
120

This chapter published as an Open Access Chapter distributed under the terms of the Creative Commons Attribution License (http://creativecommons.org/
licenses/by/4.0/) which permits unrestricted use, distribution, and production in any medium, provided the author of the original work and original publication 

source are properly credited. 

Chapter  7

DOI: 10.4018/978-1-6684-3848-0.ch007

ABSTRACT

To support teacher professional learning and bridge the theory-practice divide, university-school part-
nership has been included as one of the key elements in teacher education. Such partnerships provide 
opportunities to create hybrid spaces where teacher educators, administrators, pre-service teachers, 
in-service teachers, families, and communities share learning and development opportunities through 
ongoing reflections, adaptations, and inquiries. In this chapter, the authors describe the theoretical 
foundation and specific practices in a university-school-community partnership preparing teachers 
for multilingual learners. Professional learning opportunities in the hybrid spaces are detailed, and 
boundary-crossing engagement is discussed. Based on the partnership experiences, the authors also 
discussed the transformative potential of partnerships in teacher preparation to promote the development 
of asset-based multilingual and multicultural learning among educators, students, and communities.

INTRODUCTION

There has been an increasing number of multilingual learners in U.S. K-12 classrooms. However, both 
pre-service teachers and in-service teachers continue to report not being well-prepared to support these 
learners and work with their families (Calderón et al., 2011; Cervone, 2010; Hiatt & Fairbairn, 2018; 
Hutchinson & Hadjioannou, 2011). Even though there are research and guidelines detailing the aspects 
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of teacher readiness for multilingual learners (e.g., Lucas & Villegas, 2012; TESOL International As-
sociation, 2015), the gap between theory and teacher professional practices remains one of the most 
persistent challenges in teacher education (Cochran-Smith, 2004; Darling-Hammond et al., 2005; Darling-
Hammond, 2006; Southgate et al., 2013).

To support teacher professional learning and bridge the theory-practice divide, university-school 
partnership has been included as one of the key elements in teacher education since the 1980s (Council 
for the Accreditation of Educator Preparation [CAEP], 2015). Such partnerships are complex and require 
ongoing communications and layered collaborations across all partners (Lemon et al., 2015; Lillejord & 
Børte, 2016). Zeichner (2010) introduced the third space concept (Bhabha, 1994) to teacher education 
to describe the potential of creating less hierarchical spaces to support teacher development through 
partnerships among universities, schools, and communities. According to Zeichner (2010), first-space 
teacher education programs focus on university-based teaching ideologies that are separated from K-12 
school policies and practices. In second-space programs, pre-service teachers assume the responsibilities 
to negotiate the theory-practice divide. In programs that embrace the third space concept, teacher educa-
tors, administrators, pre-service teachers, in-service teachers, families, and communities work together in 
less hierarchical hybrid spaces. In these hybrid spaces, all stakeholders share learning and development 
opportunities through ongoing reflections, adaptations, and inquiries (Beck, 2020; Zeichner, 2010).

In the last decade, such hybrid spaces have been recognized, adopted, and studied in a wide range 
of teacher education programs. In their recent scoping review focusing on studies that examine the hy-
brid professional learning spaces in initial teacher education programs, Daza et al. (2021) highlighted 
how teacher educators, administrators, and teachers in these studies adopt hybrid roles and negotiate 
their identities in these spaces and recognized the challenges to sustain meaningful partnerships with 
participants’ changing roles and identities. These studies also revealed the transformative potential of 
such partnerships to interrupt the re-production of inequities in teacher education (Souto-Manning & 
Martell, 2019) and to cultivate the pedagogy of becoming (Klein et al., 2016).

MAIN FOCUS OF THE CHAPTER

In this chapter, we describe a university-school-community partnership including both pre-service and 
in-service teacher preparation components designed to support teachers working with multilingual 
learners and their families. Situated in the hybrid space, this partnership leverages strengths-based in-
teractions among multilingual students, families, in-service teachers, pre-service teachers, and teacher 
educators to generate and promote horizontal forms of knowledge for teacher preparation (Zeichner, 
2012; Zeichner & Payne, 2013).

As experienced teachers and teacher educators working with multilingual students and families, we 
worked together to supervise pre-service teacher candidates in a graduate-level Teaching English to 
Speakers of Other Languages (TESOL) program and to facilitate an in-service teacher online professional 
development (PD) program over the last three years. Striving to foster professional learning opportunities 
in teacher preparation hybrid spaces, we engaged in a self-initiated and self-focused collaborative inquiry 
to reframe our thinking, reflect on our practices, and aim at improved teacher education practices that 
may lead to transformative impact on teacher development (LaBoskey, 2004; Samaras, 2011).

Specifically, in this chapter, we:



122

Professional Learning in Hybrid Spaces
 

• highlight the theoretical underpinnings and specific practices of the partnership;
• describe professional learning opportunities in hybrid spaces;
• discuss boundary-crossing engagement in hybrid spaces; and
• provide implications to create and sustain hybrid spaces and to explore the transformative poten-

tial of partnerships in teacher preparation.

A UNIVERSITY-SCHOOL-COMMUNITY PARTNERSHIP

Theoretical Foundations of the Partnership

The partnership we focus on in this chapter supports pre-service teacher preparation, in-service teacher 
PD, and various family and community engagement efforts through a TESOL teacher preparation 
program. The partnership leverages strengths and assets from educators, students, and families with 
different cultural and linguistic backgrounds (González et al., 2005; Yosso, 2005); promotes culturally 
and linguistically responsive practices (Gay, 2010, 2013; Ladson-Billings, 2014; Paris, 2012); and fol-
lows the principles of research practice partnerships (Penuel & Coburn, 2013) to engage stakeholders 
in boundary crossing learning opportunities (Akkerman & Bakker, 2011). In this section, we provide a 
brief overview regarding the integration of these key concepts that guided the establishment and evolve-
ment of the partnership.

First, we adopt the strengths-based mindset in the TESOL program that values the funds of knowledge 
from the rich, lived experiences of multilingual learners and their families as well as the experiential and 
institutional knowledge of our state and local educational partners (González et al., 2005). The intentional 
recognition of competencies and knowledge that may not be traditionally legitimized in education and 
teacher education settings “facilitates a systematic and powerful way to represent communities in terms 
of the resources, the wherewithal they do possess, and a way to harness these resources for classroom 
teaching” (González & Moll, 2002, p. 625). We value community cultural wealth that students, families, 
and educators bring and recognize the assets among linguistically diverse communities through teacher 
preparation efforts (He et al., 2017; Solórzano & Yosso, 2001; Yosso, 2005; Zoch & He, 2020).

Further, to prepare educators working with multilingual students and their families, we promote 
culturally and linguistically responsive practices (CLRP) in the TESOL program (Gay, 2013; Ladson-
Billings, 2014; Paris, 2012). These practices reflect the affirming perspective that focus on the articulation 
of strengths and assets as identified by examining learners’ past positive experiences; encouragement 
of hope and optimism for the future; and development of emotional satisfaction with the present (He, 
2009). Through the integration of CLRP, teachers cultivate inclusive environments by bridging students’ 
cultural knowledge and assets to academic skills and concepts; engaging students in critical reflection 
about their lives; supporting students’ learning and appreciation of their own and others’ cultures; and 
promoting social justice in education (Aronson & Laughter, 2016). Additionally, CLRP emphasizes in-
structional practices that leverage linguistic assets through educators’ appreciation for language diversity, 
predisposition to advocate for ELs, and their development of sociolinguistic consciousness (Lucas & 
Villegas, 2013). In the TESOL program, these CLRP practices are intentionally modeled and integrated 
throughout the curriculum across pre-service and in-service teacher preparation programming. For ex-
ample, to recognize and legitimize the use of learners’ full range of linguistic repertoires, heteroglossic 
language ideology and the debates regarding translanguaging practices are introduced, discussed, and 
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modeled through teacher preparation coursework and PD discussions (Daniel et al., 2019; García, 2009; 
García, et al., 2017). The discussions and collaborative inquiries into translanguaging practices within 
and beyond classrooms empowered educators to explore alternative literacy practices rather than adhere 
to the socially and politically defined boundaries (Flores, 2019; Otheguy et al., 2015). In the partnership 
described throughout this chapter, we capitalized on opportunities that engage educators in reflections 
on their language ideology, surface beliefs that guide their instructional decision-making, and empower 
them to explore ways to support learners’ academic growth and overall well-being beyond “just good 
teaching” (de Jong & Harper 2005; Franco-Fuenmayor et al., 2015; He et al., 2011).

