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Introduction 

While there has been much research done on the schooling processes of other minoritized 

groups in the U.S., such as African Americans and Latinos, there has not yet been much done on 

Asian immigrant children who are emergent bilinguals1 (García, 1993; Ng, Lee, & Pak, 2007; 

Portes & Rumbaut, 2005).  This status is despite the fact that after Latinos, Asian and Pacific 

Islanders form the second largest population of emergent bilinguals (García, Kleifgen & Falchi, 

2008).  Within the Asian American collective, subgroups (e.g. Chinese, Indians, Filipinos, 

Vietnamese, etc.) with different cultural, historical, and linguistic backgrounds exist, rendering it 

challenging to assume homogeneity within the collective (Li & Wang, 2008).  This research 

focuses on Chinese immigrants’ children, particularly preschoolers from low socioeconomic 

status (SES) families, and defines Chinese immigrants as first and 1.52 generation immigrants of 

Chinese ethnicity.  

From 1980 to 2006, the United States experienced a five-fold increase in Chinese 

immigrants, making them the third largest source of immigrants (Terrazas & Devani, 2008).  The 

rapid increase in Chinese immigrants created a corresponding demand in educational services for 

their children, especially in the provision of culturally relevant educational experiences given 

differing sociocultural values and practices between home and school (Chao, 2000; Du, 2008).  

Nearly two-thirds of Chinese immigrants in 2006 reported having limited English proficiency 

(Terrazas & Devani, 2008) suggesting that their children would likely enter schools as emergent 

bilinguals.  Hence, an examination of Chinese emergent bilinguals’ schooling experiences is 

                                                 
1 García, Kleifgen and Falchi (2008) propose the use of the term “emergent bilinguals” over 
“English language learners,” because the former honors the home language students possess as 
they begin to acquire English in school while the latter discounts the home language and culture 
and over-privileges the English language.  
2 See Portes and Rumbaut (2005) for more information on 1.5 generation immigrants.   
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helpful in highlighting the issues they face as well as in extending the field of culturally and 

linguistically diverse (CLD) education.   

As much of the existing research on Asian or Chinese students pertains to adolescents 

(Lee, 2009; Louie, 2001), there remains a gap in the scholarship on Chinese preschoolers’ 

experiences.  Scholars have also highlighted the different experiences of Chinese immigrant 

children from low SES as their parents have unequal linguistic, sociocultural, and economic 

capital from which they can draw (Li, 2006; Lo, 2008).  Hence, this warrants an exploration of 

schooling issues not only around race and age, but class.  Furthermore, the model minority myth 

that portrays Asians as “good minorities” (Lee, 2009, p.  7) who achieve success through quiet, 

hard work without aid continues to obscure the real sociocultural experiences of Asians.  Thus, 

this case study aims to portray the situated representation of the heterogeneous experiences of 

Chinese emergent bilinguals from low SES and contribute to the Chinese immigrant early 

childhood field.  Research questions include: 

i.  What are the sociocultural misalignments that 11 preschool Chinese emergent 

bilinguals face in a low-income early childhood center in a large, urban city?   

ii.  In what ways do these misalignments influence these students’ schooling experiences 

and intellectual-emotional-physical development?    

Conceptual Framework 

García (1993) highlights the dismal state of education of CLD students in the U.S. and 

asserts that a deficit-approach is unproductive.  Instead, he offers a perspective that views 

bilingual/multilingualism as an advantage and understands students within socialization 

variables, and argues for teaching pedagogy appropriate for CLD students.  These socialization 

variables can be found in Phelan, Davidson, and Yu’s (1993) observations of students crossing 



SOCIOCULTURAL MISALIGNMENTS  4 

different borders (e.g. sociocultural, socioeconomic, linguistic, etc) as they navigate between the 

home and school worlds.  Phelan et al.’s (1993) study revealed that when borders are neutral, i.e. 

when neither the school nor home privileges its values or practices at the expense of the other, 

students will find it effortless navigating between home and school given the low frequency of 

social and psychological sacrifices.  Using the crossing of borders as a starting point, I examine 

the sociocultural misalignments—i.e. challenges that students face in adjusting to different home 

and school cultures—that participants in the case study encounter when they attend school.  

When the home culture is subjugated or dismissed, relative to school culture, students face 

obstacles navigating the home vs. school worlds (Phelan et al., 1993).   Consequently, the 

subtraction of students’ home social and cultural resources may cause students to incur 

psychological, social, and emotional costs that in turn negatively impacts on their schooling 

performances (Valenzuela, 1999).  

