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Abstract 

Chinese kindergarten teachers are gradually changing their understandings of teaching 

and learning. The changes in understandings are due to the implementation of education 

reform, which is a contributing factor in the adoption of western pedagogy in China. This 

study focuses on teachers’ understandings and implementation of western pedagogy in both 

public and private kindergartens in China. Specifically, it examines the theory of multiple 

intelligences (MI theory), looking at the ways kindergarten teachers understand and approach 

the theory. The Interconnected Model of Professional Growth (IMPG), which consists of four 

domains (external domain, personal domain, domain of practice, domain of consequence), 

provides an analytical framework. Through the mediating process of reflection or enaction 

between domains, findings of teachers’ understandings and implementation of MI theory 

demonstrated the change of teachers in understandings or practices. 

A qualitative case study was selected as the research approach to generate an in-depth 

understanding of the topic in the study. There were seven participants in total. Four teachers 

were from a public kindergarten while the other three were from a private kindergarten. The 

data of semi-structured interviews illustrated the teachers’ understandings of MI theory, and 

their report on MI theory in practice. Observations of the research sites and teaching practices 

of the teachers were conducted. These data were used to understand the context and facilitate 

teachers’ reflective thinking during the post-observation interviews. Also, documents were 

collected to provide further information about the Chinese education policy, the research sites, 

and the teachers’ teaching. Evidence from the three sources was analysed and categorised into 

different themes attached to each domain of the analytical framework.  

The findings revealed that all the teachers’ understandings of MI theory were based on 

their existing notions of teaching, which reflected what is advocated by education policies in 

China. An unexpected finding was that children’s intelligences were clearly identified by the 

teachers in the public kindergarten, but not for the teachers in the private kindergarten, who 

used an MI-based textbook in the domain of practice. However, there is a similar finding of 

teacher change in understandings in the two kindergartens. This thesis argues that the 

introduction of new educational theories or approaches should be grounded in teachers’ 

practices and the context in which their teaching will be embedded to facilitate teacher change 

both in understandings and practices. 
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Introduction  

Education reform in China has brought much attention to teachers as the 

role who are responsible for carrying out new curriculum. The requirements of 

this education reform challenge teachers in respect to their understandings of 

curriculum and pedagogy, and teachers are expected to make change (Cao & Lu, 

2003). Given that, the present study seeks to investigate kindergarten teachers’ 

understandings and implementation of western educational pedagogy, which 

became prevalent due to the education reform in China. In particular, MI theory is 

selected as an example of western pedagogy to examine teacher change in this 

study. 

This chapter begins with a brief introduction of MI theory to provide an 

overview of the theory. Because it is the focus of the study and is rooted in an 

American context, this thesis then summarises how MI theory fits within a 

Chinese context from a historical, political, and cultural perspective. Having 

justified its compatibility with the Chinese context, this thesis provides rationale 

for the selection of MI theory and the focus of the study. What follows is 

description of the context to provide a background overview, including an 

introduction to early childhood education in China, and changes in kindergarten 

curriculum and pedagogy as a result of education reform. The chapter then 

provides a statement of the purpose of the study. Lastly, the structure of the thesis 

is presented. 

Theory of Multiple Intelligences 

The theory of multiple intelligences was proposed by Gardner in his book 

Frames of Mind in 1983. His contribution lies in evolving the understanding of 

intelligence. Prior to Gardner, intelligence had been restricted as a single entity, 

assessed through intelligence tests such as IQ score, but now it is recognised from 

a multifaceted perspective. Gardner (1993) defined intelligence as “the ability to 

solve problems or fashion products that are of consequence in a particular cultural 

setting or community” (p. 15). He further explained the definition: 

The problem-solving skill allows one to approach a situation in which a 

goal is to be obtained and to locate the appropriate route to that goal. The 
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creation of a cultural product is crucial to such functions as capturing and 

transmitting knowledge or expressing one’s views or feelings. (p. 15) 

Currently, there are eight identified intelligences of the theory. MI theory 

originally included seven intelligences when the theory was proposed: linguistic, 

musical, logical-mathematical, spatial, bodily-kinaesthetic, interpersonal, and 

intrapersonal intelligence (Gardner, 1983). Naturalist intelligence was identified 

as an additional intelligence in 1999. Gardner (2006) believed intelligences were 

independent of one another to a significant extent, which meant a high level of 

ability in one intelligence did not require a similar level in another intelligence. 

Also, he considered individuals as a collection of several intelligences. 

Consequently, each individual has a distinct combination of intelligences, which is 

used to solve problems or create products. Take an example from Gardner, like 

dancing, which required skills in bodily-kinaesthetic, spatial, music, and 

interpersonal intelligences to various degrees.  

Theory of Multiple Intelligences in China 

This section focuses on the historical, political, and cultural context of MI 

theory in China to understand why and how the theory was introduced and 

accepted. A historical background of MI theory is discussed first, to demonstrate 

its entry into China. Next, the thesis refers the political context of the theory, 

which accompanied education reform in China. What follows is the connection 

between MI theory and traditional Chinese culture, which justifies the theory in 

China from a cultural perspective. 

Historical context. The history of adopting educational pedagogies from 

abroad traces back to the foundation of the first kindergarten in China in 1903, 

which was based on the system of kindergarten education in Japan. Following 

that, the influence of western educators including Froebel, Montessori, and Dewey 

increased (Fees, Hoover, & Zheng, 2014). The same thing happened with the 

open-door policy in 1978. Although the open-door policy was initiated to promote 

economic reform by opening the door of China to the world, “Changes in the 

economy brought new demands and resources to kindergarten education” (Wang 

& Mao, 1996, p. 149). In addition to kindergarten education, the policy also had 

an impact on other levels of education. This influence was evident in Deng 
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Xiaoping’s inscription for a school in relation to the developmental orientation of 

education, which should be towards modernisation, globalisation, and the future. 

Along with the globalisation orientation, Chinese educators started to 

search internationally for educational theories or approaches that would be 

applicable in China (Fees, et al., 2014; Pan & Liu, 2008). Li and Chen (2017) 

explained that the adoption or adaptation of curriculum and philosophies from 

other countries was China’s response to the complicated interaction between local 

culture and forces of globalisation. In the field of early childhood, explicitly, 

many western pedagogies or approaches were imported. One of these western 

pedagogies is MI theory, which is the focus of this study. 

In 1984, an article presenting a dialogue between Gardner and Ellison on 

the seven frames of mind was translated and published in China. This article was 

the first introduction to MI theory in a Chinese journal. Between 1985 and 1990, 

Gardner came to visit China twice and gave lectures about MI theory. These 

visits, along with the translation of Gardner and Ellison’s article (1984) laid a 

foundation for the popularity of MI theory in China. The formal introduction of 

MI theory came from the Chinese version of Frames of Mind in 1990. However, 

Chen (2006) noted that the book was not well received, the fundamental reason of 

which was that China was not prepared for MI theory. The situation did not 

change until 1999 with the reform in education. Also, Shen translated Multiple 

Intelligences the same year, which accelerated the spread speed of MI theory in 

China.  

Political context. Education reform in China provided an advantageous 

environment for acceptance of MI theory. The Chinese government introduced the 

concept of Quality Education (suzhi jiaoyu), which refers to education for 

students’ holistic development to prepare them to adapt to a rapidly changing 

world (Ministry of Education, 1999). Cheung (2009) pointed out that, “In an effort 

to find a theoretical support for this idea; MI theory has served almost a magic 

elixir to China’s Quality Education” (p. 44). That is because the theory provided 

multiple developmental opportunities for students, which might contribute to their 

holistic development. In order to support the implementation of Quality 

Education, China initiated New Curriculum Reform since 2001, which covered 
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kindergarten education, compulsory education, and high school education. 

Subsequently, the government issued a series of relevant policy documents, 

including the Outline of Curriculum Reform for Compulsory Education and the 

Guidelines for Kindergarten Education (Trial); both were issued by the Ministry 

of Education in 2001. 

Although the theoretical base of the New Curriculum Reform was not 

articulated in the official documents, several theoretical bases had been discussed 

by Chinese educators, and MI theory was one of them (He & Zhang, 2011). For 

example, Mei (2008) claimed that MI theory provided the theoretical basis of the 

reform in China. Chen (2006) pointed out that MI theory was considered as one of 

the main theoretical frameworks for curriculum reform, because the theory 

obviously supported the basis disciplines of the 2001 Outline. Also, Hua 

explained the borrowing of international ideas in the 2001 Guidelines, “While in 

the drafting stage, ideas from different parts of the world were widely discussed 

such as…, and Multiple Intelligences” (as cited in Tobin, Hsueh, & Karasawa, 

2009, p. 83). Since then, MI theory started to flourish in China, as revealed in the 

number of academic articles and research in the following years.  

Cultural context. There are links between MI theory and traditional 

Chinese culture, which provides cultural context for the theory in China. Lin 

(2004) pointed out that MI theory was strikingly similar to what was outlined in 

the Six Arts (rites, music, archery, charioteering, calligraphy, and mathematics) in 

ancient Chinese culture. Six Arts originated from the education system of Zhou 

dynasty (1046-256 BC), which were identified as six basic skills for students to 

develop. This implies that education in ancient China had started to pay attention 

to holistic development. In respect to the similarity with MI theory, Lin explained 

that the Six Arts respectively had a direct match with interpersonal, musical, 

bodily-kinesthetic, spatial, linguistic, and logical-mathematical intelligence. In 

addition, according to Tan and Chua (2015), the student-centred approach could 

be traced back to the teaching of Confucius.  This might be reflected from, yincai 

shijiao, a principle of Confucius’ teaching, which refers “to teach students using 

different materials and approaches according to their different facets of 

intelligences” (Shen, 2009, p. 58). That means, as Ji (2008) noted, Confucius 

recognised that teaching should consider individual student instead of being 
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uniform for studnets. The teaching principle is in accordance with ideas of MI 

theory on teaching.  

Also, Mei (2008) found that Chinese culture emphasised the integration of 

multiple intelligences to express ideas or solve problems, which aligned with 

Gardner’s understanding of the theory. She used Chinese characters to explain the 

integrated intelligences. Take “rain” as an example, it is written as “雨” in the 

simplified Chinese character, which is similar to the traditional version. In this 

character, “一” on the top refers to the sky, “|” in the middle means the air from 

the earth rises to the sky, “冂” means the rain is formed and falls, and “ ” 

describes the shape of raindrops. As such, the Chinese character of rain does not 

only show its shape but also implies the knowledge of meteorology, which 

involves spatial, naturalist, and logical-mathematical intelligence.  

To sum up, MI theory is historically justified, catering for the education 

reform in China, and is in line with ideas of traditional Chinese culture on 

teaching and learning. In Du’s (2001) view, “[Chinese people] tend to seek for the 

support and recognition from the traditional culture after they transplant and apply 

a Western educational theory” (p. 37). Furthermore, Haviland (2014) talked about 

people’s selections of multiple possibilities from the perspective of cultural 

anthropology, which were usually “limited to those compatible with the existing 

culture” (p. 352). However, kindergarten teachers may encounter tensions and 

dilemmas amongst traditional Chinese culture, requirements of the reform, and 

expectations of parents when they try to use ideas of MI theory in practice. 

Furthermore, Liu, Pan, and Sun (2005) found that the reform tended to focus more 

on transmitting pedagogical ideas to teachers, rather than on creating conditions to 

help teachers implement these ideas. In this situation, it is worthwhile exploring 

how kindergarten teachers respond to the change of educational ideas and the 

subsequent practices deriving from the reform. As can be found from the history 

of MI theory in China, the theory was popularised by education reform. 

Rationale for the Study 

My interest in MI theory is based on three reasons. First of all, it is part of 

exploring my identity, and in what ways my identity is shaped by education in 
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China and in New Zealand. Also, I am drawn to its theoretical underpinning for 

explaining individual differences, which aligns with my personal philosophy of 

education. Because of the interconnected relationship between identity and 

individual differences, I present these two reasons simultaneously in the 

description of personal experience. Lastly, my interest in the theory derives from 

its recognition of individual differences, which is an approach to educational 

equity emphasised by policies in China.  

Personal experience. My story begins with an identity only as a diligent 

student before I started university in China. At school I only knew that I should 

study hard to be admitted into a good university, which seemed to be identified as 

the most important achievement as a student. Originally, I am from Henan 

province, which holds the largest population in China. Accordingly, it has the 

most students participating in the National College Entrance Exam (gaokao) every 

year. The limited number of enrolments at universities, particularly high-ranking 

universities, leads to a highly competitive education system. In this situation, 

academic learning is the focus of school education, a one-size-fits-all educational 

approach is the mainstream in schools, and students are assessed by their 

academic performance through exams. 

