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Professional identity and imagined student identity of EIL teachers 

working in Islamic schools  

This paper contributes to the critical studies literature on English as an 

International Language (EIL) teacher professional identity. It examines the 

competing values associated with competencies in language teaching, national 

curriculum, and school contexts to determine how teachers’ beliefs on what it 

means to be a professional teacher are shaped. Literature related to language 

teachers’ professional identities is presented in order to analyse how EIL teachers 

determine which particular responsibilities constitute professional teachers. This 

study investigates reports from five teachers working in four privately-funded 

Islamic schools regarding their professional responsibilities as they 

recontextualise Indonesia’s competency-based curriculum and values education 

policies in their EIL classes. The findings suggest that the teachers consider their 

professional identity to be more focused on that of caregiver and moral guardian 

rather than as an English teacher. It also demonstrates that teachers’ professional 

identity informs teachers’ hopes/ambition for their students’ futures or teachers’ 

imagined student identity      

Keywords: competency-based curriculum, EIL, Islamic school, Indonesia, 

professional identity 

Introduction  

The emergence of English as a language of global communication demands 

English as an International Language (EIL) teachers acquire several competencies. 

Besides being competent in using the English language, teachers need to meet 

competencies associated with the role of a language teacher and cultural mediator. They 
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need to possess pedagogic content knowledge and cultural general knowledge in order 

to aid the promotion of cross-cultural understanding to learners (Ortaçtepe, 2015; 

Richards, 2010; Sercu, 2006).  Such competencies, informed by the theories in language 

teaching, have been used as a steppingstone to develop literature on professional 

identity in the field of TESOL (Teaching English to Speakers of Other Languages). In 

other words, there is a growing interest to investigate in what ways and to what extent 

English language teachers’ current professional profiles ‘meet certain general standard 

and professional competencies’ (Pennington, 2014, p. 22) formulated in the theoretical 

literature regarding the competencies. 

Concerning teachers’ views on competencies in developing students’ 

communicative abilities and students’ awareness of the target culture, the literature on 

foreign language teaching ascertained at least two contrasting perspectives. Studies 

conducted in anglophone countries such as the U.S.A and New Zealand found that 

foreign language teachers regard the importance of teaching the target culture as 

paramount (Menard-Warwick, 2009; Oranje & Smith, 2018; Ortaçtepe, 2015).  

Conversely, the dominant finding of most studies on Non-native English speaking 

(NNES) teacher identity conducted in non-anglophone countries is the tensions and 

struggles experienced by the teachers when they are expected to promote culture 

associated with the English language (Eslamdoost, King & Tajeddin, 2019; Elgar, 2011; 

Otwinowska-Kasztelanic, 2011; Sayer, Martínez‐Prieto, & de la Cruz, 2019; Zabetipour 

& Baghi, 2015). NNES teachers were less enthusiastic in introducing the target culture 

to their students because they believed that the domination of English could threaten 

students’ national/cultural identity.  

Despite reporting teachers’ consternation on the loss of identity, none of the 

research above addresses NNES teachers’ professional identity regarding teachers’ 



3 

 

 

responsibilities and ambitions in projecting and directing students’ futures. EIL 

teachers, inevitably, must inform EIL teaching objectives to advise students of the 

importance of English for their futures and encourage students to invest interest into 

learning the language and its cultural aspects. Therefore, this study aims to fill this gap 

by exploring a professional identity for EIL teachers that reflects not only teachers’ 

aspiration of becoming that which they consider necessary to be good EIL teachers but 

also reflects teachers’ ambitions to project their students towards goals which fulfil 

teachers aspirations and hopes for their students’ futures. It focuses on the experience of 

EIL teachers working in Indonesia’s Islamic schools in which a few powerful ideologies 

might contest the dominant position of those associated with English teaching. 

Specifically, the study examined the following research questions:  

(1) How do EIL teachers working in Islamic schools in Indonesia describe their 

professional identity? 

(2) What contributes to EIL teachers’ professional identity?  

(3) How does teacher professional identity inform teachers’ aspirations to project 

students’ future?  

For this purpose, an overview regarding Indonesia’s school policies and literature 

review related to language teacher professional identities are provided to help the 

analysis. 

Literature Review: Teacher’s identity related to a ‘good' English language 

teacher 

Teacher professional identity can be defined as a teacher’s perception of their 

professional responsibilities. Literature in language teaching demonstrates that teacher 

professional identity reflects teachers’ self-conceptualised roles (Han, 2016; Abednia, 

2012) and sense of status, which is based on values and beliefs about how one should 
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behave in front of others and what teachers’ aspirations of becoming include (Richards, 

2015). Identity is set according to ‘a concept of “good” and “proper” or “appropriate” 

behaviour guiding actions’ (Pennington & Richard, 2016, p.7). Therefore, the formation 

of professional identity includes as an ongoing process of negotiation to affirm one’s 

values/beliefs of what they should do to be a good or professional teacher (Marom, 

2017; Olsen, 2016). Despite teachers’ personal beliefs, however, language teachers’ 

views on what makes a good or professional teacher are relative to particular national, 

regional, and school culture as well as a reflection of the natures of their students 

(Broadfoot, Osborn, Gilly, & Paillet,1988; Verkuyten, 2002). In the curriculum change 

literature, the concept of teacher professional identity has been used to understand how 

teachers respond to educational reform and how they think they should adapt the official 

curriculum to their teaching (Gayton, 2016; Ball, 2003).  

Since teaching is a socially-oriented profession, teacher professional identity 

relates not only to teachers’ expectation of what they should do to become a 

good/professional teacher, but inevitably, it shapes the identities of their students 

(Clarke, 2009). Teachers’ professional identity informs teachers’ preferences and hopes 

for developing their students’ futures. This image leads to the concept of teachers’ 

imagined student identity, a concept drawn from Anderson’s (1991) imagined identity 

and imagined community. Anderson’s idea describes how individuals bind themselves 

towards a community or a nation of which they are not literally a part but with whom 

they envisage can identify. Norton and Toohey (2011) link the concept of imagined 

community to understanding learners’ second language acquisition (SLA). This current 

study extends this idea by presenting an argument that each English teacher is a 

language learner who might choose to learn English informally/formally for personal or 

professional development (McDonough, 2002). This idea leads to an understanding of 
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how the professional identity of teachers (as learners) might affect teachers’ 

expectations on their students’ English language acquisition because ‘a learner’s hopes 

for the future (or their children’s future) are integral to language learner identity’ 

(Norton & Toohey, 2011, p. 415). We suggest that the term children here can refer to 

any person/student under the age of eighteen or the younger generation. The point is, by 

introducing teachers’ imagined student identity, we can identify how teacher 

professional identity can inform teachers’ hopes for their student’s future and therefore 

inform the knowledge and competencies they intend to transmit to their students. 

