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Being Chinese or Being Different:

On Beginning Chinese Foreign Language (CFL) Teachers’ Use of Chinese-ness in ldentity

Construction

Zhang Chun (5K £k)

University of Aarhus
Denmark
ostzc@cas.au.dk
Abstract
This study reports on a qualitative research that explores how three beginning native CFL teachers in a
Danish university use ‘Chinese-ness’ and how these serve in explaining their own narratives, either through
identifying with, or distancing themselves from. Early results show that no matter which way they use
‘Chinese-ness’, the participants are able to reflect on their experiences and manifest a willingness to adapt to
another culture, in which their identity as CFL teachers are constructed. By the end of study, the combination
of teaching culture of Chinese and Danish, in which participants are forging new identities for them are
discussed.
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1. Introduction

For a couple of decades, Chinese as foreign language (CFL) research has been learner-focused
while research on CFL teacher development has been in a secondary position. Since the 1990s,
many applied linguists have started theoretical discussion on language teachers, and the 2000s
witnessed more empirical studies (Cummins, 2000; Danielewicz, 2001; Morgan, 2004; Varghese
et.al, 2005). As the concern over CFL teachers increased in recent years, CFL teacher identity has
been attracting more and more attention from researchers (Gao, F. 2012; Wu, H.P et.al, 2010; Zhang
& Jensen, 2013; Zhang, H.S., 2006). Among the various perspectives, a newly emerged perspective
is on CFL teachers' personal narratives and identities, which is compatible with the shifting concern
to teachers' development in teacher education, caring more about teachers' inner self as a person, as
against teachers' training and their teaching practice. Born out of the personal experiences and
telling a person's life story within the boundaries of specific situations and contexts, narrative study
has become quite widely accepted within language and teacher education. Through narratives,
teachers can reflect upon their career development, have a holistic picture of their past and their
present so to formulate an orientation for professional development in the future.

In the context of CFL teacher education, language, culture and multiplicity of identity from the
perspective of post-structuralism have recently been discussed (Gao, X.P., 2013; Moloney, 2013;
Wu et.al., 2014; Zhang, C. 2013). However, the studies on the relationship of the language, culture
and identity of beginning CFL teachers’ identity construction are rather limited. Beginning CFL
teachers refer to native speakers of Chinese who have been educated and trained in China, and who
do not have teaching experience overseas, to teach CFL to the speakers of other languages out of
China. Indeed, with an increased interest in learning Chinese all over the world, the demand for
qualified CFL teachers who are able to work professionally in different educational and cultural
contexts has been increased as well (Bianco, 2007; 2011; Orton, 2011; Wang, et al., 2013; Xin
X.Q., 2011). To accommodate this demand, many overseas universities recruit CFL teachers to

teach Chinese, among them, many of whom are young, newly graduated from a university.
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Although some beginning teachers may have taught Chinese to foreigners in China, the majority of
the beginning teachers have little teaching experience out of China. For instance, Orton (2011:162)
argues that

‘Teachers from China are described as ‘lovely’ but their lack of familiarity with the English system
of discipline, target setting etc. is a problem. They also tend to have different, perhaps unrealistic,
expectations of pupils.’

1.1. Narrative study

There are many methods to explore a person’s identity. Narrative study is an excellent method in
the study of teacher's beliefs and identities (Tsui 2007; Wu et.al., 2014). Clandinin and Connelly
(1999) refer to teachers' professional identity in terms of “stories to live by” (p.4). According to
them, stories provide a narrative thread that teachers draw on to make sense of their experience and
themselves. They placed importance on the understanding that stories are a way to express identity,
and the power of teacher narrative to express identity within “a changing professional knowledge
landscape” is articulated in important work on teachers' stories, considered indicative of their
growing understanding of their professional identities within changing contexts (Connelly &
Clandinin 2000:120).

The structure of the paper is as follows. | first present a literature review. Then | outline some key
background information of the Chinese language teaching in Denmark and some characteristics of
Danish teaching culture. Next | describe the methods used for collecting the data to the present
study. The main body of the paper is devoted to discussions of data under three thematic headings:
CFL teacher identity defined, CFL teacher identity challenged, and teacher identity redefined.
Finally, I conclude the paper with a summary of the key findings of the study and by highlighting
the points and directions for future research.

