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ABSTRACT 

    Glocalisation, which combines the essence of global and local resources, has grown as a 

new concept in education. In Hong Kong, some schools have implemented a “glocalised” 

curriculum which combines the advantages of the international curricula (e.g. International 

Baccalaureate curriculum) and local government-prescribed curricula to meet the diversified 

learning needs of different students, and these schools have recruited teachers from different 

cultural backgrounds to enhance students’ language proficiency and multicultural 

competence. The whole situation creates new challenges for teachers: they should be 

equipped with a different mindset (e.g. “Think globally, act locally”) and be able to cope with 

cultural conflicts within these school contexts. Therefore, the purpose of the study was to 

explore how teachers from diverse cultural backgrounds negotiate and construct their 

professional and cultural identities in relation to their pedagogical practices in a cross-cultural 

school context which involves “glocalised curriculum” in Hong Kong. 

Guided by Morgan’s (2004) idea of “identity-as-pedagogy”, the study used a narrative 

inquiry approach to understand five teacher participants’ experiences through in-depth 

interviews, classroom observations, their reflective journals, the researcher’s field notes, and 

teaching documents. Data were analysed in four main phases: 1) transcribing analysis; 2) 

coding; 3) reconstructing the narratives and restorying the participants’ stories; and 4) sharing 

the stories with the participants.  

Research findings demonstrate the teacher informants’ ongoing shifts in their 

professional and cultural identity experiences and have highlighted the importance of the link 
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between identity and pedagogy, as well as the awareness of students’ diverse needs. The 

research further extends Morgan’s (2004) conceptual framework of “identity-as-pedagogy” 

and emphasises teachers’ flexibility of manipulating their multiple identities as pedagogical 

resources to diverse teaching contexts. This study shows that teachers can either explicitly 

manipulate their multiple identities or implicitly use their multilingual identities to achieve 

their intended goals. Both methods are considered as powerful pedagogical resource to cater 

for different students’ learning needs.  

The study concludes with implications for language teachers, language teacher 

educators, school administration, and teacher training programmes. Directions for future 

research on teacher identities are also proposed.  

Keywords: glocalisation, teachers’ professional identity and cultural identity, identity-as-

pedagogy, narrative inquiry 
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CHAPTER 1  

Introduction 

This chapter begins with a research background that describes what I mean by 

“glocalisation” in my research context, and the different school types under the trend of 

“glocalisation” along with the snapshot of the complex nature of teachers’ professional 

experiences in cross-cultural contexts in Hong Kong. Then, this chapter provides a brief 

personal story of the researcher to demonstrate the reasons for conducting the current study. 

Next, this chapter identifies the purpose, the research questions, and the significance of the 

study. Last, this chapter outlines the structure of the thesis. 

1.1 Research Background 

    Along with the rapid development of globalisation, an increase in the 

internationalisation of education has been reflected worldwide. The United Nations 

Educational, Scientific and Cultural Organisation (UNESCO) suggests that the aim of 

international education is to provide issues (Tikly, 2016). Against this background, there is a 

burgeoning growth of international schools (e.g. International Baccalaureate schools) in 

many parts of the world (Resnik, 2012; Starr, 2014). Besides, some scholars have suggested a 

new concept of “glocalisation” that is an appropriate alternative to the internationalisation of 

education (Patel & Lynch, 2013; Schwarzer & Bridglall, 2015). They posited that 

“glocalisation” represents an effort to combine local and global context which maintains the 

essence of different cultural communities, and it is an important characterisation to better 

understand teacher education as an interconnected process.  

    In the education transition period, Hong Kong, a multilingual society with  
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cross-cultural complexities (Trent et al., 2014), has also been characterised by different types 

of education and schools. The school system in Hong Kong can be generally summarised as 

two types: local schools that prepare students for the local examinations (e.g. Hong Kong 

Diploma of Secondary Education), and international schools, which adopt non-local curricula 

and their students sit other examinations (Lai et al., 2016). Moreover, one specific type of 

local school operating under the Direct Subsidy Scheme (DSS) in Hong Kong are called DSS 

schools. This is also the context in which I conducted the current study. In DSS schools, 

administrators have greater flexibility in various areas, for example, they are free to design 

their own curriculum (Education Bureau, 2011). Some DSS schools, for instance, have 

implemented a type of “glocalised” curriculum (Luk-Fong, 2005), combining the essence and 

advantages of the international and local curricula to meet the diversified learning needs of 

different students, which is offered by the trend of glocalisation in the field of education. The 

term “glocalisation” aims at creating teacher educators who are world-minded and, thus, who 

are able to think globally and act locally during teaching and learning in different contexts 

they find themselves in (Gichiru, 2016). The DSS situation demands that teachers should 

learn and think about issues, cultures and events globally, and make use of this knowledge to 

improve their teaching in local areas. 

    Additionally, due to the need for global communication, societies are becoming 

increasingly multilingual and multicultural (Bertelsmann, 2009). Hong Kong, has typically 

been a harbour which embraces cultural pluralism. Some schools (e.g. DSS schools), in 

which teachers are from mixed cultural backgrounds, mirror the social and cultural structure 

of Hong Kong society. The cross-cultural school contexts rose with globalisation and made it 
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possible for teachers from different cultural backgrounds to work concordantly toward a 

better future, while perhaps bringing about conflicts due to cultural diversity.  

Therefore, an investigation into the experiences and perceptions of teachers from diverse 

cultural backgrounds in a “glocalised” school context – such as the present one - was needed. 

It was important in this study to examine how teachers with cultural plurality cope with 

transformations in the “glocal” workplace by examining how teachers “form sense of 

themselves, teacher identities” (Holland & Lachicotte, 2007, p. 103). According to 

Danielewicz (2001), forming a teacher identity is a process in which a person negotiates with 

the society based on his/her experience within a specific context, time, and place. Also, there 

was a need in this study to investigate how teachers from diverse cultural backgrounds teach 

differently within the school context, as the elements of identity (e.g. professional 

experiences, gender, previous occupation, cultural and religious background, etc.) have 

influenced teachers’ pedagogies (Gaudelli, 1999).  

1.2 A Personal Story 

    I will explain what motivated me to conduct this research based on my personal 

experiences below. 

    Travelling to Hong Kong from mainland China and having lived in the city for seven 

years, I found Hong Kong people have distinct cultural identities as mainland Chinese have 

been raised in different social and cultural environments. I still considered myself culturally 

as a mainland Chinese and have stuck more to my home culture as mainland China are my 

roots. However, I found myself undergoing a transformation of my identities in many 

aspects, which mostly came from my working experiences. 
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Amid my six years of school experiences, four have been spent in my current school 

(the current research context) in Hong Kong as an education assistant. My current school is a 

DSS school (as previously mentioned), and an IB World School implementing a “glocalised” 

curriculum and a cross-cultural context, where the teachers and students are from diverse 

cultural backgrounds, creating a dynamic cultural mix of outlooks. Before I started working 

at the school (primary section), I finished my Master degree in Hong Kong and after one year 

of teaching in a kindergarten, I still considered myself as an expatriate. At that time, I was not 

familiar with the culture, customs, and education of Hong Kong, and I found that studying 

and working in this place to be completely different lifestyles. One year of working 

experience aroused my intense interest to continue to live in Hong Kong in order to identify 

more aspects of this city. It is a sheer coincidence that I got an offer from my current school 

and moved there four years ago. Before I started at the school, I had no idea about the Hong 

Kong education system or school types. I had never heard of the concept of “IB”. I had never 

worked in an environment in which people are from so diverse cultural backgrounds.  

However, soon enough, I became more at ease with the school context. In this school, 

English is used as the major medium of instruction and communication. Since I have worked 

closely and collaboratively with the English Department, I seldom speak any other languages 

than English on campus. Interestingly, the first reaction from many students and some 

colleagues about me in the school tends to be inquiring: “Where are you from? Are you 

Japanese? Are you Korean?......” To my surprise, no one has realised that I am mainland 

Chinese before I revealed more aspects of my identity. My Grade 4 students were shocked to 

figure out that I am actually a Putonghua native speaker, until one day, I covered their 
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Chinese lessons. Nevertheless, I kept speaking English only during most of the time at 

school. It is because my daily duties include mainly assisting English homeroom teachers in 

their lessons, teaching small groups of students and whole classes, supervising students 

whenever needed, as well as taking on a significant role as a supply teacher in classes of each 

year level when teachers have been absent. In this way, English became the major medium of 

instruction or communication for all subjects except Chinese lessons for me. On one hand, I 

have still found myself culturally as a Chinese woman; but on the other hand, professionally 

as a legitimate English educational assistant/teacher. My Chinese language (Putonghua) 

identity was only revealed when I assisted in the Chinese teachers’ lessons or substituted 

Chinese lessons. My school has used me as a valuable bilingual teaching assistant in the 

profession, however, reimaging myself as a bilingual teacher in front of my students has been 

a long process. 

Gradually, I found it necessary to hide or use different aspects of my identity in order to 

gain legitimate entry into professional practice in my different work situations. But 

sometimes, I have struggled to balance my bilingual identities between my profession and my 

own culture. It was particularly challenging for me to supply some higher primary classes in 

English if the students were aware that I am culturally Chinese, especially when I was not 

familiar with the IB knowledge and “glocalised” curriculum. Despite majoring in English and 

speaking fluent English since a young age, as a “non-native speaker”, my confidence can be 

easily lowered when I covered all the lessons in English as an education assistant (EA). It is 

because unlike other local schools, the IB expects its school teachers to have higher level 

English proficiency (native or near native). Instead of teaching the language, English is 
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always used as a major medium to teach different subjects (e.g. Mathematics, Music, Visual 

Arts, PE, etc.). Compared to native English speakers, my struggles came from my cultural 

identity, not my profession.  

By talking, observing, and interacting with my teacher colleagues, I found my 

experience was not unique. We shared similar struggles initially in adapting to the specific 

school environment. But we are also different. We took on different job roles. I could even 

sense that many teachers have had more struggles than me through their full-time teaching 

experiences. In general, their challenges may come from professional aspects, such as lacking 

professional knowledge of the IB programme used in the primary school (Primary Years 

Programme or PYP), or being unfamiliar with the special curriculum, etc., as well as from 

their own cultural dimensions (e.g. race, ethnicity, languages, etc.). Some of their challenges 

might even be beyond my observations and imagination. Therefore, how do primary teachers 

negotiate and construct their professional and cultural identities in this school? How do they 

learn to become IB Primary Years Programme (PYP) professionals? Is their multilingual, 

multicultural knowledge a pedagogical resource for them? 

These burning questions are meaningful for all teachers who are constructing and 

reconstructing their professional and cultural identities in the specific school context. Their 

fascinating life experiences of the teachers’ identity development have triggered my great 

curiosity to explore their stories, and highly encouraged me to start my doctorate programme 

study to conduct a research study about these teachers’ lives. My own growth as a scholar at 

university and with teaching staff in the school owes so much to these teachers’ stories and 
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practices, which I believe, will benefit many other teachers who work in similar school 

contexts. 

1.3 Research Purpose and Research Questions 

    The purpose of the study was to explore the negotiation and construction of teachers’ 

professional and cultural identities in relation to their pedagogical practices in a cross-cultural 

and “glocalised” school context. 

   The following research questions have guided the study:  

1) How do teachers negotiate and construct their professional and cultural identities in the 

“glocalised” school context?  

2) How do teachers’ professional and cultural identities shape their pedagogical practices? 

1.4 Significance of the Research Study 

    From a theoretical perspective, this study offers detailed information of the identity 

formation issues of primary school teachers in a unique school context. Previous work on 

teacher identity have mostly been conducted at the tertiary educational level. By exploring 

primary school teachers’ professional-cum-cultural identities, this study develops further 

understandings into the concept of “identity-as-pedagogy” (Morgan, 2004). The theoretical 

significance of this study lies in its further discussion on the relationship between teachers’ 

professional identity and cultural identity, and further steps on how they utilise their identities 

as pedagogical resources in the practices.  

From a practical perspective, generally, the findings of this study will highlight the 

teachers’ identity negotiation and construction process and their classroom practices in a 

multicultural teaching context through their stories shared, in order to encourage all 
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stakeholders (e.g. teachers and educators, policy makers, parents) to reflect critically for 

future teacher education and professional development. The specific significance for teacher 

educators, policy makers, and even parents are shown as below: 

First, for teacher educators, the teaching experiences chronicled in this study will offer 

additional information and inform all other primary school teachers how to prepare 

knowledge, develop courage, adjust themselves, and improve teaching methods to meet all 

challenges in the similar (international/cross-cultural) teaching contexts.  

    Second, for policy makers, the shared stories and critical reflections concerning teacher 

identity formation and transformation reveal what works in the classrooms and may provide 

significant information for curriculum or education policy reform. 

Last but not the least, for parents, they can have a better understanding of teachers’ lives 

(e.g. challenges, teaching styles, teaching philosophy, etc.) based on this study. It will be a 

useful research that bridges and deepens mutual understanding between parents and teachers. 

1.5 Thesis Overview 

The thesis consists of six chapters. The introductory chapter describes the research 

background, the researcher’s personal experience, research purpose, research questions, and 

significance of the study.  

In Chapter 2, I first review the literature on internationalisation and glocalisation in 

education to clarify the background of the study. Then, I review the literature on identity, 

especially teachers’ professional identity, and cultural identity-in order to explain why I have 

separated the two concepts and their inter-relationship. Next, I review the literature on the 

identities and pedagogical practices. A conceptual framework is presented based on the 
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theories related to identities and the concept of “identity-as-pedagogy”. Last, I address the 

gap of the research. 

Chapter 3 outlines the methodology applied, including a detailed account of the 

narrative inquiry approach that the study employed, as well as the research context, 

participants selection, role of the researcher, data collection, research methods, and data 

analysis procedures. 

Chapter 4 demonstrates the findings of the study by presenting the retold and 

reconstructed stories of each participant by themes. 

Chapter 5 offers a discussion of the findings to answer the research questions 

respectively. In this chapter, the negotiation and construction of teachers’ professional and 

cultural identities are analysed. In addition, the interaction between teachers’ professional 

identity and cultural identity is discussed. Moreover, the connections between identities and 

pedagogical practices are further explained. The conceptual framework of “identity-as-

pedagogy” (Morgan, 2004) is further developed as “identities-as-pedagogies”; it is developed 

by illuminating whether, when, and how to utilise different aspects of identity as pedagogical 

resources.  

Chapter 6 concludes the thesis. This chapter highlights the contributions and 

implications for understanding identities and practices as well as teacher education, and 

summarises the limitations and directions for future research.  
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CHAPTER 2 

Literature Review 

This chapter reviews the relevant literature. I will first introduce the status quo of global 

education by presenting the concepts of internationalisation and glocalisation. Then, I will 

discuss teachers’ professional identity and cultural identity. After that, I will explain why it is 

important to explore teachers’ professional and cultural identities in relation to their 

pedagogical practices in teacher education, and propose a conceptual framework of “identity-

as-pedagogy” that was used in the present study. 

2.1 Internationalisation and Glocalisation in Education 

    Over time, globalisation has created market for international education which seeks to 

develop knowledge, skills, beliefs, attitudes, and values with an international perspective 

(Maclean, 2007). According to the Education Department (1995) in Hong Kong, many 

international schools were built by interested parties in response to market demands to 

promote international education. These schools implement non-local curricula (e.g. the 

International Baccalaureate Organization (IBO) programmes) for the needs of a particular 

cultural, linguistic, or racial group. Many previous studies about international education are 

quantitative through general surveys (e.g. Hayden et al., 2000) or have emphasised 

curriculum rather than the teacher profession. For example, Singh (2002) introduced an IB 

school which adopted the Primary Years Programme (PYP) international curriculum 

structure in his article “Becoming international”. He emphasised the effectiveness of the 

inquiry-based PYP curriculum (international curriculum) and explained how this curriculum 

was adopted but works well within public schools in the United States, although it was 
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originally designed for international schools. The findings showed that an effective 

international curriculum structure can also be applied within public schools, an 

implementation that realises the good combination of global and local education.  

In this way, a notion of “glocalisation” was suggested by Patel and Lynch (2013) as an 

appropriate alternative to the internationalisation of education, by referring to Boyd’s (2006) 

and Khondker’s (2004) description of this term. They argued that “glocalisation” is 

characterised or reflected by both local and global considerations in education. And they 

highlighted the idea of respectful exchange of cultural wealth and educational sources, which 

are neglected in national/local and international/global education. Regarding globalisation 

and localisation in education, Tien and Tally (2012) conducted a study with a mixed method 

to explore Taiwanese university teachers’ and students’ awareness of “glocalisation” and 

what skills/knowledge are needed for this perception to occur. The findings demonstrated that 

both students and teachers hold positive responses to the concept “Think globally, act 

locally” (p. 124). They showed great interest in sharing local Taiwanese cultural with other 

parts of the world while embracing multiculturalism at the same time. Therefore, educators 

and administrators should re-consider a form of curriculum which will help students to 

achieve a good balance between globalised and localised learning. However, Tien and Tally’s 

(2012) study only drew attention to the concept of “glocalisation” among students and 

teachers in Taiwan universities, not involving any implementation of the notion of 

“glocalisation”. Likewise, in Hong Kong, Luk-Fong (2005) also suggested a theoretical 

framework for the development of a guidance curriculum in schools, using a “glocalised” 

view of mixing Western and Eastern cultures to better understand the current and future 
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issues and help students develop positive values. The paper demonstrated how local Chinese 

traditions (e.g. perseverance, moral commitment, responsibility) integrated with globalisation 

in curriculum development and called for the actual implementation of guidance curriculum 

in Hong Kong (Luk-Fong, 2005). I believe Luk-Fong’s proposed framework of glocalisation 

in curriculum development would be likely applicable in contexts with cultural hybridities 

such as Hong Kong. Nevertheless, most previous works as regards to the form of 

“glocalisation” in education were theory-based. Relevant empirical studies about how people 

work within the context implementing a “glocalised” curriculum are very scarce.   

By the trend of glocalisation in education, a “glocal” model of teacher has been set up to 

increase teachers’ awareness of global considerations and meanwhile to understand the 

impact of local traditions (Trippestad & Huang, 2016). Besides, the trend of global education 

has increased migration and triggered greater mobility (Scheunpflug, 2011), making it 

possible for teachers from different cultural backgrounds to work together. The whole 

situation creates new challenges for teachers to survive (e.g. the adaptation to the “glocal” 

model; coping with cultural conflicts), which aroused my curiosity, not only to what stories 

teachers tell, but also to what teaching methods and strategies they use in these new contexts. 

It is because teachers have always played a vital role in contributing to students’ 

achievements. Therefore, it is significant to explore how teachers construct and negotiate 

their identities to teach in a new cross-cultural context adopting a “glocalised” curriculum.  
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2.2 Defining Identity 

    By considering the challenges teachers are facing in the new context mentioned above, I 

have drawn my attention to teachers’ identity issues. This section presents a general review 

about how to define identity. 

    On an individual level, we always seek to become a certain type of person and one’s 

identity enables them to achieve goal-directed actions (Wenger, 1998). Different scholars 

who work in a wide range of social science and humanity disciplines have taken a serious 

interest in this concept. For example, Deng (1995) argued that “identity is used…to describe 

the way individuals and groups define themselves…” (p. 1). Wendt (1992) claimed that 

identities are “relatively stable, role-specific understandings and expectations about self” (p. 

397). However, understanding identity, as Beauchamp and Thomas (2009) reminds, is never 

an easy task. We should further comprehend the link between identity and many other 

elements, such as the connection between identity and the self, the connection between 

identity and agency, the role of emotion and reflection in shaping one’s identity, as well as 

the contextual factors that influence the construction of identity, etc. In this way, I would 

suggest that identity encompasses multiple aspects that vary in accessibility across 

communities. An individual may possess multiple identities, which can be combined to form 

a sense of self. In different communities, how an individual engages in presenting and 

performing him/herself in relation to others, and how he/she establishes and re-establishes 

his/her sense of self influences the construction of multiple identities. Hence, identities are 
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often considered as multiple, changing, elusive, contradictory, and fragmentary, which can be 

transformational and transformative (Huang, 2013). 

A focus on identities is valuable in educational research because education is a social 

and cultural matter that transforms teachers’ and learners’ identities in the community (Gee, 

2001). The scope of the study has focused on the exploration of the construction and 

negotiation of teachers’ identities.  

2.3 Understanding Teachers’ Professional Identity 

This section includes a review of the literature on teachers’ professional identity, noting 

the combination of both the personal and professional aspects of identity inherent within that 

of a teacher, the internal and external impacts on professional identity, such as (previous) 

experiences, teaching beliefs, context, communities of practices, and teacher agency. 

2.3.1 Defining Professional Identity  

    An individual’s professional identity is constructed from his/her interpretations of 

his/her experiences, his/her role within society, and his/her interactions with others (Gee, 

2000; Geijsel & Meijers, 2005). For a teacher, professional identity can be considered as a 

component associated with his/her professional status as a teacher, or understood as the 

beliefs, values, attitudes, aspirations, and commitments that he/she holds towards being a 

particular type of teacher in his/her professional life (Beauchamp & Thomas, 2009; Gee, 

2000; Izadinia, 2013; Pennington & Richards, 2016; Zhang, 2016). The formation of a 

teacher’s professional identity is a process involving the interpretation of experiences and the 

interaction between the person and the context (Beijaard et al., 2004; Sutherland et al., 2009). 
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Professional identity development forms the core of our inquiries. In this study, I have 

considered teachers’ professional identity from the following two aspects. 

Specifically, professional teacher identity is conceived as how teachers consider 

themselves as teachers and how they are recognised as such (Beijaard et al., 2000). Beijaard 

et el. (2000) emphasised that most researchers see professional teacher identity as “an 

ongoing process of integration of the ‘personal’ and ‘professional’ sides of becoming and 

being a teacher” (p. 113). Therefore, for a teacher, learning to teach usually comprises both 

personal aspects (e.g. one’s own biography, beliefs, learning experiences) and professional 

aspects (e.g. discipline expertise; professional demands from the practice school). From the 

professional identity perspective, how a teacher learns to teach is viewed as a result of the 

interactions between the personal and professional aspects of teaching (Leeferink et al., 2019; 

Trent, 2011). In other words, identity for a teacher should be considered as regarding the 

personal dimension of the self and the professional dimension (a professional teacher 

identity) (Au & Blake, 2003; Beauchamp & Thomas, 2009; Beijaard, 2019).  

According to Sachs (2005), and Beauchamp and Thomas (2009), teachers’ professional 

identity stands at the centrality of the teaching profession, which provides a framework for 

teachers to construct their thoughts of ‘how to be’, ‘how to act’, and ‘how to understand’ 

their roles in the social context. This view of identity encompasses both the personal and 

professional aspects of teachers’ identity and highlights the importance of the ongoing 

negotiation of identity through experiences. Pennington and Richards (2016) claimed that 

teachers’ personal, autobiographical identities, and narratives become connected to their 

work-related, instructional, and professional identities and narratives through their processes 
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of negotiation of their experiences and interactions with others. Although teachers share 

similar aspects in their professional dimension, there is no uniform professional culture and 

every individual develops their own unique teaching style (Feiman-Nemser & Floden, 1986). 

Therefore, it is difficult to separate the profession-related identities of a teacher from his/her 

personal experiences or dimensions. Suggested by Richards (2015), good teaching is mainly 

based on teachers’ individual qualities, which are part of teacher’s personality. A teacher’s 

professional skills or pedagogical art draws on aspects of his/her personal identities, such as 

natural traits, beliefs, and perceptions about the world and others. Thus, a teacher creates a 

professional identity by connecting his/her individual characteristics to the characteristics of 

the professional field as a whole (Pennington, 1999). A teacher is expected to personalise 

his/her professional or disciplinary knowledge or skills to his/her own individual qualities 

and contexts of teaching.   

    Therefore, the current study took a look at teachers’ professional identities by 

connecting their personal aspects to their profession-related aspects.  

2.3.2 (Previous) Experiences and Teaching Beliefs 

Professional identity shifts over time under the influence of external to the individual 

restricting teachers’ professional development, such as teachers’ schooling experiences, 

previous job, and life experiences in particular contexts (Olsen, 2008; Rodgers & Scott, 2008; 

Smagorinsky et al., 2004). Berger and Van (2018) also suggested that professional teacher 

identity is viewed as multidimensional and highlighted specific components of professional 

identity, such as subject matter, didactical and pedagogical expertise, teaching beliefs, 

motivation to become a teacher, commitment to teaching, sense of responsibility, teaching 
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goals, etc. Therefore, (previous) experiences and teaching beliefs can have an influence on 

teachers’ professional identity construction and transformation.  

For example, Andersson and Hellberg’s (2009) study explored a group of student 

teachers’ professional development and found their prior working experiences as 

childminders had positive contributions to their trajectory into university students and their 

professional identities as teachers. Their study highlighted the importance of teachers’ 

previous experiences in their professional development. In addition to the impacts on 

previous experiences, Huang et al.’s (2021) study further explored novice teachers’ identity, 

formed by the negotiation between teachers’ initial teaching experiences and epistemological 

beliefs. In Huang et al.’s (2021) study, the changes in novice teachers’ beliefs and 

experiences lead to changes in their identities. When novice teachers’ beliefs are challenged, 

their identities are at stake. Teachers’ beliefs are considered as the key measure of teachers’ 

professional growth, which include teachers’ pedagogical beliefs, and those beliefs that are 

relevant to an individual’s teaching (Borg, 2011; Calderhead, 1996). 

As evidenced from the above studies, understanding teachers’ (previous) experiences 

and teaching beliefs are essential to their professional identity construction and negotiation.  

2.3.3 Learning Communities 

The professional development of teacher education can be a complex and messy notion. 

Wenger’s (1998) concept of community of practice (CoP), provides a meaningful and 

powerful framework for examining teacher educators’ learning and teaching. Wenger (1998) 

suggested that learning is fundamentally a social phenomenon which places individuals as 

active participants in the practices of social communities. Hence, it is essential to apply the 
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CoP notion to understand teachers’ professional identity in the school context, which can 

offer another perspective to explore the influence of a social climate on teachers’ ongoing 

change processes in identity trajectories. 

Individuals develop an identity as they become a valid member of a CoP where people 

share a concern, a passion about a topic, or deepen their knowledge in this area by interacting 

on an ongoing basis (Wenger, 1998; Wenger et al., 2002). Wenger (1998) argued that CoP is 

characterised with three features: “mutual engagement”, “joint enterprise” and “shared 

repertoire”, which supports Agrifoglio’s (2015) argument that CoP is established by 

developing the three elements of “community”, “domain”, and “practice”. In this regard, first, 

members develop collaborative relationships (i.e. mutual engagement) by communicating in 

the community, which binds the members into a social entity. Second, through these 

communications, people initiate a common sense that binds them together (i.e. joint 

enterprise), which is sometimes referred to as the domain (Agrifoglio, 2015). Third, the 

community develops a shared repertoire of resources or knowledge (e.g. stories, tools, 

genres, actions, etc.), which is part of its practice (Wenger, 1998). In general, the three 

elements are dispensable so that members are able to develop identity and deepen their 

knowledge in a learning community.  

For example, Sivan et al.’s (2016) study examined the effectiveness of a CoP project 

established by a university to develop a teaching portfolio framework (TPF). The aim of the 

project was to develop a teaching portfolio framework through a multidisciplinary 

academics-based community and reflective practice was performed at two levels: the process 

through “reflection-in-action” and “reflection-on-action” (Schön, 1983). From participating 
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in the CoP, members were involved in the learning activities, in-depth discussion, sharing, 

and in reflecting on their teaching at a deeper level. The transdisciplinary and multicultural 

context of the CoP members were provided with exposure to a wide range of expertise, 

teaching philosophies, and teaching practices. Therefore, participants were allowed to extend 

teaching and research capacities, as well as enhance their personal professional learning. This 

supports Barak et al.’s (2010) suggestion that learning between members is even more 

powerful compared to individual learning.  

Besides, Agrifoglic (2015) argued that CoP is considered as a knowledge management 

strategy to enhance school learning capacity. For example, the findings from Mak and Pan’s 

(2015) study showed that Hong Kong school teachers were able to manage their pedagogical 

knowledge with the development of CoP and their teaching competence were enhanced. 

However, Shi and Yang (2014) also criticised that the CoP can be limited by the hierarchies 

and power relationship in the school context.  

The above studies have highlighted the importance of examining the characteristics, 

positive outcomes, and challenges of CoP in education contexts. These dimensions 

underscore the value of exploring how teacher participants’ changing identities are positioned 

within the communities through learning, reflection, and interaction.  

2.3.4 Professional Identity and Context 

Teacher identities are shaped and reshaped by contexts (Flores & Day, 2006). Maclure 

(1993) emphasised that the identity should be something that teachers “use to justify, explain 

and make sense of themselves in relation to other people, and to the contexts in which they 
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operate” (p. 312). Previous studies have highlighted the multi-dimensional and context-

specific nature of teacher identity (e.g. Braga, 2001; Hauge, 2000).  

For example, the literature reveals that professional identity is shaped and reshaped by 

the school culture in which teachers work (Beijarrd et al., 2005; Flores & Day, 2006; 

Korthagen, 2004). These studies highlighted the power of the contextual influences of the 

workplace. The findings from Flores and Day’s (2006) study presented three main influences 

upon teachers’ professional identity transformation. One of the influences was the impacts of 

the contexts, which analyses the process of learning, socialisation, and professional 

development both in terms of classroom practice, school culture and leadership, and their 

effects on the teacher identities reconstruction. This study highlighted that the influence of 

workplace (positive or negative) played a key role in (re)shaping teachers’ understanding of 

teaching, in facilitating or hindering their professional development, and in (re)constructing 

their professional identities. 

Salinas’ (2017) study explored the impacts of macro and micro contextual factors on 

teachers’ professional identity in the educational reform context. In this study, micro 

contextual factors were analysed from the emotional and cognitive dimensions, including 

work climate, the student and teacher relationship, school environment, teachers’ sense of 

appreciation, and the need of professional development. These factors can strengthen or 

weaken teachers’ identities in the context where they work. Another cross-sectional study 

(Case-Hayford et al., 2022) explored individual and contextual factors in association with 

teachers’ intention to remain in the profession. The main implication of the study 
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underscored the importance of a health work environment in schools for teachers’ perceived 

health state regarding their intention to remain.  

The above studies reveal how teachers construct, deconstruct, and reconstruct their 

identities within a specific context. Hence, it was of great importance to explore the 

complexity of work environment (e.g. a specific cross-cultural school context implementing 

“glocalised” curriculum) and its subsequent influence on teacher participants’ identity 

formation and negotiation in this current study.  

2.3.5 Professional Identity and Agency 

    In addition to the impacts of the context, teacher agency is an indispensable/internal 

factor which is reciprocally related to his/her professional identity (Buchanan, 2015). It is 

because teachers take actions that they believe align with the construction of an 

understanding of who they are within their professional context. Therefore, teachers’ agency 

is concerned with their actions in producing effects or fostering the capacity to act and make 

changes (Huang, 2021).  

Besides, scholars have defined teacher agency as the teachers’ capability to “critically 

shape their responses to problematic situations” (Biesta & Tedder, 2006, p. 14); or “an 

essential element in determining teachers’ efforts to confront, resist, and work out 

pedagogical conflicts” (Huang, 2021, p. 2). Hence, agency can be viewed as an important 

capacity of teachers to act in response to problems within the context. Huang’s (2021) 

longitudinal case study examined how a Hong Kong secondary school ESL teacher exercised 

her teacher agency in order to construct her professional identity during the early years of her 

teaching. The findings revealed that the school contextual factors intertwined with the 
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teacher’s personal experiences culminated in her leaving, which shed light on the constraints 

on teacher agency and identity. Besides, Huang and Yip’s (2021) study explored how 

teacher’s actions for the establishment of their professional identity were constrained by the 

workplace. The findings showed that teachers exercised different forms of agency: passive 

agency, reactive agency, and active agency. The above studies indicated that the development 

of teacher agency is imbued with affordances, challenges, and uncertainties in teachers’ work 

environment. Meanwhile, it is complex to underpin a teacher’s construction of professional 

identity and his/her decision to join, stay in, or leave the teaching profession.  

    Therefore, teacher agency and identity are intertwined. Teachers’ cognitions make and 

remake themselves by drawing on their current self-conceptions (identities) and then acting 

in ways that seek to match those self-conceptions (agency) (Buchanan, 2015). In general, the 

combination of the lenses of teachers’ identity and agency provides an opportunity to see the 

process of self-construction in action.  

The current study explored the negotiation of the five teacher participants’ professional 

identity within the school context, and also investigated how they exercised their agency to 

construct and re-construct themselves in the exercise of their professional practices.  

2.4 Understanding Cultural Identity 

    This section includes a review of the literature on cultural identity, defining cultural 

identity and cultural identifiers, and highlighting the importance of language within an 

individual’s cultural identity. In addition to understanding teachers’ professional identities, 

the cultural dimension of identity should also be stressed. This aspect has not attracted much 

attention from previous research. However, an individual’s cultural identity was given much 
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more attention in the current study as the research participants came from diverse cultural 

backgrounds. 

2.4.1 Cultural Identity and Cultural Identifiers  

Berry and Candis (2013) described cultural identity as one’s identity or the feeling of 

belonging to a group, which is part of a person’s self-perception related to culture. Janík 

(2017) stressed that cultural identity is not a personal identity characterised by the 

unique traits of an individual, nor a social identity based on a gender or profession, but 

it defines and influences the context of intercultural communication. In other words, 

cultural identity is a characteristic of the individual and the culturally identical group of 

people sharing the same cultural identity or upbringing.  

Although individuals are not necessarily bound by cultural and social contexts, culture is 

still a force through which, we develop a sense of belonging, personal growth, and the ability 

to relate to each other. Due to globalisation, an individual needs to be identified by a whole 

set of identity markers. Cultural identity “influences whom we befriend…what language or 

dialect we are comfortable with, and with what nonverbal gestures we are at ease in 

expressing ourselves (Ting-Toomey & Chung, 2012, p. 79). Therefore, an individual is 

understood as a coherent whole subject or object into a collection of various cultural 

identifiers (e.g. gender, race, nationality, language, religious beliefs, ethnicity, values, etc.), 

which bring together a solid picture of a person as an active participant of a global world. The 

construct of culture identity enables us to investigate how teachers’ professional identity is 

historically and socially constructed (Hollins, 2008).  
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Similar to teachers’ professional identity, cultural identity is changeable and negotiable 

(Meihami & Rachidi, 2020; Strauss, 1978; Yagi & Kleinberg, 2011). A few studies from 

various contexts have examined the development of teachers’ cultural identity and how their 

cultural identity influenced their teaching practices (e.g. Ennser-Kananen & Wang, 2016; 

Ficher & Chapman, 2011; Gu, 2013; Menard-Warwick, 2008). These researchers asserted 

that culture issues not only influenced the formation of teacher identity but also helped to 

approach teaching culture.  

For example, Gu’s (2013) study explored transformations in cultural identities of a group 

of pre-service teachers from mainland China during their teaching experiences in Hong 

Kong. In her study, the teachers from mainland China had the same Chinese ethnicity with 

the Hong Kong teachers; however, they had distinct cultural identities as they had been raised 

in different social and cultural environments. The findings from the study demonstrated the 

cross-broader mainland teachers’ feelings, tensions, and renegotiations in the new context. 

What emphasised their cultural backgrounds and beliefs had subsequent impact on their 

learning-to-teach process, and on their professional identities and teaching practices.  

Rashidi and Meihami (2017) investigated the role of negotiation in the student-teachers’ 

cultural identity formation. In their research, Rashidi and Meihami discussed the cultural 

variations in different ways in teaching, identified the gaps between cultural contexts, re-

conceptualised the cultural concepts, and analysed the cultural awareness, cultural 

transformation, etc. They concluded that cultural identity is a dynamic one and open to 

change. However, Taylor (1999) defined cultural identity “as one’s understanding of the 

multilayered, interdependent, and nonsynchronous interaction of social status, language, race, 
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ethnicity, values, and behaviors that permeate and influence nearly all aspects of our lives” 

(p. 232). Hence, cultural identity is considered as being multifaceted and a complex of 

various elements, which is influenced by different factors. It is important to explore the 

different elements of an individual’s cultural identity (e.g. race, language, values, ethnicity, 

behaviours, social status).  

The above studies reveal that cultural identity is transformative and encompasses various 

elements. It is important to explore the role of different identifiers of cultural identity, and 

how a teacher’s cultural identity changed within the specific context in the current study.  

2.4.2 Cultural Identity and Language  

    Language is the fundamental component of cultural identity, which serves as a bridge to 

connect diverse values, customs, beliefs, cultures, and “foster feelings of group identity” in a 

global society (Bakhtin, 1981). 

Among the various elements of cultural identity/cultural identifiers, language is 

intrinsically related to culture, which performs the social function of communication of the 

group values, beliefs and customs, and strengthens feelings of group identity (Bakhtin, 1981). 

Many scholars explored the interrelations between culture, language and identity (e.g. Hall, 

1997; Kim, 2003; Mercuri, 2012; Zou, 2012), and they agreed that language can have one of 

the greatest impacts on cultural identity. They believed that language embodies cultural 

difference, and can be considered as a medium through which groups can maintain their 

cultures and traditions alive.  

Trechter and Bucholtz (2001) suggested that the ability to use a specific language in a 

specific context has a great impact on the development of cultural identity. Hall (1997) also 
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claimed that the strong relationship between the concepts of language, identity and culture, 

highlighted the importance of language in the relationship. For example, Hall argued that 

language is a link that is used to ‘make sense’ of things. Hence, I argue that language is 

essential to culture and meaning, and can be regarded as the key container of the values of 

cultures.  

As evidenced from the above studies, understanding teachers’ linguistic identity (of 

cultural identity) is essential to their professional practices as all participants in the current 

study were language teachers.  

2.5 Linking Teachers’ Professional and Cultural Identities to Pedagogical Practices 

    This section includes a review of the literature on the relationship between teachers’ 

identities and pedagogical practices.  

Watkins and Mortimore (1999) defined pedagogy as “any conscious activity by one 

person designed to enhance learning in another” (p. 3). Voinea and Pălăşan (2014) argued 

that teachers’ professional identity can be considered as “the nucleus of pedagogic 

awareness” (p. 363). That is to say, a teacher’s overall pedagogical practices manifests in his 

thinking, perceptions, methods, strategies, and styles of instruction (Westbrook et al., 2013). 

Therefore, what a teacher thinks or perceives, has an effect on how he/she acts in their 

classroom practices. 

Previous studies have explored the relationship between teachers’ professional identities 

and classroom practices or pedagogy. For example, Gaudelli’s (1999) study examined 

teachers’ identities and classroom practices. The findings show that teachers’ classroom 



 

27 

pedagogies are influenced by various elements of their identities (e.g. gender, previous 

occupation, cultural, and religious background). Leijen et al.’s (2014) study presented 

different exemplars of pedagogies that have been enacted in the Estonian context to support 

the development of teachers’ professional identity, which implied that specific pedagogies 

were able to facilitate the personal and professional aspects of teachers’ identity.  