Additionally, the world has also become an imagined community, that is, the 

imagined global community where people from different nationalities would work 

cooperatively to reach imagined goals, share resources, and live in peace (Robertson, 

1992; Norton and Kamal, 2003). This fact leads to the spread of English as an 

international language by which people from diverse nations can link to the world at 

large and work together to achieve shared global goals. While this notion can be used to 

explore how ones’ sense of commitment to the global community might impact 

positively on one’s investment in learning the international language of English (Ryan, 

2006), this current study considers otherwise. It assumes that the absence of teachers’ 

sense of obligation to the global community because of their intention to retain cultural 

or national identity can prevent the EIL teaching professionals (as language learners and 

teachers) encouraging their students from investment in learning English. Further, Sayer 

et al. (2019) made the case that the association of English with more dominant 

countries, such as the U.S.A where White nationalism emerges, leads to NNES 

teachers’ dilemmas and challenges due to learners’ resistance in learning English. 

Dilemmas and tensions encountered by NNES teachers are also highlighted in 

the literature on EIL teachers’ professional identity. Regarding their role as an 
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intercultural agency, NNES teachers’ discomfort is evident when they are faced with 

mediating cultural knowledge in their language classes (see Eslamdoost et al., 2019; 

Fichtner & Chapman, 2011; Clemente & Higgins, 2008). NNES teachers in Muslim 

countries feel conflicted since they perceive that the moral codes of English-speaking 

societies contradict the moral codes of Islam and perceive teaching English as a way to 

introduce non-Islamic values (Powell, 2002). Regarding language competence, NNES 

teachers feel they are intellectually inferior to the native English-speaking interlocutor 

(Shuck, 2006). In short, questioning the domination of English over their local culture, 

NNES teachers attempt to teach English without sacrificing their students’ cultural 

identity (Zabetipour, & Baghi, 2015; Elgar, 2011; Otwinowska-Kasztelanic, 2011).  

Hence, involving national and cultural contexts in researching EIL teacher 

professional identity is indispensable because of the significant influence of teachers’ 

cultural affiliations on how they see themselves as cultural beings as well as on their 

approach to teaching foreign language and its cultural aspects (Martel & Wang, 2014). 

For example, for many Muslim teachers in Indonesia, the teaching profession is a part 

of religious devotion; therefore, the teachers cite religion as a reason they entered the 

English teaching profession (Yuwono & Harbon 2010) and as a basis for their 

professional judgements (Qoyyimah et al., 2019). Despite the inclusion of culture and 

religion in schooling, research on the professional identity of English teachers working 

in religious-based schools is lacking. Hence, this study offers insights into how English 

teachers working in Islamic schools view their professional identity and how their 

professional identity informs preferences on what competence and knowledge they 

perceive as useful for their students’ futures. The following section describes the work 

contexts of the teacher participants within the social setting of Indonesia’s national 

educational policies. 
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Context of the study: Policies in English language teaching in Indonesia 

English is taught in Indonesia from Grade 7 to the tertiary level and is considered a core 

subject in Indonesia’s national curriculum alongside Bahasa Indonesia, the nation’s 

official language. Students’ English language abilities are assessed in national exams at 

all junior and senior secondary schools for decades. The inclusion of English in the 

national examination gives some indication of the importance that, currently, is ascribed 

to the subject.  

Persistently, the Indonesian government has initiated developments in the 

English curriculum following the 2004 reforms in the national curriculum to replace the 

1994 version. The most striking feature of this replacement is the change from a 

grammar-translation pedagogy to a communicative approach. The 2004 curriculum was 

conceived as a Competency-based Curriculum (CBC) premised on certain teaching and 

learning assumptions, such as: teaching and learning must benefit learners; learning is 

personal; and competence requires student initiative and flexible processes 

(Kemendiknas, 2011). In addition to CBC, the government introduced values education 

policy in terms of the character education curriculum (CEC). All teachers across 

Indonesia were charged with implementing values education by 2016. The CEC is 

regarded as the effort to cultivate virtues through the educational system (Kristjansson, 

2016). Besides EIL instruction, CEC requires teachers introduce specific values that 

help students think and behave ethically. Hence, teachers need to focus on class 

‘regulative discourse’ (Bernstein, 2000, p.13) to govern value-laden pedagogical 

content and to make the class amenable to teach. Generally, the values in CEC 

programs include concepts such as equality, caring, honesty, kindness, hard work, 

freedom, generosity, resiliency and respect. However, Indonesia’s Ministry of 

Education and Culture (MOEC) stipulated those moral values (although ‘freedom’ and 
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‘equality’ were not included), along with additional values derived from Indonesia’s 

culture, such as ‘religiosity’, ‘politeness’, ‘patriotism’ and ‘social awareness’ 

(Kemendiknas, 2011). The introduction of local values aligns with Smagorinsky and 

Taxel’s (2005) argument that most CEC programmes explicitly endorse the instillation 

of traditional values. This policy requires EIL teachers to select and integrate some of 

these values into classroom activities (Qoyyimah, Singh, Doherty, & Exley, 2019).  

Underpinning the morally-laden CEC is the fact that Indonesia’s educational 

system has a moral national agenda in association with religious values deeply 

embedded in its structure and evidenced in its educational policy.  The Act of the 

Republic of Indonesia, Number 20/2003 on the National Education System Article 2 

point 3, states that national education functions to develop the capability, character, and 

civilisation of the nation for enhancing its intellectual capacity and is aimed at 

developing learners’ potential so that they become faithful and pious to God the 

Almighty (Kemendiknas, 2003; see also Parker, 2014; Leirvik, 2004). 

Considering the strong national and religious values embedded in Indonesia’s 

curriculum, it is of particular interest in this study to learn how teachers working in 

Islamic private schools describe their professional identity, especially when they must 

teach a non-religious subject such as EIL. Their recontextualization of the CBC and 

CEC holds particular interest for the study. Hence, it is appealing to explore how 

English is positioned in Indonesia’s curriculum and to understand the extent to which 

the curriculum informs EIL teachers’ professional identities. 

Positioning English in Indonesia's curriculum  

Curricula in different countries are being reformed for the dual purposes of preparing 

youth to face global competition as well as cultivating and strengthening national 

identities. Yates and Grumet (2011) illustrate how the global flows of information have 
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made many countries internationalise their curricula and have raised nations’ awareness 

of fragile national identities. In this regard, Bernstein’s (2000) pedagogic identities each 

with a distinct bias, focus, and approach to regulating and managing moral, cultural, and 

economic change by educational means are relevant. Pertinent to this study are 

Bernstein’s formulated retrospective pedagogic identities (RIs) and prospective 

pedagogic identities (PIs). The RI is ‘shaped by national religious, cultural, grand 

narratives of the past’ (Bernstein 2000, 66). RI is strong in contexts in which the past is 

threatened by change. RI can be illustrated by the inclusion of religious values or the 

celebration of national citizenship in the curriculum. Alternatively, PI is ‘constructed to 

deal with cultural, economic and technological change’ (Bernstein 2000, 67). This 

identity is reflected in the growing importance of English language as well as 

information and communication technology (ICT) subjects in Indonesia’s national 

curriculum. Because of its increasing prominence as the language of science, trade, and 

commerce, English as an international/global language is taught in Indonesia, as it is in 

many other countries, to enhance the nation’s competitive advantage and global 

participation (see Earls 2016; Gayton, 2016; Widodo, Fang & Elyas, 2020). Scientific 

and business discourses manifest in such a way that the Indonesian state selects and 

prioritises what is considered to be EIL knowledge and the opportunities it presents for 

students’ careers and the nation’s global market. 