 Delpit’s (2006) research speaks to Phelan et al.’s (1993) work, particularly in the facets 

of sociocultural and linguistic misalignments.  Delpit argues that there is a culture of power in 

school and that issues of power are played out in class as teachers assert a dominant White, 

middle-class culture on students, creating a barrier for students unfamiliar with the culture.  She 

maintains that non-participants in the culture of power can learn more easily if explicitly taught 

the rules, but that those with power are frequently unaware of the existence of these implicit 

rules.  For instance, citing sociolinguist Heath (1983), veiled commands like “Is this where the 

scissors belong?”  may confuse a student used to directives like “Put those scissors on that shelf” 

(Delpit, 1998, p.  288).  Hence, students need to be taught how to interpret the discourse of 

power that is different from theirs.  To make matters worse,  
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the Myth of the Model Minority asserts that, due to their adherence to traditional, 

Asian cultural values, Asian-American students are supposed to be devoted, 

obedient to authority, respectful of teachers, smart, good at math and science, 

diligent, hard workers, cooperative, well-behaved, docile, college-bound, quiet, 

and opportunistic.  (Chang & Au, 2007, p. 15) 

Teachers who are ignorant of their potentially stereotypical mindsets towards Chinese students, 

on top of the culture of power in school, may enact classroom practices that contribute to 

sociocultural misalignments between students’ home and school.  Here, I overlapped the model 

minority myth with Delpit’s and Phelan et al.’s theories, creating a lens through which to 

examine the misalignments that preschool Chinese emergent bilinguals faced.  In doing so, I 

turned my attention to how the culture of power and model minority myth contributed to 

sociocultural misalignments.    

Context and Methods of Inquiry 

Context 

 I adopted a case study approach as it afforded nuanced insights into the complex 

processes by which participants interpret or make meaning in a given context (Dyson & Genishi, 

2005).  While this interpretive case study may not represent the entire phenomenon of 

sociocultural misalignments preschool Chinese emergent bilingual from low SES face in school, 

it offers an exploration of misalignments faced by 11 preschoolers that may illuminate the 

experiences of similar groups in different contexts.  The context is a preschool classroom set in 

an urban, low-income neighborhood heavily populated by Latino and Chinese immigrants.  

Walking into the school, one hears a mix of Spanish, Mandarin and Chinese dialects, and sees 

Spanish/Chinese flyers to parents.  The classroom comprises of 18 three to four year-old 
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preschoolers (11 are Chinese) taught by a Latina head teacher and two assistant teachers.  More 

details of the classroom/school context and a summary of the participants (pseudonyms have 

been used) are captured in Table 1. 

Table 1  

Summary of Classroom/School Context and Participants 

School Context 
• A classroom located within a multi-service agency—Hope Center—that provides preschool and 

senior services, amongst others, to the community. There is a long wait-list for the preschool.  
• Only students from low SES qualify for the preschool program that integrates Head Start and day 

care services. A handful of students not from low SES pay their school fees along a sliding scale that 
is based on parents’ income.  

• A large proportion of the families Hope Center serves in its preschool program are mainland Chinese 
immigrants where the home language is Mandarin, Cantonese, Toisanese or, Foochowese. 

• Hope Center is staffed predominantly by a fairly equal mix of Latina and Chinese staff, in addition to 
a comparatively smaller number of White and African American staff.   

Classroom Context 
• Head teacher is responsible for most of the classroom instruction, decisions, and all communication 

with parents  
• Assistant teachers support small group work, gym, etc.  
• Family worker sets up breakfast and lunch, and supports students’ dressing and toileting routines 
• All classroom instructions are conducted in English with occasional side conversations in 

Cantonese/Mandarin and Spanish.    
• 9:30am – 5:30pm program is organized into short periods for circle time, gym, reading/math, choice 

time, lunch, nap and craft time. All classes adopt the SPARK Early Childhood program3.   
• Classroom walls are filled with students’ drawings and unique artwork, schoolwork, and photos of 

students in school.  Artifacts are accompanied by explanatory signs to parents in English, Spanish, 
and Chinese.   