Besides, Ballantyne and Grootenboer (2012) conducted a qualitative study, using 

grounded theory analysis techniques to explore several experienced music teachers’ 

professional identities in relation to their classroom practices. The findings generally 

indicated that the music teachers’ perceptions of a pedagogy were closely related to their 

perceptions of being a teacher as well as their professional abilities (i.e. how to be proficient 

within the discipline). The study emphasised how the music teachers’ perceptions of their 

professional identities (i.e. teachers identify themselves firstly as performing musicians) 

greatly impacted on the way they perceived themselves in their classroom practices. The 

music teachers in this study were excellent musicians with evidence of good musicianship, so 

they tended to enact a pedagogy that unconsciously reflected their professional identities as 

discipline specialists, which clearly indicated the associations between discipline and 

pedagogical expertise. In this way, the findings had the potential to provide insights into 

improving classroom practices – if we want to improve pedagogy, we need to first address 

teachers’ professional identities.  

Barty’s (2004) study about identity-pedagogy relationship focused on a group of pre-

service social studies teachers. In his study, the teachers were found to be reluctant to 

incorporate primary sources (e.g. materials such as texts, photographs, paintings, newspapers, 
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etc.) in their classrooms due to some challenges in using them. Many pre-service social 

studies teachers were not confident to overcome the ambiguous nature of primary sources and 

unexpected questions due to various reasons, such as limited time to engage in real teaching 

experience, or lack of skills to effectively incorporate primary sources into daily lessons. In 

this way, to fully realise the benefits of primary sources in lessons, pre-service social studies 

teachers must be taught how to use primary sources effectively in order to increase their 

positive cognition and confidence in themselves, and be a facilitator in social studies 

classrooms. Overall, Barty (2004) suggested that social studies teachers’ hesitation of using 

primary sources is not a pragmatic issue but a pedagogical issue that is essentially linked to 

their professional identity formation. That is to say if the pre-service social studies teachers 

are not trained to have strong professional abilities in using teaching resources (i.e. the 

challenges of their professional identity formation are not addressed), they will not make a 

good pedagogy. The proficiency within a discipline of a teacher in some way determines 

whether they will have an efficient method of teaching in their classroom. 

From the two studies (Ballantyne & Grootenboer, 2012; Barty, 2004) previously 

described, a common conclusion can be drawn that a teacher’s pedagogical practices (e.g. 

whether they have a good pedagogy or not), are heavily dependent upon their professional 

identities. At the same time, pedagogical practices are considered as a positive reflection of 

teachers’ professional identity. Martin’s (2018) study examined a teacher’s professional 

identity, and that aspects of his pedagogy (conductive and not conductive) were greatly 

promoted through daily classroom practices (e.g. engagement with students, his own 

meaning-making and reflections of course events, students’ feedback, etc.). Moreover, Golzar 
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(2020) reviewed 37 empirical studies that explored English teacher identity and its 

construction through classroom practices from 1997 to 2020. Among the above empirical 

studies, Kaya and Dikilitas’s (2019) study investigated teachers’ identity construction in three 

phases: pre-existing phase, developing phase, and liberating identities phase. The researchers 

found that classroom practices play a pivotal role in shaping teachers’ identity, such as they 

transformed themselves from being behaviourist practitioners to socio-constructivist 

believers in a specific context of a language programme. Peker et al. (2020) explored four 

foreign language teaching assistants’ classroom experiences in the Fulbright Foreign 

Language Teacher Assistant (FLTA) programme in the United States. The assistant teachers 

found that their identities were shaped through a variety of practicing in the classroom.  

Hence, pedagogical practices shape and are shaped by teachers’ identities. This 

reciprocal and interwoven relationship provided a strong reason for examining teachers’ 

identities as pedagogical resources in the current study.  

However, the above studies always separated the concept of identity and pedagogy, and 

have not clearly demonstrated how teachers utilise the identity-pedagogy relationship in the 

context of their work situations. Based on Morgan’s (2004) notion of “identity-as-pedagogy”, 

teacher identity can be used as a resource for classroom practices. In order to further 

investigate teachers’ professional and cultural identities in relation to pedagogical practices, I 

used and adapted Morgan’s (2004) “identity-as-pedagogy” conceptual framework in the 

current study as presented in the section below. The relevance of this notion to the second 

research question (RQ2) was that: it enabled me to examine how teachers used various 

aspects of their identities as a resource to shape their pedagogical practices.  
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2.6 Conceptual Framework: “Identity-as-Pedagogy” 

Morgan (2004) calls for a move from “teacher identity and pedagogy” to a notion of 

“teacher identity as pedagogy” (p. 178), which is particularly useful because it stressed the 

importance of teachers’ identities as pedagogical resources in classroom practices. That is to 

say, by drawing on identities as pedagogical resources, teachers can perform themselves in 

ways that counteracted with their stereotyped “image-text” (Simon, 1995, p. 99) that students 

constructed of them. According to Simon (1995), an “image-text” is produced through 

everyday school practices and demonstrates close affiliations developed between teachers 

and students. The “image-text” is considered as a composite portrait, based on the 

understanding of observable phenomena (e.g. teacher-student interactions) but constructed by 

indirect and imperceptible factors (Varghese et al., 2005). For example, students might have 

perceptions of their teacher based on the teacher’s appearance, gender, race, gestures, 

clothing, and so on, and conversely, the teacher’s expectations of students might be based on 

the school’s location or type. Such frames of expectations and image idealisation cause how 

an “image-text” is produced in class. In general, according to Varghese et al. (2005), the 

“image-text” is characterised as (a) performative (Butler, 1990), meaning that teachers and 

students can learn ways to subvert or perform their assigned roles; (b) texts are always open 

to new “readings”; and (c) texts are invisible to ourselves - students “read” teachers in their 

own ways and respond to things about teachers in ways that teachers might not be fully aware 

of themselves. Figure 2.1 (below) presents the interpretation of “image-text”. Based on  
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Figure 2.1  

Interpretation of “Image-text” 

 

 

 

 

 

 

Simon’s (1995) “image-text”, Morgan (2004) investigated the notion of identity as a type of 

pedagogy through theorising his eight years’ experiences of teaching English to Chinese 

adults (who were mostly from Hong Kong) in Toronto, Canada. In a bilingual community 

programme, for example, Morgan foregrounded various aspects of himself (e.g. his 

involvement in domestic chores and child care) which challenged his Chinese students’ 

stereotypes of what role “a white American husband” plays in a family. Figure 2.2 below 

shows Morgan’s “identity-as-pedagogy” notion.  
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Figure 2.2  

Interpretation of Morgan’s “Identity-as-Pedagogy” 

 

 

 

 

 

 

 

 

 

 

 

    In this way, some Chinese students’ traditional notions of gender, race, and culture of 

the dominant society were shifted. Morgan (2004) argued that though teachers cannot 

perform in ways that guarantee prescribed outcomes, his “identity as pedagogy” still brings 

about a “gradual and cumulative shifts in the identity options students imagine for themselves 

and their communities” (p. 182), which benefits students’ learning. Therefore, deploying 

various facets of teachers’ identities is of much pedagogical value.  

    A few scholars have applied Morgan’s framework in their research studies (e.g. Motha 

et al., 2012; Zheng, 2017). For example, Motha et al. (2012) drew on Morgan’s (2004) notion 

of “identity-as-pedagogy” to assert that pedagogies of translingual teachers are re-
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conceptualised as being deeply rooted within the context of their professional, linguistic, 

social, and cultural identities. Motha et al. (2012) emphasised if teachers with translingual 

experiences know much about themselves, and are able to intentionally think about how their 

identities constructed through discourse and interactions, they can consciously and 

deliberately deploy identities to enhance the teaching and learning experience. Besides, 

Zheng (2017) conducted an ethnographic multiple case study in which two English 

department international teaching assistants (ITAs) were investigated during their learning-

to-teach college composition classes at a public university in the United States. Zheng’s 

(2017) findings corroborated earlier research (e.g. Motha et al., 2012), which pointed out that 

only when the ITAs explicitly become aware and critical of the relationship between their 

translingual identities and pedagogy can they actively mobilise these identity resources to 

make sound pedagogy that benefit themselves and the diverse student body. Moreover, 

guided by Morgan’s (2004) “identity-as-pedagogy”, interestingly, Ennser-Kananen and 

Wang’s (2016) research found two-way connections between identities and pedagogical 

learning. In their study, several Chinese teachers attended a two-week-long professional 

development (PD) course in the United States. They successfully applied pedagogical 

theories by combining themselves with their cultural identities and experiences. Their 

findings revealed that the relationship between cultural identities and pedagogical learning is 

bidirectional, that was much more dynamic than the one-directional development from 

identity work to pedagogy in other previous work. For example, the teachers were able to use 

their personal or cross-cultural experiences to make sense of pedagogical concepts or 

contents. On the other hand, pedagogical learning also shaped teacher’s cultural identity 
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formation, a process in which the teachers used the pedagogical contents to gain more critical 

understandings of themselves.  

Overall, evidences for one-way or two-way connections between teacher identities and 

pedagogical strategies as evidenced by the above studies have supported that Morgan’s 

(2004) notion of “identity-as-pedagogy” provided opportunities for teachers to craft their 

classroom practices in the context of their personal life experiences. In the context of this 

study, I have construed “identity-as-pedagogy” as a useful concept to examine how my 

primary teacher participants negotiated their “image-texts” and how they performed their 

various identities in classroom practices to improve students’ learning. As to be presented 

and discussed, the current study further extends Morgan’s “identity-as-pedagogy” concept. It 

was clear that the current participants encountered far more and different challenges than 

Morgan’s participants did, as they applied their “identity-as-pedagogy” concept in their 

variegated contexts. One reason I provide is that my participants had diverse language and 

cultural backgrounds.  

The first research question (RQ1) in my study was primarily concerned with the 

negotiation and construction of teachers’ professional and cultural identities. For the second 

research question (RQ2), the conceptual framework of “identity-as-pedagogy” was used to 

connect identities and pedagogical practices based on the findings of RQ1. Figure 2.3 

illustrates the whole conceptual framework that was employed in the present study. 
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Figure 2.3  

Conceptual Framework for Understanding Identities and Pedagogical Practices 

 

 

2.7 Research Gap 

    First, most previous research about teacher’s identities and pedagogies have investigated 

participants with similar professional backgrounds, such as music teachers (e.g. Ballantyne & 

Grootenboer, 2012), social studies teachers (e.g. Barty, 2004), or from similar cultural 

backgrounds, such as mainland Chinese teachers (e.g. Ennser-Kananen & Wang, 2016; Gu, 

2013), non-native English speaking teachers (e.g. Motha et al., 2012). There has not been any 

research on teachers from different disciplines or cultures. Medgye’s (1994) quantitative 

study was conducted based on a total of 216 questionnaires distributed to language teachers 

from 10 Western countries. Although it compared differentiated teaching between native and 

non-native speaking teachers, the employed quantitative methods produced results not easy to 

interpret. The reason why there are not any qualitative research studies focusing on teachers 
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from diverse disciplines or cultural groups may be due to the ease of comparing groups of 

teachers from the same profession in a specific programme or department instead of 

analysing a group in a larger school setting. The need for conducting a qualitative study that 

considered school as a whole context was, therefore, necessary. The exploration of the lives 

of in-service teachers from different professional disciplines and cultural backgrounds was 

exuberating. 

Second, studies on teachers’ identities are abundant but the studies which combine 

teachers’ professional identity and cultural identity in relation to pedagogical practices are 

scarce. Besides, the conceptual framework of “identity-as-pedagogy” has not been widely 

used in many research studies and just restricted to personal identity or linguistic identity 

(e.g. Morgan, 2004; Zheng, 2017). Therefore, the current study explored the negotiation and 

construction of teachers’ professional and cultural identities and the use of them as 

pedagogical resources, which is considered as a new perspective. The lack of relevant 

research aroused my interest and helped me to find a gap in the research that needed to be 

filled. To achieve a more complex understanding of teacher identity, it was important, 

therefore, to combine the different dimensions of identities and adapt the conceptual 

framework used in the present study. 

    Third, there has not been any qualitative research on the professional and cultural 

identity negotiation and construction of primary school teachers, especially in the specific 

cross-cultural school context with a “glocalised” curriculum (local and IB) in Hong Kong. 

The reason why there has not been much attention paid to teachers who work in the specific 

context may be due to the tradition of the previous research conducted in similar contexts that 
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focused more on school culture, policy, or curriculum instead of teachers’ lives. This study 

intended to seek to learn from these teachers’ voices and experiences in order to draw a better 

understanding of their identity negotiation and construction, as well as how their identities 

influenced the classroom pedagogies in this setting. In exploring the meaning of identity 

formation and transformation of teachers in such a specific context, the teachers’ needs, the 

challenges they face, their teaching beliefs and strategies, were likely to share similarities 

with many other teachers in similar contexts and, therefore, the study will contribute to other 

similar contexts (e.g. IB programme, “glocalised curriculum”, cross-cultural contexts) as 

well.  
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CHAPTER 3 

Methodology 

    The purpose of the study was to explore teachers’ professional and cultural identities in 

relation to their pedagogical practices in a cross-cultural school context with a “glocalised” 

curriculum. Therefore, a qualitative study was conducted to reveal teachers’ feelings, 

understandings, practices, experiences and even a type of context in which they develop 

(Wisker, 2008).  

3.1 Narrative Inquiry 

    This study was grounded in narrative inquiry to characterise the phenomena of human 

experiences and seek ways to understand and represent individual experiences through stories 

that they live and tell (Connelly & Clandinin, 1990; Lemely & Mitchell, 2012). According to 

Riessman (1993), narrative inquiry was historically cross-disciplinary and used in various 

fields, such as philosophy, education, religion, economics, law, and medicine. However, until 

1990, the two leaders, Clandinin and Connelly (1990), provided the first overview of 

narrative research for the field of education, endeavouring to find wealthy information on the 

importance of narratives, and they forged the way for educators. After that, within the field of 

education, Cortazzi (1993) called for increasing emphasis on teachers’ reflection, teachers’ 

knowledge, and brought teachers’ voices and experiences to the forefront, a change that 

highly encouraged researchers to use a narrative approach in educational studies. Stories act 

as mirrors and windows, through which, teachers’ life experiences can be reflected honestly 

and represented vividly.  
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    Connelly and Connelly (2000) advanced a three-dimensional space (interaction, 

continuity, situation) in narrative inquiry. According to the three-dimensional narrative 

structure, interaction refers to sociality or relationality, involving both personal and social 

aspects of experience; continuity refers to temporality, considering past, present, and future 

experience; situation refers to space, a context/place within a physical setting, affecting the 

individual experience. In the present research, teachers with diverse cultural backgrounds 

were a subgroup of educators who worked and lived in Hong Kong. Their experiences of 

working interactively was socially and culturally complex. For example, the social and 

cultural complexity was deeply embedded within the intersections between teachers’ home 

culture, their collaboration with colleagues of culturally plural backgrounds, and their 

adaptation to the school setting. Therefore, narratives are an entry point for exploring 

teachers’ identity experience and interaction with others in relation to their pedagogical 

practices, from past to present to future, within a sharing context in the school. The teacher 

participants in this research were members of a unique group of educators. The stories delved 

into their professional and cultural tensions, considered a powerful resource to represent 

their’ lives, and miniaturising the whole educational field.  

Apart from the reason above, there were some other reasons of using narrative as a 

methodology for this study. First, there is a history of using narratives in exploring teacher 

identities or professional development in teacher education (e.g. Dickinson & Gilles, 2012; 

Liu & Xu, 2011; Schaefer & Clandinin, 2019). Sfard and Prusak (2005) particularly 

explained identities as “collections of stories about persons or, more specially, as those 

narratives about individuals that are reifying, endorsable, and significant” (p. 16). Therefore, 
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narratives or stories, allow for a situated and joint understanding of teachers’ professional 

knowledge and experiences; they help us understand the connected ideas embedded in 

teachers’ identities (Connelly & Clandinin, 1990). Second, through reexamining my own 

stories of living and working in Hong Kong for many years as a mainland Chinese person, I 

have realised how my personal experiences have influenced my ways of thinking and 

teaching, and how role culture has played in my life, beliefs, and pedagogy. Thus, He’s 

(2002) exemplary research in the area of cross-cultural narrative inquiry has extended my 

understanding of how participants new to a country develop their identities due to social and 

cultural diversities. With this guidance, narrative inquiry is one of the best ways to reflect on 

experiences of the subgroup of teachers with cultural plurality, and to explore their 

complexity of identity and transformation. This methodology is also appropriate for 

generating insights into the teachers’ professional and cultural identities and how their 

corroborative influences on their pedagogical practices in a cross-cultural school context.  

3.2 Research Context and the PYP Teachers 

    The study was conducted in a through-train DSS school - Great Hong Kong Academy 

(pseudonym) primary section, which involves an integration of the Hong Kong local 

curriculum and an international education curriculum (IB curriculum). Great Hong Kong 

Academy (GHKA) implements the IB continuum of international education for students from 

3 to 19 years old. Its primary section is an IB Primary Years Programme (PYP) World 

School, having received IB Authorisation in 2017. According to the IB (2014), the IB PYP is 

designed for students aged 3 to 12, which focuses on the development of the whole child as 

an inquirer, both in the classroom and the world outside. Also, the IB (2014) stresses that the 
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PYP is flexible enough to accommodate the demands of national/local curricula and provides 

the best preparation for students to engage in the subsequent IB Middle Years Programme 

(MYP). Therefore, at GHKA, the unique “glocalised” curriculum is offered by the trend of 

glocalisation in the field of education, to help students prepare alternatives in the future: 

going for the New Secondary School Curriculum (local curriculum) or Diploma Programme 

(IB curriculum). The “glocalised” curriculum aims at enhancing students’ biliteracy: English 

is adopted as the major medium of instruction and Putonghua is adopted in the Chinese 

subject teaching. In addition, the “glocalised” curriculum requires teachers to be clearly 

aware of the essence and advantages of the two curricula in order to meet the diversified 

learning needs of students. 

At GHKA, the majority of students are Hong Kong local students (above 80%) and 

other students from different parts of the world. The primary school recruits a high ratio 

(72%) of native English-speaking teachers (NESTs) to enhance students’ English proficiency, 

and a high ratio (58%) of native Putonghua-speaking teachers to enhance students’ 

Putonghua proficiency. In this way, the teachers and students who are from diverse cultural 

backgrounds have formed a cross-cultural school context. In the primary section, students are 

engaged with six transdisciplinary Units of Inquiry, Mathematics, and the English Language, 

which are taught in English by homeroom teachers (class teachers). The obligation of the 

homeroom teachers/class teachers is to be aware of the learning needs and the developmental 

progress of each student in the context of a wide range of teaching and learning contexts (IB, 

2010). Besides, the Chinese and Culture subject is the uppermost specialist subject provided 

for students every day, which is taught in Putonghua by the Chinese teachers. Therefore, in 
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the present research, my focus was on two groups of teachers: PYP English homeroom/class 

teachers (including native English-speaking teachers and Hong Kong local teachers) and PYP 

Chinese subject teachers (including native Putonghua-speaking teachers and Hong Kong 

local teachers). There were two following reasons to concentrate on the two groups of the 

teachers as participants in the research: 1) They were in the majority of primary teachers and 

involved in essential cooperation and collaboration to support transdisciplinary learning; and 

2) They were from diverse cultural backgrounds (i.e. native English-speaker, Hong Kong 

local, and mainland Chinese). Their identity experiences, different ways of thinking, and 

teaching due to cultural diversity intrigued me to conduct this study.  

3.3 Research Participants 

“Purposeful sampling” was used to select the participants for my study as it is a practice 

of selecting information-rich cases from a known sample for a particular study (Creswell, 

2012; Patton, 2002). The criteria for selecting the participants was established as follows:  

l The participants were full-time teachers (homeroom/class teachers or Chinese  

subject teachers) rather than supply teachers or teacher assistants, ensuring that the  

teachers were fully engaged in teaching and social interactions, sustaining stable work  

relationships in school; 

l Maximum variation sampling was used as a specific purposeful sampling  

strategy, which included a wide range of diversity of participants (Creswell, 2012). For  

example, the teacher participants were of different age groups,  

professional expertise, and years of working experience. More importantly, the  

teacher participants were from different cultural backgrounds (e.g. different ethnicities,  
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nationalities, native languages, etc.) because one of the research foci of the study was to 

explore teachers’ cultural identities;  

l All participants had at least one year working experience at GHKA to ensure that they had 

a strong recollection of their elementary experiences as regards to their identity 

construction and transformation within this school setting.  

These criteria helped me find those teachers who presented heterogeneity and were able to 

detail their past and present experiences. Based on these criteria above, I preliminarily 

emailed/reached 6 teachers in person. This is because Creswell (2012) suggested that 

narrative researchers usually focus on one or more individuals. Morse (1994) also argued that 

sample size is ideally at least 6 in qualitative research, if the researchers want to understand 

the essence of participants’ experiences. After I contacted six participants (homeroom 

teachers or Chinese teachers) in the primary section, all of them agreed to participate in the 

study, and signed an informed consent form (Appendix A). Before my main research started, 

a pilot study including one of the six participants was conducted in order to help me 1) assess 

the feasibility of a (full-scale) study; 2) collect preliminary data; 3) identify logistical 

problems which might occur using proposed methods; and 4) develop the research questions 

and assess the feasibility of the conceptual framework in the main study (Van Teijlingen & 

Hundley, 2002). The pilot study lasted for 6 months but stopped due to personal reasons of 

the participant. Therefore, the data of the pilot study were not finally included in the main 

research but fulfilled a range of important functions and provided valuable insights for me to 

conduct the main study afterwards. In the current study, five participant teachers’ data are 

presented in this thesis and based on the principle “less is more” (DeMarrais, 2004), and the 



 

44 

technique with “high-quality, detailed descriptions of each case, which are useful for 

documenting uniqueness” (Patton, 2002, p. 235). Table 3.1 presents the background 

information for each participant.  

Based on Table 3.1, all participants presented heterogeneity in various aspects except 

that they were incidentally female in the study. The five teachers (Maria, Pia, Jen, Christina, 

Yutang) exhibited different professional and cultural development trajectories. I have given 

pseudonyms for them to protect their confidentiality. The five participants provided 

interesting and rich accounts of their professional journeys towards becoming PYP teachers 

along with challenges related to cultural diversity involved in the specific school context. The 

participants had disparate growing experiences as well as diverse teaching experiences (see 

detailed participant information in Table 3.1). Their varied experiences in GHKA (a specific 

cross-cultural school context implementing the “glocalised curriculum”) can contribute to an 

in-depth understanding of teachers’ identities across age, ethnicity, and stage (novice and 

experienced) in any other similar school contexts in Hong Kong or in any other 

regions/countries. 
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Table 3.1  

Participants’ Profiles 

  Names  

 

Gender Age Place of 

origin 

Ethnicity Native 

languages 

Length of 

stay in 

Hong 

Kong 

Number 

of Years 

teaching 

(Until 

2020) 

Year 

at 

GHKA 

Title Previous 

Teaching 

Experiences 

  Maria 

 

Female 47 Canada Canadian English Above 20 

years 

Above 20 9th year Homeroom 

teacher 

An English 

teacher in an 

international 

kindergarten 

(IB school) 

  Pia Female 36 Hong 

Kong 

Indian English Since birth Above 10  2nd year Homeroom 

teacher 

An English 

teacher in an 

international 

kindergarten 

  Jen Female 28 Hong 

Kong 

Hong 

Kong 

Chinese 

English 

(Cantonese) 

13 years   5 2nd year Homeroom 

teacher 

A science 

teacher in a 

private primary 

school 

  Yutang Female 31 Mainland 

China 

Mainland 

Chinese 

Putonghua  4   6 3rd year Chinese 

teacher 

A music teacher 

in mainland 

China and a 

Chinese teacher 

in a Hong Kong 

local school 

 Christina Female 30 Hong 

Kong 

Kong 

Kong 

Chinese 

Cantonese Since birth   4 4th year Chinese 

teacher 

Not related to 

education 

 

 



 

46 

3.4 Role of the Researcher  

As a full-time educational assistant, I have worked for four years in GHKA (primary 

section) where the research was conducted. From my daily observation and informal chats 

with some teachers in the school, I got the message that, in varying degrees, many teachers 

have faced problems in adapting themselves into the school context, and they had a wide 

diversity of teaching opinions.  

First, in the study, I worked as an insider of the research context rather than a stranger. 

This is because I was one of the members in the school. My job duties helped me to gain 

entry into many of the teachers’ lives and provided me with opportunities to walk into their 

classrooms. Creswell (2012) suggested that building rapport with participants is key to 

narrative research. So, my job position easily helped me to establish trust relationships with 

my teacher participants. For example, I assisted in Maria, Pia, and Yutang’s lessons 

successively and met them quite often in a week. During the research, I worked with Pia and 

Yutang in the same grade team and usually offered my assistance in their lessons for 3 or 4 

days in a week. For Jen and Christina, although we were not in the same team, we also got to 

know each other for a time through staff meetings or occasional chats after class. They were 

very generous and welcomed me to observe their lessons whenever I was free. Through 

constant interactions, my relationships with my participants grew day by day as I spent more 

time observing their classes and listened to their stories at convenience.  

Second, I considered myself as an outsider of the teachers’ team as I worked as an 

education assistant rather than a full-time teacher during the research. Although I was 

familiar with the school context and I had been working along with these teachers for many 
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years, I could not really say that I knew the teachers’ daily lives and their responsibilities 

because I did not work as a teacher. In this way, I was able to collect my participants’ stories 

without presuppositions and interpreted their experiences from an objective point of view. 

Resnik (2015) suggested that an objective researcher should try to make decisions based on 

empirical evidence without allowing his values to affect his judgment and reasoning. 

Therefore, the different responsibilities between my participants and myself helped me to 

avoid subjective judgment of their experiences, enabled me to give a fair hearing to their 

stories, and report these stories objectively. 

Overall, the participants were able to share their experiences with me freely based on 

our trust relationships and I was able to smoothly report these stories from an objective point 

of view, which was greatly attributed to both the insider and outsider roles that I took on in 

the study.   

3.5 Data Collection  

The whole data collection period was one and a half academic years (October 2019-

December 2020). Before starting the research, ethical approval was received from Hong 

Kong Baptist University’s Research Ethics Committee. Each participant was asked to sign a 

consent form granting the researcher’s rights to use their stories and any other documents for 

the research study (see Appendix A). The consideration of ethical issues was crucial 

throughout all stages of this research study in order to protect the rights, dignity, safety, and 

welfare of all the teacher participants and the researcher (myself). Data were triangulated 

through multiple methods. The majority of the data were collected through interviews and 
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classroom observations. Additional data sources including teachers’ reflective journals, field 

notes, and teaching documents enriched the study (see Table 3.2).  

Table 3.2  

Multiple Methods of Data Collection  

 

Data Source 

 

Content 

 

Time 

 

Interviews 

 

Formal interviews with 

teacher participants 

(beginning-of-school year, 

middle-of-school year, end-

of-school year). 

After-class informal 

chats/interviews with teacher 

participants. 

 

1.5-2.5 hours/each time 

 

 

 

 

15-30 minutes/each time 

 

Classroom observations 

 

Weekly or monthly 

classroom observations for 

teacher participants. 

 

45 min-1.5h/each time 

 

Reflective journals 

 

Teacher participants’ 

reflective journals. 

 

/ 

 

 

Field notes 

 

 

 

Teaching documents 

 

After-activity (interviews, 

observations, meetings) field 

memos. 

 

Participant teachers’ teaching 

plans, teaching materials, 

syllabus, students’ 

assignments, etc. 

 

 

/ 

 

 

/ 
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In the study, I conducted formal interviews with five teacher participants for 15 times in 

total (a total of 23.4 hours), after-class interviews/informal chats for multiple times (a total of 

3 hours), and classroom observations with five teacher participants for 60 times in total (a 

total of 66 hours). I collected a total of 11 reflective journals from teacher participants and 

wrote 36 detailed field memos after diverse research activities. In addition, the teacher 

participants showed other documents (e.g. their teaching plans, teaching materials, etc.) to me 

during our interviews or after classroom observations if necessary. Table 3.3 presents an 

overview of the data collection procedure. In the following section, the procedure of the 

different methods of data collection is thoroughly introduced. 

Table 3.3  

An Overview of Data Collection Procedure 

Teacher Formal 

Interviews 

Informal 

interviews 

Classroom 

observations 

Reflective 

journals 

Field 

notes  

Teaching 

documents 

Maria 3 times 

(6.4 hours) 

30 mins 4 times 

(6 hours) 

0 5 Teaching materials, 

students’ assignments 

Pia 3 times 

(3.3 hours) 

60 mins 25 times 

(25.5 hours) 

2 7 Teaching plans, teaching 

materials, students’ 

assignments 

Jen 3 times (4.85 

hours) 

30 mins 4 times 

(6 hours) 

4 7 Syllabus, teaching plans, 

teaching materials, 

students’ assignments 

Yutang 3 times  

(4.43 hours) 

30 mins 24 times 

(24 hours) 

5 3 Teaching materials, 

students’ assignments 

Christina 3 times  

(4.4 hours) 

30 mins 3 times 

(4.5 hours) 

0 2 Teaching materials, 

students’ assignments 

     12 other 

memos 

 

Total 23.4 hours 3 hours 66 hours 11 36  
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3.5.1 Interviews 

    Narrative researchers generally use interviews as the primary way of collecting stories 

of identity (Butler-Kisber, 2010). In the current study, my goal was to investigate what I 

could learn from their stories about their identity experiences in the specific school setting 

(adopting a “glocalised” curriculum), their international cross-cultural experiences (for non-

local teachers), their teaching experiences in a cross-cultural context, and how these identity 

transformation experiences impacted their teaching. Semi-structured and open-ended 

interviews were used to guide my participants to share their stories. Butler-Kisber (2010) 

emphasised that rich and detailed data should be heavily dependent on trusting relationships 

built between the researcher and participants. So, a long-term acquainted relationship helped 

me to more easily start my conversations with the five participants.  

I conducted three rounds of formal interviews with each participant throughout the 

whole academic year that they were teaching: at the beginning, middle, and the end of the 

school year (from October 2019 to July 2020). I designed the interviews around three 

categories (one category at a time). The design of the interviews was generally based on 

Seidman’s (1998) proposal of the three-interview series: “focused life history”, “details of 

experience”, and “reflection of meaning” (p. 11). Specifically, the first interview focused on 

the teachers’ autobiographical narratives and their teaching philosophy in general. The 

second interview focused on the teachers’ stories of their professional and cultural identity 

development in the specific school context. The third interview was meant to guide the 

teachers to reflect on their teaching experiences in the particular context, and how they did in 

class in relation to their professional and cultural identities. The interview protocol (see 
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Appendix B) was used in the interviews but not restricted to it. My conversations with the 

participants were flexible and there was room for follow-up questions. A long-term 

engagement with the three formal interviews with each participant throughout the whole 

school year helped me to know a complete teaching progress and identity development of 

these teachers in the field.  

The first and second rounds of formal interviews were conducted face-to-face in a quiet 

classroom at GHKA during the first school semester in 2019. However, due to the spread of 

the Covid-19 in Hong Kong since early 2020, the school was suspended for a very long 

period of time (from January 2019 to June 2020). Therefore, the final round of interviews 

with each participant was conducted on Zoom. Each interview lasted about 1.5-2.5 hours (see 

details in Table 3.3). Some missing information were followed up through WhatsApp or 

WeChat to complement or validate the data when it was necessary.  

Interviews were conducted in the participants preferred language (English or Putonghua) 

so that they could freely and fully express themselves. I took key notes while conducting the 

interviews and audiotaped them for later transcription. Besides, on many other occasions, I 

spent much more time with my participants together to gain more information, such as 

chatting during lunch recess, chatting after classroom observations, chatting at coffee shops, 

home visits, etc.  

3.5.2 Classroom Observations 

    In addition to the interviews, I conducted classroom observations of the participants in 

their classrooms to gain rich and viable data. Clandinin and Connelly (1988) asserted that 

“field records collected through participant observation in a shared practical setting is one of 
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the primary tools of narrative inquiry” (p. 5). Therefore, from the stories the participants 

shared about their pedagogical beliefs, I needed to observe these teachers’ teaching practices 

and interactions with students, to further corroborate how each participant’s perception of 

pedagogy was reflected in their classrooms. During the school year 2019-2020, several 

classroom observations of the participants were conducted in the first school semester (from 

October to December 2019) but had to be suspended in the second school semester (from 

January to July 2020) due to the very long-time period of school suspension. More 

observations were conducted in the following school year 2020-2021 (from September to 

November 2020) to capture more classroom practices of the teachers and their interactions 

with students. I observed more classes taught by Pia and Yutang because there was no 

teaching schedule clash between them and me (see details in Table 3.3). Inspired by Richards 

and Farrell (2011), I designed my observational checklist (see Appendix C), but was not 

restricted to it. I also took observational notes for each class observation and asked follow-up 

questions during our interviews. The observations with the five participants helped me to 

supplement the picture that had been unfinished from the interviews. The more observations I 

conducted, the more I learned about the participants. 

3.5.3 Reflective Journals 

    Participants’ journals were very important additional resources for the study. Connelly 

and Clandinin (1990) suggested that journals written by participants in practical settings 

constitute a source of narrative inquiry. Reflective journals provided significant insights not 

always achieved through other data collection methods (e.g. interviews, observations), which 

provide an opportunity for researchers to hear the voices of participants through the chances 
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given to them to express their inner thoughts (Dunlap, 2006; Phelps, 2005). In the research, 

the five participants were highly encouraged to write journals to record their current 

experiences or elusive memories that influenced their professional and cultural identity 

development. Although Maria and Christina did not have time to write their journals, I still 

received a total of 11 journals from Jen, Yutang, and Pia (see details in Table 3.3), which 

greatly helped me to study their stories and become more aware of what actually happened in 

their teaching experiences. As Boud (2001) wrote, “Journal writing is both a product and a 

process that helps us ‘capture an experience, record an event, explore our feelings’, or make 

sense of what we know” (p. 9).  

3.5.4 Field Notes 

    In addition to the observational notes that I wrote after the classroom observations, I also 

kept writing field notes/memos from any other research activities, such as formal interviews, 

informal conversations with colleagues and students, and meetings, as recommended by 

Clandinin and Connelly (1988). I asked and answered the following questions to myself, for 

example, a) What intrigues me? b) What confuses me? c) What is the most unforgettable 

thing today? These memos helped me to record my understanding of my participants, 

document my personal thoughts about my investigation experiences, reflect on what I had 

done, and what to prepare for the next stage. 

3.5.5 Teaching Documents 

    To pursue data triangulation, teaching documents were also collected in the study: the 

teachers’ syllabus, their teaching plans, teaching materials, and their students’ assignments. 

These documents were useful for an objective understanding of the participants’ situations. 
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Bowen (2009) mentioned that document analysis is a research method of choice which has 

already been gathered and less costly than other methods. However, the content and quality 

of the documents needed to be evaluated. Therefore, as the researcher of the study, my role as 

an insider of the research context and my familiarity with the school enabled me to determine 

whether the selected documents were authentic and objective. 

3.6 Data Analysis 

According to Connelly and Clandinin (1990), the core of narrative inquiry lies in the 

process of telling and retelling, living, and reliving the stories. Importantly, the process of 

“restorying” is what distinguishes narrative inquiry from thematic analysis in other forms of 

qualitative research. In this study, data were, in general, analysed through four main stages: 

1) transcription as interpretive analysis; 2) coding; 3) reconstructing the narratives and 

restorying the participants’ stories; and 4) sharing the stories with participants. Figure 3.1 

shows the procedure of data analysis procedures implemented in this study: 
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Figure 3.1  

The Procedure of Data Analysis 

 

 

During my data analysis, each participant had a folder stored in my computer including 

various data sources: interview recordings, classroom observation notes, field notes, 

reflective journals, and teaching documents. The four main stages are introduced in detail as 

below. 

3.6.1 Transcription as Interpretive Analysis  

    The reason for creating a story of participants from the transcripts was to extract the 

essence of the participants’ lived experiences. Maintaining a sense of a whole rather than 

segments is an important goal of restorying in narrative analysis (Nasheeda et al., 2019). One 

important data source that informed my analysis was the teachers’ interviews. Therefore, 
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transcribing interviews and familiarisation with the transcripts were important steps, 

involving a close and objective observation of the data, as suggested by Nasheeda et al. 

(2019).  

3.6.1.1 Transcribing Interviews. Davidson (2017) claimed that transcribing an 

interview is tedious and time-consuming, but it provides the best catalogue for analysis. 

Therefore, I carefully reviewed all the audio files and created word-by-word transcripts to 

maintain a full record of the participants’ conversations. Riessmann (2008) suggested a 

naturalistic fashion of transcription in that the transcriber should pay particular attention to 

how narrative was spoken (e.g. pauses and intonations, from which “stanzas” or content 

groups could be formed). In the current study, transcription work included noting the 

participants’ pauses, verbal cues (e.g. smiles, cries, nods), visible emotions (e.g. laughter, 

facial expressions), and extraneous utterance (e.g. hmms, umm). These practices allowed for 

an active reflection on the interviews by identifying the participants’ conversations, tone, and 

mood as a whole in order to help me gain greater familiar with the data. 

3.6.1.2 Familiarising With the Transcripts. Familiarity with data allows researchers to 

carefully read the transcripts and listen to the audio recordings of the interviews more than 

once, which constitutes a holistic-content process (Nasheeda et al., 2019). In the current 

study, I immersed myself in listening to the audio recordings of the interviews back and 

again, and reading the transcripts several times, which enabled me to situate myself within 

the narrative accounts of the participants and allowed me to identify a series of chronological 

events they had experienced. Memos were written alongside the transcripts to instigate an 

initial analysis of the data (e.g. noting key features of the participants’ attitudes, beliefs, 
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uniqueness, etc.), which served as a supportive documentation (Birks et al., 2008) to assist 

me in familiarising myself with the participants’ narratives before I conducted the coding of 

the data. 

3.6.2 Coding  

    Elliott (2018) suggested that coding is a way of doing indexing or mapping data to 

provide an overview of disparate data that allows researchers to make sense of the data in 

relation to research questions. Coding, in the current study, was the key step of organising the 

complex data that allowed me to identify the data linked to the research questions in order to 

create a storyline of each participant. Suggested by Saldana (2013), I conducted two cycles of 

coding; first cycle coding and second cycle coding. The details are introduced as below: 

3.6.2.1 Coding With the Software Nvivo. The first cycle coding was preliminary 

coding methods that served to organise the raw data. This coding process was assisted by 

computer software Nvivo 12 for Mac. I entered every participant’s various data (including 

interview transcripts, observational/field notes, reflective journals) into the files in Nvivo and 

analysed their data in turn. I began by using “descriptive coding” for the first cycle coding, a 

coding method defined by Saldana (2012) as describing the topic of data with descriptive 

words, which is “very useful in summarizing segments of data and provides the basis for later 

higher order coding” (Punch, 2014, p. 174). I also paid attention to “emergent codes” or “in 

Vivo coding” (Saldana, 2012) that used the participants’ own language, which highlighted 

their voices. After this process, I coded the five participants’ text data into 51 primary codes 

as well as more than 100 sub codes (See Figures 3.2 and 3.3). Other scholars have suggested 
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that the number of codes should not swell into a rather frightening number (e.g. thousands) 

and the range could be between 50-300 codes (Frise, 2014; Saldana, 2016). 