I selected pedagogy as my study subject at university. I came to know that 

education should be undertaken in various ways to suit different students 

according to Confucius’ teaching principle yincai shijiao. My interests in this 

topic was based on the understanding that every student can develop with an 

appropriate approach. However, I was unclear of in what ways students were 

different, and how to undertake teaching to meet individual’s needs, until I came 

to know MI theory. During the process, I had been rethinking my identity, which 

also benefitted from university life. Although academic achievement is still 

addressed in university, students have more opportunities and space to show their 

interests and abilities, instead of only focusing on academic learning. I started to 

recognise that everyone was smart in different directions. 

In general, the assessment of students through exams contributes to an 

emphasis on academic achievement in school education, which has a significant 

influence on the social view of a student. What people always ask is how smart 
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you are instead of how you are smart. Put it another way, people concern more 

about a student’s ranking among their classmates rather than his/her interests. This 

view could have an influence on students’ identity formation. In my case, I felt I 

was no one, and someone who was no different to anyone else. In addition to my 

experience being educated as a student, my university studies made me further 

realise that identity can also be constructed by education. As a consequence, I 

decided to investigate MI theory, which was the focus of my research proposal to 

apply for a doctoral position in a university outside of China. Finally, here I am, 

New Zealand.  

I had a tough time in the first year of study in New Zealand, which led to 

further insights on the topic. The tough time I experienced was due to learning in a 

different culture, which had different expectations around student independence 

and responsibility for study.  Also, as a second language user, I struggled with 

academic study in English, the use of which should consider the context. For 

example, the word “classroom” makes sense in early childhood education in 

China but not in the context of New Zealand. The conflicts that I encountered 

required me to deal with the issue of how to survive and thrive in a different 

culture. However, what I have gained from this experience is a clearer personal 

identity.  

I have been trying to figure out which intelligences I am strong in since I 

started the research. The identification of intelligences is not the goal though; the 

point is that the theory conveys an optimistic message in respect to who you are, 

which is essential for children’s development. In particular, when they grow up in 

a system of competitive education emphasising academic achievement. In this 

sense, Bang (2016) expressed a similar view in her research rationale, “Knowing 

what I am good at and what I am not good at, but also balancing both the strengths 

and weaknesses of a child, I believe, is fundamental in helping the child find their 

place in the world” (p. 11). She is originally from Korea, and her master thesis 

examined the collaboration between holistic education and multiple intelligences. 

Educational equity. Although the selection of MI theory in the study 

emerged from my personal experience, the significance of the theory is beyond it 

and relates to educational equity. Reiff (1997) argued that educators could 
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promote educational equity by catering for learners’ individual needs and 

intelligences in planning, teaching, and assessment. Hanafin’s (2014) research 

suggested that MI theory provided an alternative and additional perspective on 

intelligence, which could be used to understand educational disadvantage. 

Similarly, Keinänen (2009) found that MI theory was regarded as a tool for 

egalitarian education in Norway, which created an environment for all students to 

thrive. Reiff (1997), Hanafin (2014) and Keinänen (2009) all imply that the use of 

the theory enables education to cater for more students instead of only those who 

have strong linguistic and logical-mathematical intelligences. More importantly, 

students would feel valued, which could be helpful for them to understand 

themselves. Hanafin (2014) concluded that “The insights of the Irish MI project 

suggest that the ideas educators and others hold about intelligence have more 

power than might be imagined in how young people are valued and educated” (p. 

139). This shows how student identity can be developed by education, as 

confirmed by my experience. 

Within the context of China, educational equity has been a hot political 

and academic topic in last decade. This is evident in different policy documents. 

For example, in the National Medium and Long Term Education Reform and 

Development Plan (2010-2020), the promotion of educational equity was 

proposed as a guideline for education reform in the following ten years (The State 

Council of the People’s Republic of China, 2010). Meanwhile, scholars have 

pointed out that educational equity is not only about providing equal amount of 

resources by the government, the understanding of which is limited as “social 

equality” (Shi, 2015). What should also be included in education is looking at 

individual differences to achieve educational equity (Gu, 2007; Zhang, Lv, & Lin, 

2018). According to Shi (2015), education should address students’ unique, 

sustainable, and valuable growth, for which abundant resources were necessary 

but not sufficient. The interpretation of educational equity provides a political 

underpinning of my understanding of MI theory. 

Summary. In general, the identity, individual differences, and educational 

equity refer to one rationale, which is MI theory concerning students’ individual 

development. The eight intelligences represent multiple developmental 

possibilities instead of developing only linguistic and logical-mathematical 
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abilities. However, the theory is grounded in a western context, which means 

Chinese teachers who play an important part in translating it into practice, may 

encounter the conflict as I experienced in New Zealand. It then inspired me to 

think about how kindergarten teachers embrace western educational pedagogy 

such as MI theory in the Chinese context. What conflicts will they face? How will 

they interpret and deal with these conflicts? Before a further insight into these 

questions, the background of early childhood education in China is presented first.  

Early Childhood Education in China 

This section introduces three aspects related to early childhood education 

in China. The first aspect provides background information on China’s early 

childhood system. The second aspect discusses the development process of early 

childhood education since the implementation of the open-door policy in 1978, 

along with three key education policies. The last aspect describes the context of 

early childhood education in China, which involves a hybrid of traditional Chinese 

culture and western ideas.   

Overview of early childhood education system. Early childhood 

education system in China consists of three types of services: nursery for children 

from 2 to 3 years old; kindergarten for children from 3 to 6 years old; and a pre-

primary programme. The pre-primary programme is always affiliated with a 

primary school and found predominantly in rural and remote areas, where children 

have no access to kindergarten education. Kindergarten education is the most 

common early childhood service in China, and is the focus of my study. The table 

1 (Ministry of Education, 2013) below shows the standards on class size 

according to different age groups as well as the number of teachers and caregivers 

in each class.  

Table 1  

Standards on Class Size and Employed Teachers and Caregivers in Kindergartens 



10 
 

 

There are two main categories of kindergartens in China that are 

differentiated by their funding sources: public and private kindergartens. Public 

kindergartens are operated and funded by the government at different levels from 

the federal to local town level, as well as public institutions and communities. In 

contrast, private kindergartens are funded solely by the tuition fees paid by 

families. Public kindergartens prevailed after China was founded in 1949 to serve 

for working parents. Private kindergartens have been booming since the late 

1990s, when the setting up of kindergartens was opened up to the market economy 

(Wang & Mao, 1996). To further develop private education, the government 

issued the Law of Promoting Private Education in 2003, which approved for-

profit private educational organisations. Currently, according to Educational 

Statistics (Ministry of Education, 2016), approximately 64% of all kindergartens 

are private providing education and care for 55% of children in China. It shows 

that the number of private kindergartens outweighs that of public kindergartens, 

but the number of children enrolled in both categories of kindergartens is almost 

equivalent. 

 Public and private kindergartens have respective advantages. For public 

kindergartens, parents pay less tuition fees because of government funding. Also, 

public kindergartens have more stable teaching teams. This is because of the 

system of staffing of government affiliated institutions. In Pan, Wang, and Li’s 

(2018) words, it was called staff establishment. This is a management system of 

kindergarten teachers which is only open for teachers in public kindergartens. 

They explained the differences between teachers who had the establishment and 

those who did not have. 
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Teachers having establishment have higher salary from public revenue and 

more chances for training and promotion and then have stronger 

commitment to and recognition to this job, while teachers without 

establishment was [sic] paid by kindergarten at low level of salary and thus 

turns over frequently. Under such situation that the kindergarten severely 

lack [sic] staff establishment and teachers with and without establishment 

do same work but have different payment, kindergarten staff as a whole is 

insufficient, unstable, and low qualified. (p. 610) 

In terms of private kindergartens, the advantage lies in its flexibility. For 

example, although they also need to follow the organisational regulations and 

curriculum guidelines prescribed by the educational department, they have more 

freedom regarding management systems, curriculum, and pedagogy (Cai, 2003). 

Flexibility can be an advantage that attracts some parents’ attention. Primarily, 

parents who have high economic status are more willing to send their children to 

private kindergartens, such as international kindergartens, so that their children 

can receive an internationalised education. Private kindergartens also tend to 

adopt western pedagogy to meet parents’ demands, such as MI theory. Pang and 

Richey (2007) explained that private kindergartens were better at applying these 

pedagogies because they had teachers with higher educational backgrounds. They 

also noted these kindergartens charged high fees, which made private 

kindergartens less accessible for average families. However, their explanation 

refers to upmarket private kindergartens and the situation in the majority of 

private kindergartens is different. Teachers in the majority of private 

kindergartens do not have a qualification as high as teachers in public 

kindergartens, and teacher turnover is typical (Cai, 2003). A reason noted by Cai 

was that teachers’ interests were hard to secure in these kindergartens, including 

salary, benefits, and professional development opportunities. As such, it is hard to 

employ teachers with a high qualification and build a stable teaching team for 

private kindergartens.  

Policy development of early childhood education. This study focuses on 

the development stage of early childhood education since 1978 when policy re-

established the contact of China with other countries in the world. Before that, the 

country went through a chaotic period with a series of politically turbulent event 
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in the ten years leading up to 1977, which led to a “Dark Age” (Li, Yang, & Chen, 

2016) of education in China. During this period, kindergartens were closed down, 

children were sent home. Tobin, Wu, and Davidson (1989) explained, “During 

this era preschools were believed to be elitist because they nurtured children 

instead of toughening them and because they prepared children for further 

education rather than for productive labor” (p. 115). Regarding teachers, they 

were thought as anti-revolution academic authority and categorised as class 

enemies. To be qualified in politics, they were sent to rural or remote areas for re-

education through labor. Consequently, the development of early childhood 

education was suspended until 1978. 

The evolution of kindergarten education policy represents the development 

in understanding of kindergarten curriculum and pedagogy in China. In 1989, the 

State Educational Committee issued the Regulations of the Kindergarten, which 

called for kindergarten educators “to change their views on kindergarten 

education, and challenges the reform of kindergarten curriculum” (Wang & Mao, 

1996, p. 151). The Regulations proposed integrated curriculum and the value of 

children in learning. Previously, subject-centred curriculum was implemented, and 

children were considered as passive learners in kindergartens. Since 2000, the 

Chinese government has released more documents to promote the development of 

kindergarten education. For example, the Ministry of Education released 

Guidelines for Kindergarten Education (Trial) in 2001.The Guidelines advocate 

five learning areas (well-being, science, social development, language, and art) for 

children. To better facilitate teachers to integrate the five areas in teaching, the 

Ministry of Education issued Guidelines for 3-6 Year Old Children’s Learning 

and Development in 2012, providing a more detailed curriculum framework in 

terms of development goals for children at different ages and in different areas.         

A hybrid of traditional Chinese values and western ideas. As a country 

with a long history, traditional Chinese values cannot be neglected. Chinese 

culture has been described as an “underground river” (Li & Chen, 2017) because 

of its unconscious and powerful influence on people’s lives. Many of Confucian 

ideas still have a profound effect on different aspects of life, including education. 

For example, the submission to authority as an important part of the Confucian 

value system can still be found in education, in which a teacher plays a dominant 
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or authoritarian role rather than being facilitative. This can have a negative 

influence on the implementation of progressive western pedagogies. Also, the 

purpose of education in Confucian culture focused more on social instead of 

individual development. As Palmer, Bresler, and Cooper (2001) noted, 

“Confucius depicted a developmental path for his students-to achieve self-

cultivation first, then family harmony, then good order in the state, and finally 

peace in the empire” (p. 4). Notably, Gardner (1993) mentioned serving the 

society at one point, when he talked about the purpose of schooling. His statement 

was that people would be more tend to serve the society constructively, when they 

felt more competent and engaged by developing their intelligences and helping 

them to reach goals that were appropriate to their intelligence profiles.  

Confucianism has been the prevelant philosophy in the history of 

traditional Chinese culture, and the values it addresses still have an influence on 

education. With the introduction of various western pedagogies or approaches, the 

early childhood sector has become a hybrid of traditional Chinese values and 

western ideas. That means, Chinese kindergarten teachers situate a changing 

context, in which traditional beliefs and practices still exist but new ideas are 

imported, which may lead to clash or tensions for teachers’ teaching and learning.  

Changes in Kindergarten Curriculum and Pedagogy in China 

Because of the changing political and economic landscapes mentioned 

above over the past four decades, early childhood education in China has been 

through a series of changes. This section demonstrates the changes of curriculum 

and pedagogy in kindergartens resulting from the changing landscapes. 

Noticeably, the government initiated New Curriculum Reform at the turn of the 

millennium, which was a new round of education reform. For the purpose of this 

study, education reform refers to both the reform triggered by the open-door 

policy in 1978 and the new round reform, the influence of which on curriculum 

and pedagogy is hard to split.  