• Similarly, toys, manipulatives, and play areas are labeled in English, Spanish, and Chinese.  
Classroom Staff 

Head teacher Manuela • Latina 
• Bilingual in English and Spanish 
• Teaching for more than fourteen years  

Assistant teacher one 
(resigned midway in research) 

Flor • Latina  
• Bilingual in English and Spanish 
• Teaching for more than fifteen years  

Assistant teacher two  Esther • Chinese 
• Bilingual in English and Cantonese 
• First year teaching in the school 

                                                 
3 SPARK Early Childhood program “is designed to provide children ages 3-5 with high activity, 
academically integrated, enjoyable movement opportunities that foster social and motor 
development and enhance school readiness skills” (SPARK, 2009, para. 4).   
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Substitute teacher 
(substituted Flor midway in 
research) 

Kathy • Chinese 
• Fluent in Cantonese and Chinese, moderately fluent in 

English   
• Third year substituting in the school 

Family worker Grandma • Chinese 
• Fluent in Cantonese and Chinese, some English 
• Volunteers in the mornings only  

Special Education 
Itinerant Teacher (SEIT) 

Four SEITs • One white, two Latinas, one Chinese 
• Work with assigned student for two hours daily 

Students  
• 18 students: 13 boys, five girls 
• 11 Chinese, six Latino(a)s, one African American 
• 10 Chinese speak Mandarin, Cantonese, Toisanese or Foochowese at home; one Chinese speaks 

mostly English and some Cantonese at home 
• 10 Chinese students are from low SES background  
• 10 Chinese students’ parents are first generation immigrants    

 

Data Collection 

 Ethnographic tools were used to collect data for the 11 preschoolers’ case study.  I 

conducted three- to four-hour long weekly classroom observations over seven months to capture 

“rich data...that provide[d] a full and revealing picture of what [was] going on” (Maxwell, 2005, 

p. 110). Observations occurred across various times of the day to survey students in a range of 

academic and non-academic activities, like napping and swimming.  Observations of parent-

child interactions to infer home sociocultural practices happened during drop-off/breakfast time, 

school trips that included parents, and en route parents’/children’s walk to school.  Semi-

structured and unstructured interviews were used, as parents and teachers were too busy to 

participate in formal interviews, and these interview formats yielded rich data since informants 

were more relaxed (Bryman, 2006).  Furthermore, being female, Chinese and fluent in Mandarin 

rendered me seemingly “harmless” (Fontana & Frey, 1998, p.  65) as parents often referred to in-

culture practices during conversations.  In addition to observational field notes and interview 

data, I collected textual and visual evidence, such as parent handbooks/newsletters and photos of 

students’ work to provide multiple sources of data for triangulation.  
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Data Analysis 

 Being ethnically Chinese facilitated my interpretations of the students’ experiences as I 

constructed my interpretations not “in isolation but against a backdrop of shared understandings, 

practices, [and] language” (Schwandt, 2000, p. 197).  I adopted an iterative approach to data 

analysis oscillating across data collection, analysis, and theory, as well as an insider vs. outsider 

point of view.  Being ethnically Chinese but not a part of the students’ community afforded me 

the luxuries of a being a “partial insider” (Sherif, 2001, p.  446) who constantly questioned the 

objectivity of my own interpretations as I navigated between the insider and outsider worlds.  

Initial data analysis using a grounded theory approach (Strauss & Corbin, 1998) generated 

concepts related to sociocultural misalignments that guided subsequent data collection.  

Simultaneously, I collected data related to various misalignments to minimize researcher bias.  

During subsequent data analysis, I searched for discrepant evidence, negative cases, and 

recurring themes, and triangulated data to improve the findings’ credibility.  

Findings and Implications 

 Hope Center put in a tremendous amount of effort to cater to the needs of their culturally 

and linguistically-diverse students.  Some policies included the hiring of diverse staff in 

classroom to provide cultural brokers to bridge linguistic and cultural gaps that students and 

parents faced.  Furthermore, all information to parents was translated into both Spanish and 

Chinese so that parents were informed of activities in school, and the school celebrated festivals 

such as Chinese New Year.   However, there remained areas for improvement because of the 

sociocultural misalignments that Chinese students continued to face in the classroom. Looking 

through the data, four main themes emerged: (a) becoming independent, (b) making decisions 
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and negotiating authority, (c) adjusting to individualistic outlooks, and (d) adapting to new food 

and dining habits.  