Figure 3.2 

Screenshot Showing Parts of the Codes in Nvivo 

 

Figure 3.3  

Screenshot Showing Parts of the Codes and Data in Nvivo 

 

 

In the study, the first cycle coding of 51 primary codes as well as over 100 sub codes were 

within an appropriate range, and coded based on the principle that codes “have some 
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conceptual and structural unity” (Miles et al., 2014, p. 82). The principle of naming all the 

codes was to “capture the essence of their content” (Cunningham, 2004, p. 67). Therefore, the 

use of computer software Nvivo efficiently stored, organised, managed, and reconfigured my 

data during the first cycle coding (Saldana, 2013), which enabled analytical reflection and 

facilitated my second cycle manual coding more easily.  

3.6.2.2 Coding for Themes. Creswell (2013) suggested coding in rounds. For example, 

coding paragraphs in a rough first draft of coding, before refining the labels into smaller 

pieces through further re-readings. Therefore, after the first cycle coding using the software 

Nvivo, I recoded the data manually and compared the two sets of codes. The codes were then 

subsumed under broader categories, which “are broad units of information that consist of 

several codes aggregated to form a common idea” (Creswell, 2013, p. 186). Thus, I had codes 

at a primary level and categories at a secondary level. I finished the “codes-to-categories” 

process of each participant. Part of Maria’s “coding scheme” (see Table 3.4) is shown as an 

example as below: 
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Table 3.4 

Part of Maria’s Coding Scheme (Sample) 

Code Category 

(Prior to LA) work experience  

Previous work experience Inspirations from previous work experience 

Reasons for leaving from previous workplace 

Challenges of differentiated teaching  

Challenges of teaching Challenges of teaching Mathematics 

Challenges of teaching English language 

Glocalised curriculum  

Glocalised curriculum Perceptions about glocalised curriculum 

Problems of the glocalised curriculum 

Inspirations from other colleagues  

Inspiration of teaching Inspirations from family 

Inspirations from previous work experiences 

Inspirations from previous school experience 

The second cycle coding process subsumed around 100 codes (including primary and sub 

codes) into 17 categories (autobiography, education background, teaching philosophy, 

previous work experience, nativeness and non-nativeness, challenges of teaching, 

characteristics of school, overview of the school, glocalised curriculum, professional teacher 

identity, inspirations of teaching, teamwork, tensions, cultural identity, classroom practices, 

identity as pedagogical practices, teaching reflections). These categories were then grouped 

into fewer major concepts/themes in relation to the two research questions. 

3.6.3. Reconstructing the Narratives and Restorying the Participants’ Stories  

What distinguishes narrative inquiry from thematic analysis in other qualitative research 

is the ‘restorying’ process. In this procedure, the following two steps were included: 
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First, I reexamined the categories in-depth by rereading the data and composed the mini-

stories of each participant on the basis of the categories or themes identified above. This 

process was considered as a deeper analysis of the data. By connecting these identified 

categories from the two cycles of coding with insights gained from rereading, I was able to 

develop the storyline of each participant’s portrait story.  

Second, through constructing and reconstructing the mini-stories of each participant, I 

continued writing, organising, and sequencing these stories, and then restorying or retelling a 

story that described the individual’s experience. Two approaches (see Appendix D) were 

considered when “restorying” for each participant: “Problem Solution Approach” and 

“Three-Dimensional Space Approach” (Creswell, 2012, p. 511). By integrating the two 

approaches, I restoryed each participant’s story by sequencing it in a logical order. The 

participants’ stories were generally reported in chronological order (from past to present to 

future) and commonly included the flowing elements: setting, characters, problems, actions, 

and resolution. I eventually restoryed and reported each participant’ story with 3 or 4 

headings created on the basis of the major concepts/themes. 

3.6.4. Sharing the Stories With the Participants  

After I wrote the stories based on the themes, I shared the written stories with the five 

participants. The purpose of doing this was not just to validate the data sources, but to “tell 

and retell, live and relive the stories” (Clandinin & Connelly, 2000), which is essential in 

narrative inquiry. From collecting teachers’ narratives to constructing their stories, and then 

to sharing these stories, a comprehensive process of “restorying” was completed.  
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3.7. Trustworthiness of the Study 

Validity and reliability in qualitative research have different terms than in quantitative 

research. Lincoln and Guba (1985) used “credibility” and “dependability” in qualitative 

studies, which closely correspond to the notion of “validity” and “reliability” in quantitative 

research. Examination of trustworthiness is crucial to ensure credibility in qualitative studies. 

In qualitative research, trustworthiness is achieved by credibility, transferability, 

dependability, and confirmability. To ensure trustworthiness of the current study, the 

following strategies were adopted: 

First, prolonged engagement and persistent observation. Lincoln and Guba (1985) noted, 

“if prolonged engagement provides scope, persistent observation provides depth” (p. 30). As 

an insider of the research context, I was able to present in the research site long enough and 

interacted with my participants actively and frequently. I built trust with the five participants, 

experienced the breadth of variation, reflected on their teaching experiences, and developed a 

holistic picture of their situations. I spent one and half years to collect and enrich the data 

from conducting sufficient rounds of in-depth interviews and classroom observations, which 

provided abundant information for thick description of the participants and enhanced the 

credibility of the study. 

Second, triangulation. Trustworthiness was ensured through data triangulation, including 

multiple methods of data collection, such as interviews (formal and informal), classroom 

observations, reflective journals, field notes, and other teaching documents. These various 

forms of data developed a profound and comprehensive understanding of the phenomena 

from different perspectives (Patton, 1999).  
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Third, member checking. Data trustworthiness was promoted through member checking, 

which was conducted with the five participants in the study. All transcribed texts were first 

sent to the participants. They reviewed the contents in the interviews and supplemented some 

information that was absent. After I completed restorying their stories, I shared these stories 

with them to give them another chance to modify and clarify the information in order to 

validate the data results. Narrative inquiry includes the participants actively throughout the 

research, which is a distinction between qualitative research in general and itself. The 

procedure of member checking or “participants checking” further enhanced the credibility of 

the current qualitative study. 
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CHAPTER 4  

Findings 

The participants for this research were all primary school teachers. Three of them were 

English homeroom teachers and two of them were Chinese teachers. These teachers had 

different cultural background and different years of working experience.  

In this chapter, the five participant teachers’ stories are presented in relation to the 

research questions of the study outlined in Chapter 1. These stories are based on different 

types of data (e.g. interviews, classroom observational notes, teachers’ reflective journals, 

etc.) that were collected during the period from September 2019 to June 2020.   

4.1 Pia’s Story 

Pia is a teacher who has been teaching for over ten years in Hong Kong. She started with 

the intent of teaching at a kindergarten, and now teaching at GHKA (primary section). At the 

time of writing, it is her second year at GHKA and she has been teaching Grade 1 as an 

English homeroom teacher.  

4.1.1 “Indian or Chinese?”  

When I met Pia the first time, I was impressed by her exquisite facial features. She 

looked probably in her 20s. She had dark skin and not typical Indian looks. A pair of 

beautiful big brown eyes were very attractive. When she said “hello” to me with a gentle 

smile, her pure/perfect native English accent and beautiful voice made me start to wonder 

where she exactly came from.  

Pia is actually in her mid-30s. Her parents are Indian and her grandfather is Portuguese. 

That might explain her untypical look as an Indian; in fact, she is of mixed Indian and 1/8 



 

65 

Portuguese descent. Pia is married and her husband is Indian as well. However, Pia was born 

and raised in Hong Kong. She is a Hong Kong permanent resident and has not spent any time 

in India: 

I would say my own culture is Indian culture because my parents are Indian. (Pia, mid- 

of-year interview) 

However, on further probing, she thought that her cultural identity was quite a 

complicated matter.  

If people ask me ‘where are you from’, it takes me a while to answer……I wouldn’t say I am local 

Chinese, and I cannot say I am Indian because I have not spent any time in India……So, for me, 

[whatever I say], it depends on my audiences. If an Indian person in India asks me ‘what is your 

origin?’ I will say India. So, it is not complicated. You know? If I say I am Chinese to an Indian 

person, then they would say ‘but you don’t look like Chinese.’ And I have to explain the whole thing.  

To make my life easier, I would just say: To an Indian, I am Indian; And if a local Hong Kong  

person asks me: Are you from India? I’d be like ‘No, I am from Hong Kong.’ Because this is my home.  

So, really depends on who the audience is. (Pia, beginning-of-year interview) 

Thus, Pia regards Hong Kong as her home although she does not have a Chinese 

appearance. She was born and brought up in Hong Kong, a city that embraces cultural 

pluralism. Hence, Pia was influenced by both Chinese and Western culture. For example, she 

likes Chinese food while she prefers Western music. She felt grateful for being exposed to 

different cultures since youth:  

I was lucky because I was exposed to so many cultures – Indian culture, Chinese culture, and Western 

culture, and I can pick and choose what I like and what I don’t like. It is like a buffet! (Pia, middle-of- 

year interview) 

Pia’s exposure to different cultures helped her develop a multi-cultural identity, which made 

her more open-minded to accept different cultures. This also had an impact on her 
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professional practices as a teacher. Her life experience made her different from many other 

Indian people. For example, Pia is capable to speak different languages:  

I am able to speak English, Cantonese and two Indian languages – Hindi and Goan, but I don’t speak  

Hindi and Goan often unless there is a situation in which I am supposed to speak. English is my 

native/first language coz that is the language I usually speak with people around me. (Pia, beginning-of- 

year interview) 

Pia has a perfect English accent, and she speaks English both at home and at school. 

Besides, she was exposed to Cantonese at a very young age:  

My mom and dad sent me to a local kindergarten school, and that is where I think I picked up a lot of 

the Cantonese……When I started to work, you know, I started mingling with a lot of the colleagues,  

who were Chinese, and they used to speak Cantonese, and I, sorted of…picked up again. (Pia, beginning- 

of-year interview) 

Overall, Pia is a multi-lingual speaker. Pia holds a multi-cultural and multi-lingual 

identity. Ethnically, she is an Indian; In terms of place of birth and growth, she is a Hong 

Kong Chinese; Linguistically, English is her native/first language while she is also proficient 

in other languages. 

4.1.2 Teaching: A Fortuitous but Pre-destined Path 

Pia wanted to be a lawyer to help people get justice when she was a child. After she 

graduated from high school, she requested to take a gap year to consider what she would 

exactly do in the future. At first, she studied civil law in Hong Kong for 6 months (part time) 

but finally quit due to some personal reasons. Then, she found a job at a children’s fitness 

centre by chance and gradually realised that she loved to work with children.   

These work experiences with children made her decide that she would pursue a degree 

in education at university. She studied online at an overseas university when she was 18. 
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After graduating from the university, she worked in a local kindergarten for 2 years and in an 

international pre-school for 8 years in Hong Kong, before she decided to work at GHKA. For 

Pia, being a teacher seemed fortuitous but also pre-destined: 

I am a person who likes to be inspired and who wants to learn. I like how children are being curious  

about this world. They have so many questions, being curious and because…you know for me…Um  

quite like to learn, to know new things! When I discussed with my husband, he tells me he just sits  

at his desk, with a computer, and make phone calls, that it is…… (boring), but I need interaction!  

I like interaction! (Pia, beginning-of-year interview) 

The above words show that Pia preferred a job involving more interaction with people. 

Her innate curiosity and desire to communicate are suitable qualities for being a teacher. 

After she started teaching, she quickly obtained happiness and acquired a sense of 

accomplishment, as her recount shows (below).  

4.1.2.1 “I am Like a Sponge”. Pia is a flexible teacher, and she likes to learn from her 

previous experiences and her colleagues. She shared her teaching beliefs with me during the 

interview: 

			I like to bring changes!! I like to try new things!! You know, I learn from colleagues. I feel like  

 sometimes I am a sponge. What I observe, what I see if I like it, I will remember. And I am trying  

 with my class”. (Pia, beginning-of-year interview) 

			Pia was good at picking and choosing good ideas from others. She also applied these 

ideas into her own teaching. Also, she was able to easily identify the essence from different 

cultures, which contributed to her multi-cultural identity and open-minded personality. She 

described herself as a sponge: absorb what she favours and squeeze out what she dislikes: 

Like the Indian culture, I just said they value like ‘children to be really smart!’ I don’t like that! I don’t 

think being smart is really important…I think being kind, and being a good person is important; And in 

Hong Kong culture, people are like, ‘oh you need to be very good in English; you need to be very good  

to get like 100 of 100; you need to be all correct! You need to be No.1…’ I don’t believe in that either!  
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As I think everyone, individuals need to embrace the uniqueness. And the western cultures like ‘oh,  

just free play!! The children play, play, play……’ I don’t believe in that too! Coz, I think every child  

needs a bit of structure. They need to learn something that they just have to learn it. You know? (Pia,  

middle-of-year interview) 

Pia was able to compare different cultures and come to sound judgment of what is the 

essence and virtue of each culture. She selected what she liked and screened out what she 

hated. She applied what she favoured into her own teaching. Gradually, she became a more 

open-minded, inquiring, creative teacher by modelling her practices based on different 

cultures.  

4.1.2.2 Embracing Mistakes. When Pia shared her teaching stories with me during our 

talks, she always mentioned that she loved mistakes and usually encouraged her students to 

embrace mistakes. She valued what students learned from their mistakes and whether they 

made their efforts to explore the knowledge. She shared her views on “mistake management” 

with me during our first interview: 

 When I checked their work, before the kids said, ‘Oh, I got two answers wrong, I got 5 wrong. I got  

 all correct’. And I would reply to my students, ‘You know what? Maybe next time, you can see: why did 

 you get those wrong rather than counting mistakes! I would prefer you try to understand your mistakes’. 

 And now they realised that ‘oh I know why it is wrong. It is because I should have used this word’.  

 [Reflecting on her approach, Pia continued], “So, now I can see they’re changing their mindset. It is not  

 about right or wrong! Because answers can change. What we are learning now, maybe ten years later, the  

 answers gonna be different. So, the knowledge is subjective. It can change! It can involve! Whereas your  

 mindset is something you have to be…progressive! The mindset has to be a growth mindset! It has to be 

 progressive! Not like stationary. (Pia, beginning-of-year interview) 

Pia believed that a good teacher should help students to develop a growth mindset and 

encourage them to understand mistakes instead of being afraid of those mistakes. She learned 

these from her teachers when she was a student: 
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When I looked back, at my education, the quality in teacher I saw was that they were supportive, they 

actually, appreciated mistakes!! They didn’t say, ‘Oh you got this wrong!! How could you do this  

wrong?’ No. They actually encourage me to make mistakes, ask questions and learn from my mistakes, 

which is what I do with my students. How we say mistakes are our friends? We learn from them. It is  

not a big deal. It is not the end of the world! (Pia, beginning-of-year interview)  

Through Pia’s explanation and constant reminders, Pia felt that her students have become 

more inquiring and open-minded through learning from mistakes. For children, learning is 

never a competition but a fun adventure! For Pia, teaching is not only a job but also an 

amazing journey! 

Born with passion and curiosity, Pia preferred to work in an environment where teachers 

have flexibility. That is why she left the local kindergarten where she previously worked – it 

was a very rigid and academic school that she did not like: 

It was too absurd for me! Children must have a lot of homework…I hate that! (Pia, after-class  

interview) 

After she left the local kindergarten, Pia went to another international kindergarten and taught 

there for 8 years. She liked the international kindergarten because the teaching philosophy of 

“play-based learning” matched her own. However, she did not want stable life and liked to 

keep trying new things. That was why she did PGCE (online) in the primary section and 

decided to move to GHKA two years ago. She made a good transition from pre-school 

teaching to primary school teaching.  

4.1.3 A Chance but a Challenge 

For Pia, teaching at primary school was a great chance but also a new challenge. She 

struggled with a lot of things during her first year at GHKA, but gradually became more 

confident during her second year.  
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4.1.3.1 Professional Identity Transformation: Progressing and Struggling. The 

previous kindergarten where Pia worked was international-based and focused on play-

based/hands-on learning. It was a very small school with only 22 staff. However, GHKA was 

very different. GHKA is a through-train IB World school with primary and secondary 

sections. Pia has been working in the primary section (using the PYP curriculum). GHKA has 

more than 150 staff members and they work on the same campus. To begin with, Pia was 

overwhelmed by the big environment and the way of communication in the school: 

It is a big school! To be honest, I still don’t know the names of most people in this school. I feel like  

I see new faces all the time……And emails!! EVERYDAY emails! It is just constant! I think for me,  

that was the struggle! We have to check our phone every minute!! So, it kind of like, it took me while 

to understand that! I think it was quite disorganised! (Pia, middle-of-year interview) 

The first challenge was that Pia felt she did not fit to the big school context at the 

beginning of the first school term. She could not deal with the situation of receiving loads of 

emails constantly while managing a whole class of 25 little children by herself. For each 

grade level, there was only one educational assistant that was shared by four classes, which 

was different from her old school where she had her own personal assistant. Teachers usually 

taught without support because the educational assistants were always assigned to substitute 

lessons. Therefore, disorganised school management and limited manpower were the biggest 

challenges for all new teaching staff when they started teaching at GHKA.  

However, luckily, Pia received support from her own grade team. She had a very 

supportive Year head (a friend of hers) who recommended Pia to GHKA. Pia felt grateful in 

her grade team. She considered her team as the biggest comfort and savior: 

Well, I work very well with my Year 1 team, as I think there is good rapport. There is good sense of 

humor. There is friendship. There is connection. I am lucky! (Pia, middle-of-year interview) 
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Gradually, Pia adapted herself to the new working mode and her tension was slowly 

relieved. But, she was still dissatisfied with the whole school management. She could not 

imagine how a new teacher could survive if he/she did not receive enough support when 

he/she first joined GHKA. After the first school term, Pia gradually transformed herself from 

a kindergarten teacher to a PYP English homeroom teacher. She struggled with the 

overwhelming school environment and the poor school management; however, her 

professional identity as being a primary teacher was somewhat growing and strengthened 

after receiving supports from her Grade 1 team. 

The second challenge concerned the IB format and school-based curriculum. Although 

Pia agreed with the concept of a “glocalised” curriculum (combining an international 

curriculum and a local curriculum), she was still not clearly aware of how to teach in the 

“glocalised” format until now. For example, in this school, students are engaged with six 

transdisciplinary Units of Inquiry with the IB curriculum which focused on inquiry-based 

learning. As a new teacher, Pia did not receive any IB training before she joined GHKA. 

Hence, she was overwhelmed by a lot of new concepts (e.g. “IB learner profile”, “IB 

attitudes”, “transdisciplinary”, etc.) during her first school year. She complained as below: 

It Is just TOO MUCH! It’s like everything is important! Two years ago, they say the learner profile is  

very important, you have to always push the learner profile….and now it is like ‘No, the learner profile 

is not important. Concept-based teaching is important!!!’ Um like… next, they will throw away the  

concepts, and they will say something else is important…you know what I mean? I understand change 

is good! You know we should embrace changes! But I think too many changes lead to disaster… (Pia, 

middle-of-year interview) 

Based on the above words, Pia felt stressed about the changing policies and constantly 

evolving IB requirements. She could not deal with the constant changes. Besides, she had 
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struggles with “inquiry-based teaching and learning mode”. She believed that ‘inquiry’ 

means a lot of question-driven practices. Then, she encouraged the kids to come up with good 

questions and conduct research based on passion. However, she explained as below: 

Here, getting kids to ask question is quite difficult since a lot of them have been in local schools  

and were supposed to sit down and listened to the teacher. And not think!! Not ask questions! So,  

for me, I think getting the whole inquiry part was difficult. That was my first struggle in the first  

year. (Pia, middle-of-year interview) 

As she said above, most students at GHKA are Hong Kong local kids – English-as-

additional-language (EAL) learners, who previously studied in local kindergartens. On one 

hand, the way they learned at home or in their previous school was very traditional and not 

inquiry-based. Pia had to take a lot of time to reset the way how the kids learned. She needed 

to manoeuvre a different type of learning approach for the children and guided them to be 

open-minded and to think in an inquiry-based manner. On the other hand, English is not the 

native Language for these kids. However, GHKA is a school where English is used as the 

Medium of Instruction. Some kids were not able to understand English, which bothered Pia:  

I have never taught in the classroom that is all like this…My previous school was an international school 

and all kids were able to understand English. Here, they don’t have the basic understanding, but they have  

to learn like…it is an inquiry-based learning!!! They need to learn the language, they need to learn the  

skill of asking questions before they go into an inquiry. Or, otherwise, it is not really an inquiry. So, that 

was for me the biggest challenge! This school is ‘glocalised’…How is it possible? It cannot be pure IB or 

inquiry…I don’t know how to balance it… (Pia, beginning-or-year interview) 

With uncertainties about teaching in the ‘glocalised format’, Pia actively engaged in more 

professional activities to acquire an understanding on the IB principles, such as IB 

workshops. She maintained constant communications with other experienced colleagues. She 

worked hard and kept learning. Gradually, her professional identity as a PYP English 
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homeroom teacher was progressing. She reflected in our last round interview in the 

following:        

It’s good that our school provide some IB workshops for teachers. I am grateful for that…I think  

I feel much more confident now because I know the curriculum better and I got the hand of the  

inquiry better…I am more confident with teaching in front of my kids. I can constantly adjust my 

way to make it better for them to understand. (Pia, end-of-year interview)  

Pia was professionally growing from the workshops. However, she found out that many 

activities she learned from the IB workshops were difficult to apply into her own teaching 

due to some reasons, such as limited manpower support, lack of learning resources, etc. 

During our interview, she breathed a sigh with a glimpse of sadness:  

The school has nothing! Some aspects of my teaching identity have decreased as now I know what  

is inquiry but I really cannot teach inquiry……I buy the learning materials myself, I have decorated the  

beautiful boards…I have made many efforts, but no one cares…No one appreciate it…they don’t really 

care about students’ learning. They don’t really care about teachers’ feeling and need…That is quite 

discouraging! So, I can only do what I can… (Pia, end-of-year interview) 

In our final talk in the recent school term, Pia voiced out her concerns and sadness about 

the school. She reaffirmed that she had strong willingness and passion to be a good teacher 

when she first joined GHKA. She made great efforts to shift her identity from a new IB 

learner to an active participant through attending professional training, and gradually became 

an experienced PYP homeroom teacher having agency and independent responsibility. 

However, she was undergoing a constant self-conflict between her motivation, passion, 

efforts, and the unpleasant school environment. She complained that the school did not offer 

enough support for teachers. Finally, she became passive, and she could not gain the sense of 

accomplishment. She realised there was no need to make a progress if the environment 
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cannot be changed. Therefore, she kept things unchanged and did not have a tendency to 

make any improvement during the recent term. 

4.1.3.2 Cultural Identity Negotiation: Concealing and Suppressing. Pia claimed 

multiple cultural identities (Indian, Chinese, and English) and was open to embrace different 

cultures. However, her Indian identity was challenged when she was applying for the job at 

GHKA. She was upset with the experience of being prejudiced because of her race: 

When I applied for jobs, I don’t hear anything back……Because a lot of schools, and a lot of parents in 

Hong Kong want white Westerners. They just look at me, if I don’t speak, they just look at me, and say 

“oh, she is Indian. She probably comes from India. English is not her native language. You know? That  

     is the first impression people have!! Because they are racist, right? That is one of the problems I  

encountered because of my race!! They don’t really get to know me or try to understand my capability of 

teaching, so employment is one of the factors, one of the crucial factors I come across with my race and  

my linguistics. (Pia, end-of-year interview) 

Pia was sad about the racist issue that she mentioned above. She could not get rid of the 

prejudiced consensus that so-called ‘real’ English native-speakers are supposed to be 

English-speaking Caucasians. She endured the unfairness connected to her race at GHKA and 

her previous schools. Therefore, Pia had to constantly find other ways to show her language 

proficiency and teaching capabilities to gain a legitimate position at school. For example, 

instead of revealing her multi-lingual identities, Pia pretended to be a monolingual speaker 

who only spoke English to the students and parents. Although she understood Cantonese and 

was able to speak Cantonese, she always concealed her Cantonese language identity in all 

situations. She kept it secret. Pia speaks four languages, but she claimed that English is her 

first/native language. She explained as below:  

For me, I think native speaker is basically what is the first language you are comfortable speaking!  

And for me, I personally, I am more comfortable speaking in English! I am multilingual but my first 
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language is English. So, I consider myself as an English native speaker. (Pia, end-of-year interview) 

Based on the words above, linguistically, Pia is an English native speaker. Nevertheless, her 

own experience allowed her to know that people always have a stereotyped mentality that a 

“REAL” native English speaker must be someone who only speaks English. This disagreed 

with Pia’s perception: 

They have this mentality that ‘we want our child’s teacher that only speaks in English. She cannot  

speak any other languages! If the teacher speaks other languages, she is not a native English speaker’.  

It is not a rule here but that is the mindset! I don’t agree with!! Because a person can be fluent in more  

than one language. That doesn’t mean they are not native. So, that experience was: I can understand  

everything, I know what you guys say, but I have to pretend to be dumb. If the parents are able to  

embrace it, if they understand being a multilingual is actually a good thing! Then, I can be open up  

about it!! However, I have to hide it… (Pia, beginning-of-year interview) 

In this way, the unpleasant experience forced Pia to hide her multilingual identity at 

school. She pretended to be a monolingual English speaker, which made her feel safer and 

more legitimate as an English teacher at GHKA.  

Nevertheless, Pia’s teaching style was greatly influenced by her multi-cultural exposure. 

For instance, her classroom was always colourfully decorated which was characterised by 

Indian style (her racial culture). She always encouraged students to be proactive, creative, 

and inquiring, which contributed to her Western mindset of being innovative and brave. She 

preferred students to be organised, focused, and follow rules, which was affected by Chinese 

culture (Hong Kong’s socio-cultural influences) of being structured and disciplined. In a 

word, Pia’s multiple cultural identity (e.g. the influences of race, language, and socio-cultural 

practices) were well reflected in her classroom practices. She believed that her special 

experience that was exposed to different cultures was a gift. As she said, her teaching journey 
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was like a “buffet”: she can pick what she likes from multiple cultures. She is like a 

“sponge”: always absorbs what is good and appropriate for classroom practices.  

 Pia was open-minded and embraced diverse cultures. However, she complained that her 

multiple cultural identities did not get supported from GHKA. This can be represented in the 

following extract: 

My cultural identity is not changed, but it is somehow NOT supported!!!! I cannot express my cultural  

identity!!! In our school, the other religions are like ungodly!! I know it is a Christian school, and I am  

okay with listening to the Chapel, or anything like that… But, what if I don’t believe in it? We are made  

to sing all those songs! We are made to worship. But it is not IB! IB embraces international-mindedness.  

Something here is suppressing it!! Pushing it down!!! We are forced……In a way, it is like “We don’t  

care what you believe in, but you need to believe what we believe!!! They don’t celebrate Halloween,  

as it is devil’s……They don’t celebrate Christmas!!? Because Christians believe every day is Jesus  

day!!? … Oh god…I cannot be who I am because they wanna me to be a certain way!! Do you get it??  

(Pia, end-of-year interview) 

Pia strongly believed that the religious belief of GHKA (i.e. Christian education) did not 

comply with IB principles (e.g. international mindedness), which suppressed her own cultural 

identity. On one hand, she understood that GHKA was a developing school with a lot of 

aspects to be improved. On the other hand, she hoped that GHKA could respect the 

multiculturalism (e.g. religious beliefs) and further adjust the school policies to meet the 

needs of teachers with multicultural backgrounds. 

In general, Pia kept her multi-cultural identity unchanged, but she felt difficult to express 

her culture identities and had to conceal some aspects of her linguistic identity. However, Pia 

secretly and consciously used her multi-lingual identity as pedagogical resources in her 

classroom to benefit students’ learning.  
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4.1.4 “I am Like an Actress”  

Although Pia’s confidence as a legitimate English homeroom teacher at GHKA was a 

little lessoned by her Indian ethnic identity, she always viewed being multilingual as a clear 

advantage, especially in this school, where most children are Hong Kong local whose mother 

tongue is Cantonese. Pia noted her professional development toward being a more flexible 

teacher by drawing on her multilingual identities as advantages and how to tactfully use 

translanguaging strategies to benefit students’ learning.  

 4.1.4.1 “I Have my SECRET Super Power”. Pia always remained monolingual 

identity (native English speaker) to strengthen her legitimate position as an English 

homeroom teacher. She never told students about anything personal, not even that she is 

ethnically Indian. She thought this was mainly due to her unsafe feeling as a non-white 

teacher. As a result, she never revealed the secret that she understood Cantonese in front of 

students and parents in case her students spoke Cantonese to her during lessons and the 

parents would question her professionalism and legitimacy as an English teacher. In the 

classroom, Pia intended to create an environment where kids were fully exposed to English. 

However, she allowed her students to speak Cantonese when it was necessary. It was because 

some kids’ English were not good enough to fully express themselves. Unlike other Western 

teachers, knowing Cantonese was an advantage to Pia and she used it as a secret tool to 

understand students’ specific concerns.  

For example, in group discussions, some kids did not understand the instructions and 

might ask their friend in Cantonese: “老師說甚麼啊？我不會講啊！(What was the teacher 

saying? I cannot speak!)”. These kids were struggling to understand what Pia had said. She 



 

78 

actually understood the kids’ questions, but pretended not to understand them. Instead, she 

used her own way to help students them out. This can be represented in the following extract: 

I know what their difficulty is. I know why the child just does not understand. But I have to pretend first.  

I need to pretend that I don’t understand! But in my head, I have already known what and how I’m gonna 

to teach this child. I already planned everything. How am I going to make this concept easier for this child 

who doesn’t understand English? So, sometimes, I feel like in this class, I am acting. I am like an actress.  

I have to tell other kids ‘Oh, can you translate?’ They will translate. But sometimes they will not translate 

100 percent. They don’t do a good job. Um like, ‘Did you tell him the XXX?’ Then, they will explain 

something again! They still don’t know I can understand that language……So, I think I should get an 

award for acting in this class. Yeah~ Ha ha! (Pia, beginning-of-year interview) 

Instead of revealing her Cantonese ability, Pia consciously used her Chinese knowledge as a 

‘secret technique’ by drawing on translanguaging strategies between English and Chinese to 

foster her students’ inquiry-based learning. Students’ bilingual abilities were able to be 

strengthened through translation. Sometimes, when kids chatted on other topics in Cantonese, 

Pia could naturally remind them to be back to the assigned topic. Compared to other 

monolingual Western teachers, Pia took the advantage of knowing Cantonese to identify 

students’ language difficulty more accurately and manage the class more easily. 	

Additionally, Pia was able to understand students’ difficulties of learning English as a 

second/foreign language as she had experience of learning a second language. For example, 

she shared her experience with me about teaching Aden (pseudonym), a local boy whose 

English was very poor when he first started at this school. Aden could not understand English 

at all and was reticent the whole day long. However, he made a huge progress after a whole 

academic year in Pia’s class. This can be represented in the following extract: 

I think Aden was confident in Chinese, he just needed a little bit of support to believe in he’s able  

to learn English as well! And I think I never told him that “oh, if you don’t know how to say English  
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and just give up!” I would say “It is okay, just try!!” He would be like, looked at me and laughed,  

because he doesn’t understand! And um like “See, Aden, I am not great in Chinese, so we are both  

learning!! Right?” Sometimes, I would ask him, “How do you say it in Chinese?” Of course, I know!  

But I will be like “Hey, can you teach me how to say a ‘cat’ in Chinese?” Then, he felt more confident,  

“Ohhh, cat!!! Mao~~~~(貓)” (laugh)…And I say “Miao??” He is like “No, no, no… Mao!!!” I was  

like “Ohhh, mao!! (Pia, end-of-year interview) 

Pia used her secret technique (bilingual knowledge) to help Aden overcome his 

difficulty of learning English. She pretended herself as a Chinese learner in order to 

encourage Aden to be a brave learner of English. Aden’s confidence was highly increased 

through constant interaction with Pia and he made constant improvement as time went by.  

Overall, in positioning herself as a competent professional, Pia consciously sanctioned a 

monolingual approach to language and literacy in her classroom. However, to construct an 

effective teacher identity, she demonstrated translanguaging strategies by secretly using her 

Chinese (Cantonese) language knowledge and moving between the discourse of English and 

Chinese.   

4.1.4.2 “We are not Friends”. In addition to positioning herself as a competent 

professional by conducting a monolingual approach regards language teaching, Pia always 

believed that a teacher should establish a respectful image and keep appropriate distance from 

students. She explained her ideal relationship with students in our interview. This can be 

represented in the following extract: 

Some teachers say, “Oh I want my students to be like, treat me like a friend”. It may work for  

those teachers! But I think, personally, I don’t wanna be their friend. Because as a friend, you  

know, which means I can joke with you, I can be like disrespectful sometimes, but they cannot  

be like that with me. Right? So, I am not their friend!! I am a teacher! My role is to teach. But,  

I want them to feel comfortable. Yes, we can share laugh. But, they are here to learn and I am  

here to teach. That has to be very clear! (Pia, after class interview) 
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Pia preferred keeping appropriate distance from students and setting clear boundaries with 

them so that students could learn in a more effective environment. Pia also valued students’ 

gradual development toward being a more inquiring, independent and self-disciplined person. 

In one of her reflective journal entries, she wrote: 

I strongly believe that by having ownership of what and how students learn enables them to absorb  

more (and are enthusiastic to learn). (Pia, reflective journal, 2020-3-1) 

Based on the words above, Pia highlighted the importance of teaching young learners to be 

independent and responsible for their own learning. In this way, students would get more 

motivated to explore new things.  

Also, Pia valued a positive relationship between teacher and students by showing respect 

with each other. This can be represented in the following extract: 

Me and my students can talk about like the dialogue: how they want to learn and how I want to 

teach……But other than that, they have to respect me because I am the teacher. I will respect them  

because they are my students. So, respect is important. We are NOT friends. The relationship is  

very clear. They are students and I am the teacher! (Pia, beginning-of-year interview) 

Based on the phrases Pia used, including “respect”, “balance”, she always positioned herself 

as a professional teacher, not a friend, by asserting a professional image in front of her 

students. On the other hand, she was considerate and humorous. According to my constant 

class observations, her students liked her, respected her, and were not afraid of her. Pia’s 

classroom was vibrant, lively, and well organised due to the effective interaction between 

students and herself. 

4.1.5 Summary 

Pia has true passion for education, and she is a flexible teacher who embraces the 

essence of different pedagogies.  
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At GHKA, Pia started her teaching as a new IB learner, and made great efforts to shift 

her identity to be an active participant who was constantly involved in various professional 

training. She gradually became a real PYP teacher who exercises agency and independent 

responsibility. As a multilingual speaker, Pia appreciated possessing multi-cultural identity 

and her teaching was highly benefited from the essence of possessing different cultures 

(Indian, Western, and Chinese). She was able to draw on the advantages of her professional 

identity and cultural identity as pedagogical resources in her classroom practices. To 

construct an “image-text” (Simon, 1995) of legitimate English teacher identity, Pia 

intentionally concealed her multilingual identity but maintained a monolingual approach to 

language in her classroom. However, she inadvertently demonstrated translanguaging 

strategies (William, 1994) through tapping into her bilingual (English and Cantonese) 

expertise. Pia’s “secret” use of her super language powers was effective, which constituted a 

unique and interesting case among the five teacher participants in the study. 

To nurture a more effective learning environment, Pia always constructed a fixed 

“image-text” (Simon, 1995) as a teacher in the classroom who kept an appropriate distance 

from her students. She was clearly aware of how to strike a balance between being friendly 

with her students and being an authority. Thus, Pia received high respect from her students in 

and out of lessons, and her monolingual “identity-as-pedagogy” (Morgan, 2004) was highly 

effective which supported her students’ learning in a friendly environment.  

Being passionate with teaching and skillfully using her identities as pedagogies, 

however, in the recent school year (at the time of writing this thesis), Pia became less 

motivated to make further improvement and felt disappointed about the school environment. 
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She realised that the school could not provide teachers with enough support, and the school 

was not open-minded to embraces the different cultures. Therefore, Pia tended to succumb to 

the school environment and resist making any further changes, displaying a kind of passive 

agency (Huang & Yip, 2021). 

4.2 Maria’s Story 

Maria is an experienced teacher who has been teaching for more than 20 years since she 

moved to Hong Kong from Canada at the age of 30. She started with the intent of teaching in 

an international kindergarten, and started working at GHKA 9 years ago (the second year 

after the current school was founded). She had taken different job roles in this school and is 

currently teaching Grade 3 as an English homeroom teacher.  

4.2.1 “I was Born to be a Teacher” 

Maria is a white lady with blonde hair who was born and raised in Canada. She finished 

her two degrees at a university in Canada, one of which was a Bachelor of Education. She 

then became a registered teacher and decided to take up a work opportunity overseas to have 

a different life experience. She finally got recruited to Hong Kong as an international teacher 

and moved there when she was 30 years old.  

Maria was born in a teachers’ family. Her parents and two brothers were teachers and 

even her grandma and cousin were teachers too. She grew up in a particular family of 

scholars; however, she did not want to be a teacher at a younger age as she wanted to find out 

her own path. So, in her early twenties, she applied to several degree programmes at 

university such as Science and Economics out of her curiosity. She only completed a degree 

in Sociology. After that, she tried different jobs (full-time and part-time) such as selling CDs 
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at music stores and selling clothes. At that time, her father kept telling her that “Education is 

never a waste!” Her father strongly believed that Maria was born to be a teacher, but he did 

not cut off her other thoughts. In addition to doing some full-time jobs, Maria also 

volunteered at a secondary local school in Canada in a Special Education Need (SEN) 

department as a part-time support teacher. It was this job that totally changed her mind and 

brought her back to the education path. When she recalled the story of a boy in that school 

during our talk, there were tears at the corner of Maria’s eyes: 

The little boy couldn’t read or write. So, I was asked to read the questions for him. He would tell  

me the answers, and I would write out words for what he said for him. I did very slowly for him and 

encouraged him. He actually could get good marks. However, one day, his teacher came and just said,  

“Oh, you must give him the answers. He’s stupid! He doesn’t know the answers at all”. And I was so  

shocked! The woman was so rude! I felt like just slapping this woman because she didn’t want to deal  

with this child! She was just lazy! This was the child with learning problems, and her response to him  

was like…? If he could not have come up with the answers, you must deal with it…… And I said, ‘I  

don’t even know many things’. If people were talking about different things, I might know, but I  

don’t know anything with energy efficiency…How could she treat such a boy with learning problems 

like this and said he is stupid?! So, I had to defend this child against this woman, I said, ‘You don’t  

deserve to be in this classroom, you don’t deserve to have this child. He doesn’t deserve to have a  

teacher like you!’ As a teacher, she was SO HORRIBLE!!!” (Maria, beginning-of-year, interview) 

This experience with the boy really woke up Maria to the fact that some teachers like the 

woman had no place to be in the classroom, but they were still there. She felt sad for the 

children. Maria started to think about her career – if she was born with compassion, patience, 

and passion for teaching, why could she not become a teacher to help more children like the 

little boy? 