The research question is:

How are the professional identities of beginning CFL teachers constructed in the narratives?
2. Literature Review

Recently, some studies on the education of CFL teachers highlight the importance of the
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professional identity in teacher development (Gao 2012; Wu, et.al.,2014; Zhang, 2015a,
forthcoming; Zhang & Jensen 2013). Clearly, the beginning CFL teachers must undergo a transition
in professional identity as they move through programs of teacher education and assume positions
as teachers in today's challenging school contexts as well as in changing cultural contexts (Olsen
2008; Zhang 2015a, forthcoming). Studies also show that further identity transition may occur
throughout a teacher's career as a result of interactions within schools and in broader communities
(Beauchamp & Thomas 2009; Trend 2012). Varghese et.al. (2005:22) state that “identity is not
stable or fixed, but rather dynamic, multiple, and in conflict”. This dynamic and multiple quality of
teacher identity construction are captured in Britzman's (2003) view of learning to teach as a
“process of becoming”. In reviewing research on identity of beginning foreign language teachers,
Clarke (2008) points out that the beginning teachers are constantly involved in the construction and
reconstruction of their identities. As the concept of “becoming a teacher” highlights the dynamic
nature of identity (re)construction, it is reported that some pre-service teacher's thinking can be rigid
and dogmatic (Gao, F., 2012; Zhang 2015 a, forthcoming). For example, Gao, F. (2008) reported on
a group of Chinese language teachers in Hong Kong and described that teachers from China tend to
see themselves not only as linguistic instructors but as culture indoctrinators of Confucian values.
Zhang's study (2015a, forthcoming) showed that native CFL teachers in Denmark view themselves
as teachers, who are not only able to impart linguistic knowledge, and but also the ones who are
transmitters of Chinese teaching and learning method.

Given the nature of teacher identity has been characterized by continuous “shaping and shifting”,
what | have found in my study suggest a paradox. On the one hand, the nature of identity is
dynamic, multiple, and unstable; and on the other hand, some beginning teachers' views about
teaching and learning as well as their roles within it, could imply rigidity in their conception of who
they are and who others are. This potential paradox presents challenges for both teachers and
schools. Alsup (2006:23) stated that “pre-service teachers who view teacher identity as rigid and
unchangeable may face increased tension and unease as they move into full-time teaching

positions”. With their expectations possibly unfulfilled, they may not thrive in their teaching and
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leave the profession at their early teacher career. This outcome is particularly troubling in the case
of CFL teachers overseas, where the demand of qualified teachers increased (Wang & Kirkpatrick
2012) and the supply of them are limited (Orton 2011). Therefore, it is crucial to understand how
the beginning CFL construct their teacher identity, particularly at the initial year of their teaching
career.
3. Background to the Study
The Chinese Ministry of Education estimated that more than 100 million people globally were

learning Chinese as a second, foreign or additional language in 2011 (Chinese Ministry of

Education (FFEE S 4 5EWRIRIRE, 2006). It has been estimated that there is a demand for four

million Chinese foreign language (CFL) teachers (Wang, et.al., 2013). To accommodate the rapidly
increasing number of learners of Chinese as a foreign language, many schools overseas recruit CFL
teachers from China to teach CFL. Denmark has also experienced the Chinese 'heat' in the past few
years. For example, among four Danish universities (University A, B, C & D), which offer degree
study in Chinese / China studies, Danish learners of Chinese has increased 30% from 2008 to 2010
(Xinhua News 2010 ). By the end of 2013, the total number of Chinese learners for degree study at
four Danish universities was 310 students, given the fact that total Danish population is only 5.4
million. There are 12 tenure-based and 4 non-tenure based teachers teaching Chinese language
and/or Chinese-language based subjects at four universities, among them, 8 are non-native Chinese-
speaking teachers, and 8 are native Chinese-speaking teachers. In addition, each university recruits
newly MA or Ph. D. graduates with a degree in teaching CFL from Chinese universities to teach
subjects such as conversation, oral exercises and written Chinese. Compared to Danish CFL
teachers, these teachers are often found to work as non-tenured teaching staff.
3.1. Characteristics of Danish education

Confucianism is often said to have significant influence on Chinese educational culture (Chou,
et.al., 2013). In Denmark, Grundtvigsim is often considered to have a great impact on Danish

educational culture. There is a saying: you meet Grundtvig at the Danish border (Thaning,