Becoming Independent  

  Chinese emergent bilinguals frequently faced challenges becoming independent because 

home and school cultures diverged on this concept.  For example, during drop off/breakfast time, 

parents consistently hovered over the breakfast table serving their children, much to the 

annoyance of the Head Teacher who complained that parents “don’t understand that we 

encourage them [students] to be independent” (Interview, Mar 31, 2010).  On field trips, I 

observed several parents and grandparents feeding their children/grandchildren, carrying 

umbrellas to shield students from the sun, and helping students carry their bags.  When I joked 

about students’ over-reliance on their parents, one parent was quick to retort that only by making 

sacrifices would the children be endeared to parents and grow up appreciating them.  She voiced 

her dismay at the school having a different set of rules, requiring students to be independent, but 

shrugged off that there was nothing she could do since this was the school’s norm.   

 As a result of this dissonance between home and school cultures, some students were 

constructed as lagging behind in terms of meeting classroom expectations, and teachers chided 

students for not performing their roles adequately (e.g. dressing up independently after 

swimming).  Several of the 11 Chinese students tended to be at a loss when they had to take care 

of themselves independently, given the widely contrasting practices at home and in school.  

Hence, teachers and parents need to dialogue with each other to arrive at a mutual understanding 

of motivations behind home/school practices, so that they can both help students better transition 

between them (Adair & Tobin, 2008).  Meanwhile “institutional agents” (Stanton-Salazar, 1997, 

p. 1), such as teachers and social service workers, need to help students code switch by 
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explaining the different expectations required of home vs. school and constantly reminding 

students that school is different from home.     

Making Decisions and Negotiating Authority 

 Related to the concept of independence is that of choice and decision-making.  The 

Chinese parents tended to make decisions on behalf of their children, for example on whether 

their child should eat breakfast in class, how much to eat, what to wear, etc.  A telling pattern 

was students’ reluctance to answer my questions, choosing instead to look at parents and 

expecting parents to answer on their behalf.  Furthermore, parents stressed the concept of 

obedience and respect for authority through a range of practices like reminding their child to 

listen to their teachers (“听老师的话”) and threatening their child with the police.  To illustrate, 

I overheard one mother warning her daughter that some policemen (who happened to be walking 

by) were there to “catch her” because she would not stop talking. A staff member mentioned that 

this practice of threatening the child with the police was so commonly used that the local 

Chinese newspaper published an article advising parents against the practice.   

 Given these home practices, students were very compliant and did not challenge authority 

or articulate their needs in the classroom.  For instance, whenever books and teaching 

manipulatives were obstructing their views, neither did they shift their positions or bring 

attention to their teachers.  Their silences, combined with the teachers’ lack of awareness of how 

to interpret their silences, diminished students’ learning.  Teachers have to become aware that 

silence does not always mean compliance; it can be either intentional or unintentional, and exists 

along a continuum ranging from reflection and learning to compliance and agreement to 

uncooperation and rebellion (Li, 2004).  Leaving behind their assumptions, becoming aware of 

their ethnocentric perspectives, and embracing careful observations are ways in which teachers 
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can better cater to their students’ needs.  Furthermore, getting to know the families’ culture, 

hopes, fears, and expectations for school will enhance teachers’ understanding of their students. 

 Having autonomy in decision-making could be empowering, but when students were 

unaware of how to interpret classroom rhetoric and what the consequences of their decisions 

were, it was problematic: 

Manuela (addressing the class): “Listen, if you come in early, you need to eat 

breakfast. Breakfast is at 8:30am.  If you tell me you want breakfast at 9:30am, 

you can’t eat.  Jasper you didn’t eat breakfast today.  I asked you if you wanted 

any and you didn’t want to eat breakfast.  There’s no breakfast today anymore, 

you have to wait until tomorrow.” 

Jasper appears awkward, fidgets, and looks at the floor.  

(Fieldnotes, 03/16/2010) 

This anecdote brought to light Delpit’s (1998) contention that classroom rhetoric and practices 

(e.g., the veiled command asking Jasper if he wanted breakfast) might confuse students if it 

differed from those at home (where Jasper would likely be directed to eat). Thus, teachers need 

to better support students’ decision-making by making explicit the consequences of students’ 

choices, explaining how to interpret veiled commands and classroom practices, or even adopting 

the home communication pattern (i.e. directives) where necessary.  