Subject-centred and teacher-centred teaching had been the leading 

approach of curriculum and pedagogy in Chinese kindergartens since the 

foundation of People’s Republic of China (PRC) in 1949. The curriculum model 

was transplanted from the Soviet Union, “which emphasized the systematic 
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transmission of subject matter through teacher-led group instruction” (Pan & Liu, 

2008, p. 34). There were six learning subjects: physical education, language, arts, 

music, maths, and environmental study. The subject-centred curriculum continued 

to be used in the 1980s but was expanded to eight subjects, to which daily well-

being and moral education were added, and general studies replaced 

environmental study. The subjects covered different aspects of children’s 

development, which seemed to be appropriate. Nevertheless, Li and Chen (2017) 

noted the problem was that the model was similar to what was applied widely in 

primary and secondary schools. As such, “kindergarten teachers delivered the 

teacher-directed subject teaching in a traditional, primary school education-driven 

way, and kindergarteners were treated and trained as pupils in primary schools” 

(Li & Chen, 2017, p. 1474). Generally, this model of curriculum and pedagogy 

overlooks the development of young children.  

An alternative approach has been promoted in China since the education 

reform in the 1980s. For example, Liu and Feng (2005) summarised five ideas 

promoted by the education reform: respecting children, active learning, teaching 

for individual learning needs, play-based teaching and learning, and teaching and 

learning through daily life in kindergartens. In the same vein, early childhood 

curriculum reform intended to direct classroom practice to child-initiated or 

teacher-facilitated, play or learning centre-based teaching and learning (Li, Wang, 

& Wong, 2011). In general, kindergarten curriculum and pedagogy is not teacher-

directed and subject-separated anymore, rather than it is child-centred and 

activity/play-based. The 1989 Regulations, as mentioned earlier, officially stated 

the change. Zhu and Zhang (2018) summarised the intention and effects of the 

1989 Regulations, which was an official starting point for the shift of kindergarten 

curriculum and pedagogy. This shift indicates that children and the process of 

learning become the centre of education instead of teachers and the learning 

results.  

According to this document, early childhood curriculum should shift from 

an emphasis on teaching knowledge and skills to an emphasis on the 

development of children and the acquisition of abilities, from an emphasis 

on the result of educational activity to an emphasis on the process of 

activity, and from an emphasis on the uniform curriculum standards to an 
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emphasis on diversified and autonomous curriculum development and 

implementation. (p. 1175)                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                        

It is worthwhile noting that Chinese educators have been committed to 

exploring how to apply western educational ideas in the Chinese context to make 

changes in practices. Currently, there are two changes of curriculum and 

pedagogy, which are being used widely in kindergartens in China. One is an 

integrated theme-based curriculum, which was regarded as a representation of a 

localised early childhood approach (Zhu, 2002). Zhu reported five starting points 

of the curriculum: children’s development as foundation, balance between child-

initiated and teacher-initiated activities, integration of all subjects, process 

assessment as a main evaluation method, and flexibility of kindergarten 

curriculum. Another point is the setup of learning centres, which Pan, et al. (2018) 

noted was a significant achievement for the reform. Several centres, such as the 

reading centre or block centre, are set up in a classroom, which is similar to the 

centres established in the “Project Spectrum” (Gardner, Feldman, Krechevsky, & 

Chen, 1998). Generally, children choose one centre and have free play in this 

centre for a period of time every day.  

However, these shifts are not consistent with what has been dominant in 

education in China. For one thing, the submission to authority mentioned 

previously is seen as a way of showing respect to teachers. Wang and Mao (1996) 

explained its legitimacy in Chinese society, “It has been taken for granted that 

children should comply with teachers and that teachers should control all the 

elements of the classroom, even games” (p. 148). The reform emphasises 

respecting children, which requires teachers to change their relationship with 

children. For another, moral education has been a part of curriculum and 

pedagogy, which is collectivist-oriented. Nevertheless, the reform focuses on 

individual differences, needs, choices, and expression, which might pose a 

challenge to the communist social order (Zhu & Zhang, 2008). In addition, 

considering the competitiveness of gaining entrance to a quality primary school, 

kindergarten teachers are expected by parents to teach academic knowledge and 

skills. Consequently, kindergarten teachers have to deal with conflicting 

expectations regarding kindergarten education. 
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Within the context of changes to curriculum and pedagogy in Chinese 

kindergartens, the practice of having a prescribed textbook to guide teachers 

remains a constant, albeit evolving, feature in kindergartens. Zhang (2011) 

reviewed the historical development of kindergarten textbooks in China, which 

have been used for more than 100 years. In Chinese kindergartens, it is common 

for teachers to rely on the textbooks prescribed by the kindergarten to guide their 

practice as the textbook provides information on what and how to teach. 

In summary, the changes in kindergarten curriculum and pedagogy 

promoted in China have been discussed. These changes have been accompanied 

by constraints, for example, whole class teaching was still prevalent in Chinese 

kindergartens, as noted by scholars (Pan, et al., 2018; Zhu, 2006; Zhu, 2006b). 

The constraints challenge kindergarten teachers in terms of their ability to 

implement changes. Zhou (2013) concluded that kindergarten teachers’ practices 

were influenced by a mix of foreign ideas and traditional Chinese culture in 

contemporary contexts, which was also the source of tensions experienced by the 

teachers. In this situation, how to deal with the influence of traditional Chinese 

culture and western ideas in early childhood should be considered. Jiang and Deng 

(2008) asserted the need for kindergarten teachers and teacher educators to 

develop critical and reflective thinking from the perspective of culture. By doing 

so, teachers would not adopt foreign ideas without considering the local context or 

maintain traditional Chinese values without critical selection. The present study 

then examines how kindergarten teachers in China understand and apply MI 

theory.  

Purpose of the Study 

The overall purpose of the study is to investigate in what ways 

kindergarten teachers understand and implement MI theory, a theory grounded in 

the western context but adopted in the Chinese context. The Interconnected Model 

of Professional Growth (Clarke & Hollingsworth, 2002) is employed, which will 

be explained in chapter two. Teachers’ understandings and implementation of MI 

theory are demonstrated from the analysis of four domains (external domain, 

personal domain, domain of practice, domain of consequence) of the model. 

Specifically, teachers’ knowledge and attitudes towards MI theory are reflected in 
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their personal domain. Teachers’ teaching in their domain of practice and teaching 

outcomes to the domain of consequences in their application of MI theory. Also, 

the analysis of reflective or enactive links between domains may reveal patterns of 

changes occurring for teachers.  

To conclude, using MI theory as an example of western pedagogy, the 

main thrust of this study is to find out how kindergarten teachers respond to the 

change brought about by a new idea. This will provide insights into developing 

effective professional development programmes for teachers in relation to the 

adoption of a progressive educational approach. 

Organisation of the Thesis  

There are seven chapters in this thesis. The first chapter has introduced the 

research background, rationale as well as the purpose of the study. The second 

chapter reviews the relevant literature, which begins with an introduction to MI 

theory, including the basics of the theory, its educational implications, and 

empirical studies on kindergarten teachers’ understandings of the theory. 

Following that is the review of literature on teacher change including its definition 

and the related models. After clarifying that the Interconnected Model of 

Professional Growth is used as the framework for the study, it introduces the 

model in detail, which involves definitions, functions, as well as the empirical 

studies using the model. Next, changes of kindergarten teachers in China are 

introduced based on a review of current research on what changes have occurred 

and how they occurred. Then it moves to a discussion on the factors influencing 

teacher change from four aspects. Lastly, drawing on the previous review of the 

literature, the research gap is identified and the research questions are proposed. 

Chapter three describes the research methodology and methods employed 

in the study. The introduction of research methodology, qualitative case study 

comes first, which explains the rationale for the methodology and an intrinsic and 

instrumental case study. What follows then is the information about the research 

sites and participants, as well as the researcher’s reflection on the gathered 

information. After that, the procedure of data collection is provided, including the 

use of semi-structured interviews, observation, and documentation, as well as a 

reflection on my role as the researcher in the study. Next, the process of data 
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analysis, which consists of four phases, is presented. Finally, the chapter provides 

a discussion of ethical considerations and validity issues in the study. 

The following two chapters report on the research findings from the two 

kindergartens respectively. The findings are organised according to the themes 

identified in the four domains (external domain, personal domain, domain of 

practice, domain of consequence) of the model. Drawing on the findings of each 

teacher, the links between domains are presented to reveal teachers’ changes in 

understandings or practices.  

Chapter six discusses the main findings from three aspects. First of all, the 

thesis discusses the development of teachers’ knowledge about MI theory, which 

justifies teachers’ understandings and implementation of the theory. Next, the 

issue of localisation is discussed to demonstrate the contextual influence on 

understanding and implementing a western pedagogy in China. Last is a 

discussion about the process of teacher change in the study based on the findings 

of the change sequences from the analysis of the IMPG model.  

The last chapter serves as a conclusion of the whole thesis. The main 

findings are highlighted and the argument is stated, basing on which the 

implications of the study are presented. Also, the contributions and limitations of 

the study are identified with directions for the future research. The chapter then 

ends with a final reflection on this study.   
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  Literature Review 

This chapter provides a review of literature relating to the theory of 

multiple intelligences and teacher change. I liken this chapter to the metaphor of 

choosing theme-related seeds (literature) for the garden that I want to build (my 

study). This chapter consists of four main sections. First of all, a summary of 

previous studies on MI theory is presented, beginning with Gardner’s definition 

and its educational implications. Then it moves on to understandings and 

application of MI theory around the world and in China. In the second section, 

relevant research on teacher change is presented. This includes teachers as change 

agents in changing environments due to factors such as the introduction of MI 

theory, followed by the definition and process of teacher change referred to in the 

study. The third section addresses the use of the Interconnected Model of 

Professional Growth (Clarke & Hollingsworth, 2002) to examine the process of 

teacher change. It includes a detailed introduction of the model as well as relevant 

empirical studies to show how the change process is illustrated. As the study 

grounds in the Chinese context and investigates kindergarten teachers’ 

understandings and implementation of western pedagogy, the next section reviews 

the influencing factors on teachers’ responses to a new idea. Basing on the 

literature review in the four sections, the research gap is identified, which is also 

presented in this chapter.  

Theory of Multiple Intelligences 

This section begins with an introduction to MI theory and its educational 

implications as proposed by Gardner because “understanding MI theory well is 

fundamental to its thoughtful and appropriate application” (Baum, Viens, & 

Slatin, 2005, p. 7). This section then provides an overview of studies about MI 

theory around the world, including understanding, application, and reflection on 

the theory from a global perspective. Having presented a broad view about the 

theory, the next section summarises why MI theory has been accepted in China 

through analysis from a cultural, political, and economic perspective. Finally, the 

literature review addresses MI theory in the Chinese context under which this 

study was conducted, focusing on three aspects: understanding, application, and 

reflection.  
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Definition of multiple intelligences. A definition and description of the 

eight intelligences in MI theory is presented first to provide further understanding 

of the theory. The interpretation of each intelligence is based on Gardner’s (1993) 

definition of intelligence, which addresses the competence to solve problems or 

create products, particularly for young children. According to Gardner (1999), 

linguistic intelligence is the ability to use written and spoken language to achieve 

specific goals, and the ability to learn language. For example, children use 

language to tell stories and to remember information from books they read. 

Logical-mathematical intelligence enables people to break down a problem 

logically, to manipulate mathematical operations, and analyse issues scientifically. 

This intelligence can be shown by children when they carry out calculations and 

categorisation, as well as when they play games that require their understanding of 

specific principles. 

Bodily-kinaesthetic intelligence involves the ability to use parts of the 

body, such as hands, or the whole body to accomplish goals. Children who do 

sports, dance, or play with blocks demonstrate bodily-kinesthetic intelligence. 

Spatial intelligence refers to recognising and manipulating the patterns of wide 

space (applicable to pilots and navigators) and patterns of more restricted areas 

(applicable to photographers, surgeons, and sculptors). For children, this 

intelligence is mostly utilised in drawing or games requiring the application of 

mental images and designs, such as block building or assembly. Musical 

intelligence is the ability to perform, compose, and appreciate musical forms. 

Children who can play musical instruments or distinguish different sounds may 

develop a strong musical intelligence. Naturalist intelligence enables people to 

recognise and categorise objects in the environment. When children use this 

intelligence, it is noted that they are interested in observing and classifying things 

around them. 

Interpersonal intelligence demonstrates an ability to have a good 

understanding of others’ motivations, moods, and desires to communicate 

effectively. Role play is a useful approach for children to understand and interact 

with others. Children with strong interpersonal intelligence are likely to get along 

well with others in play. Intrapersonal intelligence is the capability to understand 

oneself and make use of the understanding to adjust one’s life. Children with 
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intrapersonal intelligence tend to work alone or tell someone they trust what they 

are thinking and feeling. 