Learning from Indonesia’s CBC and CEC, curricular reform in this country also 

has dual goals: to prepare the younger generation to contribute to the nation’s global 

competitiveness and to cultivate the nation’s core values. Inevitably, CEC and CBC 

policies force teachers to align their personal beliefs about what constitutes a good 

teacher with interpretations of good teaching embedded within official policy. The 

state’s policy informs one’s interpretation of what it means to be a good teacher since 
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educational policies are considered mechanisms ‘for changing what it means to be a 

teacher’ (Ball 2003, 217).  

As a result of potential contrasting flux between state policy and teachers’ 

personal belief systems, teachers might be positioned in contradictory behaviours.  If 

their professional identity differs from the approved official pedagogic identity 

challenges arise because the process of policy transition induces a process of 

introjection by teachers. Introjection is the process when one ‘has partly internalised the 

regulation of behaviour, but not truly accepted it as one’s own’ (ten Cate, Kusurkar, & 

Williams, 2011, p.963). Through the process of introjection and internalisation, 

therefore, teachers may fluctuate, fragment, and shift their pedagogic identity positions. 

Official policies are enforced by the state and then translated, interpreted, worked, and 

adjusted accordingly by diverse sets of policy actors at different levels, such as regional 

education boards and educators in schools. In addition to teachers, other actors in 

religion-based schools, such as Catholic education offices for schools affiliated with 

Catholics or Nahdlatul Ulama and Muhammadiyah for schools affiliated with Islam in 

Indonesia, also make decisions in the policy process. 

Private Islamic schools in Indonesia 

Most private schools in Indonesia are established by religiously-affiliated non-

governmental organisations to provide an additional focus on religion that often cannot 

be provided by the public sector (Heyneman & Stern, 2014). In the past ten years, the 

number of private school teachers established by religious organisations has increased. 

In East Java Province, the number of private junior-secondary schools exceeds that of 

public junior-secondary schools, totalling 2,883 schools with 394,993 students 

compared to 1,724 public schools with 859,978 students (Kemendikbud, 2017). Despite 

the higher number of schools, the private sector has fewer enrolled students than does 
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the public sector. 

The imbalance between the number of private schools and the student enrolment 

leads to issues of quality and student motivation. The educational standard of 

performance in Indonesian private schools is typically lower than that in public schools 

(Bangay, 2005). In many cases, private schools are regarded as second-choice schools 

for Indonesian families and are regarded as ‘low-cost’ schools that cater to students 

from low-income families (Heyneman & Stern, 2014; p.4; Stern & Smith, 2016). 

Students’ learning motivation in Indonesia’s private schools is considerably lower than 

that of students in public schools since private schools mostly admit those who have 

been denied admission at public schools (Qoyyimah, 2018; Banggay, 2005).  

In terms of curriculum, private and public sectors should teach the same core 

subjects, as stipulated by the MOEC. In addition to the MOEC’s curriculum, however, 

private schools can offer additional subjects depending on the ideological alignment of 

their stakeholders (Leirvik, 2004). For example, if a private school is owned by an 

Islamic or Christian organisation, more curriculum time may be allocated to religious 

subjects than is allocated in public schools. Therefore, most Islamic private schools tend 

to have longer school days. Afternoon sessions are used to teach religious knowledge 

(Islamic laws and the Arabic language) and to engage in other extra-curricular activities 

to strengthen students’ religious faith.  

Given that private Islamic schools have a greater scope for local preferences 

than do public schools and recruit students with lower-learning motivation, 

investigation regarding the influential factors shaping the professional identity of EIL 

teachers working in Islamic schools addresses the identified gap in research heretofore. 

The following section details the current research design.    
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Research design 

This study was designed as a qualitative inquiry that sought to understand how teachers 

perceive their professional identity. It focused on teachers who worked in the specific 

context of Islamic private schools in Indonesia that are typically different from public 

schools regarding religious affiliation and the characteristics of the student group. To 

invite the teachers to be research participants, Author 1 firstly approached several 

Islamic-school principals in East Java for permission and asked them to nominate EIL 

teachers who had more than ten-year experience. However, only four of the school 

principals approached gave permission and nominated potential teacher participants. 

The teachers were provided an information sheet, a consent form, and time to ask 

questions. The information sheets let potential participants (the English teachers) 

understand the parameters of the study (Kvale & Brinkmann, 2009) and know when, 

where, and how they would be involved (Bartlett & Burton, 2016). About reporting the 

research, Author 1 assured the participants that their privacy was respected, and 

confidentiality was guaranteed and maintained at all stages.  

The data were collected through rigorous methods, including interviews and 

observations (Witzel & Reiter, 2012; Angrosino, 2016). Semi-structured interviews 

with teachers were conducted before and after class observations. Hence, the method of 

Interview-Observation-Interview is used in this study. The first interview explored 

teachers’ educational background, work experiences, and their beliefs about teaching 

professionalism.  Classroom observations were conducted three times with each teacher 

to augment teachers’ explanations in their interviews in conjunction with evidence 

obtained from classroom observations of their teaching behaviours. The fieldnotes from 

the observations were used in this study as points of reflection in follow up semi-



13 

 

 

structured interviews. Hence, the second interview aimed to explore the teachers’ 

thinking behind their observed actions.  

Five EIL teachers working in four different Islamic private schools in East Java 

participated in this study. Pseudonyms were allocated to the research participants. Table 

1 outline the profiles of the teacher participants:  

 

 

 

Table 1. Biographical vignettes of the participants 

Participants Islamic 

Schools 

Notes  

Faishol School 1 47-year-old teacher who graduated with a Bachelor’s degree in 

English Teacher Education and a Master’s degree in Islamic 

Education. He has been working in the current school for 16 years 

and currently also holds a position as the Deputy principal. Having 

a strong Islamic educational background, he also works as the 

mentor for other teachers in learning about Islam.   

Indah* School 2 36-year-old teacher who graduated with a Bachelor’s degree in 

English Teacher Education. She has 12 years of experience as an 

English teacher in the school.  She also holds the deputy principal 

position related to human resource management responsible for 

providing professional development programs for teachers/staff, 

including organising religious gathering/study to boost the teaching 

staff’s knowledge about Islam.  