 Additionally, contrasting home and school values created ramifications at home, and 

parents spoke about changes in their children’s attitudes after attending school: 

Vincent’s mother (in a tone laced with both disbelief and resignation): “Now he’ll 

scream and cry and demand that I apologize to him  when I raise my voice, by 
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using the excuse that Manuela doesn’t raise her voice at him!” (Personal 

communication, April 21, 2010)  

 Sally’s mother: (frowns) “She has become so talkative after going to school.  She 

asks me questions all the time... Are we going out?  Where are we going?  What 

are we eating?... I tell her to keep quiet because it’s adults who are talking, and 

she shouldn’t ask so many questions.  But she still continues to ask and ask... I 

get no peace sometimes.”  (Personal communication, July 13, 2010) 

For students who adjusted rapidly to the school’s emphasis on choice/independent decision-

making and the school’s flexibility in relating with authority, home sociocultural practices might 

become subjugated and parents’ authorities undermined when students demanded school values 

and practices to be enacted at home.  Hence, educators and parents need to partner with each 

other to provide consistent reminders to students about how and why school and home practices 

differ.  By supporting students in code-switching between environments, students can become 

biliterate in reading the worlds that they traverse (Souto-Manning, 2010).   

Adjusting to Individualistic Outlooks 

 Cheah and Rubin (2004) found that Chinese parents value group-focused collectivist 

outlooks, group interaction, and harmony.  This was evident in the communal behavior the 

preschoolers exhibited by serving their peers lunch, answering questions on a peer’s behalf when 

a peer experienced difficulties, or picking up a peer who fell.  However, on all occasions, they 

were warned by teachers to leave their peers alone as their peers could do it themselves.  The 

contrast between what was valued at home (communalism) vs. in school (individualism/ 

independence) caused confusion amongst students, to the extent that one was misunderstood as 

being defiant because he did not understand why he could not help.  Despite NAEYC’s emphasis 



SOCIOCULTURAL MISALIGNMENTS  13 

that “development and learning occur in and are influenced by multiple social and cultural 

contexts,”  (NAEYC, 2009, p. 13) wider social norms appeared to be shaping teachers’ 

expectations of students.  Teachers can learn to balance between explicitly explaining to students 

when/why students should/should not help their peers (so that students are aware of classroom 

expectations) and becoming more aware of their students’ cultural practices.  Ipso facto, they can 

begin to incorporate these practices into their own teaching wherever possible to enact culturally-

responsive pedagogy (Souto-Manning & Mitchell, 2010).    

Adapting to New Food and Dining Habits  

 As Liu (2010) noted, most Chinese immigrants continue to prepare food traditionally as 

food is a big part of the culture.  Lunchtime observations during my fieldwork yielded recurring 

difficulties in adjusting to classroom food and dining habits.  Students did not know how to 

prepare their food for consumption (e.g. using their forks to eat tuna separately from their bread) 

and struggled eating rice with forks.  This resulted in an inordinate disposal of uneaten food.  

Upon investigation, I learned from parents that students ate rice with spoons or chopsticks at 

home.  When I asked Manuela why the school wanted children to eat with forks, she was 

perplexed by my question and replied “because that’s the way it is, they want them to learn to eat 

like Americans.”  In conversation with Esther, the Chinese assistant teacher, I learned that she 

was aware of the misalignment students encountered:  

Esther: “Ok, when we serve lunch, let’s say (in a softer voice) when we have 

tacos, we’ll put the meat in the taco, but Asian parents they don’t do that 

(smiles).... when we have cookies, there’re some cookies that you can dip it inside 

milk, and it tastes better. The non-Asian cultures they’ll do that for snack, But 

none of the Asian kids do that, they’re probably told by their parents (imitates a 
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stern voice) ‘you can’t do that!’... So it’s a lot of culture.  Food, especially I’d 

say, that’s where I really see the cultural differences coming out.” 

 Author: “So, one thing I noticed is that they always serve non-Chinese food...” 

 Esther (interrupts): “I do admit that it’s not Chinese oriented.  It’s very Spanish 

or American oriented.  It’s true.  Erm, so, but (pauses) so, a lot of children when 

they see this, they don’t know…  they’ll always ask ‘what is this, what is that?’ so 

the non-Asian kids, they’ll know, because they eat that at home.” 

 Author: “So, do you think it’s better that they serve Chinese food or non-Chinese 

food?”  

 Esther: “.... Maybe the Chinese kids will probably want to eat it more?  They 

wouldn’t have such a hard time adapting to new foods.  At the same time, the non-

Chinese kids will have a hard time adapting to new food…. So would I think that 

it’ll be better?  I'm pretty sure that the role wouldn’t be much different, because in 

the end, it’s about trying new food.” 