1972:16). This first reflects the reality that it is within Denmark that one most readily encounters
Grundtvig, though his influence is discernible across Scandinavia, in places of Danish diaspora, and
across Europe and the wider world, often through non-formal and informal adult education
movements (Dyce, 2011). It reflects a further reality that, in entering Denmark, one is entering, so
to speak, “Grundtvig territory” (ibid.3). Grundtvig (1783-1872) was a clergyman, politician,
educator, and poet. He exerted great influence on Danish nationalism, education and culture.
Perhaps most of all, however, in education, Grundtvig came to be known as the founder of
'‘Danish’ pedagogy, which has been characterized as a spirit of freedom, equality, and creativity
within all branches of educational life. Grundtvig promoted education values such as wisdom,
compassion, identification and equality (Allchin, 1997). He opposed all compulsion, including
exams, as deadening to the human soul. Rather than leashing human creativity, Grundtvig
adamantly advocated the idea of fostering human creativity. His statement ‘only willing hands make
light work’ was well received by Danish schools and educators even up until today (Allchin 1997).
Therefore, a spirit of freedom, cooperation and equality were the key characteristics of Danish

educational culture (Vind, 1999).

3.2 Characteristics of Chinese education

Chinese conceptions of education have been much influenced by Confucian thinking (Biggs, 1996b;
Scollon, 1999). There are several features worth exploring. First, there is a deep reverence for
education. Confucius attached great importance to education and saw it as a means of turning an
ordinary person into a superior one and a weak nation into a strong one (Guo, 2011; Zhu, 1992). It
is a firm belief in the Confucian tradition that through education, even a person of obscure origin
can achieve upward social mobility (Lee, 1996). These perceived functions and benefits of
education have provided generations of Chinese with powerful motivating forces to aspire to
success in education. They also predispose Chinese teachers and students to regard education as a
serious undertaking that is least likely to be associated with light-heartedness but requires deep

commitment and painstaking effort.



Second, education does not concern only intellectual development but also the cultivation of
moral qualities (Guo, 2001; Scollon, 1999). The notion that education is cultivation necessarily
entails the inclusion of moral education as a major component of education. Traditionally, moral
education included teaching how to relate to other people in society and cultivating moral virtues
such as loyalty, fidelity, altruism, modesty and conformity — that is, how to be a good person (Paine,
1992). This emphasis on moral development is still considered the basis of successful education
(Cheng, 1994). It is widely accepted that both knowledge and morality are power. The emphasis on
moral education, it would seem, encourages imitation of socially approved models and collective

orientations but discourses individuality and fulfillment of personal needs.

Last but not least, a fundamental feature of traditional Chinese education is its emphasis on
maintaining a hierarchical but harmonious relation between teacher and student. Students are
expected to respect and not to challenge their teachers. The reverence with which a teacher is held is

reflected in many popular sayings, one of which goes 'being a teacher for only one day entitles one

to lifelong respect from the student that befits his father'(— B R IF & A R). As the following

sections will make clear, the characteristics of Grundtvigian and that of Confucian underlies

different perceptions and views that CFL teachers strive to cope with.

4. Methodology

4.1. Study Setting

One Danish university has been involved in this study: University A. University A was founded in
1920s in Jutland. It is the second largest university in Denmark. The first Chinese degree course
was established in the late 1960s, and today the department offers Bachelor's, Master's, and PhD
programs. At the time of this study, there are 92 students enrolled in the department of China
studies. AU offer Bachelor's, Master's and PhD degree programmes in China studies. In the
2012/2013 academic year, there are six tenure CFL teachers at AU. Among them, two are native
CFL teachers and four non-native CFL teachers.

4.2 Participants



The study has been conducted over a period of three years. Three native CFL teachers participated
in this study. To protect their identities, each teacher is ascribed a pseudonym. All the personal data
and the addresses where the participants lived and studied were deliberately vague. Table 1
summarizes the biographical backgrounds of the participants. The names in the data excerpts quoted
in the findings and discussions are the pseudonyms of the participants.

I use three criteria to select native CFL teachers. First, the participants were born in mainland
China. Second, they had completed primary, secondary and tertiary education in China. And third,
they were novice teacher and did not have teaching experience out of China.

4.1.1. Participant 1: Mary

Mary was in her late twenties when the study was conducted. She obtained a BA and MA degree
in teaching Chinese as a foreign language (TCFL) from one normal university in Shanghai. She had
been recruited as a full-time language teacher in the autumn 2012. She taught subjects such as
conversation, written Chinese and reading comprehension while she works at University A. When
the study had been done, she was at her initial year of teaching in Denmark.
4.1.2. Participant 2: Betty

Betty had been recruited as a full-time language teacher in the autumn 2013. She is in the middle
of twenties when the study has been conducted. She was born in China, and obtained her BA and
MA from one Chinese university, majoring TCFL. Before she was recruited by University A, Betty
had been working as a student teacher for a couple of months as part of her MA program. She was
at her initial year of intern teaching when the study has been done.
4.1.3. Participant 3: Susan

Susan had been recruited as a part-time lecturer in the spring 2013, teaching conversation and
reading comprehension to MA students. At the time of the study, Susan was at the age of 30. She
was born in mainland China, and holds a PhD in Chinese literature from one Chinese university.
Before she was recruited by University A, she had been working as a pre-service teacher for two
months at Beijing Normal University. She was at her first year of teaching practice when the study

has been done.