Suprapto School 2 38-year-old teacher who received two Bachelor’s degrees: Math 

Teacher Education and English Teacher Education. He has 12 years 

of teaching experience as a full-time EFL teacher in the school, but 

he sometimes also teaches Mathematics. In the evening, he provides 

an extra hour for delivering an English course in the school’s 

dormitory. He reported attending public schools when he was 

young, then learning about Islam more intensively in the current 

workplace/organisation.  

Gunarti* School 3 35-year-old teacher who received a Bachelor’s degree in English 

Teacher Education. She has 13 years of teaching experience in the 

school as a full-time teacher. She reported attending state primary 

and high schools when she was a child. She joined the program 

organised by schools to learn more about Islam, as part of teachers’ 

life-long learning. 

Handayani* School 4 37-year-old teacher who graduated with a Bachelor’s degree in 

English Teacher Education. She has 12 years of experience as an 

EFL teacher in the current school. She also works as a part-time 

teacher in another Islamic school for two days in a week. She 

reported attending primary and secondary public schools. She learnt 

more about Islam in the current workplace.  

*female teachers 
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The small number of participants enabled Author 1 to conduct an in-depth 

investigation exploring teachers’ beliefs regarding what it means to be a good teacher. 

With such a small number of research participants, the findings of the study cannot be 

generalised to apply to all teachers working in Islamic schools across Indonesia. 

However, this study is useful for enriching the theory of identity formation in language 

teaching, more particularly EIL teaching in non-Anglophone contexts. It also provides 

initial insight into how educational policies in language teaching should be introduced 

to the teachers in specific working conditions based on the school’s ideology and 

student characteristics. Thus, the ideas leading to policy changes remain central. 

Although the participants were all bilingual to a certain degree, Author 1 chose 

to conduct the interviews in Bahasa Indonesia, as it was the teachers’ first language. 

The interview questions were theoretically driven. That is, in asking the teachers to talk 

in detail about their responsibilities, the interview questions drew on theories of 

professional identity and discourse of good teachers. The questions to explore teachers’ 

perceptions of what it means to be good teachers included: What makes a good teacher? 

and How would you describe your responsibilities as an English teacher?  Meanwhile, 

classroom observations were conducted to see how CEC and CBC were enacted and 

how the teacher interacted with groups of students (Martinez, Taut, & Schaaf, 2016). 

In analysing these qualitative data, the authors conducted an iterative process 

that involved a continual interplay between existing literature and analysis (see Rubin & 

Babbie 2009; Grbich 2007). For that purpose, we performed activities such as coding, 

note-taking, and concept mapping (Rubin & Babbie 2009). Before data collection, the 

codes or concepts obtained from the assembled theories were identified and listed. The 

authors then designed the semi-structured interview questions based on these codes. In 

addition, the authors also used ‘open coding’ (Rubin & Babbie 2009, 312), by which 
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concepts are suggested to apply to our examination and questioning of the data. On 

some occasions, we also coded ‘up’ from data to theory, notably when we identified 

new cases and themes of interest. In this case, we coded for the new concept of teacher 

‘professional priorities’ evidenced in our data as we considered this concept important 

in the analysis. The concept helped us to understand teachers’ accounts of their sense of 

responsibility in their practice. 

Findings and analysis 

This section presents the data analysis addressing the three research questions. The first 

subsection presents how EIL teachers working in religion-based schools in Indonesia 

described their professional identity. The second subsection discussed the aspects that 

contributed to the teachers’ professional identity. The third subsection presents the 

competences and knowledge the teachers intended to transfer to students.  

Teachers’ professional identity and the competencies to embrace   

As described in the literature review, professional identity reflects teacher conception of 

what makes a good teacher, including teachers’ thinking on what responsibilities and 

competencies they need to present to others. The following extracts exemplify teachers’ 

individual beliefs about what it means to be a good teacher.  

Excerpt 1 

A good teacher is a teacher who understands her students … I want to be very 

close to students so that they can discuss their problems freely without feeling 

embarrassed. Then, with such a close relationship, I can guide them. I can teach 

them many things, including giving them instructions on performing prayers. 

(Gunarti) 

 

Excerpt 2 

A good teacher understands students. She can become friends or act as a parent to 

their students who always helps students to solve the problems they face. A good 
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teacher considers his/her students’ psychological development. I mean assisting 

when they are depressed. … (Indah) 

 

Excerpt 3 

A good teacher should be the role model for his students. If a teacher has good 

character and is responsible, their students will copy his good behaviour and 

respect him (Faishol)  

The excerpts above collectively define a good teacher as one who is a friend and 

caregiver to students with the ability to help them solve their general problems. 

Professional identity, to these teachers, links to understanding students, addressing 

students’ psychological needs and developing students’ religiosity and character. 

Notably, none of the teachers mentioned competencies drawn in the TESOL literature 

such as communicative and intercultural competences as part of professionalism. Such a 

conception of professional identity that focuses merely on their competencies as 

caregivers rather than focusing on developing students’ language and intercultural 

competencies is not without reason. As described in the literature review, professional 

identity is socially constructed in which many aspects such as social, cultural, and 

political contexts are interwoven (Gayton, 2016; Butcholtz & Hall, 2000; Norton & 

Toohey, 2011). School values, students’ characteristics, and national or regional values 

inform teachers’ professional identity (Marom, 2017; Olsen 2016) and teachers’ 

expectations for their own and their students’ futures (Norton & Toohey, 2011; Clarke, 

2009). Likewise, the below subsections describe and analyse the contextual aspects 

influencing the professional identity of the teacher participants and their imagined 

student identity.  
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Aspects contributing to the professional identity of EIL teachers working in 

Indonesia’s Islamic schools 

This section elaborates on the contributing factors to teachers’ conceptions of their 

professional identity. These include students’ behaviour, the national education policy, 

and the cultural context of Islamic values. 

Students’ disruptive behaviour   

Disruptive behaviour is defined here as an activity that interrupts the learning process. 

Based on data generated from interviews and observations, the participant teachers 

reported tensions embedded in contextual constraints caused by students’ disruptive 

behaviour. Contextual constraints are evidenced in the interview script below:  

Excerpt 4 

A good teacher can help and assist her students. She will help her students solve 

their problems. There are many problematic students in this school; I mean, many 

students have family problems in private schools. To me, a good teacher should 

become a parent to her students. (Handayani) 

Like Indah and Gunarti, Handayani considered her role to be that of a teacher 

whose responsibility is attached to parentship. Her professional identity resulted from 

her negotiation with the class condition, noting that the typical students in her school 

were problematic and had family issues. The fieldnote capturing how teachers working 

in Indonesia’s private schools became frustrated with disruptive classes can also be seen 

in Faishol’s class below. 

Vignette 1 

Day 1: Faishol: Class observation 1: Lesson content: Composition of recount texts. 

Faihol started the class by reciting the Al Fatihah of Holy Qur’an. He then 

explained the generic structure and language features of the recount genre. After 

that, he asked his students to compose a recount text. During the class session, he 
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encountered troubling episodes by which teaching/learning activities were 

interrupted. He confronted five different types of disruptive student behaviour, 

such as yelling, uncooperativeness, and loitering, that made him stop giving 

instructions. Consequently, he was busy reprimanding the class. He reminds 

students to sit properly and act politely: Otherwise, he punished them. Finally, he 

asked two students to leave the class for being disruptive. 