(Interview, 04/07/2010) 

Esther was aware of the adaptation difficulties students had with food, but did not question the 

school’s dining practices even though Chinese students represented more than half the school’s 

population.  Teachers exhibited assimilationist tendencies and assumed that students could and 

should learn to eat the “American way” even at the expense of students’ nutrition and health. 

Such was the strength of the culture of power that even Esther, a potential cultural broker, 

accepted these culturally-misaligned practices without question.  Rather than accepting 

mainstream cultures unquestioningly, I posit that a dialogical relationship can take place between 

the home and school, as well as the minoritized and power culture.  Hence, just as parents have 
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accepted the school’s dining practices, teachers can pay more attention to students’ dining 

processes, consult parents regarding the menu and periodically allow students to have a choice of 

utensils.     

Discussion 

  The sociocultural barriers these 11 preschool Chinese emergent bilinguals encountered 

challenged the “model minority” concept.  Model minorities are high achievers who sail through 

school and need little help.  Yet, these 11 Chinese immigrant students were not what one would 

traditionally call “model” learners.  Sociocultural misalignments between home and school 

created challenges that affected their learning and adjustment to school, thus debunking the 

model minority myth.  Secondly, these Chinese immigrant children and their parents did not 

remain silent about their needs by choice; often, they remained silent because they did not know 

how to articulate their needs, or even why they ought to.  In her interview, Esther articulated that 

a combination of language barriers, time constraints, obliviousness to how meetings with 

teachers were helpful, and ignorance of appropriate communication and social interaction norms 

for building relationships with the school contributed to parents’ diminished involvement in 

school and absence of feedback.  This case study confirmed that “class matters” (Chang & Au, 

2007, p. 16).   It is critical to examine the intersection of race and class as different SES affords 

immigrants varying social, cultural, and economic capital from which they can draw to fulfill 

their needs and further their goals.  Thirdly, Goodwin (2003) posits that sometimes Asian 

Americans conceal their needs for fear of losing their favored status.  In this case, parents 

remained silent on conflicting educational practices, for fear of losing their children’s schooling 

opportunity or incurring the annoyance of the teachers, given their struggles in securing a spot on 

the long waitlist at Hope Center.     
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 Because the model minority myth positioned Chinese as a compliant minority, educators 

could ignore parents’ and children’s cultural practices and omitted them from the classroom.  

Within the setting of this study, such practices resulted in the home culture being subjugated 

under the school culture.  Parents complained that their children now preferred to speak English 

at home; one mother revealed that her son disparaged her on the grounds that she never went to 

school in the U.S.; students cited schooling practices to challenge parents’ authority at home.  As 

Chang and Au (2007) observed, given the comparatively smaller number of Asians, multicultural 

teaching strategies often neglect the needs of Asian students. In this case, parents’ needs are 

similarly overlooked.    

 This study showed that, despite the large number of Chinese emergent bilinguals in 

school and conscious effort made by the school to accommodate these students, sociocultural 

misalignments persisted.  The circumstances faced by other Chinese low SES students are 

probably different—a more typical American preschool context would likely see far fewer 

Chinese students and adults who can act as cultural brokers in school.  What would sociocultural 

misalignments in such contexts look like?  How would they be similar or different from this case 

study?  How do the experiences of other minority groups compare?  How can educators continue 

to create linguistically and culturally inclusive educational experiences for students and honor all 

students and their families for being bilingual and bicultural?  This study attempted to 

deconstruct the model minority myth and contribute to the field of CLD education, yet it 

appeared that there were far more questions than answers.  The long road lies ahead in 

addressing these unanswered questions.   

 To begin to dispel and guard against the model minority myth, rather than expect Asian 

students to work hard quietly or assume that Asian students do not require any help with their 
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studies, educators need to become cognizant of their own potential bias.  It is critical for 

educators to keep an open mind towards all students and systematically collect information about 

students’ intellectual, emotional, and physical development.  Souto-Manning’s (2010) 

interpretation of Freire’s culture circles, which builds on relevant experiences and cultural 

legacies, offers concrete steps to include not just students, but also parents.  Students and parents 

are included by having teachers collaborate with them to generate themes, pose problems, 

dialogue, and solve problems collectively.  In addition, rather than assume that parents are a 

liability or interpret parents’ silences as affirmations of their practices, educators need to 

question any assimilationist tendencies they may have and reach out to parents as partners in 

smoothing students’ transitions between home and school.  By breaking down assumptions and 

power imbalances across educators, parents, and students, and by working collaboratively, the 

journey along this road of unanswered questions will hopefully become more meaningful and 

fruitful.  
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