Maria’s father told her that many people went to teach for a wrong reason (e.g. for 

having more holidays or a decent career) and that is why there were teachers like the rude 
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woman. Nevertheless, her father also said to her, “Teachers are born. You cannot make 

somebody a good teacher. But you are born to be a teacher!” After this experience of 

teaching the boy at the local school, Maria changed her mind and then started her education 

career. Her innate goodness, passion, and empathy made her teaching path more natural and 

smooth. Then, she applied her second degree in Education which was inquiry-based, 

transdisciplinary, and placed great emphasis on the use of ICT (very similar with the IB 

programmes). Thus, her learning experience in the education programme at a university in 

Canada helped her to accumulate a wealth of experience of inquiry-based and 

transdisciplinary learning which benefited her teaching in IB schools in Hong Kong.  

Besides, as a Canadian lady, Maria has typical Canadian characteristics. For example, she 

was always polite, gentle, accepting, and open-minded, which was characterised by Canadian 

culture. She described Canadians as below: 

Canada took the role of peacekeeper after the WWII. And that is how we see ourselves. We are  

peacekeepers, and peace is one of the main things. We are very polite and protective. Overseas  

Canadians apologise for everything. If I bumped into you, or even you bumped into me, we  

would both apologise in Canada. Because when accidents happen, we both accept equal responsibility  

for bumping into another, and we just say sorry…” We are very different from Americans or British…. 

Canadians are overly polite, it is just our nature! (Maria, middle-of-year interview) 

As she said, Maria has a polite and gentle Canadian nature. At GHKA, I was always 

impressed by her warm personality. Every day, she greeted people with a bright smile on her 

face. She offered help whenever she found someone was in need. She respected others and 

easily accepted different opinions from others (Field observational notes, 2019-10). Although 

she is a monolingual English speaker, she described herself as having a multi-cultural 

identity: 
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Canada is a bilingual country. We have always had a basically respect for the French and English.  

Canada is also characterised as being very diverse and multi-cultural……For myself, being multi- 

cultural, because where I come from in Canada being very different from the rest of Canada. The  

cultures are very strong! I’ve always had a lot of different cultures coming together but very distinct!  

So, when I came to Hong Kong, I was already open-minded, and had respect for other cultures. 

(Maria, end-of-year interview) 

Having multi-cultural identity makes Maria more accepting and open-minded. After she 

arrived in Hong Kong, she married a Hong Kong local man and gave birth to two children. 

She has stayed in Hong Kong until now and regards Hong Kong as her second home. So, she 

has been deeply influenced by Chinese culture because of her family. Although she separated 

from her (ex-)husband due to personal reasons many years ago, she still brought up two 

children by herself as a single mother. She was tough and positive, who always encouraged 

children to embrace different cultures, to find out more about their backgrounds, and to 

respect that. 

Before Maria started working at GHKA in 2011, she had worked in different 

international kindergarten schools (e.g. IB school) for about 10 years. These experiences 

enriched her teaching through knowing international programmes (e.g. IB), that inspired her 

to be a passionate and compassionate teacher. Maria always believed the most important 

thing for good teaching is “to build the child’s self-confidence” (Maria, middle-of-year 

interview; reflective journal, 2019-10-13). She believed it was important to help kids to build 

courage, confidence, and open-mindedness. In this way, kids would know what to think and 

how to think, instead of receiving the knowledge passively.  
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However, her teaching philosophy has suffered setbacks and fluctuations due to the 

different culture and philosophy of GHKA after she joined. Maria’s identities have fluctuated 

over the past 9 years within this school.  

4.2.2 “I had my Ups and Downs” 

Maria has taken on different roles at GHKA during the past 9 years. She started off as a 

supply teacher, and soon after that, due to her strong capabilities and qualified IB 

experiences, she was asked to be the Primary Years Programme (PYP) Coordinator and 

teachers’ mentor in her second year in the school. Due to personal reasons, after her third 

year in this school, she stepped down from the leading role and worked in other roles, such as 

being a homeroom teacher, support teacher in the SEN department, teacher librarian, supply 

teacher, etc. Now, she teaches Year 3 as an English Homeroom teacher. These experiences of 

being in different roles helped Maria to develop a clear awareness of the school culture, 

school structure, curricula, etc. She reported her “ups and downs” during the past 9 years as 

below. 

4.2.2.1 “The Titles Mean a lot of Difference”. When she was the PYP coordinator and 

teacher mentor at GHKA during her second year of this school, Maria contributed a lot to set 

up the school curriculum and train the teachers. As a PYP (Primary Years Programme) 

coordinator, Maria was responsible for leading PYP teachers and coordinating things for the 

PYP Learning and Teaching programme, which made her establish a whole picture of the 

primary school section. As a teacher mentor, she was responsible for training the teachers 

how to teach within an inquiry-based learning framework. However, one year later, she had 

to quit these roles due to her family issues (i.e. she was in the middle of leaving her husband, 
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was stressful and could not balance her family and the great workload). Then, she worked as 

a supply teacher so that she could have more time to take care of her children. However, she 

realised that something kept changing at that time: 

When I was the PYP coordinator, I had a lot of responsibilities; I had a lot of ideas; I had a lot of  

opinions, and we did things. Many teachers don’t know exactly how to teach IB! At that time, they  

listened to me. I didn’t feel like being ignored…but I felt when I stepped down this PYP coordinator,  

um, they were not…people weren’t so eager to listen! Without the title, you know, people just assign  

you as a complainer, or somebody…they didn’t really show the respect…you know…the title definitely  

makes a difference! (Maria, end-of-year interview) 

Maria shared her sad feelings during our talk. She realised that many people at GHKA only 

cared about the “titles” instead of an individual’s capability. For example, she was dismissed 

when she was working as a supply teacher, and her voice was not being heard even though 

she had great ideas. Last year, she was promoted to be a homeroom teacher again. In her 

current Year 3 team, the Year head is a lady with a traditional teaching mindset, which was 

very different from Maria’s international outlook. The Year head was stubborn and not open-

minded. She always pushed others to follow her. Maria found there was no real collaboration 

in her team. During their planning meetings, the Year head was not willing to accept different 

ideas from others and just rushed to get things done, which really upset Maria: 

Something I feel like that I am here, it’s been squashed. Collaboration should be that we are sitting  

down and think what about this, and adding this; somebody is adding on this or that…collaboration  

is for brains coming together, to come up with things…NOT you do your own things, or you do your  

own thing, and we share documents at the end of day. NOT we just listening to the leader and that  

is it! That is NOT collaboration, but that is how it is done here!! It is NOT proper IB collaboration!!! 

(Maria, end-of-year interview) 

   Maria became much less motivated throughout the years and her voice was not heard by 

others. On one hand, she strongly believed that “ideas bring people together”; but on the 
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other hand, her passion and motivation gradually decreased due to the unpleasant working 

environment where “titles mean a lot of differences” as well as the working partners who 

were narrow-minded and not cooperative. 

4.2.2.2 “I am Less Tolerant and More Indifferent”. Maria’s cultural identity had 

changed as well. She was open-minded and always respected others from different cultural 

backgrounds because she possessed multi-cultural identity; however, there seemed to be 

barriers between different cultural groups of people at GHKA. Many people did not consider 

the school as a whole community. Maria reflected in our final round interview:  

I think for the most parts, um, at this school, I think I have been more tolerant of Chinese teachers  

but less tolerant of Western teachers. (Maria, end-of-year interview) 

    Maria has been in Hong Kong for 20 years and in this school for 9 years. Her two 

children have been studying in the school as well. Although Maria still regarded herself as an 

expatriate; she had been greatly influenced by the local culture and her Chinese family. She 

knew Hong Kong culture very well and understood the local education systems. She had a 

better understanding of the school culture of GHKA than many other Western teachers. For 

example, she understood that GHKA is an authorised IB school but supported by the local 

government, which is different from other international schools. She observed that the 

management personnel (senior team) of GHKA are basically local Hong Kong residents. She 

shared her opinions about what she had noted and explained to me as below: 

I think for the most parts of the years, I have seen how much work Chinese teachers put in!!  

For example, all Chinese teachers are teaching different grade levels. A lot of Western teachers  

don’t realise that we are looking after one class only but the Chinese teachers are looking after  

3 different classes…So, it is not so easy…however, western teachers still complain! I have become  

less tolerant of the Western teachers because one thing that I do find, um, that is quite common with  
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Western teachers: when they come here, they often come with an idea of an entitlement, or an idea of  

superiority that they know better…Western teachers just often try to say: ‘Yeah, the Australian way of  

teaching is better than the HK way of teaching…or the British way is better in this way…’, you cannot  

say one is better than the other…You know? [A strong ‘you know’, that is emphasised by Maria],  

Because that doesn’t fly in Hong Kong! There is nothing wrong with that, it is just finding that balance, 

finding that happy medium! So, I think one of the things that I definitely don’t have patience for is the 

concept of special privileges for western teachers! They come in and apply to teach English because they 

think it is going to be easy money, quick money, big money, and they come and they go… (Maria,  

end-of year interview) 

Based on the above words, Maria has become less and less tolerant with Western teachers 

throughout the years. At first, she believed that people were equal and should have worked 

together to contribute to the school community. However, she noticed there was a big divide 

between Western teachers and Chinese teachers in general. She finally realised the cultural 

gap between Western teachers and Chinese teachers in this school. Most people preferred 

staying in their own cultural circles rather than see school as a big family. There was no real 

communication and collaboration at GHKA. Gradually, Maria was influenced by the negative 

school environment and became more indifferent. She shared her feelings with me in an 

interview: 

I do find this school is not open-minded. I think my cultural identity was changed. I was outgoing  

and passionate, but now I feel like I become indifferent…I felt like I become passive…I am just  

accepting things…People here don’t share much and they don’t wanna listen…Well, it is not my 

place, it is not my culture. And I have to keep my mouth shut when I see something wrong…  

(Maria, end-of-year interview) 

According to her words above, Maria has been struggling between the ideal expectation and 

stark reality. She tried to keep open-minded but she felt uncomfortable within an 

environment where people were unwilling to share and cooperate. She felt like an outsider. 
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Also, she felt unsafe to voice out because it was not in her hometown (Canada). She had to 

suppress herself and kept her mouth closed even when she disagreed with something. The 

unpleasant work environment had sapped her passion, courage, and motivation. She just 

accepted things passively and became indifferent and complacent, which she did not want to 

be. 

4.2.2.3 “Ken Brings me up Again”. Although Maria kept losing her patience, passion, 

and faith in many things (e.g. the management, school culture, uncooperative colleagues) 

year by year, she was finally lit up by a new Year 3 teacher called Ken during the recent 

term. One day, Maria bumped into me and stopped me for a while at lunch recess. She 

happily shared her feelings about Ken with me as below: 

Ken, his knowledge and his love of teaching and of IB, really sort of ignited something that has  

been dead for me a long time or dormant or suffocating. (Maria, after class talk) 

I clearly remembered how happy Maria was at that moment and finally saw the bright smile 

back on her face again. 

Ken is a young man of mixed (Filipino and Chinese) descent. He was studying in an IB 

school when he was a student in Hong Kong and worked at an international school before 

working at GHKA. In our first and second interviews, Maria complained that many teachers 

did not have any good knowledge about IB or have an inquiry-based learning mindset and 

they even did not want to learn and listen; however, Ken had the same international mindset 

and true passion for teaching as Maria. They had the same teaching philosophy that sparked 

their collaboration: 

I have thought that I just put in time waiting for retirement, but I found working with Ken, really… 

really made me want to teach again! It was nice because he and I were talking and coming up with  
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something and we discussed…like I said ‘I love this idea. What if we do this?’ You know, he liked  

about this idea after one another…It was nice coz it’s been such a long time since I had that!!  

In this school, I had my downs, and I had my ups. And my biggest up…was Ken”. (Maria,  

end-of-year interview) 

From the words above, Maria was inspired from her colleague Ken and wanted to teach 

again!  

    In general, Maria started teaching at GHKA as an experienced mentor and active 

participant who was engaged in various activities. After she stepped down from the leading 

role, her professional identity as a teacher seemed to decrease. She gradually lost motivation 

and passion for teaching due to various reasons, such as lack of like-minded people to work 

with, disappointed with the unpleasant school culture, etc. She then shifted her identity from 

being an active participant to a passive follower. She was just accepting things and waiting 

for her retirement. However, Maria was brought up again when Ken came. She described 

herself as “reborn after death”. In this way, the inspirations from colleagues can have a big 

influence in teacher’s professional growth.  

Although Maria has experienced her ups and downs due to various factors in her 

professional development at GHKA, she always kept patient with her students. She enjoyed 

the time with students in her classroom.  

4.2.3 “I Love and Need to be a Story-teller” 

    At GHKA, Maria consciously and wisely used her identities as effective pedagogical 

resources in her classrooms. 

4.2.3.1 Interaction With Students. Maria liked to share her personal life and family 

stories with students because she believed that it was important to build a positive teacher-
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student relationship by revealing more aspects about herself. For instance, Maria shared an 

interesting example with me about her Year 5 students’ first impression of her. This can be 

represented by the following extract: 

That really depends on what their experience with a Western person is, or it really depends on  

their experience of the year previously with their teacher. If they see a white woman with blonde  

hair, they would first thought ‘I am British or American’. Canadian doesn’t often come to their 

mind! (Maria, end-of-year interview) 

Students mistook Maria for a British or American woman based on their stereotyped 

impression of Western people. Obviously, Canadian is not a typical Westerner’s image in a 

students’ mind. After Maria told the students that she is Canadian, many kids were so excited 

because some of the kids were from Canada as well (Canadian Chinese). Their shared 

experiences warmed the students up! This can be represented in the following extract: 

They like that bond! They like that bond! Especially if they have the experiences in Canada,  

they have the good memory of Canada, they feel much more confident! (Maria, end-of-year interview) 

By presenting an “image-text” of herself that countered some of the students’ assumptions, 

Maria witnessed a newfound interest in exploring identity options around culture or personal 

life. It helped her to establish a closer relationship with students. 

After that, Maria drew on more aspects of her personal identity in her classroom. She 

positioned herself as an approachable and chatty teacher, who loved to share life experience 

with students. Maria’s personal identity-as-pedagogy was highly effective, which constantly 

countered students’ perceptions of herself and promoted their interaction in daily teaching. 

This can be represented in the following extract: 

I know a lot of teachers don’t believe in sharing personal information…but I do share with  

my students! One of the things I do discuss with them is that how long I have been in Hong  

Kong. I feel explaining to them that my kids’ father is part Chinese and I am familiar with  
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Chinese culture…We do the Chinese New Year stuff, we do the dinners…was great! I tried  

to build that bond with them… (Maria, end-of-year interview) 

Maria’s students felt closer with her after they knew Maria had affiliations with Chinese 

culture. The shared culture identity increased the mutual understanding and trust between 

Maria and her students. Maria enjoyed being a story teller in her classroom. She strongly 

believed that using personal identity-as pedagogy was powerful and effective, which 

promoted a better relationship with students.  

However, Maria always viewed being monolingual as a disadvantage, especially in this 

school, where most children were Hong Kong local whose first language was Cantonese. 

Unlike other Western teachers, Maria never considered as having “white privilege”. She 

reflected as below: 

Many Western teachers definitely feel being a white teacher has its benefits…but, I don’t feel  

that I am any more secure than the other teachers. I don’t feel I am entitled here…We learn English 

as a whole language, and, teaching it as a second language isn’t always easier for me…English just  

come natural to me…and I don’t really know how to teach it sometimes. However, some homeroom 

teachers who are bilingual, their English is perfect, and they know Chinese as well. They were  

definitely more patient and they helped the child step by step with acquiring the language and the 

reading! They were very good in their classrooms! They know students’ learning concerns better  

than me… (Maria, end-of-year interview) 

Based on the above words, Maria was clearly aware of her disadvantage of teaching as a 

monolingual English speaker at this school. She was always being humble and proactive. She 

insisted on encouraging students to use translanguaging knowledge in class - although she did 

not understand Chinese/Cantonese. For example, students could discuss in Cantonese as they 

needed it as long as they were on the task. Unlike Pia’s class, Maria’s class seemed not easy 

to manage when her students were discussing in Cantonese. Thus, Maria had to ask someone 
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to translate for her. Nevertheless, she addressed the importance of communication and 

encouraged students to choose the language which was more comfortable with during group 

discussions. Therefore, Maria strongly believed using translanguaging strategies was more 

effective for students’ learning although she is a monolingual speaker. This can be 

represented in the following extract: 

Students need confidence to express themselves, regardless which language is. The most important  

thing is to build the confidence. Once they have their confidence, then to communicate, then they  

will be more willing to take chance with the language. (Maria, beginning-of-year interview) 

Maria always believed the importance of building confidence for students so that she 

encouraged students to use translanguaging strategies in class. She was a caring teacher who 

always showed empathy to her students. This can be represented in the following extract: 

Some students may have difficulties communicating in the classrooms with me in English, but  

I would tell them I might have difficulties communicating with the salesclerks or the taxi driver  

when I left school…So, I expressed that to the kids that I understand how they feel… It helped to  

build the empathy! I can be empathetic towards them, and they can understand ‘Oh, Ms. Maria has  

this issue too…’ So, it helps build empathy for one and another. (Maria, end-of-year interview) 

Overall, Maria was able to draw on the advantages of her personal and cultural identities 

as pedagogical resources in classroom practices. In the classroom, Maria had concerns about 

being a monolingual speaker of English, but she always showed great empathy for students 

regarding language practices and highly encouraged students to use translanguaging skills in 

their discussions, which was attributed to her open-minded and caring personality. To 

promote an effective teaching and learning environment, Maria loved to share her personal 

life with students, maintained a positive and approachable teacher identity, and drew on 

various aspects of her personal identity-as-pedagogy to build a good rapport with students.  
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4.2.3.2 Communication With Parents. Parents are a key part of promoting students’ 

development. At school, teachers and parents provide a vital support system to help students 

flourish. As a teacher and parent, Maria understood and highlighted the importance of 

communication with parents for students’ personal development. In addition to using 

personal identity-as-pedagogy in the classroom, Maria valued maintaining positive 

interactions with parents to build the trust and to gain a more legitimate teacher position.  

For example, Maria recalled her first year at GHKA. At that time, she was in the role of 

PYP coordinator. However, many parents did not like the idea of her (non-Chinese) being the 

management in a DSS school. Some parents mistakenly believed that Maria had no idea of 

the Hong Kong education system based on their stereotypical views of Western teachers. 

This can be represented in the following extract: 

They felt like they couldn’t communicate with me, I couldn’t communicate with them. They didn’t  

like me being in that role. None of the parents were teachers, none of the parents have 7 years  

experiences teaching IB, none of those teachers had the experiences I had…You know, I was an  

experienced IB teacher…But at first, they could not understand why I could be there. So, I had  

to prove that I was knowledgeable, I was professional, and I know what I was talking about…and  

I had to tell them about my connections with Chinese!!” (Maria, beginning-of-year interview) 

Having considered about parents’ concerns, Maria realised it was important to share more 

personal information with them to gain the trust. After that, she positioned herself as a “story-

teller” and positive communicator to build close bonds with parents. For example, Maria told 

parents that her children’s father was part Chinese who was born and raised in Hong Kong. 

She told parents that she had been in Hong Kong for more than 20 years and was greatly 

exposed to the Chinese culture. She emphasised that she was familiar with the Hong Kong 
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education system and understood the particular teaching philosophies and curriculum of 

GHKA: 

I do find at this school in particular that I need to tell parents about my family…When I say my  

kids are half Chinese, they will say “what?” Because my kids have blue eyes. They don’t look like  

Chinese at all! But after they knew my stories, they would trust me more! (Maria, beginning-of-year 

interview) 

Interestingly, this aspect of Maria’s life (having a Chinese ex-husband) was a shock for many 

parents at first. For Maria, by presenting an “image-text” of herself (i.e. has affiliations with 

Hong Kong Chinese culture) that countered some of the parents’ previous assumptions, she 

gained more trust and a more legitimate position as an English teacher since her third year at 

the school. Therefore, the teacher-parent interactions were highly improved by demonstrating 

identity options around Maria’s personal experiences and culture.  

4.2.4 Summary 

    Maria was born and raised in a teachers’ family. She was born to be a teacher. Although 

she suffered a hesitation in her career path, she finally decided to become a teacher.  

    Maria has suffered setbacks and fluctuations about her teaching since she joined GHKA 

9 years ago. She had a higher starting point as a PYP coordinator in her first year at GHKA; 

however, she became un-noticed after she stepped down from the role of PYP coordinator. 

Her passion and motivation was on the decline. Besides, she realised the school did not 

embrace the differences between multicultural backgrounds and people were not willing to 

share and cooperate. Therefore, she shifted her identity from being an active leader to a 

passive follower due to the negative side of the multicultural school environment, displaying 

a kind of passive agency (Huang & Yip, 2021). On the other hand, Maria’s long-silent 
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passion was re-awakened by Ken, her colleague, who was like-minded in his teaching to 

Maria, which is a positive influence of the multicultural environment.  

    Unlike Pia, Maria is a monolingual speaker who speaks English only, which she 

considered not to be an advantage at GHKA. Maria strongly believed that bilingual teachers 

would have more advantages teaching local students in this school because they understood 

the students’ first language and their difficulties in learning English. Therefore, as Pia did, 

Maria inadvertently demonstrated translanguaging (William, 1994) strategies through 

allowing students to discuss in either language (English or Chinese) instead of forcing them 

to speak English only in her lessons. She argued that teachers should help students build 

confidence, promote the growth of students’ bilingual ability, and enhance their 

understanding of the connections between the two languages. 

Moreover, Maria presented herself as having a positive and approachable teacher 

identity through sharing her personal experiences with students in the lessons and with 

parents out of the lessons. This helped her build good rapport with students and gain more 

trust from parents. She strongly believed that drawing on the advantages of her personal 

identity has been a powerful resource during teaching practices. Maria noted her gradual 

professional development toward being a more legitimate, effective teacher by drawing on 

her specific personal identity as advantages, and she was clearly aware of how to position 

herself as a storyteller in diverse contexts.    

4.3 Jen’s Story 

Jen is a teacher that has been teaching for five years in Hong Kong. She started working 

as a teaching assistant at a local primary school and then finished her full-time PGDE at the 
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secondary school level. After that, she formally started her first job as a science teacher at a 

private primary school using the British curriculum in Hong Kong. GHKA was her second 

school and she has been teaching Grade 2 students as an English homeroom teacher since the 

year before last year. 

4.3.1 “Teaching – A Trial in my Life”  

    Jen is a Hong Kong Chinese who was born in Hong Kong. However, she immigrated to 

Canada with her mother and sister when she was four years old while her father continued to 

work in Hong Kong. So, Jen was born into a Cantonese family and exposed to the English 

language at very early age. She spoke English to her mother and sister in Canada while spoke 

Cantonese to her father. Every summer, Jen’s father travelled to visit them back and forth 

until Jen was 11 years old. Her mother found it difficult for them to maintain the relationship 

with Jen’s father, so they decided to return to Hong Kong to live when Jen was 12. Jen then 

went to an international school (IB programme) in Hong Kong and spent her life in Hong 

Kong until she was 18 years old.  

    To receive a more diverse education, Jen decided to go back to Canada on her own to 

start her university education. At this point, Canada was definitely like a second home to Jen.  

    Jen enjoyed the lifestyle and studying in Canada. She has spent half of her life in Canada 

until present. According to her personal life experience, she was exposed to the two cultures: 

Hong Kong Chinese culture and Canadian culture. However, she still considered Hong Kong 

as her hometown. She explained to me during our interview: 

I would say I identify myself more to the Hong Kong side as Hong Kong is my hometown,  

it is my root. (Jen, beginning-of-year interview) 
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So, after she graduated from university, she decided to come back to Hong Kong to start her 

career. First, she was clueless about her future at that time as her degree was in Chemistry 

and Sociology which was hard to get a job in Hong Kong. Nevertheless, she still felt more 

relieved to return to Hong Kong as her family were there. Like all other fresh graduates, Jen 

was worried and uncertain about her future at that time. A friend of hers who worked in an 

international school suggested Jen obtain a TESOL certificate and find a school to teach at. 

Jen’s overseas experience and perfect English would be a huge advantage of being an English 

teacher at school. Jen decided to try. She wrote in her reflective journal about that period as 

below:  

    It was just a try to test the waters. (Jen, reflective journal, 2020-11-10) 

Teaching was just a trial for Jen at that time. She then did a TESOL for three months 

and quickly found a job as a teaching assistant at a local school. The style of the local school 

was very different from the international school where Jen had studied (e.g. routine, the 

students’ behaviour); however, Jen learned a lot from the local school and some of the 

classroom management skills that really worked for her, which even helped her teaching at 

GHAK. This experience of working at a local school made Jen realise that she was capable to 

teach and she liked teaching. But, she still preferred working in an international school 

instead of a local school. Then, she went to a local university to do her PGDE (full-time) and 

went to her previous secondary school (IB international school) to do her practicum. She 

wanted to stay in her own school to teach Chemistry, however, she was not able to get a spot 

there because of her Chinese background: 

My mentor did tell me that in order to get into an international school, like they would rather  

you be Caucasian, like they do look for a certain kind of appearance……If people have the same 
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qualification, same experience, same attitudes…they would prefer Caucasians now……So,  

he did tell me to try local schools, but I didn’t want to do that. (Jen, beginning-of-year interview) 

Jen’s Chinese background hindered her to get a spot in the international school (secondary 

level). Jen is ethnically Chinese, but she grew up in a Western environment. Her previous 

elementary school experiences in Canada and international school experience in Hong Kong 

made it difficult for her to fit in the traditional local mode which required lots of ridiculous 

routines. So, she decided to look for other positions.  

Luckily, Jen’s overseas experience and native English proficiency made her get a spot in 

a primary school. She taught in a private primary school implementing the British curriculum 

for 1 year and then joined GHKA in 2018. The two schools both had an international 

environment (e.g. international curriculum, international teachers and students). For example, 

GHKA’s “glocalised” environment matched Jen’s bi-cultural background. During our 

interview, Jen shared her thoughts about GHKA with me as below: 

I would say I think I fit here quite well. In what way? I would say the half local and half IB is  

quite interesting, and then it fits my background as well. Because most of the kids here, they  

are like local, so I know them quite well…… (Jen, middle-of-year interview) 

As she said, Jen’s background fit quite well in this school. Jen was exposed to the two 

cultures of Chinese and Western Canadian when she was young, which was a valuable multi-

cultural experience. She described herself as a bilingual speaker (see the quotes below): 

I am a bilingual. I would say my English and Cantonese are equivalent…But I will have to break it  

down to reading, writing, listening…I think for English, I would say native (for all aspects). But  

then for Cantonese, umm, I will say speaking and listening are native, but for reading and writing,  

I would say non-native…So, English is my first language.” (Jen, beginning-of-year interview) 

In this way, as an English native speaker, Jen’s English language proficiency was a big 

advantage for her to teach at GHKA. Her trans-cultural experience benefited her teaching 
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under the “glocalised” curriculum framework too. However, Jen claimed her primary cultural 

identity was still Chinese culture identity. She wrote in her reflective journal as below: 

I would say I am culturally Chinese because I was raised in a household where Chinese values  

were upheld. Being raised in a family where traditional Chinese values like filial piety and  

respecting elders were highly reinforced. I would unconsciously take these values and virtues  

to the workplace…… (Jen, reflective journal, 2019-11-19) 

Therefore, her bilingualism and trans-cultural identity helped Jen to gain a legitimate 

teacher position at GHKA. However, she encountered a lot of difficulties connected to her 

personal and cultural identities within this school as well.  

4.3.2 Frustration, Confusion, and Tension 

Jen shared a lot of struggles she had encountered with me during her first school year 

(last year) especially at the beginning of the first term: 

I am so happy that I can vent to you. It has been very therapeutic to talk to you!!  

(Jen, after-class interview)  

Jen viewed every talk between us was therapeutic because she could release her inner 

pressure to me. 

As a new teacher, Jen’s tension came from different aspects during her first school term. 

For example, although she knew a little bit about IB as a student, she actually knew nothing 

from a teacher’s point of view before teaching at GHKA. She was confused with a lot of new 

concepts. She had to learn everything about IB by herself and attended IB workshops during 

weekends. At the same time, she was doing her part-time Master study at a local university. It 

was a big challenge for her to balance work and study on her own.  

   I think the huge challenge was balancing the master I was studying……I was really in the middle  

   like, there were a lot of assignments…I would say I enjoyed that…but I was still a kind of shocked  

   how I survived last year… (Jen, beginning-of-year interview) 
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   In addition to adapting to the new IB format while studying, Jen’s other tension was from 

her immediate supervisor, the Year Head in her grade level. Jen usually disagreed with her 

Year Head on various aspects, but she could not voice out. She felt extremely frustrated and 

suppressed.  

4.3.2.1 “My Immediate Supervisor is a Crazy Boss!” Jen found there was no autonomy 

in her team because her immediate supervisor (the Year Head) was very narrow-minded. The 

Year Head was a British man. He would expect that everything kept the same for all classes, 

including lesson contents, classroom activities, teaching progress, etc. The only reason for 

doing so was because it could minimise the comparison between classes from parents. Jen 

agreed to keep the same teaching progress with other classes while she strongly disagreed 

that each class has no individuality because it was against the IB philosophy. She felt like she 

had no autonomy at all. She complained to me as below: 

The IB classes should be different! The class should have individuality! The learning experiences 

can stay the same but everything else can be changed, right? The students in different classes are  

different. The struggles they have are different. That is the truth! But it seems that the Year Head  

does not understand that each class is different. He forced us to keep the same pace and followed  

the same lesson plans. There’s no flexibility! That is ridiculous!!! (Jen, beginning-of-year interview) 

Jen felt so frustrated that her immediate supervisor was not open minded at all. Teachers 

were supposed to teach students to be “open-minded” or to think independently according to 

IB attitudes. However, she was forced to teach like a boring machine without any 

individuality. On one hand, she disagreed with her immediate supervisor and she did not 

want to follow his instructions; On the other hand, she did not want to argue with him. Her 
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culture and family education taught her to be tolerant, respectful, and obedient to her boss, 

which was deeply rooted in her mind:  

I was new at that time and I was not confident…During my first year, I thought everything from  

my Year Head was the example that I should follow, like the bible…You know? I thought I should  

respect that and follow that…The traditional values from my family taught me that. It’s hard to  

change as a person…but I am not happy… (Jen, beginning-of-year interview) 

So, Jen shifted her identity as a passive follower at that time. She had to compromise her 

teaching beliefs because she was not confident as a new staff member and, therefore, she 

stuck to the traditional cultural values of respecting others. Jen had to suppress herself to 

accept things and she was not happy to work in her team. 

4.3.2.2 Difficulties Connected to Identities. In addition, to the tension from working 

with her immediate supervisor, Jen experienced something unexpected at the beginning of the 

school year. It was the first time that she had found out that her name brought up some 

problems which were linked to her identity. 

 As said previously, Jen was born and raised in Hong Kong and her whole family was 

Hong Kong Chinese. However, it is interesting that her surname is “Liang” which is the 

Putonghua spelling instead of the Cantonese spelling “Leung”. When I first saw her name on 

the school website, I also misunderstood that she was from mainland China by reading her 

surname. Her father’s side kept the surname “Liang” (Putonghua spelling) due to the 

complicated family history of the previous generation but, in fact, her parents were born and 

raised in Hong Kong. No one speaks Putonghua in her family. However, the surname 

“Liang” made people mistakenly believe that Jen was from mainland China rather than Hong 

Kong. 
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At GHKA, teachers had freedom to choose their names (surname or given name) for their 

teacher name. For example, if someone is called Katie Manchester, she can choose her 

surname as Ms. Manchester or first name as Ms. Katie; if someone is called Chole Lee, she 

can choose either Miss Chloe or Miss Lee. Teacher could make the choice of their teacher 

name on their own in this school. Thus, Jen preferred using her surname “Liang” rather than 

“Jen” as her teacher name. She explained as below: 

Well, even in my primary school, elementary school in Canada, all the teachers use their surname!  

When I went to my secondary school, the chemistry teacher, who is a British born Chinese, BCC,  

I don’t know…He also used his surname. His surname is Mr. Chu…To me, it seems like…it is common 

sense to use like SURNAME for teachers’ name! It seems like, your name is part of your identity, right? 

Because to me, the surname is like, you know, if you are the teacher, it is always your surname!! No  

matter it is an Asian name or whatever… (Jen, middle-of-year interview) 

Based on the words above, Jen’s perception of a teacher’s name was always the surname! 

The local school where she previously worked required that all English teachers must use 

their English given name (e.g. the English name “Jen”) as their teacher name to avoid 

revealing the teachers’ Chinese background. When Jen started working at GHKA, Jen chose 

to use her surname “Liang” as her teacher name instead. However, Jen did not expect that she 

would be involved in troubles because of her surname.  

At the beginning of the last school year, a girl’s parent contacted the school and asked 

why her child was assigned in Jen’s class. This parent read the teachers’ information on the 

school website and noticed there were four teachers in this grade level. The surname of the 

other three teachers were English names, while Jen’s Chinese surname name stood out 

among the teachers’ list. The parent asked the school in a rude manner that Jen reported in 

the interview:  
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This parent complained a lot, ‘Why my child is in Miss Liang’s class? She is a Chinese teacher?  

Is it because my child’s English is really bad? That’s why she’s put in a Chinese teacher’s class?  

She was not good enough to be in another teacher’s class?’ (Jen, middle-of-year interview) 

After the school received the complaint from the parent, the Head of Primary explained to the 

parent that the class list was randomly assigned and emphasised that Jen was a capable 

teacher by showing the evidence (such as the attainment of the certificate of Language 

Proficiency Assessment for Teachers). Nevertheless, this complaint from the parent made Jen 

suddenly realise that her name – her identity or her background as a teacher did have some 

troubles. She shared her feelings concerning this matter with me during our talk: 

That was the first time that I found out that my name which was closely linked to my identity  

was questions…And I would say like, uhhh, that parent, she connects your name to your…I don’t  

know…your ability, your language…they even have preconceptions…Well, after what happens,  

I usually asked the girl later on in my class, ‘did your mother ask you about our class?’ And she  

said, “Ya! My mum asked if you spoke English in a lesson…” (Jen, beginning-of-year interview) 

Jen’s “non-nativeness” connected to her name and ethnic identity was challenged. Jen had to 

be more careful in using the language in her lessons after this matter. For example, she only 

spoke English in her class to avoid misunderstanding. Although Jen was an excellent teacher 

with a native English accent, professional knowledge, and wonderful classroom management 

skills, she still felt insecure due to the discrimination connected to her cultural identity: 

I found like…there is a feeling like if there are grammatical mistakes in the lesson, in the lesson  

plans, in the materials, then it would automatically be related to my identity…I do have that feeling  

and I think that is really not good!! So far, I have seen that a lot of grammatical mistakes, they are  

made by ‘native’ speakers, I mean the white teachers in my year level at least. Then I was like…I  

was so surprised that nobody called it!! Nobody called that mistake!! That is such a big mistake!!!… 

I feel like if they were made by that teacher, then she can get away of it because she looks white!!!  

But if I made those mistakes, it maybe…would be a different story!!! (Jen, end-of-year interview) 
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Jen felt every mistake that she made would automatically be linked to her identity and she 

said it was not fair. Due to a series of disturbances caused by the trouble of Jen’s surname, 

coupled with the pressure from various aspects last year, her life at GHKA was full of 

frustration, confusion, and tension. 

    Nevertheless, her passion for teaching and strong-mindedness of being a good teacher 

were not destroyed. With strong willingness and passions for teaching, she tried her best to 

overcome all difficulties and tended to make improvements in her second school year.  

4.3.3 “I got my Confidence Back” 

    Jen vented to me about her frustration during our first interview. At that time, she clearly 

recalled her sad memories about teaching during her first school term at GHKA. However, 

with more contact from the school and more communication with me, I observed that Jen’s 

pressure was gradually decreasing, and she became more positive and confident. Her 

professional identity as a PYP Homeroom teacher was growing. She summarised her 

professional development in this school during our final formal interview in May: 

My professional identity is outweighing everything else…It was growing slowly and now it  

stayed unchanged recently. I would say that now I am sticking to my professional identity as a  

PYP teacher more as the opportunities for professional development grow. I find that when a  

problem or issue arises, I tend to look at solving issues from what I've learnt in my teacher  

training courses and other IB workshops. (Jen, end-of-year interview) 

Through her Master studies and professional training at GHKA, Jen knows more about the 

school system and has been acquiring more IB knowledge. She became more confident and 

adaptable to the school.   
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4.3.3.1 “Control What is in my Control”. Jen felt stressed during her first year due to 

various reasons. For example, she was too strict with herself and tried to meet all the 

expectations of the school, of her year level, of the parents, and of the lesson planning, etc. 

She tried to get used to this school and keep up with the standard. In the first term, Jen 

considered her Year Head as the only one in authority although she did not agree with him 

sometimes. She was bothered by the doubts from the parent linked to her identity and she did 

not know how to protect herself. However, with more contact from the workshops, training 

courses, and her Master studies, she gradually realised that she should be more confident and 

wisely choose what to listen and follow. For example, she said: 

The more that I am learning, the more I am like…Oh, maybe this is the environment, maybe it  

is just the people, maybe it is just how things are working in this year level… (Jen, middle-of-year 

interview) 

With more contact with other colleagues during the workshops, Jen found out some other 

year levels actually worked very well. The teachers in some other year levels have teaching 

autonomy and their classes have individuality. With more contact with other teachers, she 

became more confident and independent. She shifted herself from a new beginner and 

passive follower to be an independent thinker. She was more aware of what to believe and 

what to follow. If she still disagreed with something that she could not change, she would 

accept it. She adjusted her mentality and only took actions on what was within her control. 

She said in our final interview: 

So, the first year, I didn’t know what I should do, what I shouldn’t do; What I can do and what I  

cannot do; what I can choose or what I cannot choose…But, now I know what is in my control,  

what is not in my control! I guess in second year, my professional identity is growing. I would  

continue focusing my energy on what I can change…like the more you teach or stay at the  
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school, you focus less on what is not in your control… then you focus more on how to make  

your teaching better… Also, during meetings, we do share some struggles we have as a teacher,  

as it seems that most of us have similar challenges. (Jen, end-of-year interview) 

By adjusting her mentality, Jen felt more relaxed. She reset her expectations and only 

changed what was in her control. She fully concentrated on her teaching and interactions with 

her students. Her dissatisfaction about her team/school and her pressure connected to her 

identity were gradually counteracted by the constant contact with students. On the contrary, 

she decided to use positive aspects of her identities as pedagogical resources to improve her 

teaching.  

    4.3.3.2 Interaction With Students. Jen happily shared a lot about her interaction with 

students with me during our third interview. She reflected as below: 

I would say this year, even though it was kind of more unconscious, but I tried to focus on students’ 

interactions. Like…I loved to observe them, to see what they are like without me. Ha ha, this is  

creepy!!! I liked to watch them during recess time, how they interacted, and even in their group work,  

like what is the dynamics like, coz when they talked to me, it is different from how they socialise. Ya,  

I just focused on the interactions, just how they are like a person. I tried to talk with them more… (Jen, 

end-of-year interview) 

According to the words above, Jen spent more time on observing her students this year. She 

believed that a good teacher needs to focus on the interactions with students. Last year, she 

was distracted by many things because she was not familiar with the school curriculum, the 

lessons, and the students, etc. However, after she adapted herself better to the school 

environment, she started to focus more on different aspects of her students. She was able to 

adjust her teaching strategies to meet the students’ diverse needs. In the middle of this year, 

Jen wrote something in her reflective journal: 

To me, good teaching is understanding students. This means knowing their learning preferences,  
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abilities in different subjects, friendship circles, personalities, family background…the list goes on!  