Faishol faced great difficulties in regulating the classes. He attempted to solve 

the problems by giving reprimands and punishing the students when encountering 

difficult situations. Faishol’s class is typical of English classes in Indonesia’s private 

schools since the classes are dominated by students with lower learning motivation 

(Bangay, 2005) and with disruptive behaviour (see also Excerpt 4 and the following 

Vignette 2). The observed classes were interrupted by disruptive students, 

confrontations, disorientation, and problematic ‘liminal periods’ (Lemke 1997, 45) 

when the class shifted from one activity to another and required direction to stay 

focused. 

National educational policy of values education 

Literature has identified educational policy as a major influence on teachers’ 

professional identity construction. The concept of professional identity can be used to 

understand how teachers think they should respond the educational policy (Gayton, 

2016; Ball, 2003). Likewise, this study indicates that the national curriculum, to a 

certain degree, informed the participants’ professional identity. The participant teachers 

used the CEC policy to disclose their methods both in shaping students’ identity in 

accordance with national culture and in addressing students’ misbehaviour.  The 

excerpts below support this claim. 

Excerpt 5 
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I am happy with CEC, especially when I found my students are mutinous and not 

honest; for example, when I asked them not to open their laptop, they start using 

their laptops instead of obeying me, and then they cheated in the exams 

(Handayani) 

  

Excerpt 6  

I really agree with CEC that requires teachers’ concern on students’ moral 

development… and, I personally feel deepest in my heart that teaching English is 

not my priority. Instead, developing students’ morality is my priority. I believe, if 

students’ character/behaviour is good, their English competence will follow later. 

(Faishol) 

  

Excerpt 7 

With CEC, teachers are supposed not merely to focus on the subject they teach, but 

they are the model for students to build their character. Basically, I think the role of 

teachers should be like that [as character builder] (Suprapto) 

 

Handayani, Suprapto and Faishol were concerned with the broader moral 

responsibility that coheres with the intent of CEC policy. They highlighted their primary 

role as a moral guardian who assist the student to build character. However, the teachers 

did not report any responsibility outlined in Indonesia’s CBC policy that stipulates a 

teacher’s role as one of reinforcing students’ language competencies (see also excerpts 

1, 2, 3, and 4).  Likewise, teachers did not report on how they should equip themselves 

with language and intercultural competences (Sercu, 2006) and pedagogic content 

knowledge (PCK) (Richards, 2010) as recommended by the CBC policy.  

The cultural context of Islamic values 

In addition to enriching students’ characters via the values encouraged in the CEC, 

aiding in students’ religiosity was considered important for the participant teachers. 

Cultivating Islamic values is part of the mission of Indonesian Islamic school 
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organisations (Leirvik, 2004) and a reason for Indonesian teachers to enter the 

profession (Yuwono & Harbon, 2010). This current study makes the case that teachers 

in Islamic schools demonstrate their intention to teach religiosity.  Teachers considered 

developing students’ religious competency as their professional priority as confirmed, 

for example, in Excerpt 1 (Gunarti) and replicated by Indah (Excerpt 8). 

Excerpt 8 

Since this is a religious school, students are taught to get closer to the Almighty … 

In my classes, I always remind students to perform prayer and to respect older 

people. Prayer to God is important ritual for students to enable them to control their 

conduct (Indah). 

There are at least two values of Islam introduced by Indah in her EIL classes: 

respect for others; and religiosity. One of the most imperative values to be nurtured in 

Islamic teachings is that of respecting older people such as parent and teachers (Khan, 

Farooq & Hussain, 2010). Furthermore, Indah suggested that religious ritual can be a 

therapy for students in developing and controlling their behaviour. Islamic religion 

encroachment into EIL teaching is validated by Suprapto as he attempted to teach 

Islamic values in his EIL classes. He used any teachable moment possible to remind 

students of the importance of religion for life (Vignette 2).   

Vignette 2 

Day 2, class observation 2: Lesson content: Composition of descriptive texts.  

Suprapto began his classes by articulating the objectives of teaching and learning 

and introducing the list of values such as respect, responsibility, and 

trustworthiness. After explaining the generic structure and the language features of 

descriptive texts, Suprapto gave the class an example of ‘describing a person’. In 

the text, he described a woman who loves to read the Holy Quran. He also often 

gave opportunistic speeches about the importance of ‘religiosity’ when a teachable 

moment arose. After finishing his explanation, he grouped students into threes and 

asked each group to compose a description text. However, the students started to 
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wander around, made noises, and some left the class for the toilet. He shouted to 

students many times, asking them to focus on their work. 

Capturing this specific moment, Author 1 asked about Suprapto’s thinking 

behind the strategies that he used in the class:   

Excerpt 9 

Author 1: In the observed class, I saw you providing a descriptive text by which 

you modelled a woman who loves to read the Holy Qur’an. What is your thinking 

behind this?  

Suprapto: I made the text on purpose. My purpose is that students will copy the 

actor I described in the text: one who loves reciting Quran and loves going to 

Masjid [place for prayer]. Also, I want to remind my students about how deep their 

mother’s love is. It is important for them always to remember this, because as we 

know, teenagers often fight with their mother. As Muslims, we believe that heaven 

is under our mother’s feet. They should know to revere their parents. I want them 

to bear this in mind. 

Like Indah, Suprapto described how he introduced religiosity through EIL 

classes. He prepared teaching materials for his EIL classes that both contained and 

promoted the values of Islam. He also believes that modelling the value of Islam 

through teaching materials enabled him to nurture Islamic values in his students. In the 

specified lesson (Vignette 2) the Islamic values of respect for older people and 

persistence in conducting ritual activities were intentionally taught.  Furthermore, EIL 

teachers’ beliefs regarding the importance of introducing Islamic values is precedented 

by professional development programs where Islamic religious values are introduced 

consistently to teachers (Table 1). The next section describes how Islamic values can 

lead to EIL teachers’ tension.   
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The intended competence and knowledge to transfer to shape ‘imagined student 

identity’ 

Thus far, this paper has demonstrated teachers’ attention to the incorporation of 

religious values into EIL classes (excerpts 1, 8, 9 and Vignettes 1, 2).  Contrasting with 

the apparent utopian integration of religiosity and curriculum requirements, this section 

considers the dilemmas EIL teachers might experience when faced with curriculum 

demands as opposed to their strong religious commitment.  

Faishol described his priorities on developing students’ religiosity and 

spirituality, suggesting that EIL is a morally compromised and unimportant subject for 

students’ futures. By Faishol’s account, he did not endorse the discipline that he taught 

since he perceived EIL to be related merely to the material dimension rather than the 

spiritual dimension. 