In addition to the strengths-based framing and the promotion of CLRP practices, the partnership builds 
upon the principles of a research practice partnership (RPP) to engage a wide range of stakeholders in 
co-designing teacher preparation programming based on collaborative research efforts. RPPs are long-
term collaborations that may promote educational improvement and equitable transformation through 
the intentional bridging of research and practice (Coburn et al., 2013; Farrell et al., 2021). Instead of 
viewing research to practice as a one-way translation where educational practitioners are expected to 
implement programs developed based on lab research in various educational settings with fidelity, RPPs 
engage researchers and practitioners in collaborative inquiries that cross multiple boundaries (Akkerman 
& Bakker, 2011; Penuel et al., 2015). Considering these challenges, Henrick et al. (2017) proposed five 
dimensions of effective RPPs highlighting the importance of building trust and cultivating partnership 
relationships; conducting rigorous research to inform action; supporting the partner practice organiza-
tion in achieving its goals; producing knowledge that can inform educational improvement efforts more 
broadly; and building the research and practice capacity through the partnership efforts. To achieve these 
dimensions of RPP practices, educators, researchers, community partners, and organization leaders are 
challenged to cross the traditionally identified boundaries of roles and responsibilities and establish 
shared visions and routines to achieve mutual appropriation (He, et al., 2020).

Educator Preparation through the Partnership

The partnership exemplifies the five key RPP principles including 1) long-term collaborations; 2) work-
ing towards educational improvement and equitable transformation; 3) engagement with research; 4) 
intentional organization to highlight a diversity of expertise; and 5) the use of strategies to shift power 
relationships to maximize the engagement of all partners in mutually beneficial collaborations (Farrell 
et al., 2021). Teacher educators work with teachers to design and facilitate community-based family 
engagement activities through teacher preparation coursework and PD, support experienced in-service 
teachers to mentor pre-service teachers to work with multilingual students and families within and 
beyond school settings and engage in teacher education research through self-study and collaborative 
research inquiries (see Figure 1).
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The pre-service teacher preparation program is a Master of Arts in Teaching program designed for 
candidates with an undergraduate degree from fields other than education. The program includes both 
university-based teacher preparation coursework and school-based field experiences supported by both 
university-based teacher educators and cooperating teachers from the local schools. In addition, the 
teacher preparation coursework integrates community-based activities and guided experiences working 
with multilingual students and their families (He, 2013; Zoch & He, 2020).

The in-service teacher engagement includes online PD modules and collaborative application tasks 
engaging teachers from different backgrounds working in various educational settings (He & Bagwell, 
2021). In addition to participating in the online PD, teachers working with multilingual learners can also 
participate in graduate-level coursework to be prepared for English as a Second Language (ESL) add-on 
licensure with the option of attending courses focusing on dual language instruction. Both the PD and 
the coursework emphasize school-based classroom applications and community-engaged leadership 
opportunities (He & Prater, 2014; 2015; He et al., 2018).

Situating ourselves within the multilingual community, as teacher educators, we also engage in 
community-based engagement efforts directly through instruction with multilingual learners (Hinman 
& He, 2017; Hinman et al., 2021), educational support for multilingual parents (He et al., 2019), and 
research engagement to amplify voices from multilingual communities (He et al., 2017). Teacher educa-
tors not only work with one another to establish a shared vision for educator preparation, but also engage 
pre-service teachers, in-service teachers, and doctoral students who are emerging teacher educators in 
various research projects to inform continuous improvement through the research-practice partnership. 

Figure 1. University-school-community partnership for educator preparation
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Table 1 summarizes the background, goals, compositions, approaches to research, and funding sources 
that support various engagements in this partnership.

PROFESSIONAL LEARNING OPPORTUNITIES IN HYBRID SPACES

Through the university-school-community RPP, various professional learning opportunities emerged 
in the hybrid spaces. In this section, we highlight these learning opportunities that inform the TESOL 
program including 1) multilingual learners’ assets and growth; 2) multilingual instructional practices; 
and 3) families’ assets and community cultural wealth. Specific projects and activities in the TESOL 
program that offered learning opportunities in hybrid spaces are detailed.

Multilingual Learner Assets and Growth

In teacher preparation, even though efforts have been made to enhance all educators’ readiness to sup-
port multilingual learners, most educators still reported not feeling prepared to work with learners and 
families from multilingual backgrounds (e.g., Calderón, et al., 2011; Hiatt & Fairbairn, 2018). Simply 
offering isolated courses in teacher education programs or one-time PD in schools are far from meeting 
such teacher preparation needs. On the contrary, there is great potential in creating teacher professional 
learning communities (DuFour et al., 2008; Hargreaves & Goodson, 2006; Lave & Wenger, 1991).

The year-long online PD is an example of such a professional learning community that empowered 
teachers from different backgrounds to share their interactions with multilingual learners. The PD 
includes eight content modules focusing on CLRP, family engagement, teacher collaboration, content-

Table 1. Strengths-based partnership for teacher preparation of multilingual learners

RPP Background

The RPP can be traced back to 2007 when the university-based TESOL program expanded its offering to include 
an MAT program designed for pre-service teachers. Since then, the partnership engaged the state educational 
agency (SEA), local educational agencies (LEAs), and local community partners (e.g., non-profit foundations) to 
expand the offering of teacher PD and support school-based and community-based educational programming for 
multilingual students and their families.

Shared Goals
The RPP focuses on quality teacher preparation across the educational continuum for students and families from 
diverse linguistic and cultural backgrounds. Promoting equity is central to both the process of partnering and the 
outcomes of the partnership.

Compositions

• researchers, evaluators, and program officers examining the quality of teacher preparation and teacher 
effectiveness 
• teacher educators facilitating university-based coursework 
• administrators and mentor teachers supporting school-based field experiences 
• pre-service teachers from undergraduate backgrounds other than education 
• in-service educators interested in learning more about working with multilingual learners and their families 
• community partners leading community-based programs and supporting school-based educational efforts for 
multilingual learners and their families

Approaches to 
Research

Centering on the funds of knowledge and community cultural wealth (González & Moll, 2002; González et al., 
2005; Yosso, 2005) 
Valuing mutual appropriation and legitimizing peripheral participation (Dolle et al., 2013; Penuel et al., 2013) 
Promoting transformative capacity building and knowledge transfer (Davidson et al., 2018; Daza et al., 2021)

Funding Sources The partnership has received funding from the U.S. Department of Education National Professional Development 
grant and grants and donations from local non-profit organizations.
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based instructional strategies, dual language approaches, and assessments. Teachers also complete 
four application tasks including an instructional analysis, a family engagement plan, an instructional 
technology application, and a multilingual student or family case description. Through the online PD, 
teachers and teacher educators reflect on unique assets of multilingual learners that may not be explicitly 
acknowledged in current educational settings and to share collective decisions that may further advocate 
for practices that support learners’ multilingual and multicultural development.

The PD was initiated in 2007 through the partnership with the support of a national professional devel-
opment grant. District leaders, educators, community partners, and teacher educators worked together to 
develop PD content, recruit teacher participants, and facilitate the PD delivery aiming at moving beyond 
“just good teaching” (He et al., 2011). Through the RPP efforts, we refined the PD content, format, 
and engagement overtime based on both research and practices. In 2017, a year-long online PD was 
designed for educators from a variety of disciplinary backgrounds including in-service teachers, teaching 
assistants, instructional coaches, and administrators from across schools and districts. The online PD 
engaged participants to share their expertise and contextualized applications of the PD content focused 
on CLRP in local educational contexts (He & Bagwell, 2021). Multilingual learners’ unique assets and 
tensions educators faced were highlighted through dialogues within the online learning community. 
Teacher educators and educators participated in the dialogic reflections to negotiate the application of 
educational theories, desired instructional practices, and restrictions within local education contexts in 
this hybrid space where theories and practices collide and evolve.