When we understand students on more than a superficial level, it helps us with everything else in  

the logistics of teaching. (Jen, reflective journal, 2019-11-19) 

Therefore, in her lessons, I observed that Jen focused more on students’ agency and guided 

them to make their own choices. At lunch time, Jen listened to the kids’ chat and even 

remembered every student’ preference for food (e.g. whether they like pasta or rice). At 

recesses, she walked around in the campus and talked to kids to know about their personal 

life outside of school.  

After Jen had a better understanding of her students, she consciously showed different 

sides of herself in front of different students which worked with them individually. She 

explained to me with some interesting examples as below: 

After I know my kids very well, I know which kids are okay with me, like yelling at them or like  

talking to them in front of everyone, and they don’t mind…If they are doing something naughty,  

you can just say their names and say, ‘Stop doing that!’ strictly, and they are fine…But some kids  

are very sensitive and fragile. You need to say, ‘Oh, can I have a word with you at recess time?’  

Just ask…Sometimes, like Jaden, he cannot share his emotions so openly. His dad told me during  

a parent-teacher conference about him: When upset about something, he will only open up if it is  

just us two. So, I think it’s really a hard thing to manage as a teacher, if you just started not knowing  

the class… Some of them, we need to be angry or like firm; But some of them, especially girls…we  

should be gentle…So, I will consciously show different sides to them. (Jen, middle-of-year interview) 

Based on the words above, Jen was explicitly aware of students’ personalities and 

consciously able to position herself to tap into her various aspects of personal identities to 

match up different types of students, which worked well with them individually. Through 

observing and understanding students, Jen was able to present different ways to interact with 

them and maintain good relationships. Besides, to benefit students learning, Jen used 

different aspects of her language identity as pedagogical resources in her practices.  
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4.3.3.3 Using Translingual Identity-as-Pedagogy. Jen is a bilingual speaker. For 

speaking, she described her English and Cantonese are equivalent. However, after the 

disturbance of her Chinese surname, she became more cautious in using different languages 

in the classroom. She only spoke English to students in class, but she always used 

translingual knowledge to understand students’ language struggles, which was similar with 

Pia. Jen shared with me about one example of students’ writing: 

I would say I understand their (students’) struggles more, like when I looked at their English  

writing, I see sometimes, their syntax, like the order of the words (is wrong)…if I translate directly  

into Chinese or Cantonese, I understand why their written was like that. For example, why they  

always used “have” for everything, why they don’t use “I didn’t?” They would say “ I no have”… 

Because in Cantonese, they say “我冇啊” means “I didn’t do it!” I know if we translate it directly,  

it is like “I no have”. Right? They don’t use the word “didn’t” a lot or “did”…There is no discrepancy 

between that. So, I think my bilingual background helped me quite a lot to understand kids’ difficulties  

of learning (writing). (Jen, beginning-of-year interview) 

Compared to the teachers who do not have a Chinese background, Jen understood that the 

Chinese language is very different from the English language (e.g. order of words, tense, 

etc.). She understood why some students could not use “will” or “did” very well. It was 

because the Chinese language does not have tense (past tense, present tense, or future tense). 

Jen’s bilingual knowledge enabled her to understand students’ learning difficulties and found 

a good way of explaining the language problem. She gradually realised being a bilingual was 

beneficial to her teaching:  

    I would say it is helpful rather than it is hindering. (Jen, beginning-of-year interview) 

    Like Pia and Maria, Jen allowed her students to speak Chinese (Cantonese) in class 

when it was necessary as long as they were on the task. However, differently, Jen did not 

conceal any aspect of her linguistic identity but completely employed a translingual identity-
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as-pedagogy. Her students knew that Jen was a bilingual teacher although she avoided her 

use of Cantonese in the academic context. Jen did not mind that students knew she was a 

bilingual speaker. She had drawn on her bilingual identity-as-pedagogy more naturally and 

students even realised the unique strengths Jen brought to their classrooms. For example, 

students were more confident and free to express themselves when they had to speak in 

Cantonese, and they knew that their teacher would understand their concerns. Thus, students’ 

learning difficulties of English were not ignored and their translingual abilities were also 

valued. Jen’s translingual experiences offered her he ability to move between two languages 

and provided her with a perspective different from a “typical native English perspective”. 

Overall, she did not separate her professional identity as an English homeroom teacher from 

her bilingual-speaking self, and strived to attain professionalism through deploying a 

translingual identity that viewed language difference as a resource for meaning making.  

    In addition to benefiting students learning, Jen’s bilingual identity was viewed as a big 

advantage to communicate with parents during teacher-parent conferences. At GHKA, there 

was no strict policy of language use for teachers, as Jen said,  

We got a kind of greenlight from the school because this school didn’t really say anything…  

(Jen, middle-of-year interview)  

Therefore, teachers could freely choose the use of language in different situations. Instead of 

hiding her Chinese language identity, Jen did not mind using Cantonese to communicate with 

parents during teacher-parent conferences. She strongly believed that her bilingual 

background could greatly promote the communication with some parents whose English were 
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not good. Most of the parents appreciated that Jen was able to speak Cantonese during 

parent-teacher conferences. This can be represented in the following extract: 

I don’t speak Cantonese to students in the classroom, coz there are always kids who are very  

smart, who can translate, when you want to say…But speaking Cantonese to the parents is actually  

kind of an advantage… I feel like when I talked to them in Cantonese during the parent-teacher  

conferences, they do open-up a lot! Because when they speak in Cantonese, they can put their  

message across easily, compared to when they spoke in English. So, I gave them the choice.  

And most of them who have a lot to say, they will switch to Cantonese, so, as I guess when I  

reply in Cantonese, they feel like a kind of communication connection… Maybe for those teachers  

who only speak English, even there were the translators, maybe parents don’t feel that kind of  

connection to the class teacher…Ya, so…Mostly I would say, even the second year, I would say  

that knowing Cantonese is quite good! (Jen, middle-of-year interview) 

Jen found out knowing Cantonese was a real asset for a teacher in this school. Having a good 

connection with parents helped her to know more personal aspects of a child. Parents were 

grateful to express themselves more freely in their mother tongue, which narrowed the 

distance between them and Jen.  

    Overall, Jen’s bilingual identity offered her ability to switch languages between different 

contexts. She spoke English only to students in class while she spoke Cantonese to parents (if 

needed) during teacher-parent conferences. She had drawn on her bilingual identity-as-

pedagogy more confidently and became more skillful in integrating her two linguistic 

identities to meet the needs of different groups of people.  

4.3.4 Summary 

    Unlike Pia and Maria, Jen is a bilingual speaker who was exposed to both Chinese and 

Western cultures. She strongly believed that her bi-cultural background enabled her to fir in 

this “glocalised” school setting.  
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    However, Jen has suffered frustration and tension at GHKA due to different reasons. On 

one hand, she always disagreed with her direct supervisor but had to listen to him as a passive 

follower. On the other hand, Jen experienced unexpected challenges connected to her 

Chinese cultural identity. As a non-white English Homeroom teacher, Jen does not have 

White privilege as Maria, which made her undergo a series of disturbances due to her ethnic 

Chinese background. Nevertheless, Jen still exhibited “proactive agency” (Huang & Yip, 

2021) in dealing with difficulties during teaching, afforded by her true passion for teaching 

and strong-minded teaching philosophy as she considered her professional identity as a PYP 

homeroom teacher outweighed everything else.  

    In terms of teaching English language at GHKA, Jen found out she has a real asset being 

a bilingual teacher, especially compared to Maria who only speaks English. It was because 

her bilingual background enabled her to better understand students’ learning difficulties and 

address parents’ concerns. Therefore, she was able to support her students’ learning and 

communicate with parents more effectively. Jen never separated her professional identity as 

an English homeroom teacher from her bilingual speaking self, and strived to attain 

professionalism through deploying a translingual identity that viewed language difference as 

a resource for meaning making. In other words, Jen was becoming a real translingual teacher 

and was critically aware of her advantage in bilingualism. She was able to position herself 

differently in varying situations by presenting different aspects of her linguistic identity. She 

was more aware of articulating the link between her language identity, pedagogy, and 

context, which was beneficial to students’ learning and communicating with parents to a 

great extent. 
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4.4 Yutang’s Story 

   Yutang is a dedicated and energetic teacher with six years of teaching experience, three of 

which she has been a Chinese teacher at GHKA in Hong Kong since 2017. At GHKA, she 

has mainly taught Chinese Language & Culture to Year 1 and Year 4 Hong Kong local 

students and Year 3 non-Chinese students. 

4.4.1 Teaching – A Serendipitous Encounter With Children 

Yutang was born and raised in a beautiful main city in mainland China. She was born in 

a family with many of her family members engaged in education-related jobs. For example, 

her uncle and auntie were teachers, her father was a teacher of clinical medicine, and her 

mother was a pre-school principal.  

My mom is an excellent educator! I am influenced by her a lot…I wanted to be an educator like  

her when I was a child… (Yutang, beginning-of-year interview) 

Yutang happily shared a lot about her early experiences of how her parents provided her with 

a good education during our first interview. For example, she was sent to traditional schools 

(i.e. kindergarten, primary school, and high school) where she obtained a solid foundation of 

knowledge in all subjects. She also had two years in an international secondary school where 

she opened up new horizons and was exposed to inquiry-based learning. These schooling 

experiences enabled her to gain a better understanding of local and international education 

modes. Besides, she was influenced by her family with a lot of inputs of Chinese culture. For 

example, she read a lot of books about Chinese literature, poems, and she enjoyed Chinese 

calligraphy. These experiences helped her to set up a good foundation of Chinese language 

and culture.  
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In addition to familial influence, Yutang realised that she had good communication and 

presenting skills during her secondary school learning. She liked to express herself and 

communicate with others. So, she believed she would be suitable to be a teacher. After 

graduating from high school with a concentration in music, Yutang went to a university in 

Guangzhou and earned her Bachelor of Education in Musicology in 2012. She then went 

back to her hometown to teach music and Chinese subjects in a primary school. After two 

years of teaching, she moved to Hong Kong to further her study. And she decided to teach in 

Hong Kong after she obtained her Master degree there. She explained to me in our first 

interview as below: 

In terms of teaching… the number of lessons is relatively small in mainland. About three  

lessons per day…You can have a lot of free time…but, how to say…it was just too easy for me.  

I would prefer the kind of fast-paced life in Hong Kong. There are more opportunities to push  

you forward here, such as professional training…However, in mainland China, there were fewer 

opportunities like this. You have to do a lot of tedious work. That’s not related to teaching.  

It’s like a very stable job but it is boring…I prefer taking more challenges in my young age… 

I cannot say which is better - mainland China or Hong Kong…but at least, I enjoy my present  

life in Hong Kong. (Yutang, beginning-of-year interview) 

Obviously, Yutang enjoyed her teaching life in Hong Kong. Her passion and love for 

children inspired her to teach in elementary schools.  

I love children so much – that’s why I have been teaching in primary section for years… 

Coz kids are simple, innocent and cute. It takes time to train them but it’s also easy to see  

their improvement…they are more willing to listen and follow…They absorb as fast as the  

sponge. You love them and they will love you too. You will probably get what you want  

as long as you give and pay. I like teaching children. I love them…(Yutang, beginning-of- 

year interview) 
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To Yutang, teaching elementary school is a serendipitous encounter with children. It was love 

and passion that brought her to teach. It was teaching that brought her to meet children and 

go on a fantastic journey full of love and joy.  

Yutang started her teaching in Hong Kong in a traditional local primary school. She had 

been teaching there for two years before she moved to GHKA. In the previous traditional 

school, she had a busy life. For example, there were a lot of strict rules to follow and regular 

classroom observations. Her lessons were observed 7 times during her first year. Luckily, 

Yutang had a lovely class. She was impressed by the students in the local school as they were 

very obedient and principled. As Yutang said below: 

They were really disciplined. They were sitting well like soldiers for a whole lesson and  

followed my instructions with full attention. They’re quite different from the children in  

our school…Our children run wild sometimes and have bad structure…Sometimes, I do  

miss the children in my previous school. Coz they were very self-disciplined, independent,  

and hard-working… (Yutang, middle-of-year interview) 

Yutang emphasised that the kids in her previous traditional school were disciplined while the 

students in GHKA were the opposite. She had more difficulties in dealing with the students at 

GHKA. Yutang reflected on the relationship with children in different schools and shared her 

thoughts with me as below:  

I hope I can be a friend-like teacher to my kids. That is my goal. During lessons, we are teachers  

and students. They follow my instructions, and they should listen to me…While out of lessons,  

we can be like friends. They cannot be afraid of me. I hope they all like me…Well, I have been  

trying hard to find the balance…To be honest, it is not easy… (Yutang, beginning-of-year  

interview) 

Yutang was a reflective teacher who kept thinking ways of improving her teaching and 

enhancing the interactions with students. She worked so hard to build good relationships with 
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students to benefit their learning. Students at GHKA were from diverse cultural backgrounds 

and they were more outgoing and less disciplined. Therefore, Yutang faced a lot of 

challenges. Did the ‘serendipitous’ journey with children turn to be an adventure? What new 

challenges did she meet? How did she get along with her students and colleagues? 

4.4.2 Teaching - A Transition From Traditional to IB 

As an IB school, GHKA uses Putonghua as the Medium of Instruction for teaching 

Chinese Language Subjects (PMIC). GHKA is also a DSS school which adopts a ‘glocalised’ 

curriculum (a combination of the IB curriculum and local curriculum). For example, the 

students are engaged with six Units of inquiry-based Chinese learning (IB curriculum 

requirement), but they also need to attend local examinations – the TSA, an exam-orientated 

local assessment (local curriculum requirement). However, due to the mixed mode, GHKA 

students’ academic performance in Chinese language (Putonghua) were much lower than the 

students in other local schools. To cater for students’ various needs, the Chinese classes were 

divided into Mainstream class (Chinese-speaking students) and Non-Chinese classes (non-

Chinese students). The students in the Mainstream Chinese classes were streamed by their 

academic level.  

At GHKA, Yutang has faced challenges from various aspects, such as the difficulties in 

teaching in the ‘glocalised’ format, the difficulties in teaching non-Chinese students, etc. In 

general, she shifted her professional identity from a traditional Chinese teacher who focused 

on textbooks to an IB PYP Chinese teacher who explored “glocalised curriculum”.  

4.4.2.1 Professional Identity Negotiated. Yutang has taught different grade levels (i.e. 

Grades 1-4) at GHKA. For Grades 1, 2, and 4, the students were Hong Kong local. For Grade 
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3, the students were non-Chinese speakers who were from different countries. Therefore, one 

of the biggest challenges for Yutang in the first school term was to teach the non-Chinese 

students: 

I have to say the kids have very poor Chinese language foundation…and they almost have  

no learning support from home. It is really a big problem! I only have 80 minutes for that  

class and these non-Chinese children have very poor Chinese foundation…they cannot  

understand me…that is very difficult! No matter how many times I repeated, I felt like  

they cannot understand at all…I felt like I cannot teach them… (Yutang, middle-of-year  

interview) 

Yutang recalled that her experience of teaching non-Chinese students was very clueless. She 

did not even have any teaching materials for reference. Teachers needed to prepare teaching 

materials by themselves: 

No one told me what I should do. No one supported me at that time…I was very confused.  

I was worried if I could survive at that time… (Yutang, middle-of-year interview) 

Yutang felt very discouraged in teaching non-Chinese students and she considered it was ever 

her biggest challenge at GHKA. First, the school’s language policy was not clear at all. She 

did not know how much English she could use in Chinese lessons. Her English was very 

limited too. Thus, the communication between her and the non-Chinese students was not 

smooth. Second, the non-Chinese department did not have clear curriculum guidance for 

teachers. She felt like ‘crossing a river by feeling her way over the stones’, which was a 

process of trial and error.  

   Besides, Yutang found it was difficult to teach the lowest-level Mainstream class as well. 

Many students in the Mainstream Chinese class (lowest-level) could not speak much 

Putonghua. These local students’ mother tongue was Cantonese and their Putonghua was 
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very poor. However, using Putonghua to teach the Chinese language subject is the 

requirement of GHKA, which meets the guidelines of the IB documents. Teachers were 

highly encouraged to speak Putonghua only to students in Chinese lessons although there was 

no ban on using other languages. 

You know, the Chinese language is difficult to learn. In our school, we are teaching Chinese  

language and culture. It is not just the language. In my lowest-level class, many students’  

Putonghua are so poor… When you teach them something very complicated in Putonghua,  

they will not get it at all!!! It is too hard for them…They will not get it when you explain the  

in-depth concepts… Sometimes, when you push them to do presentations in Putonghua… 

Omg, it is a disaster…They can do it in Cantonese, but they are stuck by speaking Putonghua… 

However, in our school, it is PMIC, that is the policy…It is just hard…sigh. (Yutang, middle- 

of-year interview) 

Yutang gradually realised the fact that students’ Chinese language proficiency at GHKA was 

far less than that of her previous traditional school. It was very difficult for Chinese teachers 

to teach lowest-level classes.  

Therefore, Yutang started to engage in more professional activities to help herself to 

adapt to the school context more quickly. She made constant improvements through attending 

workshops, learning from colleagues, etc. She believed constant professional development 

would help her to find a better way of teaching at this school. In her second year at GHKA, 

she gradually established a better understanding of the specific ‘glocalised’ school 

curriculum. She knew the GHKA integrated IB curriculum (focusing on inquiry-based 

learning through diversified activities) and local curriculum. For the Chinese subject, teachers 

needed to select and teach some texts from local textbooks to make sure students were able to 
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prepare themselves for the local examinations (TSA). The combination of IB and local 

curriculum was unique. At that time, Yuang loved the innovative idea: 

I like the glocalised mindset though. It is very creative. The school gives me teaching  

freedom. I have been teaching of trial. (Yutang, beginning-of-year interview).  

Since her second year at GHKA, she shifted herself from a newbie to an active participant. 

She started to learn more about the curriculum to improve her teaching. She kept close 

contact with students, colleagues, and parents. However, with more contact with parents, she 

realised they had different opinions about the school. Some parents valued the Chinese 

subject so much while some did not. For example, some parents complained that teachers 

gave too much Chinese homework to students while some parents expected more homework. 

With more contact with colleagues, Yutang found teachers in her team had distinct teaching 

styles and beliefs. When they planned lessons collaboratively, they always had arguments. 

She voiced her concerns as below: 

Many Chinese teachers in our school have little knowledge about IB…they are still very  

traditional style. Their teaching is like boring…They don’t know how to teach in an inquiry  

cycle. But in our school, you need to know something about IB, right? It is important…Also,  

we should follow local curriculum too. Coz we have the so-called ‘glocalised’ curriculum,  

right? Some people would say, ‘Oh, we are an IB school, we cannot give students too much  

homework…’ blabla…But the problem is: our students don’t have much Chinese inputs and  

their foundation is poor…If students don’t have necessary practices, they don’t even know  

how to write Chinese characters at all…how can they deal with the TSA? That is ridiculous… 

Well, I feel like very confused. Coz I don’t know how to get the balance…I don’t know how  

to teach in that format!! I think I cannot. Maybe the school leader thinks the ‘glocalised’ sounds  

cool? But how? How to combine the two things? I think the ‘glocalised curriculum’ is just a  

gimmick!!! Not practical at all…It is hard to meet the requirements for both… (Yutang, end-of 

-year interview) 
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The more Yutang explored the ‘glocalised curriculum’ through engagement with students and 

parents, the greater gap she found between the two modes. Yutang gradually shifted herself 

from an active participant to a critical thinker. She finally took more independent 

responsibility in thinking of how to teach in the ‘glocalised format’ instead of following 

passively. Previous work experiences in traditional local schools enabled Yutang to establish 

a good understanding of the local school curriculum. With more contact with people and 

inquiry of IB at GHKA, Yutang gradually realised that the combination of the two curricula 

was problematic. For example, according to the IB mindset, teachers were not encouraged to 

give too much homework for students; however, for a traditional learning style, students 

needed to have necessary practice/training aiming for local assessment. Yutang felt confused: 

I understand that our school tries to provide two paths for students in the future. But to be  

honest, I have to say that the two paths are totally different! The IB curriculum focuses on  

inquiry-based learning. It encourages life-long learning. However, TSA/DSE is the opposite… 

It focuses on academic results. It is exam-orientated. If you want a good result, you must do  

more practices for the assessment! In this way, the two curricula are contrary!! One focuses  

on the learning process, and one focuses on the academic result! They cannot be compatible…  

(Yutang, end-of-year interview) 

Yutang strongly voiced her concerns out. She emphasised that the two types of curriculum 

cannot be compatible. She also emphasised that it was difficult to explore Chinese culture 

with the students if they did not have a good Chinese language foundation. It was hard to 

explain Chinese knowledge in-depth with students in her classroom. Therefore, it was hard 

for teachers to find a balance in teaching between the ‘IB’ and ‘local’ curriculum at this 

school. 
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    In our last interview, Yutang mentioned that she was less motivated during the recent 

school year. She took great efforts to improve herself to meet the requirements of school; 

however, the school seemed to pay little attention to teachers’ concerns. Yutang felt ignored 

because no one in the management really cared how much effort she made. Gradually, her 

teaching motivation was weakened.  

Nevertheless, Yutang believed that every coin has two sides. She understood that 

GHKA was a developing school and it faced a lot of challenges. While the curriculum was 

not fully developed, teachers would have greater autonomy in exploring the format and more 

independent responsibility in teaching and planning. Teachers were able to teach more freely 

and independently. In this way, she transferred attention to her own pedagogical practices and 

focused more on the contact with students. 

    The IB curriculum stressed the importance of Putonghua on the global stage, which 

indicated that Chinese traditional culture was more valued. In the process of teaching, she 

found that her students did not have a wealth of Chinese culture and knowledge. Therefore, 

Yutang incorporated more Chinese cultural elements into her teaching and practices. 

4.4.2.2 Cultural Identity Strengthened. The data collected with Yutang generally 

indicated that she valued her mainland Chinese background and identified the good aspects of 

Chinese traditional values that should be transferred to classrooms in GHKA.  

I found, with shock, that sometimes the classrooms were like a market when I taught here.  

Students talked, shouted when the teacher was talking. This was in big contract to the classrooms  

in mainland China and in my previous school in Hong Kong, where children were taught to  

respect their teachers and classmates. However, I was brought up in a traditional education,  

and now I am teaching in an IB school. Someone may say IB schools can have less rules and  

more freedom. Many foreign teachers here don’t care too much about structures or classroom  
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rules for children. However, I may not fully agree with that. I have believed that IB mindset  

is a way of teaching and learning. For example, it focuses on inquiry-based learning…But it  

does not mean that students can have no structure at school. As a teacher, especially a Chinese  

teacher, we should teach students some basic Chinese traditional rules. We do not only teach  

them the Chinese language, but also the essence of the Chinese culture. Coz we are Chinese  

people! For example, ‘respect teachers’, ‘sit and stand properly’, which are part of Chinese  

culture. We should teach students how to understand these. I prefer being a disseminator of  

Chinese culture, not just a language teacher… (Yutang, beginning-of-year interview) 

From my classroom observations for Yutang during this year, I noticed that she ususally 

taught students to use good manners in the classrooms. For instance, she and her students 

always stood up to greet each other at the beginning/end of lessons. She asked students to use 

the word “請 qǐng (please)” before they asked questions. It was because Yutang hoped that 

students can have basic rules and good manners. Also, she taught kids some Chinese idioms 

or allusions in The Analects during her lessons which is not compulsory. One example was 

that she taught one Year 1 child about “己所不欲，勿施於人” (from the Analects of 

Confucius), which means that “do unto others as you would have them do unto you”. Yutang 

noticed the boy was very mean to other classmates, so she explained the sentence with the 

child (word on word). Yutang strongly believed that students should be taught good essences 

of Chinese traditional values. She explained: 

As Chinese people, the education we receive, our philosophy, our moral values are deeply rooted  

in our culture to define who we are. I would definitely agree that we should teach these attributes  

to our students to help them develop good values. (Yutang, beginning-of-year interview) 

   Another example was that the Hong Kong students lacked the knowledge of traditional 

Chinese culture. Yutang reported she had gradually enhanced her sense of Chinese cultural 

identity as she faced the dichotomy constructed between mainland China and Hong Kong by 
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her local students within this school. The following is a representative excerpt in an after-

class interview: 

During my first year of teaching, I found, with shock, that my Year 4 students know very  

little about Chinese culture. All of them even don’t know who are Li Bai and Du Fu. Oh my  

god! I cannot believe that! When I asked them if they knew the Chinese classical poem,  

“靜夜思” (Quiet Night Thoughts), all of them shook their heads and looked at me with  

confusion…In mainland China, kindergarten kids even can recite this poem. These HK  

students were Grade 4 already. But they had no idea about it at all…I cannot accept this  

fact…(Yutang, after-class interview) 

Yutang also recorded this experience in her reflective journal:  

I really cannot accept that my students don’t know who are Li Bai and Du Fu. It is interesting 

that I never realised that Chinese traditional culture was so valuable and beautiful until that  

moment…I need to teach them more Chinese classical poems. Because the ancient poems  

are one of the key parts of Chinese culture. (Reflective journal, 2019-11-15) 

The above extracts show that Yutang realised that Hong Kong culture was somewhat 

different from mainland Chinese culture from her teaching experiences. Hong Kong students 

knew very little about Chinese traditional cultures. Yutang noticed that some Hong Kong 

local teachers did not have the passion to teach Chinese culture, such as classical poems, 

history, etc. It was because they did not have good foundation of Chinese culture/history 

themselves or they did not know how to teach. Besides, the Hong Kong teachers usually said, 

“we are HongKongese and you are mainland Chinese…”, and they seldom used “Chinese 

people” to describe themselves. It may be because of the special history of Hong Kong that 

made Hong Kong’s culture unique and created a distinction between Hong Kong identity and 

mainland Chinese identity. These experiences have somewhat reaffirmed Yutang’s affiliation 

with her home culture (mainland China). Meanwhile, she devoted herself to develop 
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students’ Chinese cultural awareness through guiding students to acquire more knowledge of 

traditional Chinese history. Yutang was always proud of Chinese culture. She strongly 

believed that Hong Kong culture/identity is a part of Chinese culture/identity. The both 

cannot be separated. Therefore, she always said that “we are Chinese people” (not limited to 

mainland Chinese or HongKongese) to stress students to create a common sense of Chinese 

cultural identity instead of a local identity as HongKongese. She believed it was important to 

establish a Chinese cultural identity for students in a PMIC community. 

4.4.3 Using Cultural, Interdisciplinary, and Translingual Identity-as-Pedagogy 

    This section addresses the importance of Yutang utilising identity-as-pedagogy to 

construct positive teacher identities. 

4.4.3.1 Cultural Identity-as-Pedagogy: A Chinese Teacher and a Cultural 

Communicator. Although experiencing a dichotomy between mainland China and Hong 

Kong, Yutang always stuck to her integrated identity between her professional identity 

(Chinese teacher) and cultural identity (Chinese/Putonghua speaking self). She always 

positioned herself as a Chinese teacher and a Chinese cultural communicator. At GHKA, her 

background was an asset in using Putonghua to teach Chinese and culture to Hong Kong 

students. She constructed a stronger affiliation to her native cultural identity (mainland 

Chinese identity). She focused on teaching more knowledge of traditional Chinese culture or 

history by using different Chinese cultural elements as resources, which helped the Hong 

Kong students establish a stronger Chinese identity. She had drawn on her cultural identity-

as-pedagogy into her classroom teaching throughout the years. For example, having found 

out the sad truth that GHKA students knew too little about Chinese classics, Yutang started to 
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input more Cultural elements into her Chinese lessons. She insisted on teaching classical 

Chinese poems to students who were in different grade levels, even including Grade 1 

children. In the Grade 1 classroom, she always spent 5-10 minutes to share one poem with 

students at the beginning of each lesson. A representative extract is as below: 

Chinese really needs a lot of inputs. If you wanna have a solid foundation, you do need to read  

a lot and do recitation. I think reading classical poems is a very good input of Chinese culture. I 

understand it might be difficult to implement it in our school…but I still want to try something  

in my own teaching practices. Maybe it’s a bit hard at the very beginning. Coz the kids don’t  

know the words, they don’t understand the meaning…However, they still need to learn the Chinese  

poems when they move up to secondary school, right? If they were trained since their early childhood, 

they will quickly get it when they grow up. (Yutang, middle-of-year interview) 

Yutang believed teachers should have the responsibility to teach traditional Chinese culture. 

She always positioned herself as a cultural communicator to arouse students’ interests in 

traditional Chinese culture at GHKA. Yutang insisted on teaching poems at the beginning of 

her Chinese lesson for about 5 minutes in the Grade 1 classroom. From my one-year 

observation, I found that these kids had become increasingly passionate about reading poems. 

Yutang’s cultural identity-as-pedagogy was highly effective in her classroom. The integration 

of her professional role as a Chinese teacher and Chinese/Putonghua speaking self were used 

as effective pedagogical resources to help the Hong Kong students build interests into 

Chinese language and culture. 

4.4.3.2 Interdisciplinary Identity-as-Pedagogy: From a Music Teacher/Lover to an 

Interdisciplinary Chinese Language Teacher. With a Bachelor of Education in 

Musicology, Yutang was teaching music before she moved to Hong Kong. She believed that 

music is a necessary part of life and teaching. After obtaining a Master of Art in Chinese 
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Studies (language education) in Hong Kong, Yutang gained a lot of specific knowledge in 

Chinese language and culture and started to teach Chinese in Hong Kong. She argued 

Chinese is a tone-based and lyrical language. She believed integrating music into Chinese 

learning was fun and easy to remember. Therefore, she drew on her interdisciplinary identity-

as-pedagogy in her Chinese class at GHKA. For example, she highly encouraged kids to sing 

the poetry rather than read it out. This can be represented in the following extract: 

The poems were chanted in ancient times. So, poetry can actually be sung, and things that can  

be sung seem not very difficult. I always played the video about classical poems with music with  

my kids, and I explained the meaning of every word to them. The words in the poems with music  

was easier for kids to remember… (Yutang, middle-of-year interview) 

Having drawn on her musician identity as a resource, Yutang planned her Chinese lessons 

with a lot of music materials. For example, she always prepared the poems with music and 

taught kids to sing the poems. Besides, in her Chinese reading lesson, Yutang created a rap 

song about connectives, which was fun and easy for kids to remember. Students could 

remember the song very quickly and were able to understand the related Chinese grammar 

more easily. 

    Yutang designed the lessons in this way because music was her area of expertise and 

music was fun enough to engage her students. Focusing on the integration of music also gave 

Yutang extra confidence in establishing authority in teaching Chinese lessons. She positioned 

herself as an interdisciplinary Chinese teacher.  

4.4.3.3 Translingual Identity-as-Pedagogy: From a Native Speaking (Putonghua) 

Chinese Teacher to a Translingual Teacher. Yutang studied in Guangzhou for four years 

where she picked up Cantonese. It has always been controversial whether Cantonese is a 
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language or a dialect. Scholars have different opinions about it. From a linguistic perspective, 

dialect is a variety of language, which is intelligible (understandable) to its collective speech 

communities (Matthew, 2014). Thus, Cantonese is linguistically considered as an 

independent language as it differs in many linguistic aspects including phonology, syntax, 

and semantics from Putonghua. These differences make it impossible for Cantonese and 

Putonghua speakers to understand each other. 

Cantonese is viewed as a vital and inseparable part of the cultural identity for its native 

speakers across different places such as Guangdong (mainland China) and Hong Kong. On 

one hand, Yutang argued that Hong Kong people should enhance their Chinese cultural 

identity as mainland Chinese people because they are both ethnically Chinese. One the other 

hand, she understood why Cantonese speakers (i.e. Hong Kong people) have defended 

Cantonese as an independent language and a regional lingua franca (Gao, 2012). Yutang 

strongly believed that Cantonese was not only the mother tongue of people in the Hong Kong 

and Guangdong area, but also a language which was needed in order to sustain a vibrant local 

culture (Gao, 2012; Snow, 2004; Wang & Ladegaard, 2008). This can be representative in the 

following extract: 

It is not about the identity, it is just about the language. I separate the language from one’s  

cultural identity. I understand how people think…especially after I lived in Guangzhou and  

Hong Kong for a long time…I have picked up Cantonese…I can speak Cantonese fluently,  

but it does not mean that I view myself differently… I still view myself as more connected  

to my home culture. (Yutang, middle-of-year, interview)  
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Before Yutang moved to Hong Kong, she was able to speak Cantonese very well. At GHKA, 

based on my observation, Yutang’s Cantonese was near native. However, when I asked how 

she described her Cantonese ability, she paused, hesitated, and said to me as below: 

I think…well, although I function pretty well with Cantonese, I don’t think I have the right to  

say that my Cantonese is at native level…or I would say it is near native?! I prefer to say my  

Cantonese is very fluent…Coz I am NOT a local person… In terms of the local culture, to be  

honest, I don’t know about it very well…I just can speak the language well. (Yutang, end-of-year  

interview) 

Creese et al. (2014) argue that “the legitimacy of the native speaker is not based purely 

on the linguistic attributes of individual speakers, as language proficiency interacts with other 

social, cultural, and political features” (p. 940). Therefore, although Yutang’s Cantonese 

attributes were as good as Cantonese native speakers, she was not familiar with Hong Kong 

local culture references. Sometimes, she did not know the persons or events that other Hong 

Kong teachers and students referred to. Nevertheless, Yutang believed her non-nativeness did 

not lessen her ability to use Cantonese. Unlike her elementary level of English, Yutang 

considered Cantonese as her second language since her Cantonese was fluent enough to 

handle all situations. She always viewed being bilingual (native Putonghua and near native 

Cantonese) as a clear advantage, especially in Hong Kong and GHKA, where “knowing 

Cantonese is a big deal”. Yutang noted her gradual development toward being a more 

effective teacher by drawing on her multiple linguistic identities as advantages, and she was 

aware of how to position herself differently in different teaching contexts.  

When Yutang first started teaching at GHKA, she spoke Putonghua only in class to 

strengthen her professional identity as a PYP Chinese teacher. However, after she was more 
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aware of the school culture, she found out there was no strict language policy of language use 

at GHKA. She then started to reveal more linguistic identities of herself to improve her 

teaching. This can be representative in the following extract: 

I gradually noted that the school does not have a strict policy of language use for teachers… 

I heard that some teachers speak Cantonese to students sometimes…I would not say whether  

it is good or not…Coz our school should use Putonghua as the medium of teaching Chinese… 

But, you know, in fact, our students’ Putonghua is very low. Some students even could not  

understand me in lessons. So, if necessary, I need to speak Cantonese to explain. It makes my  

teaching easier…Anyway, the school does not say anything. (Yutang, end-of-year, interview) 

Therefore, Yutang drew on different linguistic identities carefully to cater for students’ 

diverse needs in various teaching contexts. In her Grade 4 (high-level) Mainstream Chinese 

class, she never spoke Cantonese to students as they were all able to understand Putonghua. 

While in her Grade 1 Mainstream Chinese class, she had to speak Cantonese occasionally: 

Some kids really need me to explain concepts in Cantonese as their Putonghua are very poor… 

Otherwise, they would be very lost in my lesson…Also, a very naughty kid in my class who  

could only understand a little bit of Putonghua. When I shouted at him in Putonghua, he basically  

had no response. But once I switched to Cantonese, and said “Hey, stop talking and playing!  

Go back to your seat!” He was like…suddenly paused, looked at me, and went back to his seat  

quietly…It worked!!! You know? Speaking Cantonese worked for him!!! (Yutang, end-of-year  

interview) 

Based on the above words, Cantonese was highly effective for Yutang’s teaching in specific 

contexts.  

    Additionally, Yutang strongly believed that knowing Cantonese was a clear advantage 

of understanding her students. This can be representative in the following extract:  

In class, they (Hong Kong students) always discussed something in Cantonese… and I could  

understand their talking and reminded them to be on task. My kids know I understand Cantonese.  

Once I found out they misunderstood the topic, I would be like, ‘okay guys, focus, this is what  
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I need you to do…’, I would repeat it in Putonghua first and explain it in Cantonese to make  

sure they completely understand it …the students were like ‘smile and nod their head’…After  

class, they came to ask more questions in Cantonese if they were still confused. They felt more  

relaxed to communicate with me in Cantonese. (Yutang, end-of-year interview) 

Based on the above words, Yutang did not restrict her students’ use of Cantonese in class 

when it was necessary as long as they were on the task. According to my classroom 

observation, Cantonese was becoming an effective way to connect Yutang and her students. 

Many students realised the unique strengths Yutang as a bilingual teacher brought to their 

classrooms. In non-Chinese class, Yutang occasionally used English when necessary, which 

worked well for her non-Chinese students. Although Yutang’s English was not as good as her 

Cantonese, the occasional use of English somewhat improved the interactions between 

herself and students.  

    Although Yutang still avoided the use of Cantonese or English to non-academic contexts 

to strengthen her cultural identity as a mainland Chinese person, she became more confident 

in integrating her trilingual identities to serve the different groups of students in diverse 

teaching contexts. Yutang was gradually becoming a translingual teacher. 

4.4.4 Summary 

    Unlike Pia, Maria, and Jen, Yutang is the only mainland Chinese teacher in this study. 

She has worked in Hong Kong for five years and worked at GHKA for three of them.  

    Yutang has enjoyed teaching in Hong Kong. She has a true passion for education and 

sincere love for children. With a Bachelor of Education in Musicology and Master of Chinese 

and Culture, Yutang decided to work in Hong Kong after graduation. She first worked in a 
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local school for two years before she joined GHKA. At GHKA, Yutang has accomplished a 

transformation in her professional practices from traditional to IB teaching style.  

    As a Putonghua native-speaking Chinese teacher, Yutang has an absolute advantage of 

teaching Chinese because Putonghua is adopted in the Chinese teaching subject at GHKA. 

Therefore, she was never questioned about her cultural identity like Jen. However, on the 

other hand, the biggest challenge that Yutang has faced was to teach Chinese through 

Putonghua. It was because, in general, both the local and non-Chinese students at GHKA 

have a poor Chinese foundation and low Putonghua ability. With more contact with the 

school and engagement with professional training, Yutang exercised proactive agency 

(Huang & Yip, 2021) in order to improve herself and gradually shifted her identity from a 

new IB teacher to an active participant, and even to a critical thinker, who explored the 

specific “glocalised” curriculum and found out the difficulty of reaching a balance of the two 

modes of curriculum (local mode and IB mode). However, Yutang understood that a 

developing school (e.g. GHKA) would inevitably face problems from different aspects (e.g. 

curriculum) but also provide greater autonomy for teachers to their teaching practices. 

Therefore, she gradually transferred her attention to her own pedagogical practices. 

    As a mainland Chinese person, Yutang has deep love for her home culture, which was 

distinct from other Hong Kong teachers in the study. During her three years of teaching at 

GHKA, Yutang has realised that GHKA students lack acquaintance with traditional Chinese 

cultures and she found a dichotomy between Hong Kong culture and mainland culture. All of 

these experiences have somewhat enhanced Yutang’s affiliation with her home culture. In 

this way, she has consciously guided students to explore more wonders of traditional Chinese 
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knowledge and culture so that they could establish a stronger connection with mainland 

China.  

