verschillende databronnen gebruikt en is kritisch 

gereflecteerd binnen het onderzoeksteam om blinde vlekken te ontdekken.   

 Uit de studies bleek dat sommige aanpakken verdere verdieping nodig hadden. 

Scholen pasten regelmatig meertalige activiteiten toe die de identiteit van leerlingen 

versterkten, maar aanpakken waarin meertaligheid als didactisch middel werd gebruikt 

kwamen minder voor. In de FoI-projecten maakten leerkrachten de FoI van leerlingen 

veelvuldig zichtbaar, maar het integreren ervan in het curriculum bleef lastig. Toekomstig 

onderzoek kan zich richten op hoe meertalige activiteiten als didactisch middel kunnen 

worden ingezet, en op hoe zichtbaar gemaakte FoI van leerlingen kunnen worden verbonden 

aan het curriculum en welke ondersteuning leerkrachten daarbij nodig hebben. 

Praktijkimplicaties 

Het onderzoek in deze dissertatie leverde inzichten op over en concrete voorbeelden 

van asset-based pedagogies. Het toepassen van asset-based pedagogies is een manier om 

groeiende ongelijkheden in leerkansen aan te pakken en om diversiteit onder leerlingen te 

waarderen en te benutten in de klas, een terrein waarop leerkrachten zich vaak nog onzeker 

voelen. De handvatten die het onderzoek opleverde, werden direct in de deelnemende scholen 

gebruikt en later met andere scholen gedeeld via praktijkpublicaties. De deelname van 

leerkrachten aan de WOA -projecten droeg bij aan hun professionalisering en aan de 

ontwikkeling en toepassing van asset-based pedagoies binnen de school.  

Een belangrijk inzicht is dat de FoI-gerichte en meertalige onderwijsaanpakken die in 

het kader van deze dissertatie zijn ontwikkeld geen grote curriculumwijzigingen vereisen, 

maar relatief eenvoudig kunnen worden ingebed in bestaande lessen. Om de volgende stap te 

kunnen zetten, zijn echter nieuwe voorbeelden en praktijken nodig die een grotere en 
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langdurigere investering van leerkrachten vergen. Dit vraagt om aanvullende begeleiding 

voor leerkrachten en verder onderzoek naar hoe dergelijke praktijken effectief kunnen 

worden ontwikkeld en ondersteund. 
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Het voelde als een voorrecht om me een tijdlang te kunnen richten op iets wat ik graag doe: 

(praktijk)onderzoek doen naar een interessant en zinvol onderwerp. Toch bleek het afronden 

van dit proefschrift uiteindelijk geen makkie te zijn. Wat is het dus heerlijk dat het gelukt is, 
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of, hoe en waar ik dat zou kunnen doen. Toen door mijn scriptie de Werkplaats 

Onderwijsonderzoek Amsterdam en jij (weer) op mijn pad kwamen, voelde ik direct een klik. 

Als begeleider, maar eigenlijk gewoon als mens, ben je heel betrokken, behulpzaam en lief. 

Jouw positieve blik, vertrouwen, aanmoediging en begeleiding hebben me doen groeien. Ik 

kon altijd met alles, niet alleen werk, bij je terecht. Ik heb zo veel van je geleerd! En het was 

ook nog eens ontzettend gezellig. Duizendmaal dank. 

Monique, het is een eer om te promoveren op dit mooie onderwerp (FoI/K) dat natuurlijk 

eigenlijk vooral jouw onderwerp is. Het was heel fijn om iemand met zo veel expertise, 

wijsheid, generositeit en ervaring als begeleider te hebben. Als ik het gevoel had dat ik 

vastliep, maakte je altijd tijd voor me en bedacht je altijd weer een pragmatische maar toch 

elegante oplossing. Dankjewel! 

Joana, dank voor jouw expertise, gezelligheid, grappige verhalen, je fijne begeleiding en je 

memes. Ik ben blij dat jij ons team kwam versterken! 

Graag wil ik ook de leden van de promotiecommissie bedanken. Dank voor de tijd en 

aandacht die jullie besteden aan mijn proefschrift.  

Het leukste onderdeel van mijn proefschrift vond ik het bezoeken van de basisscholen. De 

vrolijke sfeer, de leerkrachten, de kinderen, de concentratie; daar word ik echt blij van. Ik 

bedank alle kinderen die zich door mij wilden laten interviewen en die de zaken altijd weer 

net iets treffender en mooier kunnen verwoorden dan volwassenen. Ook wil ik hen bedanken 

voor de prachtige kunstwerken die zij maakten en waarvan ik er een aantal mocht gebruiken 

voor het omslag van dit proefschrift.  

Ik bedank de schooldirecteuren en de leerkrachten die deelnamen aan de projecten, en zonder 

wie dit soort onderzoek onmogelijk is. Zij heetten mij welkom op hun scholen en lieten me in 
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hun inspirerende lessen kijken. Ze staken tijd en aandacht in het vertellen over hun werk, het 

ontwikkelen van mooie aanpakken, het afnemen van vragenlijsten, het meeschrijven en 

presenteren over bevindingen, en het meedenken over alle aspecten van het onderzoek. Hun 

bevlogenheid, professionaliteit, kennis en betrokkenheid bij het welbevinden van hun 

leerlingen zijn voor mij belangrijke bronnen van motivatie voor dit werk. 

Marianne Boogaard, het was heel fijn om samen te werken met iemand die zo ervaren, talig 

en warm is. Ik heb veel van jou geleerd. Merlijn Karssen, dank voor jouw hulp en kundigheid 

bij het analyseren van de kwantitatieve data. Emma Danbury, als student heb je een hoop 
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