For example, when exploring learners’ multilingual assets, while educators recognized the impor-
tance of developing learners’ home language proficiency in addition to English language competency, 
they also acknowledged that there were limited opportunities where students may be permitted to use 
both their home language and the English language for content learning. By engaging in dialogues with 
their peers from across the educational continuum, participants began to notice the limits of monoglos-
sic language ideologies (Flores & Schissel, 2014). Dialogue among participants aimed at enhancing the 
heteroglossic support for multilingual learners and their families created pull and push opportunities 
for collaborative learning, where participating educators were “pulling each other in by inspiration and 
motivation to engage in interesting work and pushing each other on and up to ever-higher standards of 
performance together” (Hargreaves, 2019, p. 613). The online discussions provided inspiration, offers 
of assistance, and instructional design examples that broadened teacher educators’ and educators’ per-
spectives to ways in which multilingual learners leverage cultural and linguistic assets in their meaning 
making. For instance, after engaging in discussions with other educators through the online PD, one third 
grade teacher shared how she started to pay close attention to multilingual students’ engagement in class 
and their various linguistic backgrounds. She reflected on the rich language structures her multilingual 
students were using and students’ excitement and commitment in learning based on her observations and 
interactions with the students. Building upon students’ assets, she adapted graphic organizers from the 
school’s academically gifted curriculum to provide differentiated support for students to express their 
content mastery while developing their multilingual proficiency. By seeing cultural and linguistic differ-
ences as assets, the teacher moved beyond monoglossic, standardized approaches to teaching and learning.

The partnership has cultivated hybrid spaces such as the online PD that engages teacher educators 
and educators across the continuum to challenge deficit perceptions and recognize students’ cultural and 
linguistic assets. This depth of reflection and potentially transformative opportunity is made possible, in 
part, through sustained partnerships and professional learning communities. The positive outcomes and 
impact of teachers’ collaborative professional learning through the online PD offer promising insights 
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and challenge teacher educators to continue to explore learning spaces that can further promote these 
dialogues.

Learning Opportunities in Multilingual Instructional Spaces

In addition to the recognition of learners’ assets, these hybrid spaces also offered educators shared 
learning opportunities in multilingual instructional spaces. These learning opportunities surfaced a wide 
range of language ideologies (Silverstein, 1996), challenged the deficit-based perception of bilingual 
and multilingual development (e.g., Flores & Rosa, 2015; Rosa, 2016), and provided theory-to-practice 
examples that may generate meaningful discussions among educators to support the preparation of 
educators working in dual language and multilingual instructional settings (Lachance, 2017; Nuñez & 
Espinoza, 2019).

Beyond the online PD, our engagement through a summer writing camp project was another illus-
tration of the potential of hybrid spaces. The writing camp was initiated by local English teachers and 
teacher educators to provide writing instruction for K-12 students and offer professional development 
opportunities for pre-service and in-service teachers. In response to the needs of the growing number of 
multilingual learners in the local community, the university collaborated with the local school district to 
include camp sessions specifically designed for multilingual learners. In 2019, teacher educators, doctoral 
students, in-service teachers, school administrators, and community partners worked together to design 
and implement the writing camp for multilingual learners from the local school district (Hinman et al., 
2021). Learners explored their identities as multilingual writers through discussions and writing experi-
ences and shared their writing products. Educators across the continuum engaged in collaborative lesson 
planning, lesson debriefing, and reflections, surfacing a range of language ideologies as they worked 
with the students on composing experiences that allowed students to use their full linguistic repertoire.

The writing camp is a hybrid teacher preparation space where diverse language ideologies emerged. 
For some teachers, school administrators, and students, academic writing in K-12 classrooms emphasizes 
the use of standardized English. Quality of writing is typically evaluated based on English grammar and 
writing conventions. While learners’ home languages may be used to support the brainstorming process 
and idea generation, the use of home languages is generally separated from the English writing process 
and products. Even in classrooms and schools where learners are encouraged to develop their proficiency 
and literacy skills in their home languages, the learning and use of the two languages, learners’ home 
language and English, are perceived to be two separate processes that should be kept isolated. However, 
to recognize and integrate learners’ cultural and linguistic assets in teacher and learning, TESOL teacher 
educators, doctoral students, and some in-service teachers advocated for the heteroglossic language 
ideology using translanguaging strategies (García, 2009; García, et al., 2017). For example, in a class 
discussion where learners imagined themselves as writers in the future, learners from different linguistic 
backgrounds worked collaboratively and created multilingual posters that illustrated how different lan-
guages and cultures may be celebrated through their contributions as writers. These discussions in the 
writing camp provided enlightening learning opportunities for learners, teachers, and teacher educators 
as we critically reflect on current K-12 classroom practices and strategies to further challenge deficit-
based perspectives and integrate CLRP in teaching and learning.

As teacher educators, in addition to being directly involved in these learning experiences through the 
writing camp, we were also interested in bringing these learning opportunities into pre-service teacher 
preparation coursework. Based on ongoing dialogues and reflections, we developed four vignettes high-
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lighting teaching and learning examples that showcased multilingual teaching and learning (Hinman 
et al., 2021). We challenged ourselves to consider all the ways the vignettes might be used to engage 
pre-service teachers in critical reflections and discussions. Instead of trying to offer best practices, we 
presented these vignettes to highlight dilemmas and tension. Exploring attitudes, beliefs, and disposi-
tions as a source of tensions has provided an opportunity for educators across the continuum to deepen 
perspectives of multilingual learners and their families (Ding & Wang, 2018; Turner, 2016).

Different from traditional school-based placement, the writing camp is an example of a hybrid space 
where teacher educators, pre-service teachers, in-service teachers, and K-12 learners are engaged in the 
teaching and learning process together. The exploration of multilingual engagement through practices 
such as translanguaging expanded the existing teaching and learning traditions and challenged the taken-
for-granted instructional practices. The ongoing reflections and the creation of vignettes that can be used 
in teacher preparation coursework further extended the learning opportunities to involve more pre-service 
and in-service teachers who may not have had the opportunity to directly engage in such experiences.

Engagement with Families and Communities

Family and community engagement has been recognized as another critical component in supporting 
multilingual learners. However, the deficit framing of parental involvement as a remedy to resolve the 
perceived gap between students from white, middle-class backgrounds and those from minority back-
grounds is evident in educational policies, practices, and research persists (Baquedano-Lopez et al., 2013; 
Kim, 2009). Teachers’ perceptions of the capacity and efficacy of minority parents are among the major 
barriers to meaningful family engagement (Kim, 2009). While educators and researchers acknowledge 
that family engagement through authentic family-school partnerships is critical in supporting multilingual 
learners (e.g., U.S. Department of Education, Office of English Language Acquisition, 2017), one-way 
information sharing remains one of the most observed family involvement formats in K-12 schools and 
there is a lack of diversity of program offerings (Kim, 2009).

Through the partnership effort, we have worked with school and community partners to develop 
various family engagement programs based on the needs of the local community. Teacher educators, 
pre-service teachers, and in-service teachers collaborate in program design, delivery, and research ef-
forts to sustain and enhance various programs. We highlight two program examples that were initiated 
in different educational settings with one program focusing on English language support for families 
from diverse linguistic backgrounds and the other focusing on the involvement of parents in students’ 
Spanish heritage language development.

The Real-World English (RWE) program was initiated by a parent liaison who sought the support 
from the university to offer English language instruction for parents so that they can feel more informed 
and empowered in negotiating their daily interactions, including communications with teachers in K-12 
setting and supporting their children to attend college. The program offers Saturday English classes for 
parents and STEAM activities for children. In addition to university teacher educators and in-service 
teachers who serve as instructors in the RWE program, pre-service teachers attending various relevant 
teacher education courses can volunteer in the RWE program to support adult class or children’s STEAM 
activities as one of their learning opportunities. Graduate-level TESOL teacher candidates are also en-
couraged to engage in inquiries to further explore strengths and assets families bring through the RWE 
program (e.g., He et al., 2019). University-based researchers also lead regular focus group discussions 
with participating families to seek their input to not only continue to enhance the RWE program offer-
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ing, but also provide insights for local district administrators and educators to inform additional family 
engagement efforts to support multilingual learners in the classrooms. Voices of parents and community 
partners are highlighted through these discussions and community cultural wealth surfaced and celebrated 
through both dialogues and research disseminations.