    Therefore, as an interdisciplinary and translingual teacher who has true love for 

traditional Chinese culture, Yutang fully and skillfully utilised her multifaceted identities (i.e. 

cultural identity, interdisciplinary identity, and translingual identity) as pedagogies in her 

classroom practices. As a mainland Chinese teacher, Yutang has always maintained her 

Chinese cultural identity and positioned herself as a cultural communicator to integrate 

various Chinese cultural resources (e.g. classical poems) into her classroom teaching. 

However, instead of speaking Putonghua only in class, Yutang revealed her different 

linguistic identities and drew on her bilingual identities in classrooms to meet the diverse 

needs of students. Besides, having drawn on her music professional identity as a resource, 

Yutang’s Chinese class was always vibrant, lively, and fun. Therefore, her use of “identity-

as-pedagogy” (Morgan, 2004) has been highly effective. It was necessary for Yutang to 

position herself as a cultural communicator, an interdisciplinary, and a translingual Chinese 

teacher to foster her teacher identity development and benefit students’ learning.  

4.5 Christina’s Story 

Christina is a Hong Kong local Chinese teacher with four years of teaching experience 

in GHKA. She started her teaching career at the school in 2016. At GHKA, she mainly 

teaches the Chinese Language and Culture for Year 2 and Year 6 local students and Year 4 

non-Chinese students. 

 

 



 

134 

4.5.1 “Teaching – Enlightenment of my Life”   

    Christina was born and raised in Hong Kong. She studied in primary and secondary 

traditional schools and graduated from an ordinary local university with a major in 

translation. She recalled her university experience and said as below:        

I never thought of being a translator in the future although I studied in translation…I chose  

this major because I was not good at other subjects, however, both my Chinese and English  

are good, and I thought it might be useful if I am proficient in two languages. So, I decided  

to specialize in Chinese-English translation. (Christina, beginning-of-year interview)  

Christina’s thought was very practical at that time and she was indeed bilingually proficient 

in English and Chinese. In terms of spoken language, in addition to Cantonese and English, 

her Putonghua was very good too. Her Putonghua accent was near native so that she was 

always mistaken as a mainland Chinese person from Guangdong Province. Her study at 

university went smoothly and she got part-time jobs related to translation at that time. During 

her summer internship, she got a job to translate textbooks of History or General Education. 

She spent many days indoors alone, faced a pile of textbooks, and proofread loads of work 

with no one to talk to. She felt suffocated by the sheer boredom: 

Oh my god…I just cannot… [at that time], I swore I would not do this job after my graduation… 

I would definitely die if I could not communicate with people…I need to talk!!! (Christina,  

beginning-of-year interview) 

As Christina said, she preferred interacting or communicating with others. So, she tried other 

kinds of jobs after graduating from university. For example, she worked as a front desk staff 

in an accounting company, communicating with overseas customers by phone. However, she 

only did the job for a few months and did not consider it as a permanent job. She also worked 

at a financial company for a few months. It was a well-paid job but she quit again because 
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she could not feel any sense of accomplishment from it. Besides, she worked at Ocean Park’s 

education department for some time. Her job was to tell stories about animals to kids. She 

also worked as a tutor to teach kids English and Chinese. She finally realised she was very 

happy with teaching children. 

After trying different kinds of jobs, Christina gradually realised that she preferred a job 

that brings happiness to others and that she could easily find a sense of accomplishment from. 

Rather than making easy money, she cared more about whether a job could make her happy 

and increase her sense of accomplishment. She said to me as below: 

When I read the news recruiting teachers for South Asian students, I’d like to try! I wish I could  

help more non-Chinese children and make their life better! I would be so happy! And, I don’t  

wanna waste my abilities in speaking the two languages…So I decided to do something for kids  

with my advantages…In this way, I thought teaching Chinese to non-Chinese students would be a 

wonderful choice. (Christina, beginning-of-year interview) 

Therefore, Christina decided to find a teaching job while furthering her study. She believed 

professional development (i.e. doing a Master’s degree) could inspire her to achieve her 

teaching goal. First, she successfully applied for a Master of Teaching Chinese to Second 

Language (part-time) in a local university. And the successful application of her Master study 

enabled her to get a job at GHKA (primary section) as a Chinese teaching assistant in 2016. 

Christina was very happy at that time: 

It was just luck! I was so happy! This school contacted me very quickly and gave me the offer,  

which contributed to my good education background and previous experiences! This is my first  

formal teaching job!!! (Christina, beginning-of-year interview) 
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In this way, Christina started her teaching journey at GHKA in 2016. She loved teaching 

and never regretted making the choice of teaching at that time. Compared to other jobs, she 

regarded teaching as an “enlightenment of her life”: 

It is a job that brings me happiness and I gained sense of accomplishment from it! Although  

teaching in this school has challenges, but I think in general, I am fitted in. I am a flexible person!  

This school needs flexible people! If possible, I wish I could work here as long as possible…I have  

been here for four years already…You know, I have never stayed at a position for such a long time 

before… (Christina, beginning-of-year interview) 

During the period of trying different jobs, Christina was lost, confused, and struggling. 

However, teaching finally inspired her and enlightened her life. Christina started her first 

teaching job at GHKA as a teaching assistant (TA). Over the years, she gradually shifted 

herself from a TA to an experienced PYP Chinese teacher full of excitement and challenges.   

4.5.2 Teaching - From a TA to a PYP Chinese Teacher 

Christina started her teaching as a TA at GHKA and stayed in this position for two years 

(2016-2018). During the two years, she was asked to teach two classes (one Mainstream class 

and one Non-Chinese class) and was assigned a lot of administrative work for the Chinese 

department (e.g. organising Chinese activities, laminating, printing stuff, preparing Chinese 

teaching materials, etc.). In our interviews, she shared many stories about her first two years 

at GHKA as a TA. She still clearly remembered how stressed she was at that time. For 

example, she was new to the IB curriculum in the first school term and felt very clueless 

about the curriculum structure. She also had a difficult time with her direct supervisor at that 

time.  
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4.5.2.1 Adaption to ‘Glocalised’ Curriculum. Before she moved to the school, 

Christina had no idea about the IB programme. So, she was nervous to independently teach 

two classes at the beginning of the semester. At that time, unluckily, her direct supervisor 

(Head of Chinese department) was harsh on her. Christina was always given loads of 

administrative work to do without any support. She had to balance her teaching and 

administrative work. She worked so hard to catch up with everything: 

I knew nothing about IB when I first came here…I was too stressed…there’s no clear curriculum 

guidance, and no one helped or supported me…My boss is like crazy…you know, right? It was  

kinda of…I had to learn everything by myself…I felt unhappy… (Christina, beginning-of-year  

interview) 

Christina’s pressure came from different aspects (i.e. the new environment, unfamiliar 

curriculum structure, difficult relationship with direct supervisor), but it seemed normal for 

every new teaching staff who first started a new job.  

    Christina was a caring and sensitive person who cared very much about how people 

viewed her:  

I do care about people’s opinions of me…Sometimes, I would rather be wronged by others  

than have argument with them… (Christina, middle-of-year interview) 

Thus, she always worked so hard to please everyone. Her kindness and great dedication 

gradually helped her to gain recognition from other colleagues. One of the experienced 

teachers happily shared some good teaching experiences with Christina and helped her 

establish a better understanding of the specific teaching mode of this school. This teacher 

helped Christina to establish a clear awareness of the new curriculum. 

Christina previously studied in Hong Kong local schools with traditional spoon-feeding 

learning methods. She felt suffocated in the traditional learning environment with loads of 
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homework to do and strict rules to follow. Therefore, she was excited about the new mode – 

the combination with the IB and local curriculum of GHKA at the beginning. During the first 

school term, Christina identified herself as a beginner and an active participant. She 

explained in our interview as below: 

I actively participated in all school activities to know more about this school…And I found  

it’s fun and more relaxing for students to study here…They don’t have much homework to do… 

and they are happy to learn! Well, I like the method, I mean the middle way between the IB  

and local (curricula)…Coz you know, I was studying in local schools. Oh my god…I had lots  

of homework to do every day, and I had non-stop exams or assessment every year…I was  

extremely tired of the traditional mode…So it’s much happier here. It’s a different and amazing 

experience for me! That is good… (Christina, beginning-of-year interview) 

So, in her first and second teaching years as a TA, Christina gradually overcame the 

difficulties from different aspects. She enjoyed her teaching with the new format. 

Particularly, she liked the inquiry-based learning method of IB mindset: 

In this school, we need to guide students to think and explore. It focuses on inquiry-based  

learning and students’ agency. Kids should be encouraged be think and ask questions. That  

is good! This is different from what I was taught in traditional schools before… (Christina,  

end-of-year interview) 

Christina found that students at GHKA were faced with few assessment tasks and teachers 

spent less time on marking. It was because that the “glocalised curriculum” was kind of in the 

middle between the IB and local curricula. Although students in the primary section were 

required to participate in TSA, however, the results were only used as a reference indicator to 

help teachers improve teaching rather than stream students. In this way, primary teachers 

were not involved in a competitive teaching environment with too much academic pressure.  
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    In general, during the first two years at GHKA, Christina was fully engaged in school 

activities and made constant improvements. She was an active participant – familiarised with 

the school curriculum and learned from other teachers. She was an obedient follower – 

followed the schedule meticulously and finished all the assigned tasks successfully. With 

constant efforts and excellent performance, she was promoted to be a teacher in her third 

year. After that, her teaching duties added up to three classes. Since then, Christina felt more 

like a full legitimate teacher. Her transformation from a TA to a teacher increased her 

confidence and enabled her to think independently and make decisions effectively. She 

gradually shifted herself from a follower to a reflective thinker. In recent years, she gradually 

found some problems with the ‘glocalised’ curriculum of GHKA. 

    4.5.2.2 Doubts About “Glocalised” Curriculum. Based on information of the school 

website, the “glocalised” curriculum of GHKA combines the essence and advantages of the 

international curricula (IB) and local curricula which provides students with “alternatives in 

their future study, going for New Secondary School Curriculum or Diploma Programme”. 

With more contact with students and parents, Christina found that some parents have higher 

expectations for this school. She explained to me during our interview as below: 

The parents who choose our school hope that their kids can learn in an flexible way. Besides,  

they have expectations that their kids can receive good academic achievements in the local  

assessment (e.g. TSA) as well. They hope their kids can remain the same competitiveness in  

the local assessment as the students in other traditional schools. However, you know…it is  

almost impossible actually… (Christina, beginning-of-year interview) 

Christina mentioned several times in our interviews that the two paths for students were 

contradictory. She believed that the IB programme focuses on the lifelong inquiry-based 
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learning process and does not see the purpose of assessment solely for “selection”; while 

local assessment (e.g. DSE) focuses on “selection” and requires lots of training or daily 

practices in order to help students perform well in the examinations. In fact, the primary 

section of GHKA was mainly on the IB programme and did not provide training for students 

to participate in TSA. This made Year 3 and Year 6 students perform very badly in TSA. 

Teachers should teach some selective texts from local Chinese books to cover the basic 

knowledge of the local curriculum. Christina voiced her great concern about her teaching in 

the curriculum format in our interviews. This can be represented in the following extract: 

For our Chinese department, we should teach six Units of Inquiry in a whole academic year.  

That is the IB guidance. We should plan our lessons by ourselves. Besides, we are asked to  

select some texts from the local Chinese books. That is the so-called ‘combination with local  

curriculum’ coz our students need to attend TSA too…Maybe their TSA results are not important,  

the kids are still expected to learn the basic knowledge of local textbooks…But, how do we  

select the texts? For each unit, we have to select texts with the same topic of IB curriculum in  

that unit. So, there is a big problem!!! For example, in my Grade 6, in Unit 1, we select a text from  

the Year 6 local textbook (1); and in Unit 2, we select another text from the Year 6 local textbook (4).  

To keep the topic the same between local curriculum and IB curriculum, we have to skip three (local) 

textbooks!!! Thus, it’s hard for students to understand…and hard for me to teach…It is kind of like,  

you just learned how to walk today and you have to learn how to run tomorrow…there is a huge 

knowledge gap! Other local schools only follow local curriculum. They don’t have this problem.  

Their studets learn the books step by step. However, we are NOT! We are an IB school. We have  

two curriculums. But the combination seems bad…It sucks…Our students are not learning in a  

systematic way. It is not a step-by-step process…That is why they don’t have the good Chinese  

vocabulary and grammar foundation…Also, they are learning Chinese in Putonghua. Well, I have  

to say their Chinese foundation is very weak… (Christina, beginning-of-year interview)’ 
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According to Christina, the students at GHKA do not study Chinese in a good curriculum 

format. That is why they do not have a good Chinese foundation. Christina argued that the 

“glocalised” curriculum was not effective for students’ learning.  

    Also, with the guidance of the IB curriculum, teachers were not allowed to assign too 

much homework for students. Therefore, the students were not provided with necessary 

practices for TSA. That is why they performed unsatisfactory in TSA. Christina voiced her 

concerns about this to me during our interview: 

In our school, TSA is just a reference indicator for students in primary school and the TSA  

result will not affect their entry to secondary school. However, when they move up to secondary  

school, they will have to make a choice of their study stream in Year 9: IBDP or HKDSE!!! And  

they will continue with one of the streams in Year 10. Since they don’t have any good practices  

or training for TSA in primary school, their bad test-taking skills and poor Chinese foundation  

are always complained by the secondary school Chinese teachers!!! I always heard the complaints  

in the staff room…You know…it is really annoying…Not all the students are capable to go ahead  

with IB path in Year 10 because IB program is difficult. So, many of them have to go with the  

DSE path in Year 10…But they will probably far behind for preparing DSE at that time…Coz they  

grew up in a learning environment without any training for exams in early years and they have  

poor Chinese language foundation. Some of them would probably fail in the examination…Sigh… 

there seemed dual exits for students…but actually, many of students have no exit out… (Christina,  

end-of-year interview) 

Based on the above words, many students would face a big challenge after Year 10. The two 

paths prepared for students seemed contradictory. As a responsible teacher, Christina was 

worried about students’ future paths. She strongly believed that the “glocalised curriculum” 

was problematic and needed to be modified. She was constantly reflective in how to improve 

her teaching to benefit students’ learning in the current unsatisfactory curriculum format.  
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In general, Christina shifted herself to be a reflective thinker and critical explorer since 

her third year of teaching at GHKA. With more contact with school and colleagues, she 

gradually realised the hidden problems were behind the seemingly innovative curriculum. 

With more exploration of the “glocalised” curriculum, she became doubtful and confused. 

GHKA did not have a clear curriculum guidance for teachers. During the present school term, 

she stated that her professional identity remained unchanged and even had slightly declined. 

She was not aware whether her teaching methods were really effective for students in the 

specific curriculum format. Nevertheless, she kept being responsible and made improvements 

to adjust her approaches to meet the curricular requirements based on her own understanding.  

In the following section, data are presented to show Christina’s interaction with students 

and pedagogical practices in classrooms. She emphasised that she mainly stuck to the 

traditional style of teaching the Chinese subject but her lessons were not boring. 

4.5.2.3 Cultural Identity Plays an Important Role. Christina was born and raised in 

Hong Kong. She spent all of her school life in traditional local schools, so, she was very 

familiar with the Hong Kong’s traditional learning mode and local assessment system (e.g. 

TSA, HKDSE). On one hand, she was tired of the traditional learning mode which was 

examination-oriented. On other hand, she understood why students needed to have necessary 

practices for examinations (e.g. DSE). Besides, Christina totally understood that Hong Kong 

Chinese parents cared too much about their kids’ academic achievements, which was 

influenced by the competitive environment.  

GHKA integrates the IB and local curricula in the primary section so that students can 

be well prepared for either the New Secondary School Curriculum or IB Diploma Programme 
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after they have completed their first 9 years of learning experience. At GHKA, students’ 

English proficiency was much better than their Chinese on average. It was demanding for the 

students to learn the Chinese language through Putonghua. Christina shared her thoughts 

about teaching Chinese to me as below: 

Chinese language is much more difficult than English to learn. If children want to learn Chinese  

well, they have to do a lot of practices, such as dictation, memorisation and writing every day!  

Chinese characters are very complicated. If you don’t write, you will not remember how to write!  

But many English homeroom teachers, I mean the foreign teachers, they cannot understand…they  

don’t understand why students have to write Chinese characters every day, they don’t understand  

why they have to prepare for Chinese dictation every week…That is why they always think Chinese 

teachers are boring and strict…It is only because they don’t know Chinese language at all…  

(Christina, middle-of-year interview) 

Christina was clearly aware of the importance and difficulty of learning the Chinese 

language. The longer she stayed at this school, the more she reflected about teaching. She 

agreed with the inquiry-based learning mode of IB, but she also highlighted the importance of 

necessary practices to learn Chinese. She believed that kids needed to learn with teachers’ 

guidance and support: 

Chinese people are different from foreigners! For me, I am a teacher, but I am also like a  

parent…I am a kind of a parent-like teacher! We love kids and care about them. We care about  

their life, their study…everything. We cannot entirely reply on their agency. We have to help  

or guide them…Or they would just play and play…they don’t know how to study…especially  

the younger ones. (Christina, middle-of-year interview) 

Christina believed that teachers should not entirely rely on students’ agency, instead, they 

should provide supervision and guidance for young learners. She shared with me one of her 

experiences of arguing with an English homeroom teacher about students’ homework as 

below: 
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My student could not finish his homework. So, I kept him at recess and pushed him to finish  

his work. It happened several times…Until one day, his homeroom teacher, a foreigner, came  

to me to tell me not to do this…the teacher said, ‘that is the student’s job. If he cannot finish,  

he should go back home and do it. You cannot push him…He should be responsible for  

himself…’ What? I was very angry…If I let the student go, do you think he would do it by  

himself? He needs adults’ supervision sometimes! We cannot totally reply on a child…especially  

a primary student…We should guide more when they are young so that they would take more 

responsibilities when they grow up! So, I cannot agree with the homeroom teacher at all!!!  

I think she is just being lazy… (Christina, middle-of-year interview) 

Christina strongly believed that teachers have responsibility to supervise children to complete 

their learning tasks. She clearly realised there was a big disagreement between herself and the 

Western English teacher due to their diverse cultural backgrounds and education 

philosophies. Chinese culture tends to refer to a more tied and strict method of parenting 

while Western culture tends to be a more laid-back technique of raising children. Christina 

reported that Chinese teachers or parents tend to make more decisions and give more 

guidance for children while in the Western countries, children are expected to take more 

responsibilities and make decisions on their own. Therefore, Christina described herself as 

more sticking to her Chinese cultural identity in her reflective journal: 

I think I am more local-minded. My culture plays an important role. I would try my best to  

understand how the foreign teachers think, but I just cannot do like that…I am a Chinese,  

and I am very local…I have my own way…I think young learners need to learn with more  

guidance from adults. (Christina, reflective journal, 2019-11-27) 

4.5.3 Being a Non-Stereotyped, Interesting, and Flexible Chinese Teacher 

In our last interview in her fourth year at GHKA, Christina shared her feelings about 

how students viewed Chinese teachers at GHKA: 

I think our students always think the Chinese teachers are very old-fashioned and boring,  

especially when they’re compared to the English homeroom teachers, the foreign teachers.  
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Students think Chinese teachers are always strict: they assign a lot of homework, and they  

always look serious…That is students’ stereotype of a Chinese teacher. I cannot explain why,  

but that is the truth…So, I need to change their mind. I should make a difference. I need to  

be an interesting lady! (Christina, end-of-year interview) 

Christina was clearly aware of the importance of deconstructing students’ stereotypes of a 

Chinese teacher to build a good rapport with them. She understood learning Chinese was not 

easy but can be fun. Thus, Christina consciously positioned herself as a non-stereotyped, 

interesting, and flexible Chinese teacher. 

4.5.3.1 Using Personal identity-as-Pedagogy. Teachers’ personal factor plays an 

important role in their professional identity. Christina loved to share her personal life or 

stories with students to create a close bond with them. First, in addition to knowledge 

transmission, I observed that she spent a lot of time to “Talk and Share” with students during 

her lessons. For example, Christina usually shared her personal life with her Year 6 students. 

She shared her experience of travelling to Beijing and introduced the delicious Beijing food 

to the students. Thus, students would be keen to go to Beijing and know more about the 

mainland Chinese culture. Christina believed that personal experiences were powerful 

pedagogical resources. Students were able to sense the charm of Chinese culture from their 

teachers’ authentic experiences.   

Second, as a Hong Kong local, Christina found it easier to resonate with Hong Kong 

students and build the bond with them. Compared with mainland Chinese teachers, Christina 

was more aware of Hong Kong students’ preferences. She always used the examples that 

students were familiar with to arouse their interests. For example, she watched the local TV 
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series they watched, she read the books they read, she listened to the songs they love, and she 

visited the restaurants they went to. This can be representative in the following extract: 

I know which pop TV show or Cartoon they watched recently, or which super star they like… 

Then I used these resources as examples in my Chinese class. I can teach vocabulary or sentences  

with these examples…These are easier to understand and remember! These examples resonate  

powerfully with my students”. (Christina, end-of-year interview) 

Christina realised that she had an absolute identity advantage and was clearly aware of using 

it as pedagogy to enhance the relationship with students and create a fine learning 

atmosphere.  

Third, “Role-Playing” was used in Christina’s class. Christina believed role playing to 

be an effective way for students to understand Chinese culture. For example, when students 

learned about the knowledge of the Tang Dynasty, China. Christina introduced the 

background about the history and the Emperor Lee in the Tang Dynasty who lived in a 

palace. Interestingly, the emperor’s surname Lee was the same as Christina’s surname. When 

she recalled this teaching experience, she looked very happy. She smiled and said: 

I told my kids that I was probably the Princess Lee if I was born in the Tang Dynasty. And,  

I told my students to call me Princess Lee. I said to them: ‘I am pretty, I live in a big and  

beautiful palace. Please design a comfortable palace for me to live in’. (Christina, middle- 

of-year interview) 

To arouse students’ interests in learning about ancient China and have a better understanding 

of the Palace, Christina role played as a princess and asked kids to do things for her. For 

example, first, she asked kids to design the palace and draw a picture. Second, she asked 

students to write a piece of work describing the palace with adjectives. Before the kids 

started, Christina created stories that happened in the palace to help them brainstorm the 
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princess’ life in the palace. Students were happy to call Christina “Princess” and design 

things for her. In the first semester of 2020, when I talked with Christina outside her 

classroom on the 4th floor, two students walked by and called Christina “Princess Lee” with a 

big smile. It was obviously that the students were very impressed by the role “Princess Lee”. 

Christina was proud to say: 

My students love me and they think I am so funny! They are happy to learn in my lessons coz  

I am not a serious lady. They like to call me ‘Princess Lee’…They enjoy doing anything to  

please me, oh no, to please the ‘princess’…Haha…that was fun! (Christina, middle-of-year  

interview) 

Therefore, having broken the stereotype of a Chinese teacher, Christina successfully 

constructed a positive, interesting, and effective teacher identity in front of her students. She 

was lovely, funny, and passionate. She strongly believed that teaching and learning can be 

more effective as long as kids love the teacher. In other words, Christina was clearly aware of 

drawing on different aspects of her personal identity to construct an interesting, positive, and 

charming image of a Chinese teacher.   

4.5.3.2 Using Translingual identity-as-Pedagogy. In addition to using personal 

identity-as-pedagogy, Christina was flexible and skillful in integrating her multiple linguistic 

identities to serve students in different grade levels. Although Christina strongly stuck to her 

mono-cultural-Chinese cultural identity, she insisted on using different linguistic identities in 

different teaching contexts. With strong trilingual (English, Cantonese, and Putonghua) 

proficiency, Christina was clearly aware of her strengths of language use.  

Christina reported that there was no strict language policy of classroom language use at 

GHKA. Thus, she might have to use Cantonese or English occasionally in her Mainstream 
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and non-Chinese classes. She strongly believed that being trilingual was a clear advantage for 

teaching at this school. She even felt that she was more respected due to her trilingualism. 

She shared one example with me as below: 

There was a teacher, the coordinator of the Non-Chinese department, her students always  

laughed at her English accent…You know, most non-Chinese students are English-native  

kids… We have to speak English to explain something sometimes…So, it is really important  

for a Chinese teacher to speak good English to the non-Chinese kids… the students would  

respect you more…(Christina, beginning-of-year interview) 

In this way, Christina’s near native English accent enabled her to be respected by the non-

Chinese students. In non-Chinese classes, the students always avoid using English to chat as 

they knew Christina were able to understand them. Instead, students were very focused on 

learning Chinese. In order to encourage students to learn Chinese, Christina usually shared 

her personal experience of learning English and her translanguaging learning strategies. For 

example, she suggested that students should spell out each word using English letters (i.e. 

Pinyin) in their exercise book. Christian’s translingual learning experience was highly 

effective to inspire her non-Chinese students. This can be representative in the following 

extract:  

My students believed that my English is good, so they always listened to me and respected  

me so much. I do have the feeling of that…My bilingual experience was a big advantage  

for me and for my students. They know I am Chinese and English is just my second language.  

So, they got more encouraged to learn Chinese as they expected that their second language can  

be good as mine (English). (Christina, beginning-of-year interview) 

Therefore, Christina’s bilingual identity was well received. Revealing her English language 

identity and drawing on her translingual identity-as-pedagogy (English and Putonghua) 

proved effective in her non-Chinese class. 
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Besides, in mainstream Chinese classes, Christina was even more confident and clearly 

aware of using her bilingual identity-as-pedagogy (Cantonese and Putonghua) throughout the 

year. She was very careful in the allocation of language use in her classroom in order to 

benefit her students’ learning to a greater extent. This can be representative in the following 

extract: 

This year, in my Grade 2 class, I used 99% Putonghua and 1% Cantonese. It’s a high-level  

class and kids could fully understand me in Putonghua in general. So, I almost spoke 100%  

Putonghua in that class; However, in my Grade 6 class, I used 60% Putonghua, 35% Cantonese  

and 5% English. It’s a lowest-level class. It’s difficult for them to understand me when they 

studied the knowledge of classical Chinese. Because the kids’ Putonghua was low, so, I had  

to use Cantonese to teach to make sure they fully understood me… (Christina, end-of-year  

interview) 

Christina strongly believed that language is just a tool of instruction. Although Putonghua is a 

medium of instruction for teaching the Chinese language subject at GHKA, she argued that 

teachers should be flexible to use different languages in classrooms in order to cater for 

students’ diverse needs. She emphasised that multilingual teachers should draw on multiple 

linguistic identities wisely but not randomly. Like what she said, she used Cantonese in her 

Grade 6 class only when she explained classical Chinese; otherwise, she insisted on speaking 

Putonghua for most of time in the classroom.  

Out of class, Christina valued the interaction with students. She allowed her upper 

primary students to speak Cantonese in nonacademic context. The elder students viewed 

Christina as a big sister and loved to share their personal lives with her. Christina understood 

and respected that students used their mother tongue (Cantonese) to communicate in non-

academic contexts so that they would feel more comfortable. Therefore, Christina set clear 
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classroom essential agreements with her students of language use for different purposes in 

and out of lessons. Gradually, students were clearly aware of language choice (Putonghua or 

Cantonese) in different situations. It was good that students were given chances to speak their 

mother tongue at school. Christina believed that Cantonese is not only a language but also a 

heritage of local culture of Hong Kong (Gao, 2012; Snow, 2004; Wang & Ladegaard, 2008). 

She said as below: 

I would think…as a Hong Kong local teacher, I would hope my students, the next generation  

can speak Cantonese very well. It is important. In this school, they are asked to learn Chinese  

subject in Putonghua…however, for me, I prefer speaking Cantonese to them whenever it  

allowed. Just like out of class…We should speak our mother tongue! It is important to sustain  

a vibrant local culture for Hong Kong people… (Christina, beginning-of-year interview) 

Based on the above words, Christina believed that language embodies culture and identity. 

Thus, Cantonese is fundamental to Hong Kong local culture and identity. Christina reported 

that local culture is an important part of school culture and it needs to be maintained.  

4.5.4 Summary 

    Like Yutang, Christina is another Chinese teacher in the current study, while the 

difference is that she is a Hong Kong local teacher. Also, Christina is the only teacher in this 

study who grew up to be a PYP Chinese teacher from a TA since she joined GHKA in 2016. 

    Having tried different kinds of jobs, Christina finally found teaching was a job that she 

was able to gain happiness and a sense of accomplishment. Her life was enlightened since she 

became a teacher. 

    Christina shifted herself from a TA to a PYP Chinese teacher full of excitement and 

challenges throughout the years. Like Yutang, Christina shared a lot of things about her 
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thoughts and reflection of the school-based ‘glocalised’ curriculum. During her first and 

second year at GHKA, Christina had showed interests into the inquiry-based learning method 

of the IB format because the specific teaching mode was very different from the traditional 

spoon-feeding learning method in her school life. Therefore, she performed herself as an 

active and obedient participant to get fully engaged in all school activities in order to know 

more about the school-based curriculum format during her first two years at GHKA. 

However, with more contact with students and parents, Christina found that the two modes of 

curricula (IB and local) were not compatible, as mentioned by Yutang. The contradiction 

would probably cause students to learn Chinese within an inappropriate curriculum format so 

that their Chinese foundation was not solid. Therefore, as a responsible teacher, Christina 

kept being reflective and inquiring to make improvements to adjust her approaches to meet 

the curricular requirements so that students could benefit from the specific curriculum format.  

    Since her constant reflection on the school-based curriculum and in-depth understanding 

of the Chinese language, Christina recognised the importance of inquiry-based learning but at 

the same time, she emphasised the importance of necessary exercises of learning Chinese. 

Unlike Western teachers, Christina acted as a parent-like teacher who provided more care and 

tight supervision with students rather than fully relying on their independence and agency. 

Christina strongly believed that primary students should learn and grow with more guidance 

from adults. This differs from the belief of Western culture which tends to be more laid-back. 

The difference showed that Christina’s Chinese culture identity played an important role in 

her teaching practices.  
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    Nevertheless, she was clearly aware of how students viewed Chinese teachers as boring 

and strict stereotypes. Thus, she presented different aspects of herself in front of students to 

present herself as being interesting, approachable, and flexible to gain students’ affection. 

Unlike Yutang’s non-Hong Kong identity, Christina, as a Hong Kong teacher, found it easier 

to resonate with students from various perspectives. Her identity advantage made it easier for 

her to know students’ preferences. As a result, Christina was very good at utilising her 

personal identity (e.g. sharing her personal experiences/stories) as a pedagogical resource in 

her classroom practices. She believed her personal “identity-as-pedagogy” (Morgan, 2004) 

was a powerful approach to build the good rapport with students (i.e. especially upper 

primary students).  

    Like Yutang, Christina was clearly aware of drawing on her “translingual identity-as-

pedagogy” (Zheng, 2017) to benefit her teaching. On one hand, Christina respected and 

maintained the heritage of her home language. For example, she allowed her students to 

speak their mother tongue (Cantonese) in non-academic contexts. On the other hand, she 

strongly believed that multilingual teachers should draw on multiple linguistic identities as 

pedagogies wisely in order to meet the diverse needs of students.  
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CHAPTER 5 

Discussion 

This chapter discusses the findings presented in Chapter 4. Sections 5.1 and 5.2 discuss 

teachers’ negotiation and construction of professional and cultural identities in relation to 

RQ1 (“How do teachers negotiate and construct their professional and cultural identities in 

the glocalised school context?”). Section 5.3 builds the connection between the RQ1 and 

RQ2 to discuss the interactions between teachers’ professional and cultural identities and 

their impacts on pedagogical practices. Sections 5.4 and 5.5 discuss how teachers have drawn 

on different aspects of their “identities-as-pedagogies” in classroom practices to answer RQ2 

(“How do teachers’ professional and cultural identities shape their pedagogical practices?”). 

In Section 5.6, a whole conceptual framework is proposed to illustrate a relational pattern 

involving identity and pedagogical practices. 

5.1 Professional Identity Negotiation and Construction 

Teachers’ professional identity negotiation and construction was reported drawing on 

empirical evidence from various data collected. A graphic representation (see Table 5.1) is 

used to show and compare how the five teachers’ professional identity was negotiated and 

constructed at different stages throughout their working years at GHKA.  
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Table 5.1 

The Matrix of Teachers’ Professional Identity Negotiation and Construction Pattern 
 Personal 

information 
Hong Kong work 
experiences prior to 
GHKA 

Term 1 in the 1st school year 
 

Term 2 in the first school 
year to the present school 
year 

Term 2 in the present  
school year 

  Pattern 

 
Pia 
(2 years) 

 
Ethnic Indian, 
born and raised 
in Hong Kong; 
Bachelor degree  

 
an English teacher in 
an international 
kindergarten 

a new comer; an IB learner, 
‘felt not yet an IB PYP 
English homeroom teacher’; 
stressed about her new role 
in this school; not adaptable 
to the school 

‘felt more fitted in Year 1 
team and felt part of the 
school’; felt more confident 

‘felt less motived; her 
‘IB PYP homeroom 
teacher identity is 
struggling due to 
unsatisfactory school 
environment;  

 
 
 
 
  

 

       

Maria 
(9 years) 

Ethnic 
Canadian, born 
in Canada; 
Bachelor degree 

an English teacher in 
an international 
kindergarten (IB 
school) 

an experienced IB PYP 
teacher; felt confident about 
her teacher identity 

felt like an outsider; stressed 
about her teacher 
identity/role change; felt less 
motivated and ignored 

‘felt motivated again’, 
inspired by her 
colleague in her team     

 
 
 

 

       

Jen 

(2 years) 

Ethnic Hong 
Kong Chinese, 
born in Hong 
Kong and raised 
in Canada;  
Master degree 

a science teacher in a 
private primary school 

a new comer; an IB learner, 
‘felt not yet a IB PYP 
English homeroom teacher’; 
confused about her new role 
in this school; not adaptable 
to the school 

felt like a passive follower; 
struggling but persisting with 
great efforts to become a real 
PYP homeroom teacher 

felt like an independent 
thinker; felt more like 
an IB PYP English 
homeroom teacher, 
motivated by her 
students; but 
compromised with 
something 

 
 
 
  
  
 

       

Yutang 
(3 years) 

Ethnic 
mainland 
Chinese, born 
and raised in 
mainland 
China; Master 
degree 

a traditional Chinese 
teacher in a local 
primary school 

a new comer; ‘felt not yet a 
IB PYP Chinese teacher’, 
not confident in teaching 
non-Chinese students 

felt like an active participant; 
‘felt more like an IB PYP 
Chinese teacher’; but 
confused with the curriculum 

felt like a critical 
thinker; not adaptable to 
the school curriculum; 
less motivated and felt 
ignored 

 
 
 
 

 

       

Christina 

(4 years) 

Ethnic Hong 
Kong Chinese, 
born and raised 
in Hong Kong;  
Master degree 

not a teacher a new comer/teaching 
assistant, 
‘felt not yet a teacher’, 
not adaptable to the school 

felt like an active participant 
and obedient follower; felt 
like a real Chinese teacher, 
more confident 

felt like a reflective 
thinker and a critical 
explorer; felt confused 
and skeptical about the 
specific school 
curriculum her teacher 
identity 

 
 
 
 

 

Note. There are two terms (Term 1 & Term 2) in each school year at GHKA. The three sections in the line 
graphs represent the three periods (Term 1 in the 1st school year; Term 2 in the 1st school year to the 
present school year; Term 2 in the present school year) respectively. The graphs cannot reflect the exact 
identity change process, but are used to illustrate the general trend only. 
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    Table 5.1 presents the five teachers’ identity negotiation and construction throughout 

their work periods since their first school term up to 2019/2020 at GHKA. This table 

indicates that the teachers’ identities have changed and somewhat fluctuated. It is because the 

teachers continue to construct and to modify their professional identities over time in relation 

to the new roles they take on in new teaching contexts of action and the new individuals with 

whom they interact (Lave & Wenger, 1991; Pennington & Richards, 2016; Wenger, 1998). In 

this study, teachers have to construct and re-construct themselves at different stages, and to 

negotiate themselves with the contexts in order to reach an agreement regarding “who they 

are” in the relationship between themselves and others and the context. The process of 

identity negotiation refers to a set of process through which teachers strike a balance between 

achieving their interaction goals and satisfying their identity-related goals (Swann & Bosson, 

2008). The interplay between teachers’ self and the specific context, thus, creates a process of 

constructing and reconstructing of their professional identity, with the aim of narrowing the 

gap between the teachers’ designated and the actual identities.  

    Drawing upon the findings in Chapter 4, I propose a framework for delineating the 

negotiation and construction of teachers’ professional identity in the context of this study, 

with special foci on the internal and external processes shaping its formation and 

transformation (Figure 5.1). Within this framework, teachers’ professional identity  

was negotiated and constructed in the glocalised school context under the influences that are 

internal to a teacher (e.g. previous experiences, teaching beliefs, agency) and external to a 

teacher (e.g. learning communities, context). 
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Figure 5.1  

Teachers’ Professional Identity Negotiation and Construction in GHKA 

 

 

5.1.1 (Previous) Experiences and Teaching Beliefs  

    This study indicates the significance of prior learning and work experience on teachers’ 

education philosophy and how these experiences positively or negatively influence teachers’ 

professional identity in the specific teaching context. The participants present different trend 

of their identity construction and negotiation due to the impacts of their previous experiences.  

For example, Maria is the only teacher who felt confident but not stressed in the 

beginning of her first school year at GHKA. This was because her prior learning in an 

education programme (with concentration in inquiry-based and transdisciplinary learning) at 

university and previous teaching experiences in IB schools made positive contributions to 

construct her professional identity as an IB teacher at GHKA. However, the other four 

participants showed big concerns at the beginning of their first school year. Their previous 

work experiences did not have direct positive impact on their teaching in the current school. 
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The typical example is Yutang’s case. Although Yutang was already an experienced teacher 

before she joined GHKA, her prior teaching experience in a local school was a big contrast to 

the current teaching style at GHKA. She gradually shifted herself from a traditionalist 

Chinese teacher to an IB teacher in the negotiation of past and new teaching experiences. On 

one hand, Yutang identified herself as a traditionalist teacher due to her previous experiences 

in traditional schools; but on the other hand, she was designated as an IB teacher at GHKA. 

During the years, she had to make constant adaptations to the requirements of the school-

based curriculum and the specific needs of the students. However, her previous teaching 

experiences in traditional schools made it difficult for her to close the gap between her 

designated identity as an IB Chinese teacher and her actual identity as a traditionalist Chinese 

teacher. Therefore, I argue that these teachers recognised sites of dissonance, managed the 

disequilibrium of their past and present teaching experiences, and created a site of struggle, 

new understandings, and growth through constant reflection on their (previous) experiences. 

This supports Cook’s (2009) argument that experiences act as learning opportunities and 

Dewey’s (1938) argument that “we don’t learn from experiences, we learn from reflecting on 

experience” (p. 78). 