Table 1: Participant profiles

Name Age  Gender Educational Graduation  Teaching Job position in Denmark
qualification year experience in
China
Mary 26 Female M.A.in TCFL 2012 none Language teacher assistant
Susan 30 Female PhD in Chinese 2013 Two months Language teacher assistant
literature summer school
Betty 27 Female M.A.,in TCFL 2013 none Language teaching assistant

4.2. Data collection

As a narrative study, a series of semi-structured interviews were conducted. Of the characteristics
of semi-structured interviews (Flick 2009; Strauss 1987; Strauss & Corbin 1990), no fixed questions
were posed to the participants. Instead, open questions about their daily teaching, their view of
Danish students, and the reflection upon the interaction with students, were posed. Three semi-
structured interviews over a consecutive three-year period have been conducted to each participant
in a range of 2012 to 2014 year. Table 2 illustrates the rounds of interviews.

Table 2: Rounds of interviews

Name Interview 1 Interview 2 Interview 3
Mary 6 September 2012 |2 November 2012 |28 February 2013
Susan 5 March 2013 18 April 2013 2 June 2013
Betty 22 September 2013 |5 December 2013 |14 February 2014

The length of each interview ranged from one to one and half hours. The interview was conducted
in Chinese, with occasional code-switching into English. Interviews were audio-recorded and later
transcribed and translated into English by the author. To keep the originality of the language, I
illustrate the excerpts in bilinguals — Chinese and English translation.

4.3. Data Analysis
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Given the fact that Chinese and English differ greatly linguistically, the data analysis was done on
the original language — Chinese. Data analysis started during the data collection process in order to
select salient features out of the data and to move from description to interpretation. The first step of
data analysis was to ascribe codes to the interview transcriptions in order to identify emergent
structure. Upon reading the transcriptions multiple times, | searched for repeating ideas (the same
ideas expressed by different participants). This approach to data analysis reflects the use of coding.
Codes were assigned to different sized ‘chunks’ of data: words, phrases and sentences (Flick, 2009:
318; Strauss, 1987; Strauss & Corbin, 1990). To ascribe codes to field notes and interview data
meant giving the myriads of data materials order and structure. Methods of decoding and recoding
were highly necessary to seek for repeating ideas or similar ideas expressed in the ‘chunks’ of data,
as well as abstract themes that connected codes. After the coding, | categorized final codes into
themes. Below | discuss the findings elicited from the interviews.

5. Findings and Discussions
5.1. CFL Teacher identity defined
Excerpt 1: Jfs 24— NS HIANDOE BT RS, B—, A EWDUEIES Y, PEX
%, CAFEORR. F, EEWE, HRM, Bl B, Bk, WE. BN, 6
BNtk 5, BB I ETEL. (Mary, 1% round of interview)

(In my opinion, being good Chinese teachers of TCFL should have knowledge of Chinese linguistics and understanding
of Chinese literature and culture. Second, good teachers of TCFL are supposed to speak aloud, be patient and have a
high degree of empathetic capacity towards learners. Third, good teachers of TCFL should be capable of expressing
and explaining the aspects of Chinese language clearly and accurately. Forth, good teachers of TCFL should be
capable of accommodating and acculturating to local culture. Finally, good teachers of TCFL are supposed to be

imaginative and creative. In addition, they should have a high degree of responsibility for the students.)

From excerpt 1, it can be seen that Mary names the identity category 'being a good CFL teacher'
describing her perceptions of what 'a good CFL teacher' meant for her. For example, 'a good CFL
teacher' is the one who does not only have knowledge of Chinese linguistics and pedagogy, but also

the one who has high degree of responsibility (3T 4£-0+). This view is echoed by Betty and Susan, as
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the following excerpts illustrate:

Excerpt 2: O HIPUTE BUMRLIZ B A& L RITA R TR, BOMBMYITEFE DL HE S DGE A AL S
W, MREER BRLD. XILNFEEREHRNEY T, EREEMEN RREE, K
IWHNEARRERZ . MATERA R, 1S E sk, SEEIES K. (Betty, 1% round
of interview)

(A good CFL teacher is one who has solid foundation of content knowledge, professional morality, and the passion and

commitment of promoting Chinese language and culture. Being a good CFL teacher also means to have a high degree
of self-discipline. The students here like to have a diversity of teaching methods. They like to express their opinions.
Personally, | don't absolutely oppose to it. Practically, | can accept their disagreement. They are sometimes quite

critical towards us. But they speak out their minds immediately. As long as they are reasonable, | can accept it.)