Similarly, the Heritage Language Academy (HLA) program was initiated by families and teachers 
in a local school setting where most multilingual families speak Spanish as their home language (Fair-
banks et al., 2017; He & Prater, 2011; Hinman & He, 2017). To address the need expressed by families 
to maintain their children’s heritage language and enhance parents’ computer literacy, teachers offered 
Saturday HLA classes for students and technology classes for parents. Home literacy activities are also 
integrated through projects that require students to use both the English and Spanish language and parents 
to use their computer skills to share their backgrounds and insights together. Even though instructional 
engagement during HLA may occur in separate spaces, parents and children work together on collab-
orative activities and projects through HLA as well. For example, one of the projects involved families 
envisioning future career options with their children. In addition to sharing their own work experiences 
from their home countries and in the U.S., parents explored career options and educational preparation 
needs with their children. Families also shared resources and strategies with one another and with other 
Spanish-speaking families. The HLA parent participants have created videos to share content and literacy 
strategies they use to work with their children at home and contributed to a website where all parents 
shared their parenting experiences and tips in Spanish. As with the RWE program, the HLA project was 
also integrated in the TESOL program as one learning opportunity for pre-service and in-service teachers. 
In addition to volunteering to support the program, administrators and teachers also worked together to 
share the program through conference presentations and publications (Hinman et al., 2021). Through 
the long-term engagement centering on families and students from Spanish language backgrounds, the 
district has invited parents to serve on district-level advisory committees and started offering Spanish-
English DL/I class in elementary schools. Teachers participating in the planning and implementation of 
HLA also integrated what they learned from the Saturday program in their own classroom instruction 
and in their support for multilingual families (Hinman et al., 2021).

Both RWE and HLA programs illustrate the way families in the communities, in-service teachers in 
K-12 schools, and pre-service teachers and teacher educators from the university can work together to 
learn from one another to address identified needs and challenges involving multilingual learners and 
their families. Educators and teacher educators learn from community members the needs and contribute 
their educational expertise. At the same time, through co-design and delivery of programs involving 
families and community partners they learn to transfer these experiences into both K-12 instructional 
settings and university educator preparation discussions.

BOUNDARY-CROSSING IN HYBRID SPACES

Akkerman and Bakker (2011) define boundaries as sociocultural differences between practices that exist 
among professionals with different professional expertise. In teacher education programs, these boundaries 
exist between university-based teacher education programs and school-based teaching practices, between 
school-based curriculum and community-based cultural and linguistic assets and funds of knowledge, 
between educators with different language education goals and language ideologies (e.g., Alsup, 2006; 
Tsui & Law, 2007; Yoon et al., 2006). Building upon both situated learning theory (Wenger, 1998) and 
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cultural historical activity theory on expansive learning (Engeström, 2001), Akkerman and Bakker (2016) 
shared four learning mechanisms that promotes multilevel boundary crossing at institutional, interpersonal, 
and intrapersonal levels including a) mutual identification where intersecting practices are redefined; 
b) coordination that allows for diverse practices to co-exist and cooperate efficiently; c) reflection pro-
cesses that surface and embrace different perspectives; and d) transformation that manifested in changes 
in existing practices or the creation of new in-between practices. These boundary crossing mechanisms 
are more prominent in hybrid spaces where hybrid identities are assumed by various stakeholder groups, 
and existing practices can be challenged (Engeström, 2016; Ko et al., 2021; Tsui & Law, 2007).

Through the TESOL program, our hybrid roles allowed us to cross the boundaries of learners, teach-
ers, and community leaders. Regardless of our professional roles, teacher educators, pre-service teachers, 
in-service teachers, and parents played the roles of learners, educators, and collaborators. As learners, we 
continued to develop our multilingual and multicultural capacities and reflect on our learning experiences. 
As educators, we worked together to attend to community well-being. As collaborators, we supported 
and advocated for multilingual learning across the span of pre-service, to in-service, to teacher educators.

Considering Akkerman and Bruining’s (2016) four learning mechanisms and examples of professional 
learning opportunities shared in the previous section, we reflect on our boundary-crossing engagement 
in hybrid spaces. Specifically, we focus on our experiences as teacher educators to explore ways we (re)
define our roles (identification), establish procedures to integrate collaboration and cooperation (coordi-
nation), value and take on multiple perspectives (reflection), and leverage resources and expertise from 
multiple stakeholders to promote multilingual learning (transformation) (see Table 2).

Identification entails the (re)definition of our roles, responsibilities, and tasks. Traditionally, there is 
a separation between K-12 classrooms and university-based teacher education program contexts where 
in-service teachers typically work with pre-service teachers in first order settings and teacher educators 

Table 2. An example of boundary crossing learning mechanisms in hybrid spaces

Learning Mechanism (Akkerman & 
Bruining, 2016) Boundary-Constrained Engagement Boundary-Crossing Engagement

Identification - (re)define roles, 
responsibilities, and tasks

Teacher educator as university instructors and 
researchers working primarily with teachers 
and indirectly with multilingual students and 
their families

Teacher educators as K-16 instructors and 
learners working directly with multilingual 
students and their families

Coordination - establish shared 
procedures for collaboration and 
cooperation

University-based procedures are shared with 
schools to follow and support university-based 
programs.

Teacher educators work with educators 
at the state, district, and school level 
to establish a professional network and 
actively seek participation and input from 
parents and community partners.

Reflection - recognize shared values 
and examine practices from multiple 
perspectives

Reflection on teacher preparation programs 
within university boundaries by individual 
teacher educators.

Dialogic reflections among stakeholders 
with different backgrounds and perspectives 
regarding teacher recruitment, initial 
preparation, continuous support, retention, 
and excellence recognition.

Transformation - identify a shared 
problem space and work collaborative 
to lead change

Transformation in teacher preparation 
programs that may still result in gaps between 
theory and practice.

Synergized transformation starting from 
shared hybrid spaces.
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typically work with pre-service and in-service teachers at the university level. Teacher educators are 
tasked with sharing theories whereas pre-service and in-service teachers apply teaching and learning 
theories into various teaching contexts. From a research perspective, teacher educators are more likely 
to take on the researcher’s role to initiate educational research inquiries, collect data from participating 
teachers, students, and families, analyze data, and disseminate research findings through conferences 
and publications. In our RPP, as teacher educators, we redefined our roles and responsibilities together 
with pre-service and in-service teachers, and our community partners. Instead of only working in second 
order settings, we engaged directly with multilingual students and their families through projects such as 
the writing camp, RWE, and HLA. With first-hand experiences co-planning and delivering differenti-
ated instruction involving students and parents from multilingual backgrounds, we then integrated our 
developed understanding of educational theories situated in local instructional contexts into pre-service 
teacher education coursework. Instead of viewing pre-service teachers, in-service teachers, K-12 students, 
and their families as research participants, we positioned ourselves as learners in these interactions and 
supported initiatives originating from discussions among parents and teachers. In addition to teacher 
educators working in K-12 and community-based educational settings, in-service teachers and com-
munity leaders are also invited to participate in teacher preparation efforts by serving as instructors of 
teacher education coursework, participating as guest speakers, or sharing their insights through videos 
and other artifacts to be integrated into university-based teacher education.

Coordination refers to the shared procedures and routines established to sustain collaborative efforts. 
These established routines at the program and interpersonal levels are critical for the sustainability of 
such an RPP (Akkerman & Bruining, 2016; He et al., 2020). In our RPP, several routines have been put 
in place over time. First, the teacher preparation program has established an advisory group including 
representatives from the teacher educators, educators from SEA and LEA, multilingual parent liaisons 
and community partners. The advisory group meets regularly to offer input and suggestions to the 
teacher education program and teacher professional learning engagement. Second, the university-based 
teacher preparation program established collaboration with the SEA to offer online PD through the 
SEA platform and connect directly with teacher continuing learning requirements. The coordination of 
the online PD to support educators working with multilingual students and families at the state level 
strengthened the engagement of administrators and teachers and supported the creation of a teacher 
professional network across the boundaries of schools and districts. Third, district leaders are invited to 
serve as university-based instructors to participate in pre-service teacher preparation program design and 
to supervise candidates’ field experiences. With educational research experiences through their doctoral 
programs and extensive school-based experiences working with students, teachers, and families, they are 
well-positioned to contribute directly to university-based teacher preparation programs. Their expertise 
in recruiting and supporting teachers from multilingual backgrounds and working in DL/I settings also 
extended pre-service teacher recruitment and placement options. Finally, in collaboration with schools, 
districts, and community partners, we routinely engage in focus group discussions with families partici-
pating in various programs within and beyond school settings. Families’ input is summarized and shared 
with administrators, teachers, and integrated into teacher preparation coursework.