In general, each intelligence is independent, but the intelligences function 

in combination with each other. Gardner and Moran (2006a) proposed four ways 

to describe how intelligences may interact with each other to impact performance: 

profiles, bottlenecks, compensation, and catalysts. The profile illustrates a 

snapshot of an individual’s intelligences, which includes relative strengths and 

weaknesses. The other three ways were respectively defined as “one intelligence 

can mediate and constrain the others; one intelligence can compensate for another; 

and one intelligence can catalyze another” (p. 219). As such, the identification of 

an individual’s profile lays the foundation for the other three ways to occur. In 

particular, this study focuses on catalysts, which will be further discussed in the 

findings chapters. The catalysing interaction means one intelligence can stimulate 

further growth in another (Moran, 2009). Generally this is generated by an 

individual’s area of strength. Gardner and Moran (2006a) exemplified, “A strong 

spatial intelligence may lead a person who works with language to be more 

sensitive to the shape of linguistic symbols” (p. 221). Used in education, Moran 

reports that catalysts enable teachers to maximise student potential while 

providing students with less external support. 

MI theory has received criticism since it was first put forward, which may 

be inevitable for any theory in the process of becoming known worldwide. “As 

Foucault (1983) explained, no discourse is entirely good or bad, but all discourses 

are dangerous and require continual critique” (cited in Cannella, 2004, p. 202). As 

a theory in the psychological field, psychologists question whether or not MI 

theory is a scientific notion because of a lack of empirical evidence. In 2006, 

Waterhouse (2006a) said no published research offered evidence of the validity of 

MI theory. In her article she acknowledged Chen’s (2004) arguments in defence 

of MI theory, for example Chen’s assertion that empirical evidence was not 

necessary, and that MI theory had been validated by classroom applications. 

However, Waterhouse asserted that a lack of empirical support still remained a 

problem. Gardner and Moran (2006b) provided an interpretation of MI theory to 

respond to Waterhouse’s critical view. For example, they claimed that “science 

progresses not only through experimentation but also by synthesizing the 
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experimental, observational, and theoretical work of others to build a foundation 

for future research” (p. 229). Waterhouse (2006b) then published another article 

as a response to Gardner and Moran, which maintained her criticism of MI theory. 

Debates on similar issues about MI theory were sparked between Visser, Ashton, 

and Vernon (2006a, 2006b) and Gardner (2006). However, despite these debates, 

this study emphasises the educational perspective of the theory rather than its 

validity as a theory in the field of psychology. In addition, critiques on its 

educational applications are presented in the following sections.  

Educational implications and applications. Gardner proposed MI theory 

without any expectation of its popularity in the field of education. The book 

Frames of Mind (1983), Gardner’s first work to introduce MI theory, was 

regarded as a psychological text because it was written by someone whose 

professional identity was a psychologist. As Moran and Kornhaber (2007) 

clarified, the theory was not developed as education policy, or even as a panacea 

for education; its function was to explain how the mind worked. Nevertheless, 

Frames of Mind received a warm welcome by educationalists. About thirty years 

later, Gardner (2011) reviewed the process of drafting Frames of Mind pointing 

out, “given the mission of the Van Leer Foundation and my affiliation with the 

Harvard Graduate School of Education, it was clear to me that I needed to say 

something about the educational implications of MI theory” (pp. 2-3). Because of 

this, the book was widely accepted by those working in the field of education. 

Gardner (2006) highlighted three important educational themes of MI 

theory: individual centred education, the priority of educational goals, and 

multiple representations of key concepts. In 2011, Gardner concluded that the 

educational implications of multiple intelligences were individualisation and 

pluralisation. Here, individualisation addressed individual differences, and 

pluralisation referred to pluralising an educational approach to dealing with 

individual differences. As Gardner explained, human beings were different from 

each other, which justified that there was not an identical way to teach and assess 

all individuals. In the following, a discussion of the three themes is provided to 

show how individualisation and pluralisation could be achieved. However, early 

in 1999, Gardner also noticed that MI theory could be abused. Consequently, the 
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perils pertaining to the application of MI theory is incorporated, following a 

summary of the educational applications of the theory. 

Individual centred education. Gardner proposed individually configured 

education (1999) or individual centred education (2006). This is based on his 

understanding that people have different kinds of minds, and his critical view of 

schools that teach students the same subjects in the same way and assess them 

accordingly. Gardner found that an individual had strengths and weaknesses 

drawing on MI theory, which distinguished one from another. Consequently, he 

argued that the uniform school was fundamentally unfair, because the approach 

ignored individual differences and privileged students who had strong linguistic 

and logical-mathematical intelligences. Alternatively, he suggested an education 

which considered the individual differences of each student.  

Acknowledging individuality is then highlighted to reach all students 

equally and equitably. It refers to “learning about each student’s background, 

strengths, interests, preferences, anxieties, experiences, and goals” (Gardner, 

1999, p. 151) to provide optimal education for each student (Gardner, 2006). 

Noticeably, Gardner (1999) explained that emphasising individual differences was 

not an educational goal, which could fit comfortably with various goals. The point 

was to commit to knowing individual students.  

The priority of educational goals. With respect to this educational 

implication, Gardner (2006) endeavoured to clarify that MI itself was not an 

educational rationale or goal. The reason, as he (1999, 2006) noted, was that there 

was no direct tie between a scientific theory and an educational practice. In this 

case, a set of goals should be stated as clearly as possible for a classroom or 

school, which made it possible to go deeper into multiple intelligences (Gardner, 

1999). In other words, “MI can be an extremely useful tool—or better partner—in 

the process of creating excellent schools” (Gardner, 1997, p. 20). As indicated, the 

point is that MI theory is a tool that could be used to achieve educational goals.  

The goal of education, as far as Gardner is concerned, is understanding. 

Gardner (1991) defined understanding as a representation that an individual can 

apply what he/she learned in an educational setting to a new situation. 

Consequently, Gardner (1999) emphasised a performance view of understanding, 
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in which the focus was on performances that could be observed, reviewed, and 

improved. Gardner (2006) advised that it was important for educators to define the 

concepts that they wished students to understand and the performances they hoped 

students to exhibit by the time they finish schooling.  

Multiple representations of key concepts. The third implication of MI 

theory, multiple representations of key concepts, refers to teaching a concept or a 

theory in multiple ways. As Gardner (2006) claimed, the best way was to “draw 

on all of the intelligences that are relevant to that topic in as many legitimate ways 

as possible” (p. 60). For example, by referring to MI theory, Gardner (1999, 2006) 

put forward seven entry points to understanding a concept. These entry points are 

narrational, logical, quantitative, foundational/existential, aesthetic, hands-

on/experiential, and social/collaborative. These roughly align with linguistic, 

logical-mathematical, intrapersonal, musical, spatial, bodily-kinaesthetic, and 

interpersonal intelligences. Gardner (2006) pointed out that multiple 

representations should be applied by teachers to enable students to learn in 

different ways. This approach is able to reach more individuals and exemplify 

what it means to understand something well (Gardner, 2011). Only when teachers 

are able to carry out pluralised education, it is possible to realise individual 

centred education and teaching for understanding. 

Reflection on applications. As a psychologist, Gardner initially did not 

pay attention to the educational implications of MI theory until the appearance of 

a variety of approaches claiming the use of the theory. Gardner (2006) listed a few 

examples, including classrooms which were created to cater for each intelligence 

or teaching a concept in seven or eight ways. However, as Gardner commented, he 

did not describe or advocate any of the approaches, which were “not divining 

what I had really meant, nor what the theory had really meant” (p. 54). 

Consequently, Gardner changed his mind and concluded that he had an obligation 

to speak up about the educational implications of MI theory that he advocated (see 

above) and its improper use.  

Several problematic applications of the theory were noticed and 

recognised by Gardner. For example, Gardner (1995) noted that it was a waste of 

time and effort to assume that a concept or subject could be approached using all 
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the intelligences. Also, he pointed out another two applications, which might 

imply a superficial understanding and use of the theory. One application concerns 

the belief that it is sufficient just completing the motions of exercising an 

intelligence, as Gardner (1995) argued, “random muscular movements have 

nothing, to do with the cultivation of the mind…or even of the body” (p. 206). 

The other application refers to using resources connected with an intelligence as 

part of the background, such as playing music when children are reading, which is 

not actually an application of musical intelligence given that children are not 

focusing on the music. 

In addition, Gardner (1999) reported two risks on MI-based assessment. 

First, he found several batteries of short tests that were developed to measure 

intelligences, but which appeared to be “strongly linguistic and often confound an 

interest in an intelligence with a demonstrated skill in that intelligence” (p. 138). 

Second, the risk was a tendency to label children. Although Gardner mentioned 

that labelling children could be stimulating, with respect to personal reflection 

based on the categorical system of MI theory, it could also be confining. One 

reason was that the assessment indicated a lasting judgement, while Gardner 

argued that there was no guarantee that an individual’s profile of intelligences 

would stay the same. The two risks indicate that fostering multiple intelligences 

can mistakenly be perceived as the educational goal, as noted earlier. They may 

indicate a literal understanding of MI theory, which addresses the eight 

intelligences instead of having a deep insight into its implication that may be 

obscured by people’s enthusiasm in the intelligences. 

Arguably, these problematic applications are in part due to Gardner’s lack 

of discussion about the use of the eight intelligences in education. Instead, 

Gardner proposed three educational implications to demonstrate an approach to 

implementing MI theory in teaching. The theory aims for individualised 

education, but multiple representations reveal a holistic idea of the theory in 

teaching practice to achieve the aim, which reflects what Gardner called 

individualisation and pluralisation. 

Theory of multiple intelligences around the world. The theory of 

multiple intelligences aroused researchers’ and teachers’ interests in the United 
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States of America and has spread around the world, as illustrated in the book 

Multiple Intelligences around the World (Chen, Moran, & Gardner, 2009). This 

section draws heavily on the reports in the book and reviews additional literature 

to show how MI theory is understood and implemented in different countries. 

Understandings of the theory of multiple intelligences. Literature shows 

that the understanding of MI theory falls into two categories. First, the theory 

respects children by recognising individual differences and improving self-esteem. 

Hine (1996) has noted that MI theory is a useful model for respecting children’s 

strengths and needs. Craft (2009) has pointed out that the theory is optimistic, 

because it recognises each learner’s patterns of competence and expertise. 

Similarly, drawing on the recognition of individual differences, Aborn (2006) has 

stressed that MI theory helps to understand that each child uniquely learns and 

interpretes the world. This aligns with Berger and Pollman’s (1996) assertion that 

MI theory enabled diverse learning. From a constructivist perspective, they argued 

for the provision of appropriate activities and environments to develop children’s 

intelligences. As such, they continued that it would encourage children to develop 

positive images of themselves as learners.  

Other researchers have also expressed similar views in relation to MI 

theory’s positive influence on learners. For example, Aborn (2006) identifies the 

optimistic message as an advantage of MI theory, in that it enables students to tell 

the difference between challenge and failure based on their understanding of 

themselves. According to Aborn, this distinction is essential for developing self-

esteem. The optimistic message is of particular significance for children in Asian 

contexts given the emphasis on academic achievement in the education system. As 

Jung and Kim (2005) have noted, under a MI-based assessment system, 

“children/students will be able to avoid the ‘negative self-image’ too often 

experienced in the current Korean education system and develop into successful 

and active learners” (p. 592). Ultimately, the positive self-respect generated by MI 

theory, according to a principle from Campbell and Campbell’s (1999) study, 

contributes to improving children’s life. It is evident that the first understanding of 

MI theory aligns with individual centred education proposed by Gardner and the 

personal rationale of the study mentioned earlier. 
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The second understanding of MI theory refers to an education for all, 

which addresses three aspects. Firstly, reports by Fasko (2001) and Vialle (2009) 

focused on the influence of MI theory on gifted and talented education, and Vialle 

(2009) also talked about special education. Fasko (2001) undertook a review of 

the literature about the use of MI theory with gifted and talented students, which 

had been a research focus on MI theory in the 1990s. Eight years later, research in 

Australia (Vialle, 2009) identified the impact of MI theory in changes of teachers’ 

attitudes and practices towards learners with diverse needs. Secondly, the focus on 

an education for all relates to educational equity between different socioeconomic 

backgrounds. It emphasises the inclusion of children from disadvantaged or 

underprivileged backgrounds. Pogré and Rogé (2009), Barrera and León-Agustí 

(2009), and Gatmaitan-Bernardo (2009) offered an MI approach to groups of these 

children respectively in Argentina, Colombia, and the Philippines. A quotation of 

Pogré and Rogé (2009) provided justification for the use of MI theory with 

students from low-income neighbourhoods or districts. 

Due to prejudice, many teachers hold low expectations of their students. 

They tend to teach less to these students and express less content in their 

teaching situation. Our focus on these disadvantaged districts aimed to 

reduce the inequality of our educational system and move one step closer 

to the goal of an education for all. (pp. 263-264) 

Lastly, but most importantly, in respect to the second understanding of MI 

theory, an aspect of egalitarian education is advocated, which draws on the 

recognition of children’s individual differences to promote educational equity. For 

example, Keinänen (2009) noted that MI theory was regarded as a contributor to 

“the cultural ideal of equality and inclusion in Norway” (p. 149). The contribution 

derived from understanding each learner had individual strengths, which thus 

decreased the discrimination of students who were less competent in linguistic and 

logical-mathematical intelligences in comparison with other students. As a 

consequence, MI theory creates an environment in which all students could be 

recognised. Similarly, by analysing the data of teachers’ responses to the 

understandings and application of MI theory in Irish classrooms, Hanafin (2014) 

found that “there could be greater equality in classrooms in terms of student 
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access to learning, participation, and learning outcomes” (p. 134). This aspect of 

the understanding of MI theory is consistent with the rationale of the study. 