Excerpt 10 

… For me, English is merely related to the material world. English has less effect 

on the students’ future. Teaching good character, however, will benefit students’ 

life in the future... My mission is not to make them clever in English because it is 

such a materialistic dimension. Such a materialistic dimension can be learned by 

themselves later when they are grown up. However, spirituality and religiosity 

must be first prioritised and cultivated from childhood. (Faishol)  

The distinction between the spiritual and material dimensions is strong in the 

Muslim community. In Islam, the ‘spiritual dimension is always powerful’ and loftier 

than the material dimension (Dhaouadi,1993,157). Faishol’s invocation of this binary 

indicates how his religious beliefs informed his professional priorities. He considers 

English to be related only to the material dimension, suggesting that he perceived his 

teaching in EIL classes to be mere compliance. 
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Additionally, teachers’ strong bonding on their national and cultural identities, 

while having less connection to the target culture, also leads to questions regarding what 

knowledge and competence the teachers intended to transfer to their students. Suprapto 

and Faishol explained their true intentions as follows: 

Excerpt 11 

For me, students would be better off learning Arabic or local languages. English is 

not important to teach. It represents the colonisation of our nation. I think it is 

embarrassing when I found that students are truly proud to speak English, while at 

the same time, they could not even understand the Javanese language. Although I 

am an English teacher, I think this (teaching English) is the wrong way to build 

character. ... then, why should I teach students English if they can learn English by 

themselves through the internet? … When my students asked me why I teach 

English, I just replied, ‘To get money!’ {laughs}... (Suprapto)  

  

Excerpt 12 

I feel sad whenever I find that my students speak to their teachers with poor 

Javanese, our local language. As we know that speaking bad Javanese is impolite 

conduct in our culture. To me, if I focus on teaching English only, I feel pointless. 

(Faishol)  

Suprapto and Faishol were concerned more with students’ competency in using 

local language than in using English. Their reports indicated a deep conflict between 

what they taught and what they thought they should be teaching. For them, EIL is a 

morally compromised subject, which in some ways undermined their role as 

transmitters and preservers of tradition, including the Javanese language. Notably, 

Suprapto deemed EIL teaching a part of colonialisation. He also considered the Arabic 

language more important to learn than English. Rather than perceiving the Arabic 

language as part of Arab colonisation to their cultural origin, this teacher suggests 

Arabic represents their religious identity. For most Muslims in Indonesia, Arabic is the 

language of the Holy Qur’an (Rafiq, 2014).  
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Discussion  

The findings of this study extend the theorisation as well as our understanding of EIL 

teachers’ professional identity development. Previous studies defined professional 

identity as teachers’ perception of their professional roles, indicating that it is relative 

to contextual conditions (e.g., Han, 2016; Abednia, 2012; Broadfoot et al.,1988; 

Gayton, 2016; Pennington & Richard, 2016). This current study further elaborates that 

school religious affiliation and students’ characteristics shape teachers’ professional 

identity, including the teachers’ beliefs about what makes a good teacher (Marom, 

2017; Olsen 2016) and what they expect for their students’ futures.  

EIL teachers working in Indonesia’s private Islamic schools viewed their 

professional identity as teachers who could assist students in developing students’ 

behaviour and religiosity at the expense of the teachers’ responsibility to develop 

students’ EIL competence. Such professional priority arises as a result of teachers’ 

experience with Indonesia’s educational policies, school values and disruptive classes. 

Students’ disruptive behaviour and low motivation (see also Bangay, 2005) caused the 

participant teachers to consider assisting students in solving family problems and 

rectifying behavioural problems as a major part of their professional roles. In other 

words, students’ problematic and disruptive behaviour provokes the thinking behind 

teachers’ decision to focus on behavioural and psychological developments. These 

teachers are more likely to orient towards caring in order to help their students address 

family problems and inspire pupils to make a difference in their lives. This finding 

aligns with those of other studies (such as Broadfoot et al., 1988; Verkuyten, 2002) 

where students’ characteristics also contribute to teacher professional identity in terms 

of their beliefs regarding their roles as caregivers and guides in loco parentis. 
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It also can be concluded that, given that the teachers in this study encountered 

disruptive classes with poorly motivated students, they used the CEC policy to disclose 

their methods to address students’ misbehaviour to reveal their professional identity. 

This phenomenon can be explained according to Bernstein’s (2000) premise that 

teachers’ abilities to regulate their classes are a prerequisite for core knowledge transfer. 

Conversely, when the EIL teachers felt they had problems establishing a classroom 

atmosphere conducive to the development of students’ communicative competence, 

they were unable to progress with their English language instruction (see vignettes 1 

and 2).  

Teachers’ professional identity then informs their curriculum 

recontextualisation, involving the process of introjection (ten Cate et al., 2011), by 

which teachers fluctuate and shift official pedagogic identity positions. In this case, the 

teachers inevitably feel conflicted in enacting CBC policy in their classes. While these 

teachers suggest their agreement to CEC, they hardly reported their experience in 

recontextualising the CBC policy on EIL teaching. Rather than equipping themselves 

with pedagogic and content knowledge (Richards, 2010) related to EIL as amended by 

the CBC policy, they mentioned that it was merely professional obligation that drove 

them to teach English (excerpts 10, 11 & 12).  

Teachers’ preferences to address CEC only, to some extent, contradict the fact 

that the Indonesian government embraces both prospective and retrospective identities 

(Bernstein, 2000) in the forms of the CBC and CEC respectively. The government 

requires that EIL instruction prepares students for future careers for global 

competitiveness and to prepare students to be good citizens (see Yates & Grumet, 

2011). However, despite the extension of the teacher’s role to include two different 

responsibilities as specified by the CBC and CEC policies, the Islamic school teachers 
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highlighted developing students’ morality and religiosity as their professional priority, 

since they projected their students to be more religious and respecting of local culture 

than to be properly prepared for their nation’s global competitiveness.  

Regarding NNES teachers’ dilemmas in English language teaching, this study’s 

results to some extent confirm those of previous studies (e.g., Eslamdoost, et al. 2019; 

Elgar, 2011; Fichtner & Chapman, 2011; Clemente & Higgins, 2008; Otwinowska-

Kasztelanic, 2011; Ortaçtepe, 2015). We found that the participant teachers did not 

endorse the facilitation of learners’ exposure to the target culture if they deemed the 

target culture contradicted their home culture. Moreover, EIL teachers working in 

Islamic schools can feel compromised by teaching other people’s language, especially 

when they prioritise developing students’ religiosity and nationality (e.g., Indah, 

Gunarti, Suprapto and Faishol). Teacher participants reported some dilemmas with EIL 

as a subject because, in their view, EIL did not align with their agenda in educating 

students to become good Indonesian Muslims. Teachers’ tensions, as recounted by 

participants, are reflected in some postcolonial literature identifying Muslim teachers’ 

dilemmas since teachers regard EIL teaching as introducing non-Islamic values and 

capitalism (see Powell, 2002; Christian, 2011).  