Reflective practice is integrated throughout the RPP for partners from different backgrounds to share 
their values and perspectives. The existing routines and coordination provide the platform for these 
reflective dialogues. The advisory group meetings, state and local committee work, teacher preparation 
program discussions, and conversations with families invite the exchange of ideas and perspectives 
among all participants regarding all aspects of educator preparation from teacher recruitment and initial 
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preparation to continuous support, retention, and recognition. In addition to these dialogue spaces, pre-
service and in-service teachers share their expertise and experiences through coursework, PD, and other 
professional networking opportunities. Reflection is explicitly integrated in all university-based course-
work and guided field experiences. Teacher educators engage in reflective practices among themselves 
through self-study research, and pre-service and in-service teachers also engage in research endeavors 
to examine the effectiveness of program offering and explore student and community assets. Through 
these dialogues, dilemmatic tensions have been intentionally surfaced. Recognizing the historical roots 
and localized representations of challenges such as the deficit-based perspectives towards multilingual 
learners and their families, monoglossic language ideology that dictates the separation of the multilingual 
learning processes, and the deficit-framing of family involvement has empowered multiple stakeholder 
groups to synergize their efforts in support of multilingual learners, families, and educators through 
programs such as the online PD, the writing camp, RWE, and HLA.

Transformation in hybrid spaces builds upon shared goals and collaborations. In our RPP, promoting 
multilingual education and advocating for multilingual communities are shared goals across stakeholder 
groups. Through long-term collaborative RPP efforts, small changes in hybrid spaces may impact policies 
and practices in broader contexts as well. The HLA program, for example, was initiated by families and 
teachers to offer Spanish heritage language instruction for students. Through HLA, parents are not only 
involved as learners to develop technology skills, but also as partners to co-design the HLA curriculum 
and support their children’s bilingual and bicultural development. The positive experiences and outcomes 
of HLA empowered parents, educators, and administrators to advocate for multilingual education and 
supported the development of DL/I programs in the district (Hinman et al., 2021). Educators and teacher 
educators participating in HLA contributed their expertise to the program and at the same time gained 
significant insights from participating students and their families to inform their instruction in K-12 
settings, their engagement in teacher preparation efforts, and their collaborative research activities. One 
HLA instructor who was involved in the initiation of the program, for example, completed her master’s 
degree from the university and is now involved in designing the DL/I program at the middle school 
level in the district. Several pre-service teachers involved in the program were later hired as instructors 
by the district or have led similar programs in their current teaching settings. In the teacher preparation 
program, a methods course focusing on dual language instruction was developed. Theories and practices 
regarding translanguaging and dual language instruction have also been integrated into the online PD.

Through the long-term RPP engagement, we have witnessed individuals’ professional journey from 
being multilingual learners or community members, to volunteers, pre-service teachers, in-service 
teachers, to mentor teachers. As teacher educators, we have assumed the roles of learners, language 
instructors in K-12 instructional settings, teacher educators in university-based teacher education con-
texts, and collaborators in co-design and delivery of various programs. The boundary-crossing learning 
mechanisms in this RPP made it possible for us to continue to enhance teacher preparation across the 
educational continuum.

IMPLICATIONS AND FUTURE DIRECTIONS

Based on our examinations of professional learning opportunities through the partnership and discussions 
centering on the learning mechanisms for boundary crossing, we highlight two implications and future 
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directions regarding creating and sustaining hybrid spaces in teacher education and the transformative 
potential of teacher education partnerships.

Creating and Sustaining Hybrid Spaces

Creating and sustaining hybridity and third space in teacher preparation efforts challenge teacher 
educators to engage in practices beyond university-based programs; learn with educators, multilingual 
students, their families, and community partners; reflect on teacher educators’ identities as hybrids; and 
promote the generation of horizontal forms of knowledge rather than simply relying on academic ex-
pertise (Zeichner, 2010, 2012; Zeichner & Payne, 2013). As Gutiérrez (2008) pointed out, the hybridity 
of knowledge requires both teachers and students to challenge the power structure of the existing domi-
nant discourses by considering students’ interactions in their home, social and school life. Similarly, in 
teacher education interactions, teacher educators, educators, students, families, and communities need 
to work collaboratively to break the boundaries and power structures that may exist between university 
and school, university and community, and school and home. Scholarship in teacher education has il-
lustrated the potential of the hybrid spaces in engaging participants to cross boundaries, perform hybrid 
roles, generate new pedagogical possibilities, and explore the intersection of epistemologies such as a 
digital third space (Daza et al., 2021).

The partnership efforts described in this chapter provided examples of learning opportunities emerging 
through the university-school-community hybrid space. Through these experiences, we also surfaced, 
negotiated, and recognized tensions that arise. These tensions may be attributed to the differences in 
beliefs and ideologies (e.g., how multilingual languages can be learned and acquired), the power struc-
ture within the educational system (e.g., community-based funds of knowledge may not be legitimized 
in school settings), or the prescribed roles, responsibilities, and priorities of partnership participants 
(e.g., how teachers and teacher education programs are evaluated). Instead of sidestepping these ten-
sions, as teacher educators, we have learned to embrace them as an integral part of such partnerships. 
The self-study approach (LaBoskey, 2004; Samaras, 2011) offered us tools to engage in inquiries within 
teacher education that allow for improvisational, imaginative, and generative processes (Klein et al., 
2013) through reflecting upon and examining shifts in our practices in response to the needs of students, 
families, and educators and as a result of our learning from schools and communities. To further expand 
the RPP through these hybrid spaces, we need to be more intentional in building infrastructure and ca-
pacity for scholarly inquiries led by students, families, community partners, and educators (Beck, 2020). 
It is critical for teacher educators to consider the intentional involvement of data literacy, collaborative 
data management and use, and design-based partnership research throughout the educator preparation 
continuum (e.g., Anderson & Shattuck, 2012; He et al., 2020; Mandinach et al., 2015).

Transformative Potential of Partnerships in Teacher Preparation

Even though many teacher preparation programs recognize the transformative potential of partnerships to 
promote equity, the conceptions of equity may vary. While some partnerships seek to address outcomes 
for learners (e.g., Umansky & Reardon, 2014) or educators (e.g., Grissom & Bartanen, 2019) to close 
the perceived gaps among groups with different characteristics, others aim to surface historical inequity 
at the systemic level to disrupt the systems that perpetuate inequities through asset-based, community-
centered educational research and practices (Farrell et al., 2021). In addition to outcomes and systems, 
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RPPs by definition are partnerships that promote equitable relationships between researchers and practices 
(Farrell et al., 2021; Henrick et al., 2019). In a recent review of empirical studies focusing on RPPs in 
U.S. educational settings, however, Vetter et al. (2022) only identified 17 studies out of 127 included 
articles that centered on equity by addressing outcomes, systems, and equitable relationships. Based on 
the review of the exemplary studies, they proposed five dimensions of equity-focused partnership ef-
forts that explicitly use equity-centered frameworks, center the research on equity issues, define equity 
explicitly through the partnership, use equity-oriented designs and methodologies, and promote equitable 
impacts for students, families, and educators.

The boundary crossing learning mechanisms established through the university-school-community 
partnership in the TESOL teacher preparation program described in this chapter illustrated the potential 
of a teacher preparation partnership that can be further enhanced by centering on equity. In addition to 
attending to the learning outcomes of multilingual learners through the direct involvement of teacher 
educators, doctoral students, pre-service teachers, and in-service teachers in hybrid teaching and learn-
ing spaces, the partnership may further empower teacher educators, educators, and community partners 
to surface historical inequities at the system level and generate innovative alternatives through both 
research and educational practices. The synergized transformation can be further crystalized through a 
shared equity lens and ongoing reflections on equity issues based on collaborative research outcomes.

CONCLUSION

Teacher professional learning is a collaborative effort that cannot be isolated by institutional boundaries. 
Preparing educators to meet the evolving needs of multilingual learners and families requires teacher 
educators to participate in partnerships to co-construct knowledge of teaching and learning, to engage 
in innovations that may challenge the dominant discourses, and to recognize and celebrate these new 
forms of knowledge and innovations that may not conform to accepted norms in teacher preparation 
and teacher evaluation.