Excerpt 3: RF5MPGEZINN B &P LAz, GRS S 26, Bl kS RIFW
B MDA ER, MAIE SR PRI AR, RHRRE 1. Hk, NiZE
N Lo AT T LN H TR T LGN 5 ) F R AT AR IR AE, 75 2 OHboRye . 51 A4

&, Bk, HARISEFR ) (Susan, 1% round of interview)

(Good TCFL teachers should, first, have solid knowledge of pedagogy, including good linguistic competence, correct
pronunciation, good understanding of language teaching and learning, knowledge of Chinese grammar, in addition,
they are capable of explaining the aspects of Chinese language, generated from language learning and thereupon
capable of applying the aspects in the teaching practice. Second, teachers of TCFL should to be more patient than non-
TCFL teachers. We can’t take it for granted that what is easy for teachers are not necessarily easy for learners.
Teaching methods, such as, teacher model — student repeat; and constant revision and repetition require teachers'
patience. Finally, being good teachers of TCFL demand a high degree of empathetic capacity towards learners and

learning.)

For Betty and Susan, they list the competencies that they associate with their preferred definition
of teacher identity. For instance, 'a good CFL teacher' is someone who has 'passion, commitment,
professional morality and self-discipline’ by making CFL teaching interesting (Betty), and the one
who has 'patience’ and 'a high degree of empathetic capacity' (Susan) towards students and their

learning. It is evident that they place the importance on the pedagogical knowledge as well as on
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teachers' personal quality, such as, 'self-discipline B &L, 'commitment 1§ 'patience’, iy, and

‘empathy'3& #1 7. It makes clear that the nature of Confucian education influence the expression of

the teachers. Linguistically, their use of modal verbs, such as, 'should’, and ' can’ illustrate their
adamant desire for becoming good CFL teachers they aspire to. Aside from it, it also illustrates their
rigid view towards being CFL teachers.
5.2. CFL teacher identity challenged

According to Gee (2000), identity does not only refer to 'our understanding of who we are’, but
also to ‘what other people think we are'. This view as identity construction reflects our investment in
what we do and at the same time we invest ourselves in our relations with other people (Wenger
1998). As we construct our identities through this process, we work out our relations with each
other and with the world, gaining “a lived sense of whom we are” (Wenger 1998:192). In the 2™
round of interviews, becoming the type of teacher described in extracts 1-3 is built upon a
foundation of individual teacher's belief. Given the fact that they aspire to be the type of teacher
they defined, Mary, Betty and Susan's views of being good CFL teachers have been opposed by
what they experienced while interacting with students and the schools. Thus, their aspiration to

becoming good CFL teachers has been challenged, as the following excerpts illustrate.

Excerpt 4: SN AP AR F IR BIRER T, — R R IR A1 ER
ZIMERE _FANEA R S5 215 . G Sk FE g2 AR TER LI ARST 4, fi1E )G
HUR, AATAERX I T, AT X R E R Tk TRER X A, ARt
3208, (Mary, 2™ round of interview)

(1 really believe that the learning atmosphere of Danish students is so relaxing that there is definitely no study pressure
on them at all. What is more, they hate learning pressure created by teachers in the classrooms. According to my
opinion, Danish students are not accustomed to competition and pressure. And they have absolutely no drives for
competition. | once asked the students to assess each other by giving scores based on their spoken performance in class.
They did not refrain from doing it. But after lecturing, they told me that they did not like assessing each other openly by

giving scores. All in all, they loathe this teaching method. They said that it was a Chinese-styled teaching method. Since
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they told me about it, I think, perhaps, I’d better accept it.)