Besides, the transformation of teaching beliefs has an impact on teachers’ identity 

negotiation. Teaching beliefs is an ongoing but non-linear process for all teacher participants 

in this study. For example, although Maria had strong commitments to teaching under the 

influence of her teaching family, her teaching beliefs were wavered by the intertwined 

influences of heavy workload, ineffective collaboration mechanisms, and tension of stepping 

down from the leading role. This resulted in her fluctuated professional identity.  
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Yutang, Pia and Jen had experienced frustration, disagreement, hesitation, and 

compromise related to their beliefs in their teaching work. They constantly struggled between 

the two competing identities: one with the previous teaching style and one with the new 

teaching style. For example, Yutang was too lenient with the students, which led her to strike 

a balance between being a friend and an authority to the students at GHKA. Her doubts in the 

‘glocalised’ curriculum made her incompatible with the current teaching context and she 

gradually lost motivation. Therefore, Yutang shifted herself from a positive and optimistic 

teacher to a less motivated teacher during the latest teaching year.  

What is common across the participants is the way their professional identity was shaped 

and reshaped, largely because of the wavered belief in the value of teaching. It can be argued 

that the changes in teachers’ beliefs led to their professional identity formation and 

transformation. This supports Huang et al.’s (2021) study that the four processes of 

confirmation, realisation, disagreement, and elaboration lead to a change of teachers’ beliefs 

and the impact of changes on their identity construction. 

5.1.2 Learning Communities  

    Learning is fundamentally a social phenomenon which places individuals as active 

participants in the practices of social communities (Wenger,1998). Teachers develop an 

identity as they become a valid member of a community of practice (CoP) where they share a 

concern, a passion about a topic, or deepen their knowledge in this area by interacting on an 

ongoing basis (Wenger, 1998; Wenger et al., 2002). The findings in this study signified the 

importance of creating an atmosphere of collaboration and reflection in learning communities 

and its impact on teachers’ professional identity construction and negotiation. 
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First, collaborative meetings were a form of work practice where teachers shared their 

thoughts or concerns, and developed their knowledge in specific learning communities. This 

enabled teachers to think orderly about how to build a situated understanding of teaching and 

improve their professional development. However, from the findings in Chapter 4, teachers 

complained that collaborations were ineffective at GHKA. For example, Maria reported that 

teachers in her team were lazy of spending time on discussing their teaching together during 

collaborative meetings. Instead, they only distributed the work and lacked interactions. The 

poor collaboration gradually constrained her teacher identity. Wenger stressed that the three 

elements of “mutual engagement”, “joint enterprise” and “shared repertoire of CoP (Wenger, 

1998) are dispensable so that members are able to develop identity and deepen their 

knowledge in a learning community. However, although the teachers in the context of the 

study organised meetings (i.e. “mutual engagement”) for reaching a common goal (i.e. “joint 

enterprise”), they were not able to interact on a topic and work on the teaching materials 

collectively and effectively (i.e. “shared repertoire”). In other words, they only shared the 

results instead of interacting on the ongoing basis. Hence, teachers felt discouraged and less 

motivated. This is because a “shared repertoire” of knowledge or resources were not actually 

achieved. 

Therefore, teachers need to share their thoughts and concerns collectively throughout 

their participation in a community of practice in order to make better collaboration. 

Accordingly, I further develop the definition of “shared repertoire” by emphasising the 

importance of “joint knowledge”: knowledge is not solely shared or exchanged; instead, it 
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would be produced jointly and strengthened when people work collectively and brains collide 

with sparks.  

Second, the issue of hierarchies and power relationships cannot be ignored in the study 

as power can shape the way members participate or negotiate in a CoP (Wenger, 1998). In 

the case of Jen in the current study, she experienced tensions related to the unpleasant 

relationship with her direct supervisor, which resulted in her negative teacher identity. Jen 

had changed herself from being an “active participant” to a “passive follower” in her first 

year at GHKA. The case of Maria shared similarities with those of Jen. Maria was 

marginalised after she stepped down from the leading role and felt like an “outsider”. These 

evidences supported Silva and Oliverira’s (2022) argument that power relationships are 

characterised as an important element of participation and negotiation of meanings in a CoP. 

The school is an organisation presented in a vertical chart with principal and vice-principal at 

the top. In terms of a group of teaching staff, a contact zone of power relationships among 

teachers are also labelled as old-timers or newcomers (Shi & Yang, 2014). However, Shi and 

Yang (2014) criticised that the CoP can be limited by the dominance of “old-timers” with 

more seniority and “the newcomers” long for more space and voice. In the current study, 

experienced teachers seemed to override the teachers who were with no power, which 

resulted in a disharmonious work relationship and negative teacher identity for new teachers. 

New teachers’ identity is the product of the negotiation between their identity claim and the 

availability of identity choices determined by the power relations in the context (Cummins, 

2000; Norton, 2000). Therefore, I would suggest that communities of practice can be most 
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effective when linking individuals within a context that are functionally equivalent where 

natural interaction and equal communication (Kerno, 2008) always happen. 

Overall, a collective CoP is expected to cater for the need of the specific school context 

where knowledge or thoughts are created jointly instead of being solely shared. Besides, a 

collective community of practice is expected in order to embrace equal communication and 

interaction between individuals.  

5.1.3 School Context 

Teachers’ professional identity is shaped through interactions with people and the 

environment (e.g. Beijaard et al., 2004; Findlay, 2006; Izadinia, 2013). In the current study, 

the five participants re-constructed and negotiated their professional identity within the 

specific school context. Figure 5.2 is used to show different aspects of the school context 

(e.g. school curriculum, relationships with people at work, teacher/student bonds). 

Figure 5.2  

Aspects of the School Context  
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    5.1.3.1 “Glocalised” Curriculum. The specific demands that teachers in this study have 

to cope with are linked to the “glocalised” curriculum. The five teachers in this study stated 

that one of their major concerns during their first school year at GHKA originated from the 

specific curriculum that they were unfamiliar with.  

The school-based “glocalised” curriculum was unique, which combines the Hong Kong 

local curriculum and the IB curriculum and needs to meet the requirements of the IB and the 

Education Bureau (EDB). The new format of the “glocalised” curriculum requires teachers to 

change their identities. In the first school term of their first school year, teachers in the 

current study lived with two competing identities: one with the previous teaching style, and 

one with the new teaching style under the new curriculum. They had to attend various 

learning communities and fulfil multiple administrative tasks to cope with the new 

“glocalised” curriculum. For example, Christina and Maria claimed that they had to be very 

flexible to meet the changes of curriculum guidance, while Pia complained that “too many 

changes lead to disaster”. Teachers were tired of spending too much time on fulfilling 

“useless” administrative work and attending meetings to cope with the ever-changing 

educational guide. They had to prioritise their teaching and pedagogical practices in different 

situations. In this process, their identities were constructed and reconstructed. 

On other hand, some teachers found the two modes of curriculum (i.e. IB and local) 

were not compatible. Christina and Yutang stated there was a mismatch between the IB 

curriculum (focus on life-long inquired-based learning process) and the local curriculum 

designed for TSA (examination-oriented). Teachers felt not confident to teach under the 

curriculum and even doubted whether this curriculum design was beneficial to students’ 
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long-term learning. Consequently, the nature of teachers’ interactions with the school 

authority (i.e. curriculum requirements) manifests as confusion, contradictions, and tension, 

which, in turn, created frustration and negativity that weakened teachers’ professional 

identity. In this process, teachers constantly struggled with themselves to strike a balance 

between their actual identity that resisted the school-based curriculum and designated identity 

that met the needs of the curriculum guidance. However, the gap between the two identities 

was not yet closed. 

5.1.3.2 Relationships With People at Work. Another aspect that builds in teachers’ 

identity within the school context are the relationships with people at work (Salinas, 2017). In 

the current study, the social interpersonal relationship among the teaching staff on a daily 

work routine could positively and negatively influence their professional identity.  

For example, Jen felt stressed to work in her Grade 2 team because her direct supervisor 

was hard to work with. She shifted her identity to be a passive follower at that time and she 

felt suffocated to work in her team. Christina had a difficult relationship with her subject 

head when she first joined GHKA as a teaching assistant (TA) during her first school year. 

She was marginalised and de-motivated at that time. Her professional development was a 

“tortuous” journey-her teacher identity was not strengthened until her subject head left the 

school, and meanwhile, she received support from other colleagues. In order to reach a 

harmony between their individual practices and social interactions, Jen and Christina had to 

make difficult decisions that might have led to them suppressing their actual identities. 

Compared to Jen and Christina, Pia was lucky to work in a good team with an amazing 

direct supervisor who was open-minded and humorous. Pia stated that she received great help 
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from her direct supervisor, and she felt happy to work in her team. Similarly, Maria claimed 

that she was highly inspired by her colleague Ken during the school year of 2019-2020. 

Maria described her teaching passion as being “reborn after death”. 

Identity shifting can take place in different situations and manifest in different forms, 

and what really matters is the work climate. Through further exploration and introspection 

with colleagues, teachers negotiated and re-constructed their identities through their 

interactions with people who they worked with. I argue that bad relationships with people at 

work had a negative influence on teachers’ identities, while good relationships with people at 

work can build a pleasant work climate for teachers. This supports Esteve’s (2006) argument 

that a positive atmosphere with colleagues is a cause of motivation in teachers’ identities. 

5.1.3.3 Student/Teacher Bonds. The participants in this study attached great 

importance to the dialogic interaction with students in the workplace environment. For 

example, Maria usually shared her personal experiences with kids in order to develop close 

bonds; Yutang and Christina built a friend-like teacher-student relationships out of classes; 

Jen claimed that she became more confident in teaching after she focused more on 

interactions with students during her second school year. Jen believed that good teaching was 

to understand students on more than a superficial level but everything else was in the logistics 

of teaching. 

    In this way, understanding students or establishing a good rapport with students can 

strengthen teachers’ professional identity. Close student/teacher bonds can help teachers 

become more confident, which counteracts some negative influences in their identity 

formation.  
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5.1.4 Teacher Agency  

    In addition to the impacts of the context, all teacher participants also made “efforts to 

confront, resist, and work out pedagogical conflicts” (Huang, 2021, p. 2) to pursue their 

professional identity. These actions they make to “critically shape responses to problematic 

situations” (Biesta & Tedder, 2006, p. 14) are defined as teacher agency. In this study, 

teacher participants demonstrated different degrees of “proactive/reactive/passive agency” 

(Huang & Yip, 2021) under various circumstances to negotiate and construct their 

professional identity at GHKA.  

For example, Jen felt confused about the school-based curriculum and displayed 

passivity in planning lessons to meet the school expectations and students’ learning needs in 

the first school term. The unpleasant work climate increased her tensions and she 

demonstrated “reactive agency” (Huang & Yip, 2021) in accomplishing her teaching duties at 

that time. However, she gradually became positive and confident about her teaching by the 

second school term. This was because she had sought various opportunities to develop her 

professional practices (e.g. learning from other colleagues, attending IB workshops, 

furthering Master programme studies). She was able to exercise “proactive agency” (Huang 

& Yip, 2021) in applying the knowledge she had gained into her classroom practices at that 

time. In this process, Jen exercised different degrees of her agency in order to shift herself 

from a “passive follower”, to “an independent thinker”, and then to “a legitimate PYP 

homeroom teacher”.  

Compared to Jen, Pia enacted “proactive agency” in innovating classroom teaching in 

the first school term because she had received adequate support from her direct supervisor. 
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However, after the second school term onwards, Pia found it challenging to “negotiate 

multiple demands within school” (Schaefer & Clandinin, 2019, p. 59) and her teacher agency 

was constrained by the mismatch between the perceived and actual practices in teaching (e.g. 

dissatisfaction about the school-based curriculum). Pia’s experience was similar with Yutang 

and Christina. They were later thwarted by the shattered realities (e.g. problematic curriculum 

and chaotic management) in this school. These experiences made them become increasingly 

frustrated and disheartened. In this process, they exercised “reactive agency” (Huang & Yip, 

2021) in fulfilling school requirements and seeking pedagogical implementation to meet 

students’ diverse needs. Teachers’ identities were negotiated in the interplay between their 

reactive agency and the compromise with the environmental influence.  

Maria’s case was somewhat different. She demonstrated her strong commitment to 

teaching, her strong teaching philosophies favouring innovation, and her pedagogical stance, 

influenced her professional identity, and determined her strong sense of “proactive agency” 

(Huang & Yip, 2021) when she first joined GHKA. However, over the years, her teacher 

agency was constrained by shattered realities, such as inadequate collaboration among 

colleagues, stepping down from the leading role, and a sense of disconnection to the teaching 

community, the tension between work and family life, etc. These contextual influences are 

dynamic and they have determined Maria’s decision to exercise “reactive agency” (Huang & 

Yip, 2021) to fulfill teaching duties. Her teaching passion was ignited by her colleague Ken 

until the recent school year (2019/2020) of the study. In this particular event of cooperation 

with Ken, Maria perceived that her agency in innovation teaching was re-motivated by a 

“like-minded” person (Ken) who shared similarities in teaching with her. In Maria’s case, she 
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exercised different degrees of her agency to shift herself from an “active teacher”, to “a 

passive outsider”, and then back to “a positive teacher”. 

Overall, the five participants’ professional identity negotiation and construction process 

was dynamic, complex, and fluctuating. In this process, the teachers exercised different 

degrees of agency to make changes in response to problematic situations in this school. This 

supports Huang and Yip’s (2021) study that teachers are required to make changes (reactive, 

passive or proactive) as a result of environmental influences. Hence, their identity as a 

“passive”, “reactive” or “proactive” teacher might, thus, rise and fall in response to 

contextual or internal triggers. 

5.2 Cultural Identity Negotiation and Construction 

An individual’s cultural identity is the identity of belonging to a specific social or 

cultural group (Aristova, 2015), which is related to different components, such as nationality, 

ethnicity, religion, language, gender, heritage, social class, locality, etc. (Chandler & 

Munday, 2011; Moha, 2005). A graphic representation (see Table 5.2) is used to demonstrate 

different elements of the five teachers’ cultural identity in this study. 
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Table 5.2  

Elements of Teachers’ Cultural Identity 
 Gender Ethnicity Nationality Language Religion Socio-cultural 

practices in 
Hong Kong  

Familial 
Heritage 

Pia Female Indian China 
(Hong 
Kong) 

English, 
Hindi, Goan, 
Cantonese 

Born a 
Catholic but 
not religious 

Was born and 
raised in Hong 
Kong 

Her parents 
and brother 
are Indian; her 
grandfather is 
Portuguese 

Maria Female Canadian Canada English Not religious Has been in 
Hong Kong for 
more than 20 
years 

Her parents 
are Canadians; 
Her husband is 
Hong Kong 
Chinese and 
her children 
are mixed 

Jen Female Hong 
Kong 
Chinese 

China 
(Hong 
Kong) 

English, 
Cantonese 

Not religious Was born in 
Hong Kong; 
Moved to 
Canada at the 
age of 4; and 
came back to 
Hong Kong at 
the age of 12  

Her family are 
Hong Kong 
Chinese 

Yutang Female Mainland 
Chinese 

China Putonghua, 
Cantonese, 
English 

Not religious Has been in 
Hong Kong for 
5 years (Most of 
her life were in 
mainland China) 

Her family are 
mainland 
Chinese 

Christina Female Hong 
Kong 
Chinese 

China  
(Hong 
Kong) 

Cantonese, 
Putonghua, 
English 

Not religious Was born and 
raised in Hong 
Kong 

Her family are 
Hong Kong 
Chinese 

 

Teachers’ cultural identity construction and negotiation within this school was reported 

drawing on empirical evidence from the various data collected. A graphic representation (see 

Table 5.3) is used to show and compare how the five teacher participants claim their cultural 

identity and how their cultural identity were negotiated and re-constructed throughout their 

working years at GHKA.  
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Table 5.3  

The Matrix of Teachers’ Cultural Identity Construction and Negotiation Pattern 

 Claimed Cultural Identity Claimed Changes of Cultural 

Identity at GHKA 

Pattern 

Pia Multi-cultural identity (Indian, 

English, Hong Kong Chinese) 

somewhat declined  

Maria Multi-cultural identity 

(Canadian, Hong Kong 

Chinese) 

somewhat declined  

Jen Bi-cultural identity 

(Canadian, Hong Kong 

Chinese) 

generally stable but ethnic 

identity was challenged 

 

Yutang Mono-cultural identity  

(Mainland Chinese) 

strengthened  

 

Christina Mono-cultural identity 

(Hong Kong Chinese) 

generally fixed  

 

Note. The graphs cannot reflect the exact change process of teachers’ cultural identity, but are used to 
illustrate the general trend only. 
 

    Table 5.3 indicates that only Christina’s cultural identity stayed unchanged. The other 

four teachers’ cultural identity displayed a rise or decline trend at different degrees. In the 

following sections, I delineate the construction and negotiation of teachers’ cultural identity 

in the context of this study, with special foci on the internal and external impacts on their 

transformation: work climate, school environment/ethos, prejudiced attitudes, and sense of 

cultural pride.  

5.2.1 Work Climate 

    Work climate, referring to the social interpersonal relationship among the teaching staff 

(from diverse cultural backgrounds) on a daily work routine, has a great impact on teachers’ 
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cultural identity negotiation. In this study, some teachers claimed their cultural identity was 

suppressed by the negative work climate in this school.  

A typical example is Maria’s case. Maria claimed herself as having multi-cultural 

identity (see Table 5.3) because she spent equal years in Canada and Hong Kong in her life - 

she was born in Canada and as exposed to various cultures in her home country before age 

30; while she was influenced by Chinese culture after she immigrated to Hong Kong when 

she was turning 30. Nevertheless, Maria still claimed to have Canadian identity (national 

identity) as her primary cultural identity (See Table 5.4) although she was exposed to other 

cultures in different places, which supports Fichtner and Chapman’s (2011) argument that the 

national boundaries do not easily cease to exist as it constructs the foundation for an 

individual’s identity. 

Table 5.4  

Teachers’ Cultural Identity 

 Claimed Cultural Identity Primary Cultural Identity 

Pia Multi-cultural identity (Indian, 

English, Hong Kong Chinese) 

Difficult to define:  

Indian or Hong Kong Chinese 

Maria Multi-cultural identity 

(Canadian, Hong Kong Chinese) 

Canadian  

Jen Bi-cultural identity 

(Canadian, Hong Kong Chinese) 

Hong Kong Chinese 

Yutang Mono-cultural identity  

(Mainland Chinese) 

Mainland Chinese 

Christina Mono-cultural identity 

(Hong Kong Chinese) 

Hong Kong Chinese 

However, after Maria had spent years in GHKA, she noticed a big divide between 

Western and Chinese teachers in this school. She found herself to increasingly recognise the 
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essence of Chinese culture and that the Chinese side of her multi-cultural identity was 

strengthened. For example, based on the findings in Chapter 4, Maria found Western teachers 

were prone to complain and always came with an idea of an entitlement, or an idea of 

superiority that they knew better than anyone else. On the contrary, Chinese teachers seldom 

complained. They were humble, diligent, and dedicated to their work. In this process, Maria 

realised that she became more tolerant of Chinese teachers but less tolerant of Western 

teachers. Her cultural identity (different sides of her cultural identity) might, thus, rise and 

fall in response to contextual influences. Maria expected a good collaboration between the 

Western and Chinese teachers, while the mismatch and cultural gap between the two groups 

of teachers constrained Maria’s teacher agency and suppressed her multiple cultural identity 

and open-minded personality. The mismatches, conflicts between her open-mindedness and 

the complex reality, impacted Maria’s tolerance and made her become more indifferent. The 

less tolerance with Western teachers also confined Maria to the periphery of the profession, 

and kept her in a state of passive survival. Her identity as an “indifferent” or “passive” person 

might rise in response to the negative work climate.  

5.2.2 School Environment/Ethos  

School environment or ethos plays an important role in the development of teachers’ 

cultural identity in this study. GHKA implements an international curriculum (IB) that values 

and celebrates respect for diversity while it also pledges to cultivate students’ ethics and 

morality to act with integrity and honesty through Christian education. However, the 

integration of the IB programme and Christian education confused the teachers to some 

extent.  
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In Pia’s case, she strongly believed that Christian education and the philosophy of IB 

education are not compatible. Among the five participants, Pia was the only teacher who 

expressed ambivalence with regards to her cultural identity. She described herself as having 

multi-cultural identity (See Table 5.4) in a way befitting of her complex upbringing 

background and life experience. However, she felt her multi-cultural identity was not 

supported in this school. For example, Pia argued that GHKA did not actually embrace 

diverse religions and open-mindedness as it implemented Christian education. In this school, 

teachers were made to sing Christian songs, to worship whether they believed in Christianity 

or not, which was contradictory with the IB philosophy of embracing international open-

mindedness. Besides, all non-Chinese students from Pakistan, India, or Nepal (who are not 

Christian) felt confused when they were asked to worship, pray, or learn anything about 

Jesus. Pia described herself as not religious (See Table 5.2) and thus, she embraced different 

cultures. Hence, she felt suppressed and could not be who she is under the school 

environment. Gradually, Pia became less tolerant with the school ethos and Christian 

education. Her cultural identity was not supported at GHKA. She had to make difficult 

decisions that might lead her to forming a designated identity and suppressing her actual 

identity (not religious) in order to reach an agreement with the school culture.  

5.2.3 Prejudiced Attitudes 

    In this study, teachers revealed that they suffered challenges connected to their ethnic 

identity at GHKA. The critical incidents that they experienced connected to their ethnic 

identity and others’ prejudiced attitudes about ethnicity made teachers become frustrated. 

Table 5.2 shows that an individual’s cultural identity is multifaceted and complex of various 
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elements (e.g. gender, nationality, language, religion, ethnicity, etc.). Ethnic identity 

particularly refers to an individual’s sense of being a person who is defined by membership in 

a specific ethnic group (Berry & Candis, 2013). For example, Pia claimed her ethnic identity 

is Indian, and Jen claimed her ethnic identity is Hong Kong Chinese (See Table 5.2). 

In Pia’s case, her cultural identity was negotiated by shattered realities, such as the 

tension connected to her Indian identity, and no response from her employment. In Jen’s 

case, she was constrained by the event of a parent complaint regarding her Chinese surname 

and her ethnic identity. It was the first time that Jen had found out her name, linking to her 

identity, was bringing troubles.  

In Pia and Jen’s cases, the mismatch between their perceived and actual practices of 

their identity, the implicit prejudiced attitudes from others constrained their agency in 

teaching and decreased their self-identity. The mismatch between their cultural identity as 

non-white English native speakers and professional identity as English teachers had a 

negative impact on their self-cultural identifications. As a result, they negotiated themselves 

by avoiding speaking any languages other than English to gain a legitimate teaching position 

to resist peoples’ prejudiced attitudes at GHKA. They had to reconcile themselves to their 

professional identity by concealing some aspects of their cultural identity. In this process, 

they became more timid, disheartened and narrow-minded. This can be seen as a compliant 

response to the interplay between their cultural identity, professional identity, and social 

prejudices. 
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5.2.4 Sense of Cultural Pride 

In addition to the contextual impacts on cultural identity (e.g. work climate, school 

environment), teachers’ cultural identity cannot be easily demotivated if they have a 

determined sense of culture pride. In this study, Yutang was the only teacher whose cultural 

identity was strengthened throughout the years in GHKA (See Table 5.3), which mainly 

attributed to her sense of her own cultural pride.  

In this school, Yutang noticed a big difference between Hong Kong culture and 

mainland Chinese culture due to Hong Kong’s special history. At GHKA, students have poor 

Chinese proficiency and lack the knowledge of traditional Chinese culture and history. 

Unlike Pia or Jen, Yutang never hid her own cultural identity or reconciled her mainland 

Chinese cultural identity with Hong Kong identity. She believed her affiliations with home 

culture were more valuable. She claimed that she developed an “agonistic appreciation of 

difference” (Connolly, 2002, p. 167) and her cultural identity was reaffirmed/strengthened 

due to her “sense of cultural pride” (Daha, 2011, p. 558). Yutang’s life experiences, 

awareness of knowledge, and language practices were closely related to her home culture, 

and she was proud of the essence of traditional Chinese culture. Hence, she took advantages 

of her own cultural identity into teaching practices, which had a positive influence on her 

professional identity as a Chinese teacher. In this process, the sense of cultural pride helped 

Yutang to construct concepts of herself as a teacher that were knowledgeable, malleable and 

open-minded.  
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5.3 The Interplay Between Teachers’ Professional Identity and Cultural Identity 

Teachers negotiated and constructed their professional and cultural identities in the 

“glocalised” school context under the internal and external influences. The previous sections 

(5.1 and 5.2) discussed how teachers’ professional identity and cultural identity were shaped 

and reshaped within the context. In this section, the interaction between teachers’ 

professional identity and cultural identity negotiation process and its impacts on pedagogical 

practices is discussed. 

5.3.1 Cultural Identity has Direct Impacts on Teaching Beliefs and Philosophy 

Teachers’ “epistemological beliefs” (Huang et al., 2021) may lead to their professional 

identity formation and transformation (see Section 5.1.1). In return, we may find that 

teachers’ cultural identity also has an impact on their teaching beliefs and philosophy in this 

section. 

Culture includes the beliefs, characteristics, and behaviours of a particular group of 

people, encompassing a variety of aspects such as language, ethnicity, nationality, religion, 

social habits, and so on. Given this, culture has a great influence on how we think, how we 

see, or understand the world. This study has examined the effects of the participants’ culture 

identity on their profession identity construction (e.g. one’s teaching beliefs and philosophy).  

The cultural background and upbringing/educational experiences of the teachers in this 

study allowed them to critically reflect on their teaching and teaching values, enabling them 

to adjust their teaching beliefs and re-construct their professional identity. For example, Pia 

described herself as having multiple cultural identities (See Table 5.4). Her exposure with 

different cultures (Indian, Chinese, Western) enabled her to reflect on how to improve her 
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teaching – she described her pedagogical practice as “having a buffet” – picking some 

practices that work in the Western way and some that work in the Eastern way. She 

appreciated the essence of Western teaching beliefs (e.g. inquiry-based or hands-on learning) 

and the core of the Chinese teaching philosophy (e.g. showing respect, following the rules). 

Hence, Pia incorporated the essence of pedagogical practices connected to both cultures to 

reconstruct her orientation to values, behaviours and teaching (Shi, 2006). Her professional 

identity was re-constructed and her teaching philosophy was greatly influenced by her multi-

cultural identity.  

In Christina and Yutang’s cases, their teaching beliefs and philosophy were 

characterised with their own Chinese culture. They shared teaching beliefs in common, such 

as teaching students to use manners, being respectful, etc. They were both parent-like 

teachers who cared and supported students in every possible way. This is obviously different 

from the Western teachers who favoured students’ independence and agency. However, 

Christina and Yutang also demonstrated different emphases on their teaching practices. For 

example, Christina were prone to using examples of Hong Kong local cultures in her 

classroom practices while Yutang focused more on delivering knowledge of traditional 

Chinese culture (e.g. classical poems, Chinese history) to students. This indicates that the 

difference for certain Chinese cultures and norms in Hong Kong and mainland China exists 

between Christina and Yutang. The two participants indicated their preference for one certain 

value and the lack of identification with another. Hence, although being ethnically Chinese, 

Christina and Yutang have different cultural affiliations as they were born and raised in 
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different cultural and social environments (See Table 5.2). Their teaching beliefs and 

philosophy were influenced by their certain cultural identity.  

5.3.2 The Alignment Between Professional Identity and Cultural Identity 

This section discusses the alignment between teachers’ professional identity and cultural 

identity. I propose a framework for understanding the interaction between teachers’ 

professional identity and cultural identity when some elements of the two identities align with 

each other (Figure 5.3). 

Figure 5.3 

The Alignment Between Professional Identity and Cultural Identity 

  

 

    Within this framework, teachers construct an integrated identity when the elements of 

their cultural identity (i.e. first language, race, skin colour) and the elements of their 

professional identity (i.e. subject matter: teaching language) are aligned with each other, 

which increases teachers’ confidence in their pedagogical practices, promotes teachers’ 

motivation, and agency (Figure 5.3).   

    In this study, the participants Maria and Yutang found that they did not suffer challenges 

connected to their cultural identity in the context because their cultural identity (e.g. 

ethnicity, first language) reached a harmony with their professional identity as a language 
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teacher. For example, Maria was viewed as one of the most legitimate English teachers at 

GHKA being a Canadian white teacher with the first language of English. The ideal 

candidate is overwhelmingly depicted as White native speaker of English from a list of inner-

circle countries in most international educational organisations (Buecker & Ives, 2014).  

Hence, Maria constructed an agreement position between an English native cultural identity 

and a professional identity as an English teacher. Her cultural identity enabled her to be a 

highly-recognised IB PYP English teacher in all aspects in her professional practices. At the 

individual level, Maria could utilise the privilege in her cultural background to establish her 

teacher identity with more confidence. At the contextual level, this alignment between her 

cultural identity and professional identity helped Maria to construct a legitimate teacher 

identity in this school.  

Yutang’s case was similar. She had greater advantage of teaching the Chinese subject in 

Putonghua as a Putonghua native speaker. Her love of home culture established her strong 

sense of Chinese cultural identity, which had great impacts on her teaching practices. 

Compared to Hong Kong Chinese teachers, Yutang’s native Putonghua proficiency, abundant 

knowledge of Chinese culture, and upbringing in mainland China empowered herself to be 

confident to teach Chinese at GHKA. I argue that the alignment between her cultural identity 

(e.g. first language of Putonghua, mainland Chinese identity) and professional teacher 

identity (e.g. subject matter: teaching language of Chinese in Putonghua) enabled herself to 

be a more legitimate IB PYP Chinese teacher in this school.  
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5.3.3 The Discordance Between Professional Identity and Cultural Identity.  

    This section discusses the discordance between teachers’ professional identity and 

cultural identity. I propose a framework for understanding the interactions between teachers’ 

professional identity and cultural identity when some elements of the two identities do not 

align with each other (Figure 5.4). 

Figure 5.4 

The Discordance Between Professional Identity and Cultural Identity 

 

    Within this framework, teachers construct a segregated identity when the elements of 

their cultural identity (i.e. first language, race, skin colour) and the elements of their 

professional identity (i.e. subject matter: teaching language) are not aligned with each other, 

which decreases teachers’ confidence in their pedagogical practices, constrains teachers’ 

motivation and agency (Figure 5.4).  

    Compared to Maria and Yutang, Jen and Pia encountered quite a few challenges 

connected to their ethnic identity because their cultural identity (e.g. ethnicity, first language) 

did not reach a harmony with their professional identity as a language teacher. 

For example, Jen and Pia claimed their first language is English and described themselves as 

accentless English native speakers (See Table 5.5). However, they both explicitly  

 



 

180 

Table 5.5  

Teachers’ Linguistic Identity 

 First 

Language 

Second 

Language 

Other 

Languages 

Claimed Linguistic 

Identity 

Perceived Linguistic 

Identity (at GHKA) 

Pia English Hindi, Goan Cantonese Multilingual Monolingual  

(English only) 

Maria English / / Monolingual Monolingual  

(English only) 

Jen English Cantonese / Bilingual Bilingual 

(Mostly English, 

occasionally Cantonese) 

Yutang Putonghua Cantonese English Trilingual Trilingual  

(Mostly Putonghua, 

sometimes Cantonese, 

and occasionally 

English) 

Christina Cantonese Putonghua, 

English 

/ Trilingual Trilingual  

(Mostly Putonghua, 

sometimes Cantonese 

and English) 

commented on the “racialization of the native speaker” (Amin, 1997), iterating the 

connections with language proficiency, ethnicity and (non) nativeness by saying that Chinese 

or Indian people were not “real” native speakers and expressing others’ prejudiced attitudes 

for “Chinese”/ “Brown” English teachers at GHKA. Holliday (2006) defined native-

speakerism as “a pervasive ideology within ELT, characterized by the belief that ‘native-

speaker’ teachers represent a ‘Western culture’ from which spring the ideals both of the 

English language and of English language teaching methodology.” (p. 385). Phillipson 

(1992) detailed the ways in which the power centres of the West exercise control over the 
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language use and mentioned a number of fallacies, including the “native speaker fallacy”, or 

the so-called “native speakers” that are the ideal teachers of a language, and the “monolingual 

fallacy”, by which, we are to believe that English is best taught monolingually (Lowe & 

Pinner, 2016). Pia and Jen’s legitimacy as a native English speaker was questioned because 

they were from an “outer circle” country (Kachru, 1985) and they were not “mainstream” 

native English speakers like Maria who is an English monolingual speaker. Therefore, Pia 

and Jen’s confidence and agency were constrained by the discrimination of their non-white 

nativeness. Hence, Jen and Pia found their existing discordance between the elements of their 

cultural identity to be unacceptable in the context, and they were forced to renegotiate it. For 

instance, Pia attempted to consciously conceal her multilingual identity by speaking English 

only in all situations at GHKA to enhance her legitimate position as an English teacher. She 

established an “antagonistic obstacle” (Laclau & Mouffe, 1985) in order to deconstruct the 

binary opposition between her ethnic identity and professional identity. I argue that cultural 

identity of a language teacher plays an import role in the eyes of others. The overall “image-

text” (Simon, 1995) of a language teacher includes the ethnicity, language, skin colour, and 

the teaching language. The discordance between teachers’ cultural identity (e.g. first 

language of English, skin colour, ethnicity) and professional teacher identity (e.g. subject 

matter: teaching language of English) might undercut their professional identity as a 

legitimate language teacher.  

5.4 Professional Identity-as-Pedagogy         

    Section 5.1 discussed how teachers’ professional and cultural identities were negotiated 

and constructed within the school context. In this section, drawing on Morgan’s (2004) 
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concept of “identity-as-pedagogy” and the findings in Chapter 4, I discuss how teachers’ 

professional identity shapes their pedagogical practices from the following two aspects: 1) 

personal identity-as-pedagogy (e.g. one’s own biography, beliefs, experiences) and 2) 

interdisciplinary identity-as-pedagogy (e.g. discipline expertise). This is because a teacher’s 

professional identity is defined as “an ongoing process of integration of the ‘personal’ and 

‘professional’ sides of becoming and being a teacher” (Beijaard et al., 2004, p. 113). Hence, 

the “professional-as-pedagogy” is discussed from teachers’ personal and professional 

disciplinary aspects. 

5.4.1 Personal Identity-as-Pedagogy 

    Teachers’ professional and personal identity co-develop as instantiations of discourses, 

systems of knowledge/power (Foucault, 1980). It can be seen that the teacher participants’ 

personal experiences act as “learning opportunities” (Cook, 2009) to shape their pedagogical 

practices.  

Maria is clearly aware of using identity pedagogy in her teaching practices. For Maria,  

the privileges of being white, ‘accentless’, in the eyes and ears of many, enabled her to be a 

highly legitimate and desirable English teacher in this school. However, she found it was 

hard to build a close bond with students because of her non-local personal identity. Hong 

Kong students and parents considered her as an expatriate, and they would expect that a 

teacher can be familiar with the local culture. Therefore, Maria started to reflect on the 

possible “image-text” that the students or parents constructed of her, and shifted the social 

referents/meanings students/parents ascribed to her “image-text” (Morgan, 2004; Simon, 

1995). For example, she revealed her interwoven and imperceptible facets of her personal 
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information and affiliation with Chinese culture (e.g. her ex-husband is a Hong Kong Chinese 

and her children are half-Chinese). To her surprise, this aspect of her life was a shock for 

many students and parents. Students loved the fact that Maria had lived in Hong Kong for 

more than 20 years and they were excited to know that her children studied at GHKA as well. 

Parents loved the fact that Maria was an experienced IB teacher who knew the Hong Kong 

local education system very well. This personal information helped Maria to build a close 

bond with students and parents. The more personal information that she shared with students 

and parents, closer bonds between them were built up, and the more trust Maria received. 

Maria presented an “image-text” (Simon, 1995) of herself that countered students’ and 

parents’ previous assumptions (Morgan, 2004). Through using her identity as a particular 

teaching resource, she gradually sensed the power of demonstrating identity options around 

her personal experiences, which benefited her interactions with students and parents.  

For Jen and Christina, they were even more confident and skillful in presenting 

multifaceted aspects of themselves to serve different groups of students. For example, 

Christina loved to share her personal information with students, took her identity advantage 

as a local Hong Kong teacher to build closer bond with students, and role played herself as a 

princess to make her class fun. Having deconstructed the stereotype of a Chinese teacher who 

is boring and old-fashioned, Christina constructed a new “image-text” (Simon, 1995) of 

herself who is caring, positive, humorous, and interesting. Hence, she developed a good 

rapport with students and a created good learning atmosphere. Similar to Christina, Jen 

valued interactions with students. Jen strongly believed that a teacher cannot teach students 

well without knowing her students (Irvine, 2003). She believed that understanding students, 
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knowing their preferences, and meeting their diverse needs with different methods were of 

great importance. For example, Jen knew her students’ personality - which kids were 

outgoing and which kids were sensitive/fragile. She explicitly and intentionally tapped into 

various aspects of her personal identities to interact with different types of students. 

Sometimes, she was gentle while sometimes, she was strict. She constructed different 

“image-texts” (Simon, 1995) of herself in order to cater for the needs of different students. 

    In contrast, Pia’s construction of “image-text” (Simon, 1995) seemed to be simple and 

fixed. Instead of deploying multifaceted aspects of personal identity, she insisted on 

maintaining a stable and respected teacher identity in front of students. She valued keeping 

distance from her students and was clearly aware of the importance of keeping an authority to 

them. She emphasised the need to set clear boundaries in teacher-student relationships, in 

order to develop students’ independent responsibility. Hence, Pia did not befriend with her 

younger students. The “image-text” that she constructed in front of students enabled her to 

improve effectiveness in her classroom practices.  

The above contrasts between Maria, Jen, Christina, and Pia revealed that the ability to 

re-script students’ (and parents’) “image-text” (Morgan, 2004) and to draw on various aspects 

of personal identity should not be taken for granted: only when the teachers were clearly 

aware of the students’ (and parents’) preferences and needs, aware of their own identity 

advantages, and were able to utilise the link between identity and pedagogy, can they both 

benefit the teachers and students to greatest extent.  
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5.4.2 Interdisciplinary Identity-as-Pedagogy 

In contrast to the other four participants, Yutang found other ways to re-script her 

“image-text”. Having studied in musicology and Chinese, she positioned herself as an 

interdisciplinary Chinese teacher. For example, Yutang integrated the elements of music 

resources (e.g. singing classical poems, writing the rap music) into Chinese lessons to arouse 

students’ interests. Her lesson goal was to teach students to learn Chinese in various ways 

with fun so they could bring multiple forms of intelligence to the learning process (Gardner, 

1983). Yutang’s interdisciplinary “identity-as-pedagogy” was greatly influenced by her 

interdisciplinary learning experience: She was clearly aware of the knowledge of music and 

Chinese language and able to utilise the link between the two areas of knowledge.  

Besides, IB’s transdisciplinary learning provides students with opportunities to transfer 

learning from one subject from another. The main transdisciplinary thrust of the IB PYP 

framework with regard to knowledge is accomplished through the transdisciplinary themes 

(McGuinness et al., 2016). At GHKA, students were able to learn between, across, and 

beyond subjects in transcends, subjects, and borders to connect to what is real in the world. 

Interdisciplinarity focuses on the combination with two or more disciplines to a new level of 

integration, while transdisciplinarity reaches a higher level (see Figure 5.5).  
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Figure 5.5  

A Comparison Between Interdisciplinary and Transdisciplinary Pedagogy 

 

 

 
 

Transdisciplinarity occurs when two or more disciplinary perspectives transcend each other 

to form a new holistic approach. Hence, with the guidance of the IB framework, Yutang’s 

interdisciplinary skills in her Chinese class were able to help students develop a set of basic 

skills to acquire knowledge from different perspectives. This would help them to develop a 

variety of transdisciplinary skills across and beyond more disciplinary areas (e.g. language, 

mathematics, science, arts, social studies, etc.) (IB, 2010). 