In this chapter, we described the development of a university-school-community research practice 
partnership and illustrated how partners cross institutional boundaries and assume hybrid roles to take up 
learning opportunities (Daza, 2021; Zeichner, 2010). The localized and nonlinear process of becoming 
revealed through these examples further underscored the complexity of such a partnership that supports 
multilingual learners. In addition, we highlighted the importance for teacher educators to embrace ten-
sions as learning opportunities through hybrid spaces and to continue to build research capacity among 
partnership participants. We also recognized the critical need to center on equity in our continued en-
gagement through the partnership to maximize the transformative potential of such partnership efforts 
to advocate for the multilingual and multicultural teaching and learning community.

ACKNOWLEDGMENT

This research was supported by the U.S. Department of Education National Professional Development 
Grant [grant number T365Z170203].



135

Professional Learning in Hybrid Spaces
 

REFERENCES

Akkerman, S. F., & Bakker, A. (2011). Boundary crossing and boundary objects. Review of Educational 
Research, 81(2), 132–169. doi:10.3102/0034654311404435

Akkerman, S. F., & Bruining, T. (2016). Multilevel boundary crossing in a professional development 
school partnership. Journal of the Learning Sciences, 25(2), 240–284. doi:10.1080/10508406.2016.1
147448

Alsup, J. (2006). Teacher identity discourses: Negotiating personal and professional spaces. Erlbaum. 
doi:10.4324/9781410617286

Anderson, T., & Shattuck, J. (2012). Design-based research: A decade of progress in education research? 
Educational Researcher, 41(1), 16–25. doi:10.3102/0013189X11428813

Aronson, B., & Laughter, J. (2016). The theory and practice of culturally relevant education: 
A synthesis of research across content areas. Review of Educational Research, 86(1), 163–206. 
doi:10.3102/0034654315582066

Baquedano-López, P., Alexander, R. A., & Hernandez, S. J. (2013). Equity issues in parental and com-
munity involvement in schools: What teacher educators need to know. Review of Research in Education, 
37(1), 149–182. doi:10.3102/0091732X12459718

Beck, J. S. (2020). Investigating the third space: A new agenda for teacher education research. Journal 
of Teacher Education, 71(4), 379–391. doi:10.1177/0022487118787497

Bhabha, H. (1994). The location of culture. Routledge.

Calderón, M., Slavin, R., & Sánchez, M. (2011). Effective instruction for English learners. The Future 
of Children, 21(1), 103–127. doi:10.1353/foc.2011.0007 PMID:21465857

Cervone, L. (2010). Excellence for Connecticut’s English language learners: A national professional 
development grant project. AccELLerate! The Quarterly Newsletter of the National Clearinghouse for 
English Language Acquisition, 2(2), 20–21.

Coburn, C. E., Penuel, W. R., & Geil, K. E. (2013). Research-practice partnerships: A strategy for le-
veraging research for educational improvement in school districts. William T. Grant Foundation.

Cochran-Smith, M. (2004). The problem of teacher education. Journal of Teacher Education, 55(4), 
295–299. doi:10.1177/0022487104268057

Council for the Accreditation of Educator Preparation. (2015). The CAEP standards. http://caepnet.org/
standards/introduction

Dani, D. E., & Harrison, L. M. (2021). Family science nights: Venues for developing cultural competence. 
Teaching and Teacher Education, 103, 103370. doi:10.1016/j.tate.2021.103370

Daniel, S. M., Jiménez, R. T., Pray, L., & Pacheco, M. B. (2019). Scaffolding to make translanguaging 
a classroom norm. TESOL Journal, 10(1), 1–14. doi:10.1002/tesj.361

Darling-Hammond, L. (2006). Powerful teacher education: Lessons from exemplary programs. Jossey-Bass.

http://caepnet.org/standards/introduction
http://caepnet.org/standards/introduction


136

Professional Learning in Hybrid Spaces
 

Darling-Hammond, L., Bransford, J., LePage, H., Hammerness, K., & Duffy, H.The National Academy 
of Education. (2005). Preparing teachers for a changing world: What teachers should learn and be able 
to do. Jossey-Bass.

Davidson, L. A., Crowder, M. K., Gordon, R. A., Domitrovich, C. E., Brown, R. D., & Hayes, B. I. 
(2018). A continuous improvement approach to social and emotional competency measurement. Journal 
of Applied Developmental Psychology, 55, 93–106. doi:10.1016/j.appdev.2017.03.002

Daza, V., Gudmundsdottir, G. B., & Lund, A. (2021). Partnership as third spaces for professional 
practice in initial teacher education: A scoping review. Teaching and Teacher Education, 102, 103338. 
doi:10.1016/j.tate.2021.103338

de Jong, E. J., & Harper, C. A. (2005). Preparing mainstream teachers for English-language learners: 
Is being a good teacher good enough? Teacher Education Quarterly, 32(2), 101–124. https://files.eric.
ed.gov/fulltext/EJ795308.pdf

DeCuir, J. T., & Dixson, A. D. (2004). “So when it comes out, they aren’t that surprised that it is there”: 
Using critical race theory as a tool of analysis of race and racism in education. Educational Researcher, 
33(5), 26–31. doi:10.3102/0013189X033005026

Ding, A. & Wang, H. (n.d.). Unpacking teacher candidates’ decision-making and justifications in dil-
emmatic spaces during the student teaching year. Asia-Pacific Journal of Teacher Education, 46(3), 
221-238. doi:10.1080/1359866X.2018.1442916

Dixon, L. Q., Liew, J., Daraghmeh, A., & Smith, D. (2016). Pre‐service teacher attitudes toward English 
language learners. NABE Journal of Research and Practice, 7(1), 75–105. doi:10.1080/26390043.201
6.12067805

Dolle, J. R., Gomez, L. M., Russel, J. L., & Bryk, A. S. (2013). More than a network: Building profes-
sional communities for educational improvement. National Society for the Study of Education, 112(2), 
443–463. doi:10.1177/016146811311501413

DuFour, R. P., Eaker, R., & DuFour, R. B. (2008). Revisiting professional learning communities at work: 
New insights for improving schools. Solution Tree.

Engeström, Y. (2001). Expansive learning at work: Toward an activity theoretical reconceptualization. 
Journal of Education and Work, 14(1), 133–156. doi:10.1080/13639080020028747

Engeström, Y. (2016). Studies in expansive learning: Learning what is not yet there. Cambridge Uni-
versity Press. doi:10.1017/CBO9781316225363

Fairbanks, C. M., Faircloth, B., Gonzalez, L., He, Y., Tan, E., & Zoch, M. (2017). Beyond commodified 
knowledge: The possibilities of powerful community learning spaces. In S. Salas & P. R. Portes (Eds.), 
Latinization of K-12 communities: National perspectives on regional change (pp. 43–65). SUNY Press.

Farrell, C. C., Penuel, W. R., Coburn, C., Daniel, J., & Steup, L. (2021). Research-practice partnerships 
in education: The state of the field. William T. Grant Foundation.

https://files.eric.ed.gov/fulltext/EJ795308.pdf
https://files.eric.ed.gov/fulltext/EJ795308.pdf


137

Professional Learning in Hybrid Spaces
 

Flores, N. (2019). Translanguaging into raciolinguistic ideologies: A personal reflection on the legacy 
of Ofelia García. Journal of Multilingual Education Research, 9(1), 45–60. https://fordham.bepress.
com/jmer/vol9/iss1/5

Flores, N., & Rosa, J. (2015). Undoing appropriateness: Raciolinguistic ideologies and language diversity 
in education. Harvard Educational Review, 85(2), 149–171. doi:10.17763/0017-8055.85.2.149

Flores, N., & Schissel, J. L. (2014). Dynamic bilingualism as the norm: Envisioning a heteroglossic ap-
proach to standards-based reform. TESOL Quarterly, 48(3), 454–479. doi:10.1002/tesq.182

Franco-Fuenmayor, S. E., Padrón, Y. N., & Waxman, H. C. (2015). Investigating bilingual/ESL teach-
ers’ knowledge and professional development opportunities in a large suburban school district in Texas. 
Bilingual Research Journal, 38(3), 336–352. doi:10.1080/15235882.2015.1091049

García, O. (2009). Emergent bilinguals and TESOL: What’s in a name? TESOL Quarterly, 43(2), 322–326. 
doi:10.1002/j.1545-7249.2009.tb00172.x

García, O., Johnson, S., & Seltzer, K. (2017). The translanguaging classroom. Leveraging student bi-
lingualism for learning. Caslon.