Excerpt 5: X)L EIRE2EAHE ? KILRAMRAES R, AROCRBEEREARATIR. BRI TA R
AN ZE 4, A AT IS, MATEEN TIRS, RFEIEVAMATRIT A 2K &
MEERMA TR AN, I AAATE RV, EABESMEATE Rt & S BRI, i
WARART S, AEEFME. (Betty, 2" round of interview)

(Isn't it true that no class attendance is required here? It is totally incredible. Don't you think it is too free! How could

we possibly manage the class without this requirement? You cannot possibly force them to attend the class. After
teaching here for one semester, | think, perhaps, I should learn to listen to my students’ and accommodate to their
suggestion and advice in terms of teaching methods. Can you remember that at the beginning of the semester, | asked
advice from my MA students? They were all very eager to express their meanings. They told me that they were busy
with other subjects. Well, since they told me about it, I think, perhaps, | ought not to burden them too much. Therefore
I chose not to give them too much homework. Out of my surprise, they sent complaint to the student council stating that

I was not well prepared for the lesson, and did not give them homework. )

Excerpt 6: filufl 1BE R G OISR LLER I O, FRA B2 E Ak B3R, AR 50 T
A S TEE T TR A X AANGE T Bl . XX LS R I AT E L AT L

N . (Susan, 2" round of interview)

(It is quite common that students are absent from class. Even the most diligent students would be absent from class as
well. Some of the students would leave the class in the middle of a lesson to catch a bus. Why not wait for the next bus

if you can't make it. Perhaps | must persuade myself to get used to it.)

Different from the teacher identity which they defined and which they preferred to during the
initial months upon their arrival, in the 2" round of interview, Mary, Betty and Susan regard some
of their Danish students are 'being lack of competition' (excerpt 4), 'being critical towards teachers
and teaching' (excerpt 5), and 'being lack of proper classroom manners' (excerpt 6). For example,
Mary offers a strong personal statement of assertion (I really believe that...), which details her
perceptions of the difference in terms of classroom culture found in Denmark and that of China. For
instance, she expresses that ‘They said that it was a Chinese-styled teaching method. Since they told
me about it, | think, perhaps, 1’d better accept it.” (Mary). These remarks signal that Mary positions

herself as negotiating her own meanings and thereupon constructing her own teacher identities to
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suite the local settings.

For Susan, she represents her responses to the Danish students and teaching environment in
tentative terms and teaching that ‘might’ or ‘perhaps’ be realized within her classroom if she accepts
what Danish students think is acceptable: ‘..Perhaps | must persuade myself to get used to
it..’(Susan);

For Betty, however, she begins to explore possibilities for creating a meaning out of what students
request and what extent she is able to accommodate to. Linguistically, the individualized forging of
the identity to which the Danish students prefer that 'l should learn to listen to them and to
accommodate to their suggestion and advice'. These words, at the first look, seem to be a
monologue expressed by Betty. A closer look at what she expressed in the monologue, however
suggests subtle tensions. Linguistically, the extensive adverb, such as, 'perhaps’ captures partly the
hesitation and uncertainty that she as a beginning CFL teacher had about her desirability to get
accepted. It also captures partly the concession that she as a beginning CFL teacher had to make
between the teaching culture of what she was used to and the culture of what she learned to adapt
to.

In addition, Mary, Betty and Susan's reference to the Danish educational system introduce the
possibilities of cultural limits to beginning teacher's identity development. For example, the
emphasis within the Danish education on freedom (e.g., no regulation and control on class
attendance, leaving the lesson without telling the teacher) and equality (e.g., students don't like
teachers to access them openly) is presented as a potential threat to the realization of each
participant's identity as a 'good CFL teacher'. This potentiality is signaled by Betty's use of two
rhetoric questions, 'Isn't it true...?", and ' Don't you think...?" which differentiates her experiences in
China where schools have strict rules about, for example, class attendance, and class behaviors.

5.3. CFL Teacher Identity Redefined
The tension, uncertainty, and hesitation described above might be conceptualized as the challenge
that the participants encounter in term of the teacher identity construction. As beginning CFL

teachers teaching Chinese in a different teaching culture, what they experienced and what they
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reflect upon are essential for them to redefine teacher's identity. The redefinition of teacher identity
is displayed between the types of teachers they want to be and the types of teachers their students
expect. The following excerpts illustrate how Mary, Betty and Susan overcome the challenges and

redefine their meaning of being CFL teachers in a given context.
Excerpt 7: 7EPF 224 ST RT REAS B8 2 MR W s AR R WL o AT T IR EE W] 2 1, LA 24tk
ITH W AR T RN SR Z MY, XA T B . SOk, ZIMETREE B35 7kt

GPEH), BRHEATE. (Mary, 3" round of interview)

(Being Chinese language teachers in Denmark, we need to develop capabilities to be pervious to students' comments, in
a sense, we should learn to receive and accept feedback from students. Danish students are sometimes quite cute, aren’t
they? They are cute, in a sense, they like to encourage teachers and praise teachers. They often evaluate my class after
the lesson, saying ' well-done!" Conversely, teachers should refrain from judging students, not to mention discriminating

them.")