 Compared to the previous studies, this research further demonstrates that 

teachers’ professional identity informs teachers’ hopes/ambition for their students’ 

futures or teachers’ imagined student identity. Teachers’ professional identity was 

intertwined significantly with their perspectives and shaped their imagined student 

identity, in this study, as good Indonesian Muslims. The way teachers project their 

students’ imagined identity will inform teachers’ decisions in prioritising the knowledge 

or competence they want to transfer to their students. Hence, teachers’ priorities may 

lead to pedagogical problems. For example, when teacher participants consider EIL a 
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morally compromised subject—which in some ways undermined their role as 

transmitters and preservers of tradition—they do not admit students’ English 

development as the goal in EIL teaching. Additionally, such an approach by which EIL 

teachers tend to embrace responsibilities to develop students’ behaviour and religiosity 

–while being less concerned about their responsibilities to enhance students’ core 

competence–does not appear to be effective in language teaching. The teachers 

accordingly do not define EIL teaching and intercultural competencies as parts of their 

professional identity. 

Conclusion  

This study emphasises the importance of context in understanding EIL teachers’ 

conceptions of professional identity. Educational policy, difficult class conditions, deep 

religious values of schools and teachers’ concerns for the loss of national and cultural 

identities lead to the EIL teachers’ perception of professional identity. The participant 

teachers considered their professional identity to be more focused on that of caregiver 

and moral guardian rather than as an English teacher. This study also demonstrates that 

teachers’ professional identity informs teachers’ aspirations to project students’ future 

or teachers’ imagined student identity, including the knowledge or competence they 

thought important to transfer to their students. 

Hence, the government’s and teachers’ agendas were mismatched since the 

teacher participants did not define student language competence as their goal. Such a 

tendency does not appear to be an effective trait for EIL teaching. Therefore, 

approaches to assist EIL teachers in developing curriculum and cultural knowledge need 

to be undertaken. Such assistance would ensure the philosophy underpinning 

educational policies in EIL that reflects prospective identity in national curriculum 

remains central. 



28 

 

 

References: 

Abednia, A. (2012). Teachers’ professional identity: Contributions of a critical EFL 

teacher education course in Iran. Teaching and Teacher Education, 28(5), 706-

717.  

Anderson, B. (1991). Imagined communities: Reflections on the origin and spread of 

nationalism. New York: Verso. 

Angrosino, M. V. (2016). Naturalistic observation. Routledge.  

Ball, S. J. (2003). The Teacher’s Soul and the Terrors of Performativity. Journal of 

Education Policy, 18(2), 215-228.  

Bangay, C. (2005). Private education: relevant or redundant? Private education, 

decentralisatiaon and national provision in Indonesia. Compare: A Journal of 

Comparative and International Education, 35(2), 167-179. 

Bartlett, S., & Burton, D. (2016). Introduction to education studies. Sage.  

Bernstein, B. (2000). Pedagogy, Symbolic Control, and Identity: Theory, Research, 

Critique. London: Taylor & Francis  

Broadfoot, P., Osborn, M., Gilly, M., & Paillet, A. (1988). What professional 

responsibility means to teachers: National contexts and classroom constants. 

British Journal of Sociology of Education 9(3): 265-287. 

Butcholtz, M., & Hall, K. (2005). Identity and interaction: A sociocultural linguistic 

approach. Discourse Studies, 7, 584–614. 

Christian, D. (2011). Dual language education. In Hinkel, E. (Ed.), Handbook of 

Research in Second Language Teaching and Learning (pp. 3-20).  New York: 

Routledge 

Clarke, M. (2009). The ethico‐politics of teacher identity. Educational Philosophy and 

Theory, 41(2), 185-200. 

Clemente, A. M. & Higgins, M. (2008). Performing English with a postcolonial accent: 

Ethnographic narratives. Tufnell Press 

Dhaouadi, M. (1993). Reflections into the Spirit of the Islamic Corpus of Knowledge 

and the Rise of new Sciences. American Journal of Islamic Social Sciences 

10(2), 153-164. 

Earls, C. W. (2016). Evolving Agendas in European English-Medium Higher Education. 

London:  Palgrave Macmillan 



29 

 

 

Elgar, A. G. (2011). Culture Through Literature in Foreign Language Teaching. In J. 

Arabski, (Ed.), Aspects of culture in second language acquisition and foreign 

language learning (pp. 139–147). Berlin, Germany: Springer  

Eslamdoost, S., King, K. A., & Tajeddin, Z. (2019). Professional Identity Conflict and 

(Re) Construction among English Teachers in Iran. Journal of Language, 

Identity & Education, 1-15. 

Fichtner, F., & Chapman, K. (2011). The cultural identities of foreign language 

teachers. L2 Journal, 3(1). 

Gayton, A. M. (2016). Perceptions About the Dominance of English as a Global 

Language: Impact on Foreign-Language Teachers’ Professional Identity. 

Journal of Language, Identity & Education 15(4), 230-244.  

Grbich, C. (2012). Qualitative Data Analysis (2nd ed.). Thousand Oaks: Sage  

Han, I. (2016). (Re) conceptualisation of ELT professionals: academic high school 

English teachers’ professional identity in Korea. Teachers and Teaching, 22(5), 

586-609.  

Heyneman, S. P., & Stern, J. M. (2014). Low cost private schools for the poor: What 

public policy is appropriate? International Journal of Educational Development, 

35, 3-15. 

Kemendiknas. (2003). Act of the Republic Indonesia on National Education System, 

Number 20, 2003 C.F.R. Retrieved from 

https://planipolis.iiep.unesco.org/sites/planipolis/files/ressources/indonesia_educ

ation_act.pdf 

Kemendikbud. (2011). Kurikulum Berbasis Kompetensi [Handbook for Competency-

based Curriculum]. Jakarta: Puskurbuk Retrieved from 

http://repository.kemendikbud.go.id/631 

Kemendiknas. (2011). Pedoman Pelaksanaan Pendidikan Karakter [Handbook for 

character education]. Jakarta: Puskurbuk Retrieved from 

http://pendikankarakter.dikti.go.id. 

Kemendikbud. 2017. “Pusat Data dan Statistik Pendidikan.” [Data Center and 

Educational Statistic]. Accessed from 

http://www.pdsp.kemdiknas.go.id/Pages/DaftarStatistikPendidikan.aspx 

Khan, B., Farooq, A., & Hussain, Z. (2010). Human resource management: an Islamic 

perspective. Asia-Pacific Journal of Business Administration. 

https://planipolis.iiep.unesco.org/sites/planipolis/files/ressources/indonesia_education_act.pdf
https://planipolis.iiep.unesco.org/sites/planipolis/files/ressources/indonesia_education_act.pdf
http://repository.kemendikbud.go.id/631
http://pendikankarakter.dikti.go.id/
http://pendikankarakter.dikti.go.id/
http://pendikankarakter.dikti.go.id/
http://pendikankarakter.dikti.go.id/
http://pendikankarakter.dikti.go.id/
http://pendikankarakter.dikti.go.id/
http://pendikankarakter.dikti.go.id/
http://pendikankarakter.dikti.go.id/
http://pendikankarakter.dikti.go.id/


30 

 

 

Kristjansson, K. (2016). Flourishing as the aim of education: Towards an 

extended,‘enchanted’Aristotelian account. Oxford Review of Education, 42(6), 

707-720. 