Two distinct arguments can be made from the two understandings of MI 

theory presented above. On the one hand, there is shared understanding of MI 

theory regarding its implication for individual differences, which aligns with 

Gardner’s perspective. On the other hand, Gardner (1993, 2006) mentioned gifted 

education, but his works did not refer to educational equity for disadvantaged 

children and egalitarian education drawing on the recognition of individuality. As 

such, these two aspects might be regarded as further interpretation, or an 

adaptation of the theory, to suit the needs of other countries. Adaptation is 

significant in educational transfer, particularly, when the transfer occurs between 

two different contexts.  

Application of the theory of multiple intelligences. In the early childhood 

field, Project Spectrum, undertaken by Gardner, Feldman, and other researchers in 

the USA in 1984, was well-known around the world. Project Spectrum was based 

on the assumption that children’s profiles of abilities could be clearly different 

from each other through the identification of strengths and weaknesses. It 

consisted of fifteen activities within seven intelligence domains (numbers, 

science, music, language, visual arts, movement, and social). Learning centres 

were established to provide a self-sustaining environment that embraced 

children’s potential for cognitive and personal development. However, instead of 

looking at the skills that were useful for children in the school context, the project 

stressed the skills required for the adults’ roles. In Jung and Kim’s (2005) words, 

it had a close relationship with work that happened in reality. As indicated, the 

purpose of Project Spectrum aligns with the definition of intelligence, which is not 

an abstract entity, but an ability to problem-solve or create products in cultural 

contexts. 

The findings of Project Spectrum showed that children had an individual 

profile of intelligence strengths and weaknesses, and their strength could facilitate 

performance in other areas. Similar findings have also been obtained from other 

studies in different cultural contexts. Hassan and Maluf (1999) examined the 

application of MI theory in Lebanon. By implementing Project Spectrum, they 
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identified distinct profiles of children’s intelligences in a selected setting. 

Similarly, two studies, Jung and Kim (2005) and Maglin (2014), adopted Project 

Spectrum. They also found children’s different intelligence profiles in South 

Korea and Thailand respectively. The studies imply shared understanding of the 

justification of eight intelligences of MI theory within the contexts of different 

cultures. Armstrong (2009) accounted for the shared understanding, stating that 

“MI theory has been well received by cultures around the world precisely because 

the eight intelligences embody capabilities that are found in virtually all cultures” 

(p. 18). The review of literature shows that Project Spectrum is adopted as the 

reference for applying MI theory in different cultural contexts. 

 The evolution of Project Spectrum may signify that Gardner’s work has 

shifted from an emphasis on assessment to curriculum development. Different 

from the initial intention to identify a child’s personal profile of strengths and 

weaknesses, Gardner (2011) pointed out that Project Spectrum had evolved to a 

rounded educational environment. As Gardner explained, by collaborating with 

classroom teachers, “we have developed curricular materials in the form of theme-

related kits that draw on the range of intelligences as they may figure in the 

development of a broad theme…” (p. 222). It may be because the significance of 

MI theory is not merely to identify intelligence strengths and weaknesses that a 

child presents, but to use the approach to facilitate children’s development. This is 

agreed by Hoerr (2000) who noted “simply measuring and labelling a student’s 

level of proficiency in an intelligence or in all intelligences serves no practical 

purpose and may lead to labelling or categorizing students “(p. 33). Also, the UCC 

(University College Cork) project (Hyland & McCarthy, 2009) provided evidence 

which confirmed that MI theory alone would not sustain improved teaching and 

learning, rather its strategies should be grounded in a rigorous curriculum 

planning and delivery framework.  

In both curriculum and assessment design, teachers play a vital role in 

putting the theory into practice. Some researchers propose roles that teachers 

could fulfil to apply MI theory. For example, Campbell (2008) thought that a 

teacher was a resource provider and facilitator guide in an MI programme, during 

which he or she should work with students together. Mehta (2002) focused more 

on the teacher as an observer and listener. Maglin’s (2014) research about the 



30 
 

impact of the MI project on children, parents, and teachers suggested that teachers 

played the role of an observer, facilitator, and presenter, which could be regarded 

as a combination of the two previous views. These views of the teacher indicate a 

constructivist perspective on knowledge acquisition.  

Maglin’s (2014) research investigated outcomes and impacts of Project 

Spectrum on children, parents, and teachers in a kindergarten in Thailand. In her 

study, MI theory was implemented through the whole programme, from preparing 

teachers for understanding the theory in a three-day workshop to creating learning 

centres and materials used in curriculum and pedagogy. A participating teacher 

from the kindergarten was selected to be observed and interviewed by the 

researcher before, during, and after the project to collect data. Through interviews 

with the teacher, research findings showed changes in the teacher’s attitudes after 

the MI-based project; these demonstrated the teacher’s learning and reflections on 

practice. For example, the changes were revealed through the assessment 

approach for those working for children. Specifically, the teacher used paper-

based tests to assess children before the project. After learning about and 

implementing MI theory, she regarded observation as the best way to assess a 

child’s engagement in an activity. As the teacher said: 

Child observations are the best way for me to identify each child’s 

strengths and weaknesses. Observations help me know how each child 

engages in an activity of each area of intelligence and how well he or she 

doing his or her work. (p. 185) 

Although the teacher discussed the benefits of the MI-based project, she 

also pointed out several factors that could affect MI-inspired practice negatively. 

For example, she noted that the competitive nature of the entrance exam to 

primary school still directed teachers’ and parents’ attention to developing 

academic skills. The competitive-oriented society in South Korea was also 

mentioned by Hung and Kim (2005). Another factor was that the large class size 

made it difficult for teachers to carry out observations and record observations and 

to use these for planning for each child. In this situation, extra work was required 

from teachers to ensure quality.  
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In summary, Maglin’s (2014) research compared the teacher’s 

understandings and practices before and after the project. During this process, the 

teacher perceived advantages of applying the project, which subsequently changed 

her knowledge of teaching and learning. It indicated that the teacher’s knowledge, 

attitudes, and beliefs changed because of the practice and its effects. The teacher 

in this research noted negative factors of implementing MI theory in the Thailand 

context, which could also be applicable in the Chinese context. This teacher also 

noted the benefit of having access to specialist support to facilitate an effective 

MI-inspired classroom when faced with areas of practice she felt less confident in.  

In addition to these empirical studies on how MI theory is implemented, 

there are MI-inspired schools or organisations around the world. For example, the 

Key Learning Community was founded as the first MI school in the USA, where 

MI theory was originally developed. Currently, it provides K-12 education, and a 

theme-based approach is utilised. In the Philippines, the Multiple Intelligence 

International School started as a kindergarten in 1996, but has developed into a 

school providing services for students from 18 months to 17 years old. The aims 

of MI-influenced school education include: intelligences for all, to reach and teach 

all students, teaching for understanding, and performances of understanding. As 

can be seen, the application of MI theory in this school mainly follows the 

educational implications proposed by Gardner (see pp. 22-24). 

A critical analysis. The educational applications related to MI theory 

receive acclaim and criticism. For example, Collins (1998) noted that “evidence 

for the specifics of Gardner’s theory is weak, and there is no firm research 

showing that its practical applications have been effective” (p. 95). However, 

Armstrong (2009) mentioned that successful examples of the application of MI 

theory in education could be found all over the world. He also noted that there was 

a “special interest group (MI-SIG)” (p. 195), which was set up by The American 

Educational Research Association in 1999 to contribute to study of the theory, 

with several hundred articles having been provided to validate the theory under 

educational backgrounds. The point here is that different scholars can have 

different definitions and interpretations of an effective approach. If being effective 

means improvement in students’ academic achievement, then it does not make 

much sense for children in early years. Instead, if being effective refers to 
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identifying children’s intelligence profiles, the application of Project Spectrum in 

different cultures may verify the validity of MI theory.  

MI theory has attracted academic attention and been analysed and 

critiqued from a range of perspectives. For example, Cannella (2004) reconsidered 

multiple intelligences from a postmodern feminist/poststructural perspective. She 

emphasised reconceptualising MI theory with key questions, which could make us 

rethink the theory. Such as, “How does MI theory as applied to educational 

philosophy, goals, and practice recognize the political, historical, and socially 

complex and power-oriented world in which young children (and other human 

beings such as parents and teachers) live”? (pp. 206-207) Similarly, Cuban (2004) 

noted that any education reform, MI theory included, always ignored of larger 

societal value and organisational norms. Both challenge Gardner in terms of how 

the application of MI theory responds to the complexity of society. In addition, 

Cannella (2004) proposed two specific critiques of Project Spectrum. One critique 

related to accepting assessment as a legitimate activity; the other was about the 

“child-centred” pedagogy related to the theory. However, as she reflected, neither 

her perspective or Gardner’s was bad, nor were they totally inconsistent with each 

other, rather “both views of the world (and all others) require continual 

examination and critique…” (p. 217). 

The literature reviewed illustrates a worldwide understanding and 

application of MI theory. The studies presented thus far provide evidence that MI 

theory is a successful exportation to other countries. In addition, these studies also 

reveal that as an import MI theory has been interpreted or adapted to situate it in 

the local context. Is it the same case for its importation into China? The next 

section of this chapter justifies China’s importation of MI theory and provides a 

summary of understandings and application of the theory in China.  

Justification for the theory of multiple intelligences in China. This 

section provides an analysis of factors contributing to the adoption of MI theory in 

China from a cultural, political, and economic perspective. Under the influence of 

globalisation, it is not surprising that knowledge is exchanged between different 

countries. What is interesting though is how a pedagogical concept such as MI 
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theory has encountered acceptance or resistance at the local level, particularly 

when ideas are imported from abroad.  

A cultural perspective in this present study is based on Chen’s (2009) 

notion of a cultural zone of proximal development (CZPD), which originated from 

Vygotsky’s notion of a zone of proximal development. According to Chen, CZPD 

refers to “the distance between a culture’s level of functioning and the level that 

might be reached with additional support, such as innovative leadership, exposure 

to new models, and access to relevant expertise” (p. 388). This notion stresses a 

cultural readiness, which refers to whether a culture is ready for new ideas or 

practices. In this situation, neither the sophistication of a culture nor the 

correctness of MI theory determines outcomes of the theory in that culture. 

Instead, the outcomes are decided by the interactive relationship between 

characteristics of MI theory and the priorities of the culture. Chen’s idea reveals 

an emphasis on the theory instead of a theory rooted in American soil, and 

justifies the worldwide recognition of MI theory.  

The introduction chapter included explanation of the compatibility 

between MI theory and traditional Chinese culture (see pp. 4-5). Noticeably, 

compatibility lies in the teaching principle, yincai shijiao, which is still a priority 

promoted in the education sector and provides appropriate cultural soil for MI 

theory to grow in China. In addition to internal influence, Chen (2009) has noted 

that Gardner’s travel to other countries is an example of outside factors affecting 

CZPDs. Gardner’s visits lay a foundation for the popularity of MI theory in China. 

However, problems also emerge even when a culture is ready for a new idea. As 

Chen has reported, a zone’s development is not a predictable linear progression. 

Instead, “An uneven pattern of development within the cultural zone may emerge 

when a culture is ready to advance in one area of educational change but not in 

others” (p. 392). She gave an example, which is still happening in China, to justify 

her claim; that China encourages MI-based learning and teaching, but has not 

prepared for an alternative way of evaluating students, given the national college 

entrance exam is regarded as an indispensable tool. It is true that “a single exam 

has remained the only route to university for so long” (Crehan, 2016, p. 169). 

Consequently, this study is grounded in the early childhood field, where academic 

pressure is at a reasonable level.  
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This situation raises discussion about localising MI theory. For example, 

Li and Feng (2006) suggested that educators emphasise the positive impact of MI 

theory on kindergarten education in China, but also pay attention to its localisation 

within Chinese culture. Zhu (2007) pointed out that Chinese culture was different 

from the culture that MI theory embedded from the perspective of comparative 

culturology. Because of this, he put forward questions that were worthwhile to 

consider when applying MI theory into practice. Such as, whether differences 

existed between China and western countries in terms of educational issues and 

the contexts that these issues were embedded in. In addition, Yan’s (2013) 

master’s thesis examined the issue of localising MI theory, which demanded an 

accurate translation of the theory, a consideration of the Chinese educational 

practices, and the recommendation to construct a localised theory by respecting 

traditional Chinese culture. All the studies imply that cultural difference is an 

integral component of adopting MI theory. 