Contrary to what she is accustomed to, Mary reported that Danish students give feedback and
comments on her lessons, ‘they said to me after the lesson ‘well done!’. She asserted that it was
somewhat a surprise to her that students commented on teacher's teaching performance so openly
that she described them as ‘they are sometimes quite cute!’. This gives rise to an antagonism on

Mary when she experienced her attempt to assess students' performance by giving each other scores

being unrecognized (excerpt 4). Her description of 'Danish students are cute' (A] %), in my opinion,

expresses a less sanguine emotion towards the prospect of teaching in Denmark, together with
positively evaluated chances to establish and extend her teacher identities in Denmark (Zhang
2014a, forthcoming).

Excerpt 8: i&A7 — ri2 UMM % E 2 RIH BERN—H, EEURABGEN L2 RE
SR EAREN, KO EIT R B A& A B AR B AR AR N, ERR
S AL AT B, FATBIT A X BN B AR H A5, BARSIFE AN ENSH L
B CBE BIIEIR, T T AR E RS A KBk, (Betty, 3" interview)

(Additionally, teachers should be confident and show their confidence. If you show your in-confidence in front of the

16



students, you might send a negative signal to them. No matter you are a CFL teacher or not, teacher's confidence is
essential to carry out a successful teaching. It is especially true if you are in cross-cultural settings. In a cross-cultural
setting, teachers might be confident in what to teach, but perhaps not so sure about how to teach — the pedagogical

knowledge. If you are not confident about pedagogical knowledge, you might show it in front of the students.)

In the 3" round of interview, Betty appears to have resolved her hesitation and revealed her belief

on how a beginning CFL teacher should be and how language should be taught. Her emphasis on

teacher's 'confidence'(E1E) seems to play an important role of how she redefines teacher's identity.

It is also interesting to note the construction of a ‘we' and 'they' dichotomy that Betty reveals in

except 8. For example, Betty refers to the students in terms of ‘they' and ‘them’, and repeated

references to the plural 'we (teachers) F{1#H' to indicate singular form ‘I’. The references to

plurals indicating singulars can also be found in Mary and Susan's excerpts. Their comfort level of
using plurals to indicate singulars indexes the longing to get resonance from their colleagues so to

build up a sense of belonging.

Excerpt 9: 7E i H AL & IX A8 K EGE T, 22K O R A C LAy —Fh 58y 42 [ 1Y
, HHEIRIEHIR R TRME R AR R, BRI RS, IR R
2, eftfgsl s, WihfEE R, WE T, FATERS R, E—MIRFHK R, AT
JUAE, BATH=ZMZIE T . (Susan, 3" round of interview)

(Viewing the long history of Chinese society, it is concluded that the relationship between teachers and students are
built upon affection. As one saying goes, 'no relationship is more affectionate than the one between teachers and
students'. However, teachers play a different role here. They are to serve students, for example, we help them do
exercise; we guide them to do it, and help them find answers to questions. Put it blankly, we are servants. Our relation

is built upon serving and being served. It is bound by contracts. Once the contract expires, the bond is gone.)

What expressed in the excerpt 9 indicates a drastic shift from what Susan identified as a good
teacher upon her arrival and what she identified herself months afterwards. As Wenger (1998:218)
puts it, “we have a big picture and we do something about it in concert with other”. This form of
alignment plays a role in Susan's experiences of identity construction. For instance, the “big

picture” that shaped her identity as new teacher was an attachment to aspects of relationship
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between students and teachers. Although she did persuade herself to accept students' classroom
behavior (excerpt 6), Susan constantly reflected upon the meaning of being a teacher. To the end,
she asserted strongly that CFL teachers in Denmark were 'k 45 51" (servants). This assertion
indicated that she had a propensity to subordinate herself to the teaching culture of a host culture in

which her students were embedded. On the other hand, the regular use of plurals '‘FA7'(FA 12 Ik %5

51)" to indicate singular and ‘we’ subordinated with ‘I’ may suggest that the former is often

associated with “collectivism’ — an antonym for ‘individualism’, which has traditionally not been
endorsed in Chinese Confucius culture.
6. Summary and Conclusion
In this paper, | have reported findings from the narrative study with three beginning CFL teachers
in Denmark as cases, and discussed their perceptions, attitudes, and reflection upon different aspects
of CFL teaching, students and classroom cultures. There seems to be a considerable consistency

across the participants in terms of their views on (1) identity defined, i.e., categories and definition

of being ‘good’ Chinese teachers, especially having a strong sense of teachers’ ‘responsibility’ (32

fE), ‘passion” (FR1F), 'patience’ (MH.Lr), and 'self-discipline' (B 4); (2) identity challenged,

i.e., the tension between the types of teachers they prefer to, i.e., good Chinese teachers (FR E