Gay, G. (2010). Culturally responsive teaching: Theory, research, and practice (2nd ed.). Teachers 
College Press.

Gay, G. (2013). Teaching to and through cultural diversity. Curriculum Inquiry, 43(1), 48–70. doi:10.1111/
curi.12002

González, N., & Moll, L. (2002). Cruzando el puente: Building bridges to funds of knowledge. Educa-
tional Policy, 16(4), 623–641. doi:10.1177/0895904802016004009

González, N., Moll, L., & Amanti, C. (Eds.). (2005). Funds of knowledge: Theorizing practices in 
households, communities, and classrooms. Lawrence Erlbaum.

González, N., Moll, L. C., Tenery, M. F., Rivera, A., Rendon, P., Gonzalez, R., & Amanti, C. 
(1995). Funds of knowledge for teaching in Latino households. Urban Education, 29(4), 443–470. 
doi:10.1177/0042085995029004005

Grissom, J. A., & Bartanen, B. (2019). Strategic retention: Principal effectiveness and teacher turnover in 
multiple-measure teacher evaluation systems. American Educational Research Journal, 56(2), 514–555. 
doi:10.3102/0002831218797931

Gutiérrez, K. D. (2008). Developing a sociocritical literacy in the Third Space. Reading Research Quar-
terly, 43(2), 148–164. doi:10.1598/RRQ.43.2.3

Hargreaves, A. (2019). Teacher collaboration: 30 years of research on its nature, forms, limitations and 
effects. Teachers and Teaching, 25(5), 603–621. doi:10.1080/13540602.2019.1639499

Hargreaves, A., & Goodson, I. (2006). Educational change over time? The sustainability and nonsus-
tainability of three decades of secondary school change and continuity. Educational Administration 
Quarterly, 42(1), 3–41. doi:10.1177/0013161X05277975

https://fordham.bepress.com/jmer/vol9/iss1/5
https://fordham.bepress.com/jmer/vol9/iss1/5


138

Professional Learning in Hybrid Spaces
 

He, Y. (2009). Strength‐based mentoring in pre‐service teacher education: A literature review. Mentoring 
& Tutoring, 17(3), 263–275. doi:10.1080/13611260903050205

He, Y. (2013). Developing teachers’ cultural competence: Application of appreciative inquiry in ESL 
teacher education. Teacher Development, 17(1), 55–71. doi:10.1080/13664530.2012.753944

He, Y., & Bagwell, D. (2022). Supporting teachers working with English learners: Engagement and 
impact of a professional development program. TESOL Journal, 13(1), e632. doi:10.1002/tesj.632

He, Y., Bettez, S., & Levin, B. B. (2017). Imagined community of education: Voices from refugees and 
immigrants. Urban Education, 52(8), 957–985. doi:10.1177/0042085915575579

He, Y., Faircloth, B. S., Hewitt, K. K., Rock, M. L., Rodriguez, S., Gonzalez, L. M., & Vetter, A. (2020). 
Data management and use through research practice partnerships: A literature review. Educational Re-
search Review, 31, 100360. Advance online publication. doi:10.1016/j.edurev.2020.100360

He, Y., & Prater, K. (2014). Writing together, learning together: Teacher development through community 
service learning. Teachers and Teaching, 20(1), 32–44. doi:10.1080/13540602.2013.848512

He, Y., & Prater, K. (2015). Learning in the community: ESL teacher preparation beyond university 
classroom. International Journal of Research on Service Learning and Teacher Education, 3, 1–11.

He, Y., Prater, K., & Steed, T. (2011). Moving beyond “just good teaching”: ESL professional development 
for all teachers. Professional Development in Education, 37(1), 7–18. doi:10.1080/19415250903467199

Henrick, E. C., Cobb, P., Penuel, W. R., Jackson, K., & Clark, T. R. (2017). Assessing research-practice 
partnerships: Five dimensions of effectiveness. William T. Grant Foundation.

Henrick, E. C., McGee, S., & Penuel, W. R. (2019). Attending to issues of equity in evaluating research-
practice partnership outcomes. NNERPP Extra, 1(3), 8–13.

Hiatt, J. E., & Fairbairn, S. B. (2018). Improving the focus of English learner professional development 
for in-service teachers. NASSP Bulletin, 102(3), 228–263. doi:10.1177/0192636518789261

Hinman, T., & He, Y. (2017). Hybrid practices in the alternative learning spaces of community-based 
heritage language programs. New Waves-Educational Research and Development Journal, 20(1), 1–22.

Hinman, T. B., He, Y., & Bagwell, D. (2021). Developing teacher educators’ hybrid identities by ne-
gotiating tensions in linguistically responsive pedagogy: A collaborative self-study. Studying Teacher 
Education, 17(3), 1–20. doi:10.1080/17425964.2021.1960814

Hutchinson, M., & Hadjioannou, X. (2011). Better serving the needs of limited English proficient (LEP) 
students in the mainstream classroom: Examining the impact of an inquiry‐based hybrid professional 
development program. Teachers and Teaching, 17(1), 91–113. doi:10.1080/13540602.2011.538499

Kim, Y. (2009). Minority parental involvement and school barriers: Moving the focus away from de-
ficiencies of parents. Educational Research Review, 4(2), 80–102. doi:10.1016/j.edurev.2009.02.003

Klein, E. J., Taylor, M., Onore, C., Strom, K., & Abrams, L. (2013). Finding a third space in teacher 
education: Creating an urban teacher residency. Teaching Education, 24(1), 27–57. doi:10.1080/1047
6210.2012.711305



139

Professional Learning in Hybrid Spaces
 

Klein, E. J., Taylor, M., Onore, C., Strom, K., & Abrams, L. (2016). Exploring inquiry in the third space: 
Case studies of a year in an urban teacher-residency Program. New Educator, 12(3), 243–268. doi:10.
1080/1547688X.2016.1187980

Ko, D., Mawene, D., Roberts, K., & Hong, J. J. (2021). A systematic review of boundary-crossing partner-
ships in designing equity-oriented special education services for culturally and linguistically diverse stu-
dents with disabilities. Remedial and Special Education, 42(6), 412–425. doi:10.1177/0741932520983474

LaBoskey, V. K. (2004). The methodology of self-study and its theoretical underpinnings. In J. J. Loughran, 
M. L. Hamilton, V. K. LaBoskey, & T. Russell (Eds.), International handbook of self-study of teaching 
and teacher education practices (pp. 817–869). Kluwer Academic. doi:10.1007/978-1-4020-6545-3_21

Lachance, J. R. (2017). A case study of dual language program administrators: The teachers we need. 
The International Journal of Educational Leadership Preparation, 12(1).

Ladson-Billings, G. (1994). What we can learn from multicultural education research. Educational 
Leadership, 51(8), 22–26.

Ladson-Billings, G. (2014). Culturally relevant pedagogy 2.0: A.k.a. the remix. Harvard Educational 
Review, 84(1), 74–84. doi:10.17763/haer.84.1.p2rj131485484751

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. Cambridge Uni-
versity Press. doi:10.1017/CBO9780511815355

Lemon, N., Wilson, A., Oxworth, C., Zavros-Orr, A., & Wood, B. (2018). Lines of school-university 
partnership: Perception, sensation and meshwork reshaping of preservice teachers’ experiences. The 
Australian Journal of Teacher Education, 43(10), 81–97. doi:10.14221/ajte.2018v43.n10.5

Lillejord, S., & Børte, K. (2016). Partnership in teacher education - a research mapping. European 
Journal of Teacher Education, 39(5), 550–563. doi:10.1080/02619768.2016.1252911

Lucas, T., & Villegas, A. M. (2012). A framework for preparing linguistically responsive teachers. In T. 
Lucas (Ed.), Teacher preparation for linguistically diverse classrooms: A resource for teacher educators 
(pp. 55–72). Taylor & Francis.