Noticeably, Chen (2009) noted that cultural readiness was not fixed, but 

developed through interactions with multiple forces, including political climate 

and globalisation. This study adopts Johnson’s (2006) metaphors of the politics of 

‘selling’ and the politics of ‘gelling’ to illustrate the political picture in China. The 

politics of selling refers to those developing countries who have more control over 

their policy environments and seek educational policies in the ‘market’ to translate 

into economic growth and global competitiveness. Literally, the policies are 

bought and sold on the market. The politics of gelling is a process that describes 

“a politics of crystallisation, or the coming together of the global and the local” (p. 

684). As explained, compared with the selling process, the gelling process implies 

a combination of foreign and indigenous sources of knowledge.  

As mentioned earlier, the introduction of MI theory in China is an outcome 

of education reform. As Chen (2009) noted, because educators in China perceived 

opportunities for education reform created by political changes in a more open 

society, MI theory came into view. This raises the question put forward by 

Steiner-Khamsi (2012), in relation to “how selectively borrowed policies become 

culturally translated into the new context” (p. 172). According to Tan and Chua 

(2015), the politics of gelling was the direction for education policy borrowing in 



35 
 

China. The recent shift from a focus on the application of MI theory towards a 

discussion on its localisation may justify the politics of gelling in China. 

Economic factors also have a close relationship with the globalisation 

trend. As Chen (2009) observed, educators in China and South Korea needed a 

pedagogical approach to preparing their citizens for competitive development in a 

global economy. This is also the case for the use of MI theory in England. In 

particular, MI theory was introduced to China along with the open-door policy, 

which was initiated for economic reform.  

Theory of multiple intelligences in China. MI theory was imported into 

China not long after the implementation of the open-door policy in 1978. Yan 

(2013) summarised three developmental stages of MI theory in China: entry 

(1980-2000), expansion (2000-2007), reflection and innovation (since 2007). 

Review of the literature shows that a large number of MI-related articles, books, 

and theses were published during the expansion stage due to the New Curriculum 

Reform in China. Correspondingly, these publications focus on reconsidering 

curriculum and pedagogy based on MI theory. However, Zhu (2007) found that 

there was a lack of reflection on the theory and its use in the Chinese context 

because most MI-related scholarly research up to 2006 considered MI theory as a 

perspective or context. His statement identifies a shift of researchers’ interests on 

MI theory, from the introduction and application of the theory to reflection on its 

application in China. More detail regarding studies on MI theory in China follows. 

The existing Chinese literature on MI theory is extensive and focuses 

particularly on illustrating the pedagogical thinking of the theory in kindergartens 

in China, as will be discussed first in the next section. In general, the recognition 

of individual differences is the foundation on which Chinese educators focus on 

the implications of MI theory for curriculum and pedagogy. In addition, several 

publications examine how MI theory is used to develop teacher professional 

development programmes. Secondly, two educational practices of MI theory in 

Chinese kindergartens and three empirical studies on teachers’ understandings of 

the application are illustrated. Finally, this section provides a reflection on 

understandings and application of MI theory in China, which includes the issue of 

localising the theory, as recently discussed. 
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Understandings of the theory of multiple intelligences in China. 

Respecting individual differences is shared understanding of MI theory for 

Chinese researchers. Jia (2006) has pointed out that respecting individual 

intellectual development is an aspiration of MI theory for teaching. Xia’s (2002) 

doctoral thesis provides a theoretical explanation of MI theory and individual 

centred education based on an understanding of the theory and its educational 

implications. Other researchers have also mentioned ways to respect individual 

differences as part of their discussions of the educational implications of MI 

theory. Review of the literature indicates that individual centred education is 

widely accepted as a part of MI theory in China. 

Studies have shown that Chinese educators are committed to finding a 

suitable MI-based curriculum and teaching approach to kindergarten education, 

from which their understandings of the theory can be put into practice. For 

example, He (2004) commented that MI theory provided a theoretical basis for the 

reform of learning centres in Chinese kindergartens. The reform was underpinned 

by four aspects of the theory: respect for individual differences, the pursuit of 

educational equity for individual development, developing strength intelligences, 

and utilising strengths to develop other intelligences. In addition to the setup of 

learning centres, thematic teaching is an achievement of their efforts and a leading 

teaching approach in kindergartens in China. Che (2011) examined thematic 

teaching from the perspective of MI theory and found alignment between thematic 

teaching and the educational implications of MI theory in that the thematic 

approach emphasised teaching for understanding and individualised education. 

Firstly, a theme was identified by teachers on which basis educational aims 

underpinning each intelligence were developed. Then, teachers designed 

curriculum planning and implemented it in practice. Li’s (2005) master’s thesis 

offered a further analysis of thematic activity based on MI theory. The procedures 

for implementing thematic activity were similar to what Che noted. In terms of 

pedagogy, this thematic approach may share something in common with 

Gardner’s theme-related kits mentioned earlier. 

 The requirement of implementing MI theory, however, may challenge 

teachers, particularly in the Chinese context. According to Che (2011), 

kindergarten teachers should be organisers, facilitators, and guides in MI-based 
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curriculum and pedagogy. Arguably, teachers undertake new roles to meet the 

needs by adopting a constructive approach, rather than playing the role of a 

knowledge transmitter who transmits information didactically to students, as 

tended to happen in the traditional classroom in China. In this situation, some 

Chinese researchers investigated the implications of MI theory on kindergarten 

teachers’ professional development to improve their understandings and 

application.  

Zhang (2005) articulated three implications of MI theory on teacher 

professional development: establishing new educational ideas, facilitating teachers 

to be a reflective practitioner (Schön, 1987), and providing a new aspect for 

improving teaching. Gong and Tian (2013) also identified three implications, 

which involved changing educational ideas, effective teaching, and lifelong 

learning. Further analysis shows that the two studies share commonalities in 

respect to the implications for teacher professional development. For example, 

both mentioned multiple approaches to assessment instead of a one-dimensional 

assessment. Additionally, Zhang (2005) claimed that MI theory could contribute 

to teachers’ reflective thinking, which was an essential component of lifelong 

learning. In addition, Song (2011) noted that teacher professional development 

should consider teachers’ individual differences. This issue was also noticed by 

Jeng (2006, 2013), whose research focused on identifying individual teacher’s 

intelligences and its influence on their teaching. However, most research of MI 

theory still focuses on its pedagogical thinking on kindergarten curriculum and 

pedagogy. 

Application of the theory of multiple intelligences. This study examines 

kindergarten teachers’ understandings and implementation of MI theory, the 

context of which is different from other formal schooling. According to Gardner 

(2006), preschools seem to be less rigid, and most curricula are built based on a 

principle of free-choice. His statement is also applicable to China. In mainland 

China, there are a few empirical studies on the application of MI theory in 

kindergartens, including the research in Jiehua Kindergarten (Xiang, 2010) and 

Huijia Kindergarten (Ren, 2010). The two kindergartens respectively adopted the 

theory through a curriculum and assessment approach. In Taiwan, Jeng (2005, 

2006, 2013) investigated MI theory from teachers’ perspectives to look into their 
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intelligence profiles and the impact on teaching. More details of these empirical 

studies are presented below.  

Jiehua Kindergarten (Xiang, 2010) developed a philosophy of combining 

unity and individuality to cultivate children’s potential and established an 

approach to curriculum reform through the integration of curriculum and yincai 

shijiao. Specifically, a mind-map of theme-based curriculum was adopted, which 

consisted of the themes identified by teachers and children, as well as sub-themes 

and relevant activities developed by teachers. The curriculum aimed to meet 

children’s different developmental characteristics, promote their strength 

intelligences, and foster their holistic development. Implementation of yincai 

shijiao was based on teachers’ understandings of individual child’s strengths and 

weaknesses, which were identified through observations and information provided 

by parents. Afterwards, teachers made a plan for the development of each child, 

using the child’s strength intelligences as the entry to cultivate other intelligences.  

The study provided an example to show how a teacher implemented yincai 

shijiao within the mind-map of theme-based curriculum. This example involved a 

teacher, Li, and a girl named Qian. Firstly, the teacher developed an understanding 

of Qian’s interests and intelligence profiles by observing her performances in 

theme-based activities. Along with the information provided by Qian’s parents, Li 

identified Qian’s strengths and weaknesses. Next, she designed a teaching plan for 

Qian’s individual development, based on her areas of strength. Given that Qian 

was strong in linguistic intelligence, the teacher developed a mind-map to show 

how to use this intelligence in the theme-based teaching to foster her 

intrapersonal, musical, and interpersonal intelligences. During the implementation 

process, the teacher collaborated with Qian’s parents and also utilised emergent 

teaching to facilitate Qian’s intellectual development.  

The application of MI theory in Huijia Kindergarten (Ren, 2010) started 

with the assessment of children, which consisted of a quantitative and qualitative 

methods. The kindergarten designed an MI scale to assess each child’s 

development of eight intelligences, drawing on the comparison of the child’s 

scores with the standard score on the performance of each intelligence. However, 

there was a lack of explanation on how to calculate the score for each child. In 
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relation to qualitative assessment, teachers observed a child, or several children, 

over a period of time. By analysing the outcomes of the two assessment methods, 

teachers identified children’s intelligence profiles, which were used to plan 

individual educational programmes to promote individual development.  

Ren (2010) described the impact of MI theory on teachers, children, and 

the curriculum of Huijia Kindergarten over a three-year period. For example, 

teachers started to make a comprehensive assessment of children. The change was 

welcomed as great progress in contrast to the previous narrow view of teachers on 

children’s intellectual development. Accordingly, changes also occurred for 

children. They concentrated more on activities, showed more interest, and 

improved the ability to solve problems independently. Finally, the kindergarten 

developed a model curriculum, which integrated eight intelligences with five 

learning areas (well-being, science, social development, language, and art), and 

was implemented through whole class teaching, learning centres, and group 

teaching. However, Ren (2010) pointed out three points for further improvement. 

They included a deeper understanding of MI theory, the use of observation to 

identify children’s intellectual development, and the competence to adjust 

curriculum design and teaching environment according to the outcomes of 

assessment.  

In general, the two studies demonstrate the implementation of MI theory in 

curriculum and pedagogy in Chinese kindergartens. Notably, although Jiehua 

Kindergarten was a public kindergarten and Huijia Kindergarten was a private 

kindergarten, the findings showed commonalities. For example, they both 

revealed that promoting individual development was the purpose of using MI 

theory. Additionally, observation was adopted in the two kindergartens to develop 

better understanding of individual children, which led to teachers giving 

individualised guidance. Finally, the two studies reported positive outcomes of the 

use of MI theory. Despite this, Xiang (2010) argued that Chinese kindergarten 

teachers had a superficial understanding of MI theory, because few teachers knew 

the theory in depth, which resulted in a limited impact of the theory on curriculum 

and pedagogy. Ren (2010) also noted that improving teacher quality was needed 

as a premise to better implementation of MI theory. As discussed, both research 
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studies addressed the importance of teachers using MI theory, but did not provide 

deeper insights into teachers’ understandings and implementation of MI theory. 

Three empirical studies in Taiwan examined how kindergarten teachers 

understood MI theory (Jeng, 2006, 2013) and used it as an intervention to 

facilitate their teaching (Jeng, 2005). In the intervention study, Jeng (2005) used 

five sequential stages to examine the use of MI theory in teaching picture books. 

Firstly, Jeng designed a questionnaire to investigate participants’ understandings 

of picture books, the teaching of picture books, and knowledge of MI theory. The 

information was then used as the basis of intervention to introduce participants to 

MI theory and its application in the teaching of picture books. Thirdly, 

participants selected one book and designed MI-based curriculum and pedagogy. 

After that, participants put the curriculum into practice. Upon completion of 

teaching, the participants shared their experiences and reflected on their teaching. 

Jeng (2005) reported two general findings of the study. One finding was 

about the MI-based teaching of picture books, in which several achievements had 

been identified. The achievements included: a coherent and integrated curriculum 

that was appropriate for children’s ages and needs, an understanding of 

intellectual development of children as a reference for further teaching, and a 

multiple and balanced learning experience for children, who showed more 

interests in learning. The other finding related to the participants’ professional 

growth, which involved several aspects. The participants developed further 

understanding of teaching of picture books, which improved their ability to design 

MI-based teaching plans by applying various teaching methods. Some participants 

changed their understandings of early childhood education by realising and 

respecting children’s differences in intellectual development. Also, some 

participants expressed a more positive attitude towards their teaching practice 

rather than relying on educational literature for guidance. In addition to the two 

main findings, Jeng’s study identified children’s strengths and weaknesses. 

Similar to Xiang’s (2010) findings, Jeng also suggested using children’s strengths 

as an approach to developing their weaknesses.  