Kvale, S., & Brinkmann, S. (2009). Interviews: Learning the craft of qualitative 

research interviewing. Sage.  

Leirvik, O. (2004). Religious education, communal identity and national politics in the 

Muslim world. British Journal of Religious Education, 26(3), 223-236.  

Lemke, J. L. (1993). Talking science: Language, Learning, and Values. New Jersey: 

Ablex   

Marom, L. (2017). Eastern/western conceptions of the ‘Good Teacher' and the 

construction of difference in teacher education. Asia-Pacific Journal of Teacher 

Education 46(2),167-182.  

Martel, J., & Wang, A. (2014). Language teacher identity. In Bigelow, M., & Ennser-

Kananen, J. (Eds.), The Routledge handbook of educational linguistics. 

Routledge 

Martinez, F., Taut, S., & Schaaf, K. (2016). Classroom observation for evaluating and 

improving teaching: An international perspective. Studies in Educational 

Evaluation, 49(1), 5-29.  

McDonough, J. (2002). The teacher as language learner: worlds of difference?. ELT 

Journal, 56(4), 404-411.  

Menard–warwick, J. (2009). The cultural and intercultural identities of transnational 

English teachers: Two case studies from the Americas. TESOL quarterly, 42(4), 

617-640.  

Norton, B., & Toohey, K. (2011). Identity, language learning, and social 

change. Language teaching, 44(4), 412-446.  

Norton, B., & Kamal, F. (2003). The imagined communities of English language 

learners in a Pakistani school. Journal of language, identity, and education, 2(4), 

301-317. 

Olsen, B. (2016). Teaching for Success: Developing Your Teacher Identity in Today's 

Classroom. Boulder, CO: Paradigm 

Ortaçtepe, D. (2015). EFL teachers’ identity (re)construction as teachers of intercultural 

competence: A language socialization approach. Journal of Language, Identity 

& Education 14(2), 96-112.   



31 

 

 

Oranje, J., & Smith, L. F. (2018). Language teacher cognitions and intercultural 

language teaching: The New Zealand perspective. Language Teaching 

Research, 22(3), 310-329. 

Otwinowska-Kasztelanic, A. (2011). Do we need to teach culture and how much culture 

do we need?. In Aspects of culture in second language acquisition and foreign 

language learning (pp. 35-48). Springer, Berlin, Heidelberg. 

Parker, L. (2014). Religious education for peaceful coexistence in Indonesia?. South 

East Asia Research, 22(4), 487-504. 

Pennington, M. C. (2014). Teacher identity in TESOL: A frames perspective. In YL 

Cheung, SB Said, & K.Park (Eds.), Advances and current trends in language 

teacher identity research. pp. 16-30. Routledge.  

Pennington, M. C., & Richards, J. C. (2016). Teacher identity in language teaching: 

Integrating personal, contextual, and professional factors. RELC journal, 47(1), 

5-23. 

Powell, R. (2002). Language planning and the British Empire: Comparing Pakistan, 

Malaysia and Kenya. Current Issues in Language Planning, 3(3), 205-279.  

Qoyyimah, U., Singh, P., Doherty, C., & Exley, B. (2019). Teachers’ professional 

judgement when recontextualising Indonesia’s official curriculum to their 

contexts. Pedagogy, Culture & Society, 1-21. 

Qoyyimah, U. (2018). Policy Implementation within the Frame of School-based 

Curriculum: A Comparison of Public School and Islamic Private School 

Teachers in East Java, Indonesia. Compare: A Journal of Comparative and 

International Education, 48 (4), 571-589.  

Rafiq, A. (2014). The Reception of the Qur'an in Indonesia: A Case Study of the Place 

of the Qur'an in a Non-Arabic Speaking Community. [Unpublished doctoral 

thesis]. Temple University.  

Richards, J. C. (2010). Competence and performance in language teaching. RELC 

journal, 41(2), 101-122. 

Robertson, R. (1992). Globalization: Social theory and global culture. London: Sage. 

Rubin, A., & Babbie, E. R. (2016). Empowerment series: Research methods for social 

work. Cengage Learning.  

Ryan, S. (2006). Language learning motivation within the context of globalisation: An 

L2 self within an imagined global community. Critical inquiry in language 

studies: An international Journal, 3(1), 23-45. 



32 

 

 

Sayer, P., Martínez‐Prieto, D., & de la Cruz, B. C. (2019). Discourses of White 

Nationalism and Xenophobia in the United States and Their Effect on TESOL 

Professionals in Mexico. TESOL Quarterly, 53(3), 835-844. 

Sercu, L. (2006). The foreign language and intercultural competence teacher: The 

acquisition of a new professional identity. Intercultural Education, 17(1), 55–72.  

Shuck, G. (2006). Racializing the nonnative English speaker. Journal of Language, 

Identity and Education 5(4), 259–276.  

Smagorinsky, P., & Taxel, J. (2005). The discourse of character education: Culture 

wars in the classroom. London: Lawrence Erlbaum. 

Stern, J. M., & Smith, T. M. (2016). Private secondary schools in Indonesia: What is 

driving the demand?. International Journal of Educational Development, 46, 1-

11. doi.org/10.1016/j.ijedudev.2015.11.002 

ten Cate, O. T. J., Kusurkar, R. A., & Williams, G. C. (2011). How self-determination 

theory can assist our understanding of the teaching and learning processes in 

medical education. Medical teacher, 33(12), 961-973. 

Verkuyten, M. (2002). Making teachers accountable for students’ disruptive classroom 

behaviour. British Journal of Sociology of Education, 23(1), 107-122. 

Widodo, H. P., Fang, F., & Elyas, T. (2020). The construction of language teacher 

professional identity in the Global Englishes territory:‘we are legitimate 

language teachers’. Asian Englishes, 1-8.  

Witzel, A., & Reiter, H. (2012). The problem-centred interview. Sage.  

Yates, L., & Grumet, M. (Eds.). (2011). Curriculum in today's world: Configuring 

knowledge, identities, work and politics. New York: Taylor & Francis. 

Yuwono, G.  I., & Harbon, L.(2010). English teacher professionalism and professional 

development: Some common issues in Indonesia. The Asian EFL Journal 

Quarterly, 12(3),145-163. 

Zabetipour, M., & Baghi, B. A.(2015). The impact of EFL teachers’ years of experience 

on their cultural identity. Theory and Practice in Language Studies, 5(2), 330-

335. 

 

 

 

https://doi.org/10.1016/j.ijedudev.2015.11.002