Lucas, T., & Villegas, A. M. (2013). Preparing linguistically responsive teachers: Laying the foundation 
in preservice teacher education. Theory into Practice, 52(2), 98–109. doi:10.1080/00405841.2013.770327

Mandinach, E. B., Friedman, J. M., & Gummer, E. S. (2015). How can schools of education help to 
build educators’ capacity to use data? A systematic review of the issue. Teachers College Record, 117(4), 
1–50. doi:10.1177/016146811511700404

Milner, H. R. IV. (2011). Culturally relevant pedagogy in a diverse urban classroom. The Urban Review, 
43(1), 66–89. doi:10.100711256-009-0143-0

Nuñez, I., & Espinoza, K. (2019). Bilingual Pre-Service Teachers’ Initial Experiences: Language Ideolo-
gies in Practice. Journal of Latinos and Education, 18(3), 228–242. doi:10.1080/15348431.2017.1386105



140

Professional Learning in Hybrid Spaces
 

Otheguy, R., García, O., & Reid, W. (2015). Clarifying translanguaging and deconstructing named 
languages: A perspective from linguistics. Applied Linguistics Review, 6(3), 281–307. doi:10.1515/
applirev-2015-0014

Paris, D. (2012). Culturally sustaining pedagogy: A needed change in stance, terminology, and practice. 
Educational Researcher, 41(3), 93–97. doi:10.3102/0013189X12441244

Penuel, W. R., Allen, A., Coburn, C. E., & Farrell, C. (2015). Conceptualizing research–practice partner-
ships as joint work at boundaries. Journal of Education for Students Placed at Risk, 20(1-2), 182–197. 
doi:10.1080/10824669.2014.988334

Penuel, W. R., Coburn, C. E., & Gallagher, D. J. (2013). Negotiating problems of practice in research-
practice design partnerships. Yearbook of the National Society for the Study of Education, 112(2), 
237–255. doi:10.1177/016146811311501404

Rosa, J. D. (2016). Standardization, racialization, languagelessness: Raciolinguistic ideologies across 
communicative contexts. Journal of Linguistic Anthropology, 26(2), 162–183. doi:10.1111/jola.12116

Samaras, A. P. (2011). Self-study teacher research: Improving your practice through collaborative inquiry. 
Sage (Atlanta, Ga.). Advance online publication. doi:10.4135/9781452230481

Silverstein, M. (1996). Monoglot “standard” in America: Standardization and metaphors of linguistic 
hegemony. In The matrix of language: Contemporary linguistic anthropology (pp. 284-306). Westview 
Press.

Solórzano, D. G., & Yosso, T. J. (2001). From racial stereotyping and deficit discourse toward a critical 
race theory in teacher education. Multicultural Education, 9(1), 2–8.

Southgate, E., Reynolds, R., & Howley, P. (2013). Professional experience as a wicked problem in initial 
teacher education. Teaching and Teacher Education, 31, 13–22. doi:10.1016/j.tate.2012.11.005

Souto-Manning, M., & Martell, J. (2019). Toward critically transformative possibilities: Considering 
tensions and undoing inequities in the spatialization of teacher education. Teachers College Record, 
121(6), 1–42. doi:10.1177/016146811912100603

TESOL International Association. (2010). Standards for the recognition of initial TESOL programs in 
P-12 ESL teacher education. Author.

Tintiangco-Cubales, A., Kohli, R., Sacramento, J., Henning, N., Agarwal-Rangnath, R., & Sleeter, C. 
(2015). Toward an ethnic studies pedagogy: Implications for K-12 schools from the research. The Urban 
Review, 47(1), 104–125. doi:10.100711256-014-0280-y

Tsui, A. B. M., & Law, D. Y. K. (2007). Learning as boundary-crossing in school-university partnership. 
Teaching and Teacher Education, 23(8), 1289–1301. doi:10.1016/j.tate.2006.06.003

Turner, M. (2016). Emergent identity and dilemmatic spaces: Pre-service teachers’ engagement with 
EAL collaboration. Theory into Practice, 22(5), 570–585. doi:10.1080/13540602.2016.1158466



141

Professional Learning in Hybrid Spaces
 

Umansky, I., & Reardon, S. (2014). Reclassification patterns among Latino English learner students in 
bilingual, dual immersion, and English immersion classrooms. American Educational Research Journal, 
51(5), 879–912. doi:10.3102/0002831214545110

U.S. Department of Education, Office of English Language Acquisition. (2017). English learner tool kit 
(2nd ed.). Washington, DC. https://www2.ed.gov/about/offices/list/oela/english-learner-toolkit/index.html

Vetter, A., Faircloth, B. S., Hewitt, K. K., Gonzalez, L. M., He, Y., & Rock, M. L. (2022). Equity and 
social justice in research practice partnerships in the United States. Review of Educational Research, 
1–38. doi:10.3102/00346543211070048

Wenger, E. (1998). Communities of practice, learning, meaning and identity. Cambridge University 
Press. doi:10.1017/CBO9780511803932

Yoon, S., Pedretti, E., Bencze, L., Hewitt, J., Perris, K., & Van Oostveen, R. (2006). Exploring the use 
of cases and case methods in influencing elementary preservice science teachers’ self-efficacy beliefs. 
Journal of Science Teacher Education, 17(1), 15–35. doi:10.100710972-005-9005-0

Yosso, T. J. (2005). Whose culture has capital? A critical race theory discussion of community cultural 
wealth. Race, Ethnicity and Education, 8(1), 69–81. doi:10.1080/1361332052000341006

Zeichner, K. (1999). The new scholarship in teacher education. Educational Researcher, 28(9), 4–15. 
doi:10.3102/0013189X028009004

Zeichner, K. (2010). Rethinking the connections between campus courses and field experiences 
in college- and university-based teacher education. Journal of Teacher Education, 61(1-2), 89–99. 
doi:10.1177/0022487109347671

Zeichner, K. (2012). The turn once again toward practice-based teacher education. Journal of Teacher 
Education, 63(5), 376–382. doi:10.1177/0022487112445789

Zeichner, K., & Payne, K. (2013). Democratizing knowledge in urban teacher education. In J. Noel (Ed.), 
Moving teacher education into urban schools and communities: Prioritizing community strengths (pp. 
3–19). Routledge.

Zoch, M., & He, Y. (2020). Utilizing community cultural wealth to build teaching relationships and 
learn with diverse language communities. Teacher Educator, 55(2), 148–164. doi:10.1080/08878730.
2019.1609639

ADDITIONAL READING

Coburn, C. E., Penuel, W. R., & Farrell, C. C. (2021). Fostering educational improvement with research-
practice partnerships. Phi Delta Kappan, 102(7), 14–19. doi:10.1177/00317217211007332

Ellis, V., & McNicholl, J. (2015). Transforming teacher education: Reconfiguring the academic work. 
Bloomsbury Publishing.

https://www2.ed.gov/about/offices/list/oela/english-learner-toolkit/index.html


142

Professional Learning in Hybrid Spaces
 

Hargreaves, A., & Fullan, M. (2012). Professional capital: Transforming teaching in every school. 
Teachers College Press.

Lee, R. E. (2018). Breaking down barriers and building bridges: Transformative practices in com-
munity- and school-based urban teacher preparation. Journal of Teacher Education, 69(2), 118–126. 
doi:10.1177/0022487117751127

Lillejord, S., & Børte, K. (2016). Partnership in teacher education–a research mapping. European Journal 
of Teacher Education, 39(5), 550–563. doi:10.1080/02619768.2016.1252911

Zeichner, K., Payne, K. A., & Brayko, K. (2015). Democratizing teacher education. Journal of Teacher 
Tducation, 66(2), 122–135. doi:10.1177/0022487114560908

KEY TERMS AND DEFINITIONS

Boundary-Crossing: Entering unfamiliar territories, assuming new roles, and/or acquiring new tools 
for research and practice in teacher education.

Community Cultural Wealth: Cultural wealth including aspirational, navigational, social, linguistic, 
familial, and resistant capital based on the experiences of students and families from diverse cultural 
and linguistic backgrounds.

Culturally and Linguistically Responsive Practices: Instructional practices that support learners 
from diverse cultural and linguistic backgrounds.

Funds of Knowledge: Bodies of knowledge and skills essential to multilingual and multicultural 
communities that may or may not be recognized or legitimized in current teaching and learning contexts.

Hybrid Space: Space of teacher education where university-, school-, and community-based resources 
are integrated to support teacher development.

Multilingual Learners: Learners from multilingual backgrounds or developing multilingual com-
petency through different learning contexts.

Research Practice Partnership: Long-term, systematic collaborations to enhance educational 
practices through research.