Later, Jeng (2006) became interested in the relationship between the 

intelligence profile of a kindergarten teacher and his/her attitude to MI theory on 
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curriculum, teaching, and assessment. He pointed out that little empirical research 

had focused on identifying intelligence profiles of teachers. Consequently, he 

aimed to explore kindergarten teachers’ intelligence profiles and the impact on 

their attitudes towards MI theory. There were 440 participants from public and 

private kindergartens, who were asked to fill in a questionnaire. The questionnaire 

consisted of three components: profile information, a scale to identify intelligence 

profiles, and a scale to identify participants’ attitudes to MI theory. Finally, 375 

questionnaires were gathered, 353 of which were valid. In the present study, 

identifying teachers’ strengths and weaknesses is not the focus, so the findings of 

Jeng’s study on the intelligence profile of teachers are not presented.  

Jeng (2006) found that kindergarten teachers had highly positive attitudes 

to MI theory concerning its application to curriculum, teaching, and assessment. 

In particular, teaching MI theory was mostly accepted by the participants. Jeng 

noted possible reasons were that most teachers utilised prescribed textbooks 

instead of designing the curriculum themselves, and a heavy workload restrained 

them from having a thorough assessment of children. The study did not give 

sufficient consideration to further analysis, such as why teachers were not entitled 

to design curriculum and what contributed to a heavy workload. Instead, 

according to Jeng, the findings suggested teachers lacked professional competence 

in curriculum design and assessment. Another finding was that obvious 

differences were found between the teachers from diverse backgrounds. 

Specifically, the teachers who had more years of teaching experience showed a 

more positive attitude, and those who attended courses on MI theory also had a 

more positive attitude. Nevertheless, age, academic background, specialised 

teaching area of the teachers, the type or size of the kindergartens they served, and 

textbooks they used did not make any difference in their attitudes.  

Jeng (2013) worked further on the relationship between kindergarten 

teachers’ intelligence profiles, beliefs, and classroom practices. Although the 

study addressed teachers’ beliefs on MI theory, the measurement it used was 

adapted from the scale for identifying teachers’ attitudes to MI theory (Jeng, 

2006). Consequently, this study might be seen as an extension of the previous 

study. A larger sample (1200 kindergarten teachers) participated in this study. The 

participants were required to complete a questionnaire, which included a profile 
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information section and three other sections on teachers’ intelligence profiles, 

beliefs about MI theory, and MI-based practices. Altogether, 854 questionnaires 

were collected, and 727 of them were identified valid. The study revealed that 

participants expressed a middle-high level of belief in MI theory as well as its 

practice. Similar specific findings to Jeng’s (2006) study were also found. For 

example, areas of specialised teaching did not make any difference to teachers’ 

beliefs about MI theory. Teachers who attended courses on MI theory showed a 

stronger belief in the theory. Additionally, these teachers were more likely to 

apply MI theory into practice. Correspondingly, the implications of the study were 

similar to those reported by Jeng (2006). In addition to in-service professional 

development and MI-related curriculum of pre-service teacher education, Jeng 

(2006) asserted that kindergartens should support teachers to integrate MI theory 

in practice to carry out individual-centred education. 

In general, Jeng’s (2005, 2006, 2013) research implied positive outcomes 

of MI theory for teaching and learning from teachers’ perspectives. His series of 

research studies related to MI theory and practice might indicate that his focus 

shifted from MI-inspired practice to the influence of teachers’ intelligence profiles 

on their attitudes, beliefs, and application of MI theory. Jeng highlighted 

implications for kindergartens and teacher education providers to facilitate 

teachers’ understandings and application of MI theory. For example, Jeng (2006) 

suggested a kindergarten offer teachers’ in-service professional development 

opportunities and build a professional learning community in order to prepare 

teachers to apply MI theory. As for teacher education, the study implied MI theory 

be included in the curriculum of pre-service teacher education so that teachers 

would be familiar with the theory at the initial stage of their careers. However, 

because of a methodological limitation, his research did not provide a deep insight 

into how kindergarten teachers understood and applied MI theory, which might 

further shed light on teacher education programmes. 

Reflection. Critical views of the understanding and use of MI theory have 

been pointed out by Chinese researchers. As mentioned previously, MI theory was 

regarded as providing a theoretical basis for Quality Education. However, Tian 

(2006) has questioned the association of MI theory with educational discourse, 

such as Quality Education in the Chinese context. Cheung (2009) expressed a 
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similar view by arguing that MI theory and Quality Education reflect “somewhat” 

different perspectives, although she also expressed that MI theory was consistent 

with Quality Education. What they argued against was using MI theory to solve 

all the educational issues in China, which according to Zhu (2007), was grasping 

at straws.  

Chen (2006) noted that in China, like other countries, misuse of MI theory 

occurred. She found what she called ill-advised practices in China. For example, 

she observed that many schools, particularly kindergartens, claimed to be MI 

schools to attract parents and increase tuition fees. Also, people developed “how 

to” books to train children’s multiple intelligences. In addition to these practices, 

she found a great number of reports on MI theory as a driving engine in different 

programmes, such as turning low-performing schools around, but without any 

evidence of programme evaluation.  

The most common criticism of implementing MI theory in practice is the 

view of regarding the development of children’s multiple intelligences as an 

educational goal; in Shen’s (2009) words, “teach for MI theory” (p. 63).  Li and 

Feng (2006) reasoned that this review derived from confusion between 

psychological theories and their implications on education, which led to 

misunderstanding that MI theory was a cognitive theory. Similarly, Tian (2006) 

argued that people focused on the application of MI theory and ignored the theory. 

Additionally, from the perspective of educational goals in China, Li and Feng 

(2006) asserted that developing children’s multiple intelligences was helpful to 

achieve the goal of children’s holistic development, but could not replace 

educational goals. Zhu (2007) pointed out teaching that involved labelling 

students with different intelligences was a misunderstanding of MI theory, and 

confused educational goals and methods.   

There are other criticisms with regards to the implementation of MI theory. 

Tian (2006) found that each intelligence was developed independently. He 

provided several examples to justify the criticism. For example, some educators 

invented methods to test students’ eight intelligences, some educators established 

one classroom for each intelligence to put them into practice, while others used 

the eight intelligences simultaneously to introduce a concept. In this way, there 
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was potential for literal or superficial understandings and implementation of MI 

theory and oversight of knowledge teaching. Yan’s (2013) study supports these 

criticisms. Further analysis of these critical views reveals a lack of understanding 

of the educational implications of MI theory proposed by Gardner. Shen and 

Gardner (2007) proffered that one reason for this lack of understanding is that 

some researchers and teachers read second-hand or third-hand information of MI 

theory rather than reading first-hand works of Gardner or his colleagues. Also, this 

involves a translation issue noted by Yan (2013), which determined an accurate 

understanding of MI theory. 

Summary. By reviewing the literature of MI theory, this section aimed to 

provide a comprehensive understanding of the theory. It began with a definition of 

the theory and its educational implications based on Gardner’s work to ensure an 

original and thorough understanding of the theory being clearly presented. Next, 

the review considered the theory from both a global and a Chinese perspective by 

summarising the understandings and applications of MI theory, accompanied by a 

reflection on the critical views of the theory. This section ends with an exploration 

of the impetuses to the travel of MI theory, in China particularly, which is 

analysed from a big level. The travel makes the idea accessible to other countries, 

which on the other hand brings about a change for teachers in the countries 

applying MI theory. 

Teacher Change  

The literature reviewed in relation to the adoption of MI theory led to the 

other focus of this study that addressed teachers’ responses to change. That is 

because the adoption of a new idea, such as MI theory, indicates an educational 

change for teachers, especially those countries incorporating MI theory into their 

policies. Richardson and Placier (2001) reviewed the literature and concluded that 

there were two main perspectives on teacher change. “The first position examines 

individual or small group cognitive, affective, and behavioural change processes. 

The second is an organizational view of change that links structural, cultural, and 

political aspects of the school organization to changes in teachers and teaching” 

(p. 905). This thesis employed the first view, focusing on teachers as individuals 

or small teams. 
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This section introduces the view of teachers as agents of change to address 

their agency when facing changes. Noticeably, resistance to change is also 

interpreted as a form of agency. Next, the thesis summarises researchers’ 

theorising of teacher change and a definition of teacher change in this study is 

developed based on the analysis of these interpretations and an understanding of 

teachers’ agency. Lastly, this section reviews studies on the process of teacher 

change. The Interconnected Model of Professional Growth was selected as the 

theoretical framework of the study to capture the complicated features of teacher 

change. 

Teachers as change agents. The key role of teachers in educational 

change contributes to the emphasis on teachers as change agents. Fullan (1993) 

explained the significance of teachers becoming change agents given that the core 

of teaching is a moral profession. He noted, “Moral purpose keeps teachers close 

to the needs of children and youth; change agentry [sic] causes them to develop 

better strategies for accomplishing their moral goals” (p. 2). Also, van der 

Heijden, Geldens, Beijaard, and Popeijus (2015) pointed out that teachers as 

change agents would change, impact, or improve education by using their agency 

in daily practice. As indicated, what agency means for teachers is more than being 

active learners when they face a change in teaching; it also means making things 

happen intentionally through their actions (Bandura, 2001). 

As agents of change, teachers are involved in learning, reflection, and 

action to make changes occur. The notion of teachers as learners has a positive 

impact on developing and sustaining teachers as change agents. This is because, as 

revealed from van der Heijden, et al.’s (2015) study, teachers are open to learning 

and improving their profession. Also, being a reflective practitioner (Schön, 1987) 

is helpful for improving professionalism through the linking of theory and practice 

(Lindon, 2012). According to Buchanan (2015), teachers are able to imagine new 

ways of thinking and acting through critical self-reflection. Consequently, 

teachers use their agency to learn and change education.    

Sannino (2010) criticised the studies on agency for not addressing the 

notion of resistance or viewing it as a limited form of oppositional agency. This is 

because the word resistance is widely used with negative connotations to indicate 
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“an oppositional action to something that one disapproves or disagrees with” 

(Sannino, 2010, p. 839). However, some theorists argue that resistance can also be 

regarded as a manifestation of a form of agency. For example, Robinson (2012) 

examined how teacher agency was constructed by educational policy, and pointed 

out that resistance to adapt and adopt policy reforms was one process through 

which teacher agency seemed to emerge. Kindred (1999) viewed resistance as a 

move toward authorship. This study adopted the view of resistance as a kind of 

agency. In addition, this study involves learning from western pedagogy, in which 

the resistance from individual teachers might reflect an agency embedded in a 

specific cultural context. The example of “student-centred and teacher-dominated 

approach” given by Tan and Chua (2015) provides a reasonable justification. In 

this approach, according to Tan and Chua, “Chinese teachers, while keen to 

encourage knowledge construction and learner-centredness in their students, have 

no intention of imitating their Western counterparts” (p. 699). In this regard, 

resistance may be helpful to achieve a shift from the politics of selling to the 

politics of gelling (Johnson, 2006) with respect to educational transfer from 

western countries to China. 

Definition of teacher change. Definitions of teacher change reveal an 

interchangeable use of teacher change with other terms. Early in 1994, Clarke and 

Hollingsworth gave teacher change multiple interpretations basing upon six 

perspectives of change conceptualised as: training, adaptation, systemic 

restructuring, local reform, personal development, and growth or learning. The 

first three categories express a view that change is imposed on teachers, which 

may indicate an organisational view of teacher change. Specifically, training 

means change is something done to teachers, adaptation refers to the teacher’s 

response to changed situations, and systemic restructuring involves enactment of 

change policies of the system. The other three categories stress change in teachers 

themselves, which may align with the individual view of teacher change. Local 

reform refers to changes initiated by teachers for personal growth, personal 

development also involves teacher’s active change to improve their performance, 

and growth and learning relates to teachers as learners in professional activities. 

Other definitions of teacher change have been put forward by researchers. 

Richardson and Placier (2001) describe teacher change as “learning, development, 
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growth, improvement, implementation of something new or something different, 

cognitive and affective change, and self learning” (p. 905). Except for the addition 

of cognitive and affective change, their definition is similar to Clarke and 

Hollingsworth’s. Hung and Yeh (2013) consider teacher change “as a growth or 

learning process in which teachers as active learners are engaged and empowered 

in a professional learning community to make changes in their own beliefs and 

classroom practices” (p. 154). Hung and Yeh’s definition represents a shift from 

understanding what the meaning of teacher change is, to a focus on what it is 

teacher change have changed.  

From what was described above, it seems that teacher change has positive 

connotations which are associated with teacher development or growth. It is true, 

however, the change is a complicated process because teachers can be influenced 

internally and externally. Richardson and Placier (2001) point out that change is 

often assumed to contribute to better teaching or teachers, even better education. 

On the other hand, they mention that change could be negative. That is, an 

alternative outcome during the process of change may emerge, which is teacher 

resistance, particularly when the change is imposed on teachers. However, as 

explained earlier, teachers’ resistance to change is also considered as a 

representation of teacher agency in this study. Janas (1998) notes three common 

types of resistance among teachers: aggressive resistance, passive-aggressive 

resistance, and passive resistance. In Janas’ words, the first type is the easiest one 

to detect because it is not concealed. Passive-aggressive resistance from those 

teachers who appear willing to change but slowly withdraw the support when they 

encounter obstacles. The third one is the most difficult form to identify because 

teachers seem to accept wholeheartedly but never follow through. According to 

Sikes (1992), older teachers, in particular, behave like “carrying on as before” (p. 