)and the types of teachers their students accept, i.e., non-Chinese-style teachers (3 E = A 3T

#M); and (3) identity redefined, i.e., the willingness to adjust themselves to the needs of the

students, and the willingness to adapt to the local teaching culture. The Confucius value of being a
good teacher has a special impact on the formation of Chinese language teachers' view on being
teachers, perhaps even more so to the host country as they feel the need to maintain a distinctive
national identity. This sense of identity may also have led to their strong belief that there needs to be
a good teacher, particularly a good Chinese teacher overseas and what type of teacher they strive to

be seen to fulfill that role well. Although they are novice teachers, they seem to show reluctance to
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adjust to the host culture at the initial months of teaching. Indeed, they show resistance against the
teaching culture of the host country by emphasizing on the virtues of teachers’ ‘commitment,
responsibilities and self-disciple’. The extensive use of modal verbs, such as, 'should’, 'be supposed
to' and 'ought to' shows a rigid view towards what they identify themselves. In this aspect, they
adamantly use “Chinese-ness’ to justify themselves in relation to Danish-ness. With time, as they get
familiar to the teaching context, they show a less resistant attitude towards the host culture, instead,
they develop a willingness to adjust themselves and adapt to it. In fact, the willingness to adjust
and to adapt to manifests their inter-cultural ability to minimize the tensions and challenges they
encountered among students, within individual classrooms and at a non-Chinese teaching
classroom. Despite the fact that the beginning teachers use ‘Chinese-ness’ to explain, justify and
make sense of themselves in relation to others, they manage not to impose their preferred way of
teaching, for example, Chinese way of teaching Chinese, upon their students, but rather to allow the
students to have a great say in language classrooms so to create a harmonious environment for the
students. In this sense, these beginning teachers do not have intention to be seen as ‘being different’
in a Danish teaching context.

The most important finding of the present study is the changing views of teachers' roles across
time, noting the more behaviorist views and attitudes towards being a teacher and teaching early in

their professional development, for example, the extensive use of auxiliary verbs, ‘should RZi%’,

ought to 1§' , as opposed to more tentative use of adverbs., such as, ‘perhaps t1i%F’, 'possibly A €'

— the constructivist views later in the teaching practice. The shift of the expressions of a CFL
teacher's role who is supposed to have 'responsibility’, ‘patience’ and 'discipline’ towards teaching
and students, to the role of a CFL teacher later in the interview rounds, particularly, the expression
of 'teachers are servants' by Susan, indicates that they have the propensity to sacrifice their own
meaning to the meaning of the host culture.

From the lens of teacher identity, a more comprehensive understanding of the beginning CFL

teacher overseas demands a reconsideration of the role of time and space in the identity work of
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CFL teachers (Zhang & Jensen 2013). The temporal properties of becoming a CFL teacher must be
re-understood because the identity work of these beginning teachers implies that the transition from
CFL teachers in China to CFL teachers overseas is experienced not only through teaching practices
and activities in the here-and-now. Rather, a more complex understanding of this identity
construction will acknowledge that an individual's prior experiences, as both a learner and a teacher,
join together with their personal understanding shape this transition.

The view of teacher's personal quality as professional identity expressed by Mary, Betty and
Susan in the present study is one of the areas worthy of further investigation, as it has implications
for the inter-cultural education of CFL teachers, and the cohesion of CFL teacher development
(Zhang 2015 c, forthcoming). It would be particularly interesting to examine any changes of CFL
teachers’ views over a longer time and across different space. What | have found in the present
study is that the beginning teachers use ‘Chinese-ness’ to justify themselves so to construct and
express their identities. The use of ‘Chinese-ness’ does not make themselves different from others;
but rather a tool to contest the mono cultural ideology and teaching cultures which they see as being
influenced on them by both the Confucius teaching culture and Grundtvig's teaching culture
separately.

As a narrative study the analysis is a very complex matter that requires more than three cases. As
well, other aspects of identity such as gender and teacher's social/cultural identity remained to be
analyzed further even in these three cases. Nonetheless, it is hoped that this narrative study will
shed light on the significance of CFL teachers' professional identity study and so contribute to the
better education of CFL teachers in China and better understanding of CFL teacher development out

of China.
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