Overall, Yutang’s interdisciplinary skills were highly effective. She was the only teacher 

who employed interdisciplinary identity-as-pedagogy at GHKA. However, I argue that only 

when the teachers were equipped with professionalism in more than one subject area, and 

were clearly aware of the link between the areas of knowledge, can they utilise their 

interdisciplinary identity-as-pedagogy more fully in ways that benefit students’ learning.  

5.5 Cultural Identity-as-Pedagogy  

In this section, I discuss how teachers’ cultural identity shapes their pedagogical 

practices. Teacher’s cultural identity connects them to various parts of the world, family 
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histories, languages, social practices (White, 2005), and encompasses various components of 

nationality, ethnicity, religion, language, gender, etc. (Moha, 2005). Based on the findings in 

Chapter 4, teachers’ ethnic and linguistic aspects of their cultural identity take an important 

role as pedagogical resources to shape teaching practices. In daily teacher-student 

interactions, the five teacher participants unconsciously deployed their cultural identity as 

pedagogical resources in classroom practices, which is “unlike other teaching resources…its 

outward appearance and application cannot be formalized in a predetermined way” (Morgan, 

2004, p. 174). Compared to teachers’ professional identity-as-pedagogy, using cultural 

identity-as-pedagogy seemed unconscious, which brought in advertent and subtle influences 

in students’ learning. I discuss the teachers’ cultural identity-as-pedagogy from the following 

two aspects: 1) ethnic identity-as-pedagogy and 2) linguistic identity-as-pedagogy.  

5.5.1 Ethnic Identity-as-Pedagogy is Imperceptible but Profound  

Ethnicity is one of the key elements of one’s cultural identity, which is closely related to 

an individual’s home culture. In this study, students have picked up some traits from their 

teacher’s ethnic identity in an imperceptible way. Teachers’ cultural identity (ethnic identity)-

as-pedagogy has profound impacts on students’ gradual development.  

For example, Maria’s students became more optimistic, open-minded and outgoing as 

Maria; Pia’s students were fond of Indian music and became independent and organised, 

which was influenced by Pia; Jen’s students were always as polite and disciplined as Jen; and 

for Yutang, her students loved Chinese poems more and more through her daily teaching. 

Through cultural connections, Yutang enacted an ethnic identity-related pedagogy that had 

profound impacts on students’ learning. Hence, teachers’ choices that they made were 
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determined more from their cultural background than from their individual beliefs (White, 

2005). Teachers’ cultural background and values had an intangible and profound impact on 

pedagogical practices - the forms of “power” (Morgan, 2004) that teachers hold over students 

is never forgotten. 

    Many teaching choices determined from teachers’ cultural background are imperceptible 

and unconscious. Unlike intentionally using different aspects of the professional identity-as-

pedagogy, I argue that teachers’ ethnic identity as an ‘image-text’ (Simon, 1995) was 

unconsciously reflected in classroom practices as a sort of pedagogical resource that had 

prestige and profound values. Hence, teachers fostered a stronger relationship with students 

through drawing on teachers’ ethnic identity-as-pedagogy. 

5.5.2 Linguistic Identity-as-Pedagogy is Intentional and Case-Contingent 

    Language serves as a bridge to connect diverse values, customs, beliefs, cultures, and 

foster feelings of group identity in a global society (Bakhtin, 1981). The findings of this study 

show that language is one of the important factors related to cultural identity, through which, 

people transmit and express their cultures and keep traditions alive (Mercuri, 2012; Rovira, 

2008). In this study, the five participants have intentionally deployed their linguistic identity-

as-pedagogy and presented different aspects of their linguistic identity in different contexts. 

Further to Zheng’s (2017) “translingual identity-as-pedagogy”, this study aimed to examine 

how teachers consciously utilised or concealed their translingual identity as a pedagogical 

resource in different situations.  

5.5.2.1 Translingual Identity-as-Pedagogy. Similar to previous literature, this study 

also found the “dynamic, dialogic, relational, situated, and multiple” nature of a teacher’s 
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linguistic identity (Faez, 2011, p. 247). Three participants (Jen, Christina, and Yutang) have 

consciously used their translingual identity-as-pedagogy in classroom practices to construct 

an effective professional teacher identity.  

Although Yutang and Christina’s first languages were different, they were both 

trilingual speakers and teachers who used more than one language in their classrooms. Both 

Christina and Yutang mentioned that speaking three languages had a real pedagogical 

advantage. Their linguistic competence also intersected with accent, ethnicity, nationality, 

and situations.  

For example, Christina and Yutang introduced themselves as trilingual speakers to their 

students. Instead of speaking Putonghua only in their lessons, they used Cantonese or English 

in different situations when there was a need. Yutang used 100% Putonghua in her Grade 4 

class while sometimes used Cantonese in her Grade 1 class. It was because she knew that 

younger kids’ Putonghua proficiency was weak and using Cantonese to explain the difficult 

concepts was an effective pedagogical advantage. Christina was even thoughtful to allocate 

her language use in classrooms more precisely to different percentages. She was clearly 

aware of the diverse needs of different groups of students and presented different linguistic 

identities in a flexible way. Both Yutang and Christina believed that the use of language 

should be flexible and served for students’ specific needs in particular contexts. Their 

proficiency in three languages enabled them to draw on trilingual identities more skillfully 

and well received by students.  

    The classroom practices of Yutang and Christina supported Zheng’s (2017) argument 

that only when the teachers are clearly aware of the students’ specific needs and critical of 
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the link between linguistic identity and pedagogy, can they fully utilise their translingual 

identity-as-pedagogy in ways that benefit teaching and the diverse student body. 

Additionally, this study goes a step further to emphasise the importance of teachers’ critical 

awareness of students’ diverse needs, for the purpose of drawing on different linguistic 

identities to serve diverse groups of students in different teaching contexts. 

Besides, confident about their translingual identity, Christina and Yutang utilised it as a 

resource to enact a translingual pedagogy and employed translanguaging strategies. 

Translanguaging was Baker’s (2001) English translation of Williams’ (Williams, 1994) 

Welsh term trawsieithu, to describe pedagogical practices that the teacher would try and 

teach in Welsh and the students would respond largely in English. In this study, Christina and 

Yutang allowed students to use different languages in the classroom. For example, Christina 

taught Chinese in Putonghua. But, she allowed her students to join group discussion in the 

language they were most comfortable with (e.g. English or Cantonese) and presented their 

views in Putonghua (language-of-instruction). Her translingual identity-as-pedagogy was 

beneficial to both her students and herself. She believed that students were able to improve 

their academic skills through different languages. Neither Yutang nor Christina restricted 

their students from using other languages in the academic context as long as they used the 

language appropriately and reasonably. They strongly believed that translanguaging is an 

indispensable strategy for bilingual or multilingual classrooms. This strategy supports 

Williams’ (1994) argument that translanguaging strategies helped to maximise the learners’ 

and teachers’ linguistic resources in the process of knowledge construction and problem-

solving.  
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Similar to Christina and Yutang, Jen introduced herself as a bilingual speaker to her 

students and employed translanguaging strategies into her classroom as well. However, due 

to the discordance between herself as a Chinese person and herself as an English teacher, Jen 

never spoke other languages except English to students in order to enhance her legitimate 

English teacher identity. Nevertheless, her students were allowed to use Cantonese to ask 

questions when they did not know how to express themselves in English. Jen enacted a 

translingual pedagogy and conducted the translanguaging strategy in her classroom too. Her 

translingual and transcultural experiences afforded her the ability to understand students’ 

diverse needs of language use. Also, she spoke Cantonese to the parents in order to meet their 

needs during parents’ meetings. Hence, she was clearly aware of the importance of presenting 

different linguistic identities in diverse contexts.  

To conclude, teachers enact a translingual pedagogy only when they become clearly 

aware of students’ learning needs and are able to identify which language works for students 

under specific academic contexts. Furthermore, I strongly argue for the use of 

translanguaging strategies as an effective pedagogical practice in a variety of teaching 

contexts where the language-of-instruction is different from the languages of learners (Li, 

2017). However, the situation that students are able to use different languages in class should 

not be taken for granted: only when the teachers are clearly aware of the link between 

language choice and the specific context can they use and promote translanguaging strategies 

to benefit students’ learning to the greatest extent.  

5.5.2.2 Hidden Translingual Identity-as-Pedagogy. Regards linguistic identity-as-

pedagogy, the most unique and interesting case in this study is Pia’s. Pia was the only 
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multilingual speaker who consciously concealed some aspects of her linguistic identities. She 

intentionally hid her multi-lingual identity but employed her hidden translingual identity-as-

pedagogy to show that “less is more”, in her own words. 

Pia’s non-Chinese look enabled her to pretend not to understand Chinese (Cantonese) 

although she speaks fluent Cantonese. She took the advantage of her ethnic identity and re-

scripted herself as a monolingual speaker and teacher. For example, Pia spoke English only 

in all situations at school to strengthen her legitimate English teacher identity. She also 

believed it was important to provide a purely native English environment for second language 

learners. Meanwhile, she secretly used her translanguaging knowledge to help students’ 

learning. The less linguistic identity she intentionally presented, the more language strategies 

she was able to employ secretly. In contrast to Maria (a monolingual English native speaker), 

Pia was able to understand students’ language difficulties because she understands Chinese 

(Cantonese). Similar to Jen, Pia was able to easily understand students’ struggles of using 

English (speaking or writing). But the difference was that Pia used her translingual identity-

as-pedagogy secretly. Instead of pointing out students’ English mistakes and sentence 

structure fallacies directly, Pia showed more empathy in understanding students’ grammatical 

mistakes.  

Pia claimed that her non-Chinese appearance was a great advantage to conceal her 

Cantonese language identity. In this way, she was able to employ her translingual identity-as-

pedagogy more freely and implicitly, which benefited students’ learning. However, I argue 

that whether to conceal linguistic identities is not taken for granted: only when the teachers 

are clearly aware of the link between their ethnic identity, linguistic identity, and pedagogy 
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can they utilise their translingual identity-as-pedagogy more flexibly in a secret way that 

benefits both the teacher and students.  

5.5.2.3 Summary. Teachers’ use of their translingual identity-as-pedagogy is intentional 

and case-contingent. It depends on teachers’ awareness of the link between their ethnic 

identity, linguistic identity as well as students’ diverse needs, and also depends on teachers’ 

ability/flexibility of manipulating identities to diverse teaching contexts. Teachers’ linguistic 

identity can be explicitly manipulated or intentionally concealed as a powerful pedagogical 

resource to cater for different students’ learning needs.  

5.6 Chapter Summary 

This study has examined the five participant teachers’ professional-cultural identity 

negotiation and construction process, the interplay between these facets of identity, as well as 

how identities shaped and were shaped by pedagogical practices. At this point, the thesis 

proposes a holistic framework to define key construct under investigation (Figure 5.6).  
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Figure 5.6  

The Conceptual Framework for Understanding Identities and Pedagogical Practices 

 

 

 

    Within this proposed framework, I present a relational pattern involving identity and 

pedagogical practice, which constitutes a major means of understanding the complexity of 

identity (Gu & Benson, 2015).  

First, this study discusses the negotiation and construction of teachers’ professional and 

cultural identities in specific school contexts. Both internal and external impacts (e.g. 

learning and work experiences, values, power relationship, collaboration, reflection, 

curricular influence, student/teacher bonds, relationships with people at work, teacher 
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agency) functioned together and acted upon shaping and reshaping teachers’ professional 

identity. Various components worked together (e.g. work climate, school environment/ethos, 

attitudinal prejudices, and sense of cultural pride) on reconstructing teachers’ cultural 

identity.  

Second, this study explored the interplay between teachers’ professional identity and 

cultural identity. For example, when teachers’ cultural identity and professional identity are 

consistent, teachers construct an integrated identity which increases teachers’ confidence in 

their pedagogical practices, promotes teachers’ motivation, and agency. Conversely, when 

teachers’ cultural identity and professional identity are not consistent, teachers develop a 

segregated identity which decreases their confidence in their pedagogical practices, and 

constrains their motivation and agency. 

Third, the identity-pedagogy relationship is further developed based on Morgan’s (2004) 

“identity-as-pedagogy” notion. Previous literature on teachers’ identity-as-pedagogy only 

focused on personal identity-as-pedagogy (e.g. Morgan, 2004), or on translingual identity-as-

pedagogy (e.g. Motha et al., 2011; Zheng, 2017). The current study extends these foci and it 

explored teachers’ professional identity-as-pedagogy and cultural identity-as-pedagogy in a 

comprehensive way. The concept was developed from Morgan’s (2004) “identity-as-

pedagogy” to “identities-as-pedagogies” (singular to plural form).  

In this study, I examined the professional identity-as-pedagogy from personal and 

interdisciplinary aspects. It is shown that utilising teachers’ professional identity-as-pedagogy 

is basically an intentional act. The findings suggest that: 1) the ability to re-script students’ 

(and parents’) “image-text” (Simon, 1995) and to draw on various aspects of personal 
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identity should not be taken for granted: only when the teachers are clearly aware of the 

students’ (and parents’) preferences and needs, aware of their own identity advantages, are 

they able to utilise identity as resources to negotiate practices, can they both benefit the 

teachers and students to greatest extent; 2) the ability to re-imagine oneself as an 

interdisciplinary teacher should not be taken for granted: only when the teachers are well-

trained in more than one discipline, are they clearly aware of the link between the areas of 

knowledge, and can utilise their interdisciplinary identity-as-pedagogy more fully in ways 

that benefit students’ learning.  

Besides, I examined the cultural identity-as-pedagogy from ethnic and linguistic aspects. 

This study shows that utilising teachers’ ethnic identity-as-pedagogy is generally 

unconsciously reflected in classroom practices as a sort of pedagogical resource that has 

prestige and profound values. For example, in the study, many teaching choices that the 

teachers made were determined by their cultural origin (e.g. home culture) than by their 

individual beliefs. However, the study shows that teachers have consciously used their 

translingual identity-as-pedagogy in their classroom practices to construct effective 

professional teacher identities. Further to Zheng’s (2017) study, the current study highlights 

the importance of having awareness of students’ diverse needs in order to present different 

linguistic identities to diverse teaching contexts. The study stresses that teachers’ linguistic 

identity-as-pedagogy should be intentional and case-contingent. In other words, how a 

teacher uses linguistic identity-as-pedagogy depends on whether he/she is critically aware of 

the link between his/her ethnic identity, linguistic identity as well as students’ diverse needs. 

It also depends on teachers’ ability or flexibility of manipulating their identities to diverse 
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teaching contexts. This study shows that teachers can either explicitly manipulate their 

translingual identity or implicitly use their multilingual identity to achieve the goals that they 

want. Both methods are considered as a powerful pedagogical resource to cater for different 

students’ learning needs. 
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CHAPTER 6 

Conclusion 

This chapter includes three sections: contributions, implications, limitations of the study, 

and directions for future study.  

6.1 Contributions of the Study 

    The five teachers’ stories illustrate the complexity of the identity construction and 

negotiation of the PYP teachers within this specific cross-cultural context. Their experiences 

have shown that in times of change, identity is not fixed and static, but shifting and 

negotiated in relation to various factors. Their pedagogical practices have revealed that the 

teachers had adopted different orientations to their multiple identities to manage the 

challenges associated with teaching diverse students in different situations. The current 

discussion of teachers’ professional and cultural identities has illustrated the interplay 

between them and the nature of complexity of identity construction (Gee, 2001). The 

proposed conceptual framework on “identities-as-pedagogies” highlights the importance of 

the link between identity and pedagogy as well as teachers’ flexibility of manipulating 

identities to meet diverse students’ needs. Overall, the teachers’ accounts provide new 

insights into how and when to use facets of identity as resources for pedagogical, relational, 

and decision-making in diverse situations. 

First, this study provides a comprehensive analysis of the informants’ professional 

identity and cultural identity experience, and emphasises the influence of contextual factors 

on identity negotiation and construction. Previous studies attached great importance to 

teachers’ professional identity, but rarely included cultural identity as a co-varying factor in 



 

199 

their design. Although the current research also identified internal and external factors 

affecting identity negotiation and construction, it also discovered the importance of 

contextual factors that influenced teachers’ identities. These contextual factors are highly 

intrinsic to the particularity of this research context. For example, the school environment, 

the specific education programme (IB programme), the school curriculum (“glocalised” 

curriculum), the relationships with colleagues, the negative work climate, and people’s 

prejudiced attitudes can all enact to shape teachers’ professionalism and cultural identity. In 

exploring the identity experiences of the five teachers, unlike the previous studies which 

seemed to be relied on reporting positive outcomes, or seemed to be based on a group of 

teachers’ (same disciplinary fields) participating in a short-term education programme, this 

study has presented an in-depth and comprehensive picture of identity construction and 

transformation over one year’s long-term observations and interviews. It reports the positive 

and negative effects on teachers’ professionalism and cultural identity, and suggests that 

identity is not just shifting and negotiated, but also constantly fluctuated due to various 

contextual factors. The five teachers’ identity development trend seemed very different, 

which were affected by a various range of factors respectively.  

Second, this study further develops the relationship between teachers’ professional 

identity and cultural identity. Although some researchers have considered the link between 

professional identity and cultural identity (e.g. Gu, 2013), the complexity of cultural identity 

was not fully analysed and its relation to professional identity was not fully understood. The 

present study highlights the importance of the complexity of cultural identity and various 

components to construct it. In investigating the interaction between professional identity and 
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cultural identity, the study finds that teachers’ confidence, motivation, and agency can be 

increased/decreased by the consistency/inconsistency of the professional identity and cultural 

identity. These findings were based on the in-depth analysis on various elements of cultural 

identity (e.g. race, first language, skin colour) and professional identity (e.g. teaching 

language). It is considered as a theoretical contribution on the inter-relationship between the 

professional identity and cultural identity in the study, which will call for attention on 

teachers’ identity options in pedagogical practices.  

Third, this study draws on Morgan’s (2004) “Identity-as-Pedagogy” to understand how 

identities can act as resources to inform pedagogical decisions. Although this study is not the 

first one to apply Morgan’s (2004) “Identity-as-Pedagogy” framework, it is the first to apply 

this framework in the context of primary school teachers’ identity construction and practices.  

Morgan is a classroom teacher who counteracted stereotypes that students imagined for 

himself through presenting different aspects of his own personal identity. However, he did 

not consider how a teacher’s multiple identities emerge in the classroom. Motha et al. (2011) 

have extended the study into understanding multiple identities and proposed that translingual 

teachers intentionally draw on their own linguistic identities as pedagogical resources to 

counteract students’ stereotypes. Zheng’s (2017) study also explored the international ITAs’ 

translingual identity but the findings showed that Identity-as-Pedagogy is not always 

intentional. That is to say, some teachers may not be aware of their own benefits for teaching, 

although the ITAs’ translingual background was providing pedagogical resources in their 

classroom. In this way, Zheng stressed that only when the ITAs explicitly become aware and 

critical of the relationship between their translingual identities and pedagogy, can they 
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actively use such identity resources that bear on their pedagogy. However, Motha et al. 

(2011) and Zheng (2017)’s study only focused on how teachers’ translingual identity merge 

in the classroom, and they did not examine how to employ identities to meet diverse students’ 

needs. This study further develops Morgan’s notion of “identity-as-pedagogy” into 

“identities-as-pedagogies” (with plural form) by comprehensively considering various facets 

of identities.  

This study has intensively investigated primary school teachers’ multiple identities (i.e. 

personal identity, interdisciplinary identity, ethnic identity, linguistic identity). It found that 

“identities-as-pedagogies” can be unconscious but is of great pedagogical value when it is 

used as an intentional resource in the classroom. Further to Zheng’s (2017) study, the current 

study examined how teachers present different aspects of identities in diverse teaching 

contexts. It not only highlights the importance of the link between identity and pedagogy, but 

also emphasises the importance of the awareness of students’ diverse needs and teachers’ 

flexibility of manipulating their identities to diverse teaching contexts. This study shows that 

teachers can either explicitly manipulate their multiple identities or implicitly use their 

multilingual identities to achieve the goals that they want. Both methods are considered as 

powerful pedagogical resources to cater for different students’ learning needs.  

Additionally, the relationship between professional identity and cultural identity, or the 

Identity-as-Pedagogy is always an elusive construct to be visualised, and this study has 

addressed this gap. The conceptual framework in the study (as shown in the previous chapter) 

illustrates the interaction between the identities as well as the identity-pedagogy relationship, 
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which will contribute to readers and future researchers to understand and develop the 

concepts.  

6.2 Implications of the Study 

    The study has presented how primary school teachers’ identities were influenced by 

tensions resulting from the school environment or social interactions with others and how 

their identities influenced pedagogical practices within the specific school context. 

Implications for language teachers and teachers’ development of teaching practice are 

described below.  

6.2.1 Implications for Language Teachers 

    6.2.1.1 Enhance Self-confidence of Translingual Teachers. In this study, four teachers 

were bilingual/multilingual teachers except Maria. The findings suggest that translingual 

teachers seem to have more linguistic advantages of teaching Hong Kong Chinese students 

than monolingual native speakers. Translingual teachers can use their translanguaging 

knowledge and strategies to cater for students’ learning and even meet parents’ diverse needs. 

Although some teachers encountered difficulties connected to their “non-nativeness” regards 

their cultural identity (ethnicity), this thesis calls for a different understanding of “nativeness” 

and correct the misunderstanding of “non-nativeness” from the public. The study shows that 

a teacher is able to be equivalent in more than one language. According to Mahboob (2010), 

a lens of multilingualism, multi-nationalism, and multiculturalism that sees language as a 

functional entity where successful use of language in context determines the proficiency of a 

speaker. Therefore, in a specific bilingual teaching context, translingual teachers’ ability of 

using more than one language seems to be more powerful than a monolingual native 
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speaker’s in order to benefit second language learners’ needs. As long as a translingual 

teacher is proficient in the languages (including speaking and writing ability), he/she should 

build more confidence in teaching with his/her translingual ability and construct positive 

teacher identity regardless of his/her ethnic identity.  

6.2.1.2 Utilise Identity-as-Pedagogy Wisely and Intentionally. This study stresses the 

great importance of the awareness of students’ diverse needs and emphasises teachers’ 

flexibility of manipulating their identities to diverse teaching contexts. To employ an 

effective Identity-as-Pedagogy, teachers need to be critically aware of the link between 

identity and pedagogy, as well as students’ learning needs. For example, teachers are 

encouraged to present different aspects of their personal identity in classrooms, but the ability 

to reimagine themselves are not taken for granted. The identity option as a pedagogical 

resource is determined by the diverse learning needs of students of different ages.  

A translingual pedagogy does not have to be practiced by multilingual teachers, while 

monolingual teachers might take a translingual approach to language difference (e.g. Maria’s 

case). Also, a multilingual teacher might nonetheless take a monolingualist approach to 

language difference (e.g. Pia’s case). Either translingual identity-as-pedagogy or monolingual 

identity-as-pedagogy should be wisely and intentionally used in different contexts. This study 

shows that teachers can either explicitly manipulate their translingual identity or implicitly 

use their multilingual identity to achieve the goals that they want. Both methods are 

considered as powerful pedagogical resources as long as the teachers are clearly aware of 

their advantages and diverse students’ needs. 



 

204 

    6.2.1.3 Utilise Transdisciplinary Knowledge as a Resource. In the IB programme, 

students are expected to develop a variety of transdisciplinary skills across and beyond more 

disciplinary areas (e.g. Language, Mathematics, Science, Arts, Social Studies, etc.) (IB, 

2010). This is because that the main transdisciplinary thrust of the IB PYP framework with 

regard to knowledge is accomplished through the transdisciplinary themes. The IB’s 

transdisciplinary learning provides students with opportunities to transfer learning from one 

subject from another (McGuinness et al., 2016). Therefore, Yutang’s interdisciplinary 

knowledge of Chinese and Music was well integrated and used as a powerful resource to 

empower students’ transdisciplinary learning. In the IB programme where many teachers 

specialise in a variety of subjects, can all of them be aware of utilising their transdisciplinary 

knowledge to empower their teaching? This study suggests that teachers’ interdisciplinary 

skills and transdisciplinary knowledge were highly effective and should be promoted into 

practice.  

6.2.1.4 Familiarise with Students’ Needs and Diverse Teaching Contexts. One of the 

biggest emphases on this research is to highlight the importance of teachers’ awareness of 

students’ diverse needs in order to perform different aspects of teacher identity into diverse 

contexts. In this study, as Jen said, “good teaching is to understand students”. Especially for 

younger children, teaching is never a uni-directional process but a bi-directional active 

interaction between teachers and students. Teachers can be acting, re-scripting themselves, or 

performing diverse facets of themselves to build a close bond with young learners. To 

understand students’ preferences and specific needs in diverse occasions can benefit teaching 

and learning. 
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6.2.2 Implications for Schools, Training Programmes, and Departments  

The research foregrounds the phenomenon of teaching in a cross-cultural context which 

implements a “glocalised” curriculum that characterises many educational reforms in a 

developing global world.  

The first suggestion that can be drawn from this study for schools is for improving 

school-based training programmes to address PYP teachers’ unique needs. Teachers reported 

their challenges for understanding and teaching the specific “glocalised” curriculum. 

Although GHKA provides a lot of opportunities for teachers’ professional development (e.g. 

IB workshops), the specific school-based training programme that characterises the unique 

curriculum (IB and local mode) is still in need. Since developing a teacher’s identity plays an 

important role in teacher’s professional growth in the context, school-based workshops 

should be incorporated to help teachers establish a comprehensive awareness of the school 

culture and teaching expectation when they come to the school, and raise their meta-

awareness of the link between identities and their teaching practices.  

The second suggestion is for promoting effective collaboration through community of 

practices (CoP). The study finds that teachers have complained about the ineffectiveness of 

the cooperation and collaboration at GHKA. Professional learning is fundamentally a social 

phenomenon which places individuals as active participants in the practices of social 

communities (Wenger, 1998). A group of teachers should organise meetings (i.e. mutual 

engagement) for reaching a common goal (i.e. joint enterprise), and interact on a shared topic 

and plan on the teaching together (i.e. shared repertoire). Therefore, in order to cultivate a 

successful CoP, there are two factors to be noted: the structure of the activity and the 
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intended focus (Levine & Marcus, 2009). For example, the availability of time and the 

participants selection for the collaboration are highly valued; distributed leadership and 

“codetermined interactions” (Huang et al., 2005, p. 162) should be considered in CoP. In 

other words, leadership needs to be distributed in order to achieve a more equally mutual 

learning environment in order to achieve the authentic “shared repertoire” between the 

members.  

    The third suggestion is for further developing school-based language policy. The 

purpose of having a language policy is to inform teachers and parents of schools’ beliefs 

around language learning and teaching. The findings show that teachers were not clearly 

aware of the school-based language policy, so that they were not certain about how to employ 

language identities in their practices. A clear language policy will clarify the procedures for 

how the curricula are delivered to the students and how the school caters for diversity. With 

clear guidelines, teachers will be more confidently aware of how to utilise their identities as 

pedagogical resources in the classroom practices. 

6.3 Limitations of the Study and Directions for Future Research 

Although this study is one of the first to explore the construction and negotiation of PYP 

teachers’ professional and cultural identities in relation to their pedagogical practices, due to 

the nature of qualitative study, it has some limitations. It is good that the participants in the 

study had different nationalities, native languages, ethnicity, etc. and they were from different 

disciplines. However, all of the participants were female based on incidental sampling 

selection. As gender is also one of the elements of cultural identity, for future researchers 

who are interested in a broader view of teachers’ multiple identities’ experiences in other 
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similar contexts, they can expand the sampling of the participants including males and 

females, and even include participants from more diverse disciplines (e.g. Music, PE, etc.), to 

compare more responses of a wider range of participants.   

Second, although I have discussed my role of the research in Chapter 3, I have 

influenced my qualitative research given my experience as a Doctoral student, a teaching 

staff member, and a researcher. To reduce the subjectivity of my personal experience and 

enhance the objectivity of the research, first, I have made great efforts to conduct a long-term 

research study (one and half school years) to explore the participant teachers’ identity 

experiences. I have collected rich data through multiple methods (i.e. interviews, classroom 

observations, reflective journals, field notes, documents) for several rounds to enhance the 

credibility of the study. I have also coded data multiple times (through Nvivo and manually) 

and constantly reflected on the data throughout the research. I even asked every participant to 

provide a detailed commentary on the data through email or face-to-face talk to validate the 

data sources, which met the expectations of narrative inquiry. However, since both the 

participants and the researcher (myself) are considered as insiders of the research context, to 

further minimise the bias, it would be better to invite another researcher (e.g. my EdD 

colleague) to read the original data. Future narrative researchers can further consider the 

above limitation.  

More importantly, this study took the first step to explore teachers’ identity experiences 

in the specific cross-cultural context with “glocalised” curriculum in Hong Kong, which was 

scarce in previous studies. However, the “glocalised curriculum” has become a trend in 

educational fields and teachers will need to increase their awareness of the impact of global 
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considerations and local traditions. Future research can be expanded to other similar contexts 

(i.e. cross-cultural context adopting “glocalised curriculum”) in Hong Kong or beyond (e.g. 

mainland China or other countries) to further explore how teachers construct or negotiate 

their identities in relation to their pedagogical practices. 

6.4 Concluding Remarks 

    To conclude, this thesis explored the construction and negotiation of teachers’ 

professional and cultural identities in relation to their pedagogical practices, and further 

developed the conceptual framework of “Identity-as-Pedagogy”. Their stories suggested that, 

in a specific cross-cultural context, teachers experience ongoing shifts in their developmental 

trajectories, and their multiple identities can be used as powerful pedagogical resources in 

practice. The findings shed light on the link between professional identity and cultural 

identity, as well as the connections between identity and pedagogy. Educational authorities 

should acknowledge the hurdles that teachers face regarding the “glocalised” curriculum in 

their professional and identity development in order to better support ongoing improvements 

to all teachers who work in similar cross-cultural school contexts.  
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Appendix A 

 
HONG KONG BAPTIST UNIVERSITY 

 
INFORMED CONSENT STATEMENT 

 
[Project Title: A Narrative Inquiry of Teachers’ Identity Experiences in a Cross-Cultural 
School Context] 
 
You are invited to participate in a research study for Doctor of Education Thesis. The 
researcher is Ms. MA Yaoyao Winifred, a doctoral student at the Department of Education 
Studies, Hong Kong Baptist University. The main purpose of this study is to explore how 
teachers negotiate and construct their professional and cultural identities in relation to their 
pedagogical practices in a cross-cultural school context. 
 
INFORMATION 
The whole project will be conducted in your school and will be scheduled for around 11 months. 
You are sincerely invited to participate in the following research activities: 1) Three formal 
semi-structured interviews (at the beginning, middle, and end of academic year) [  ]; 2) 
Classroom observations [  ]; 3) Writing reflective journals [  ]. Please indicate which of the 
above activities that you agree to attend by putting a tick (√) within the “[  ]”. You are 
welcome to tick more than one activity. 
 
Your participation in each one-on-one interview will last approximately one hour. You will be 
asked a series of questions about your life stories and teaching experiences. You may pass on 
any question that make you feel uncomfortable. Our discussion will be audio recorded with 
your prior consent to help me accurately capture your insights in your own words. The records 
will only be heard by me for the purpose of the study. If you feel uncomfortable with the 
recorder, you may ask that it be turned off at any time. 
 
Your teaching practices will also be observed in your classroom for around 45 minutes at each 
time once a month. Only observational notes will be taken by the researcher during observation. 
There may be additional follow-up/clarification through quick interview or email after 
classroom observation, unless otherwise by requested by you.  
 
You are encouraged to write journals to record your current experiences or memories that 
influence your teaching and development. Reflective journals will be shared with the 
researcher once a month for the purpose of the research (no word limit).  
 
BENEFITS 
The benefit of your participation is to contribute information to the teaching community about 
your teaching experiences and development in a cross-cultural school context implementing 
the “glocalised” curriculum. This study will highlight the awareness of the complexity of the 
teachers’ identity negotiation and construction in relation to their pedagogical practices within 
the context, in order to encourage teachers, educators, and policy makers to reflect critically 
for future teacher education and professional development in other similar school contexts.  
 
CONFIDENTIALITY  
Your name will NOT be associated and identified with any part of the written report of the 
research. All of your information and interview responses will be kept strictly confidential. The 
researcher will NOT share your individual responses with anyone other than the research 
supervisor. The recordings of interview will be used only for transcription and further analysis. 
All records and anonymized data will be completely destroyed after the completion of the 
research. 
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COMPENSATION 
For participating in this study, you will receive a HK$100 supermarket voucher at the end of 
each one-on-one in-depth interview (lasts around one hour). The compensation is only applied 
to the first type of research activity “interviews” (for three times) above. If you withdraw from 
the study prior to its completion, you will NOT receive any penalty.  
 
 
CONTACT  
If you have questions at any time about the study or the procedures, you may contact the 
researcher, MA Yaoyao Winifred, at the Department of Education Studies, Hong Kong Baptist 
University, Kowloon Tong, Hong Kong, by email at 17446252@life.hkbu.edu.hk or by phone 
number +852 6589 9399. If you feel that you have not been treated according to the descriptions 
in this form, or your rights as a participant in this research have been violated during the course 
of this project, you may contact the Research Ethics Committee by email at 
hkbu_rec@hkbu.edu.hk or by mail to the Graduate School, Hong Kong Baptist University, 
Kowloon Tong, Hong Kong. 
  
PARTICIPATION  
Your participation in this study is voluntary; you may decline to participate without penalty. If 
you decide to participate, you may withdraw from the study at any time without penalty and 
without loss of benefits to which you are otherwise entitled. If you withdraw from the study 
before data collection is completed, your data will be returned to you or destroyed. 
 
CONSENT  
 
I have read and understand the above information. I have received a copy of this form. I agree 
to participate in this study. 
 
Signature of the Subject ________________          Date ______________________ 
 
Signature of the Investigator _________________     Date _______________________ 
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Appendix B 

Interview Protocol 

The purpose of the interview is to 1) gather teachers’ autobiographical narratives and their 

general teaching philosophy; 2) collect teachers’ stories on their professional and cultural 

identity negotiation and construction in the specific school context; and 3) gather teachers’ 

reflections on their teaching experiences in the particular context, and how they did in class in 

relation to their professional and cultural identities.            

 

Guiding questions for the interviews: 

Beginning-of-School Year Interview 

Autobiographical narratives 

1) How do you answer the question “Where are you from?”  

2) What is you first/native language? How many languages do you speak? 

3) Why did you come to Hong Kong? (only for non-local teachers) 

4) How long have you been in Hong Kong? 

5) What is your educational background before you came to this school? 

6) How long have you taught before? In which contexts? Which subjects? 

7) What do you think got you interested in teaching internationally? (only for non-local 

teachers) 

Identities  

1) Can you think of any times when you felt tension as an expatriate living in Hong Kong? 

2) Were there challenges specifically related to your identities: age, language, race, country 

of origin, and culture? 

3) How did you deal with those challenges? 

4) Did you have any experience that you hide or use your native, language or cultural identity 

in your class? 

5) To what extent do you think your identities (professional and cultural) influence your 

pedagogy?  

Professional development and general teaching philosophy 

1) Why did you decide to become a teacher? 

2) What do you think of being a teacher? Are you a flexible teacher? 

3) What is considered good teaching in general to you? 
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4) What kind of relationship do you want to develop with your students? Has anything 

changed since you started teaching? 

5) Do you see teaching as your lifelong career? 

 

Middle-of-School Year Interview 

Teaching experiences in the specific school setting 

1) What type of classroom management philosophy did you implement? Can you give any 

examples of successful behaviour management strategies that you have used in your class 

in this school? Has your general teaching philosophy (e.g. classroom management 

philosophy) changed/transformed since you started teaching in this school? 

2) Do you think in general you are fitted in this school context? (e.g. glocalised curriculum or 

cross-cultural context) 

3) Can you think of any times when you felt tension as a teacher in this school? 

4) Can you tell me any challenges that you have faced about teaching inside of school? 

5) Can you provide an example of how you worked well in a team-teaching setting? 

6) Can you provide an example of how you did not work well in a team-teaching setting?  

7) Can you list some characteristics of your culture? Can you list the things that you did in 

your classroom that came from your cultural perspective? 

8) How does your own cultural identity (e.g. cultural background, cultural values, ethnic 

identity, language, religion, etc.) get changed in this school? Has it influenced your 

professional practice as a teacher? 

9) Can you think of times where your colleagues/students may be other than what you 

expect due to cultural differences? 

10) How have you adapted your teaching to meet the needs of students with different levels 

(using identities)? 

11) How do you think your cultural background/identity (e.g. bilingual identity or trans-

cultural identity) benefits your teaching? Or do they have any disadvantages? 

 

End-of-School Year Interview 

1) How do you feel about your year working as a teacher in this particular context? 

a) How do you feel about your relationship with other teachers, director? 

b) Please take a moment to reflect on this year. How did you feel about your teaching, 

your students, and your interaction with your students and your colleagues? 



 

236 

c) Has anything changed? What are different? What are the same? 

2) Classroom practice 

a) Have you experienced any issues or encountered situations connected to your 

race/nationality/linguistic ability/culture? How do you think your 

race/nationality/linguistic ability/culture manifest themselves in your class?  

b) How do you think your race/nationality/linguistic ability/culture/educational 

experience/ influence your pedagogical beliefs? 

c) How do you think your race/nationality/linguistic ability/culture are connected to your 

students’ perceptions of you as a class teacher/Chinese teacher? 

3) Identities and pedagogy 

a) Are you aware of the terms, NNS (non-native speakers) and NS (native speakers)? 

How did you get to know these terms? 

b) How would you define yourself in light of these terms? How would you describe 

yourself? 

c) How do you think about your nativeness/non-nativeness in English/Chinese language 

influence your teaching in this specific school context?  

d) What do you think the most important for teaching local students as a native/non-native 

English/Chinese Putonghua teacher? (e.g. professional knowledge, nativeness, 

language ability, cultural beliefs) 

e) Have your identities (cultural, professional) changed? How do they influence your 

teaching styles? 
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Appendix C 

Observational Checklist 

Teacher’s Name:                                   Subject: 

Year Level:                                        Date: 

 

Items Note 
Lesson structure 
(e.g. the way lesson starts, 
develops, and ends; the 
number of activities) 

  

Classroom management 
(e.g. time management; 
seating arrangements; 
setting up groups) 

  

Types of teaching 
activities 
(e.g. pair and group 
activities) 

  

Teacher’s use of 
materials 
(e.g. textbook; other 
resources) 

  

Teaching strategies 
(e.g. presenting tasks; 
organising practice; 
teaching techniques) 

  

Teacher’s language use 
(e.g. feedback techniques; 
use of questions) 

  

Student interactions 
(time on task; questioning 
behaviours) 

  

Teacher’s use of 
examples where culture 
is addressed 
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Appendix D  
Two Restoring Approaches 

 
1) Problem Solution Approach 

  

(Source. From Creswell, 2012, p. 511) 
 
2) Three-Dimensional Space Approach 

  

(Source. From Creswell, 2012, p. 511) 
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