45) when changes are introduced, which he points out could be one of the most 

common responses to most forms of change. He explains that: 

Experienced teachers who have been teaching for some years will have 

developed ways of doing things which they have found to work for them 

in their situations. Consequently, they may be reluctant to abandon tried 

and tested methods for new ones which they may be afraid will fail. (p. 

7)  
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This study then proposes a definition of teacher change based on the 

analysis of the literature. It means changes in teachers’ understandings and 

practices because of a number of different things that happen in a changing 

context over time rather than those resulting from an intervention, in which 

teachers as change agents are engaged in, keep neutral, or resist the pedagogy. 

Since western pedagogy, including MI theory, has had an influence on educational 

policy, including early childhood education in China, this study assumed that 

Chinese kindergarten teachers have learnt MI theory or they may have used some 

ideas of the theory in practice. Two reasons justify the focus on the concept of 

teacher change. The first reason relates to the change of the context, which refers 

to the introduction of western educational approaches. In this situation, the study 

aims to investigate whether or not Chinese kindergarten teachers make changes in 

their teaching and learning to respond to the educational change, and if so how. 

Researchers have articulated that teacher change is key to educational change. For 

example, Fullan and Hargreaves (1992b) believe that the reason for the failures of 

education reforms is because the reforms ignore teachers, who are front line 

people. It indicates that as implementers of educational approaches or ideas, 

teachers’ practices directly affect the outcomes of education reforms. Also, the 

analysis of the definition of teacher change demonstrates two potential 

consequences, which makes sense considering teachers are active individuals and 

is appropriate for explaining the findings of the study. 

Process of teacher change. Having identified the meaning of teacher 

change in the study, this section now turns to the process of teacher change to 

understand the mechanisms that underpin change. In terms of time-scale, a linear 

view of the process comes first, which refers to following a certain sequence to 

make change happen. In teacher professional development, the research focuses 

on teachers’ beliefs and attitudes, the change of which is believed to contribute to 

changes in teachers’ practices and then students’ learning outcomes. However, 

Guskey (1985, 1986, 2002) argued that only after teachers undertake new practice 

and observe the improvement in students’ learning, will they change their beliefs 

and attitudes. Compared with the initial understanding, Guskey’s model on the 

process of teacher change emphasises an experience of successful implementation 

as a motivation for teachers to make change. Although his model provides an 
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alternative view of teacher change, it still depicts a linear process. This is evident 

in his statement, “Of particular importance to efforts to facilitate change, however, 

is the sequence in which these outcomes most frequently occur” (Guskey, 2002, p. 

383).  

The understanding of the teacher’s role in teacher change has been 

evolving, which leads to a cyclical view of the process of teacher change. 

Previously, changes are regarded as something imposed on teachers that they have 

to accept, respond to, and implement, and play a passive role. For example, 

Goldenberg and Gallimore (1991) and Clark and Hollingsworth (2002), pointed 

out one-shot workshops as a popular approach to teacher professional 

development. However, the criticism of this approach is that it bases on a training 

paradigm aimed at improving teachers’ skills and knowledge (Guskey, 1986). In 

Zhu’s (2008) words, it is to “train faithful executors of the blueprint for early 

education” (p. 363). The approach reflects what Schön (1987) calls a model of 

technical rationality, in which teachers were thought as passive receivers. 

However, drawing on a review of research on models of teacher professional 

growth, Clarke and Hollingsworth (2002) note that the research on teacher change 

through professional development has shifted from programmes assigned to 

teachers to teachers as active learners in the professional activities. They then 

developed a model illustrating the process of teacher change, which recognises the 

process as non-linear and continuing.   

Other studies on teacher change confirm the move beyond the 

understanding that the process of teacher change is linear, rather it is dynamic and 

complex. Opfer and Pedder (2011) used a complex theory framework to review 

the literature on teachers’ professional development, including teacher change. 

They emphasised the importance of explaining the causality and reciprocal 

influences of three subsystems (the teacher, the school, and the learning activity) 

in understanding teacher learning. The study adopts the view that the process of 

teacher change is dynamic and complex, and therefore Clarke and 

Hollingsworth’s (2002) Interconnected Model of Professional Growth is 

employed. 
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Interconnected Model of Professional Growth  

The Interconnected Model of Professional Growth (IMPG) is the 

framework for the study to understand the process of teacher change. The model 

was proposed by Clarke and Hollingsworth (2002) to suggest that changes occur 

through “enactment” and “reflection” between four distinct domains (see Figure 

1). As can be seen, the model presents a cyclic nature, and this non-linear nature 

distinguishes it from other models because it “recognizes the complexity of 

professional growth through the identification of multiple growth pathways 

between the domains” (p. 950). The IMPG model was chosen for the study 

because it views teacher change as a complex process influenced by different 

elements.  

Definitions of the four domains. As observed from Figure 1, the model 

comprises of four domains and two mechanisms (reflection and enactment). 

Before moving to the four domains, the two mediating processes are explained. 

Enactment (as represented by the dotted arrows), in Clarke and Hollingsworth’s 

(2002) view, is beyond “acting”. It refers to putting a new belief or practice into 

action, but “each action represents the enactment of something a teacher knows, 

believes or has experienced” (p. 951). Reflection (as represented by the solid 

arrows) refers to teachers’ reflective thinking in regards to the relationship 

between the domains. In the present study, enactment focuses on the 

implementation of MI theory in practice, and reflection is the evaluation of 

teachers on their practices related to MI theory. Of the four domains, the external 

domain is differentiated from others as it located out of the teacher’s world. The 

other three domains (personal domain, domain of practice, domain of 

consequence) are related to an individual teacher’s professional world of practice, 

“encompassing the teacher’s professional actions, the inferred consequences of 

those actions, and the knowledge and beliefs that prompted and responded to 

those actions” (p. 951). In the following discussion, each domain is defined in the 

study based on Clarke and Hollingsworth’s (2002) definition.  

The external domain (ED) refers to the sources of information, stimulus or 

support. As Clarke and Hollingsworth (2002) exemplified, in-service sessions, 

professional publications, and conversations with colleagues were all external 

sources and stimuli. Meanwhile, there are alternative external sources available to 
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teachers. In this study, it mainly refers to approaches to MI theory. The personal 

domain (PD) includes the teacher’s knowledge, beliefs, and attitudes. This study 

adopts MI theory as an example of western pedagogies in China, so the personal 

domain of teachers mainly refers to their knowledge of MI theory and its 

application, and how they think about the pedagogy. As indicated by the title, the 

domain of practice (DoP) relates to teachers’ professional activities. In this study, 

the focus is on how teachers implement MI theory in their teaching. The identified 

outcomes of the practice are categorised into the domain of consequence (DoC), 

so the domain is defined as teachers’ reflection on their application of MI theory. 

 

Figure 1. The adapted Interconnected Model of Professional Growth. Adapted from 

“Elaborating a model of teacher professional growth,” by D. Clarke, and H. 

Hollingsworth, 2002, Teaching and Teacher Education, 18(8), p. 951. Copyright 

2002 by Elsevier Science Ltd. 

Relevant empirical studies on the IMPG model. In the literature, the 

model has been used in empirical studies of different contexts, including the 

Netherlands, UK, Australia, Taiwan, and Singapore. Empirical studies from the 

Netherlands mostly focus on science or mathematics teachers in secondary 

schools. For example, Justi and van Driel (2006) used the framing to design a 

professional development project. They then used the IMPG model as an 

analytical tool and applied the data that were analysed to understand the growth of 

science teachers’ knowledge within the context of the Netherlands. Similarly, 
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Zwart, Wubbels, Bergen, and Bolhuis (2007) used the model as an analytical tool 

to examine the learning processes of four secondary teachers who participated in a 

reciprocal peer coaching programme. In addition, Witterholt, Goedhart, Suhre, 

and van Streun (2012) used the cycles of changes from the model to describe the 

development of practical knowledge of a mathematics teacher after participating 

in network meetings. In Australia, McDonough, Clarkson, and Scott (2010) 

employed the model to investigate the change in perceptions of mathematics 

teachers after taking part in a Professional Learning Project. They found that most 

participating teachers changed their beliefs and teaching on mathematics as a 

result of participating in the project.  

The model has also been used to examine teachers from other subjects and 

sectors. For example, in the UK, Perry and Boylan (2017) found that the model 

was effective in evaluating the impacts of a professional development programme 

for professional development facilitators and the learning processes involved. In 

an Asian context, Hung and Yeh (2013) adopted the same approach as Justi and 

van Driel (2006), using the model to design and analyse the intervention of a 

teacher study group on teachers who taught English as a foreign language in a 

Taiwanese primary school. Also, Wang, Kim, Lee, and Kim (2014) examined the 

influence of developing an epistemic community collaboration with university 

researchers on teachers’ professional growth in a Singaporean secondary school. 

Wang et al.’s findings showed that the model enabled them to identify the 

processes of change between the four domains. Further detail on the use of the 

model in studies above follows.  

An analytical and predictive tool. The review of previous studies supports 

an analytical and predictive function of the model; two of the three functions 

reported by Clarke and Hollingsworth (2002). The analytical function refers to the 

model being used “as a tool for the categorization of teacher change data” (p. 

957). Clarke and Hollingsworth explained three types of teacher change data: 

“data specific to each of the four change domains”; “the empirical identification of 

the processes by which change in one domain is associated with a change in 

another”; and “the identification of structural patterns in teacher professional 

growth” (p. 957). The function as an analytical tool is most adopted by researchers 

(Hung & Yeh, 2013; Justi & Van Driel, 2006; Perry & Boylan, 2017; Wang et al., 
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2014; Zwart et al., 2007), who use the model as an analytical framework to 

categorise data into the four domains or to identify the patterns of teacher 

learning. This aligns with the data of teacher change explained by Clarke and 

Hollingsworth.  

This study includes all the three types of teacher change data. First of all, 

the data of each domain has been explained in the definition of the domain. The 

second data set connects to the two mediating processes, enactment and reflection, 

which was also explained earlier. As for the last set of data, it involves “more 

analytical attention to the order in which change was seen to occur” (Clarke & 

Hollingsworth, 2002, p. 958), which then leads to “change sequences” or “growth 

network”. A change sequence “consists of two or more domains together with the 

reflective or enactive links connecting these domains, where empirical data 

supported both the occurrence of a change in each domain and their causal 

connection” (Clarke & Hollingsworth, 2002, p. 958). It involves a change that 

might be temporary, while the “growth” perspective regards change as on-going. 

However, as the data in this study were collected in a short period, the change 

over time could not be considered as the criterion to distinguish the two concepts. 

Instead, the change sequence is the focus of the present study.  

Regarding the predictive function of the IMPG model, it is approached in 

two ways (Clarke & Hollingsworth, 2002). The way used in this study involves 

“the suggestion of mechanisms by which teacher change might be promoted” (p. 

957). That is, the analysis of the mediating processes of how changes occur 

between the four domains can shed light on how to facilitate teachers to make 

change. For example, Justi and van Driel (2006) used it to explore the aspects that 

should be considered in a professional development project to promote the 

development of teacher knowledge. Van Driel, Meirink, van Veen and Zwart 

(2012) reviewed the studies on teacher professional development in science 

education using Clarke and Hollingsworth’s (2002) framework. One conclusion 

they came to was that the model might be helpful for designing a professional 

development programme critically and creatively. In an Asian context, Hung and 

Yeh (2013) found that the model could serve as the predictive tool in terms of 

guiding the design of intervention for teacher educators to establish a nurturing 

environment for teacher change. The predictive function of the model, as 
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identified in previous studies, refers to implication for teacher professional 

development programmes.     

Identification of change sequences. Several researchers have used the 

IMPG model to describe change sequences of teachers, which are presented in 

Table 2. Witterholt et al. (2012) employed a qualitative case study to identify the 

three cycles of change of a mathematical teacher, with the evidence collected from 

concept maps, semi-structured interviews, network meetings, and lesson 

observations. Also, Hung and Yeh (2013) identified three prominent patterns of 

change sequences using a qualitative case study approach. These patterns were 

identified in the findings of the learning and development of a teacher study group 

drawing on the data collected from group meetings and semi-structured 

interviews. Notably, this did not mean that only the three patterns shown below 

occurred for teachers, there were other less frequent patterns not reported by them. 

Wang et al.’s (2014) study, while not specifically focused on change sequences, 

resulted in the development of three strategies derived from the interaction of the 

four domains of the model to promote teacher growth; these strategies involved 

three types of change sequences.  

In the present study, the pictorial presentations of the findings from the 

three studies are converted into another way of representation as seen in Table 2. 

Additionally, an adaptation was made to the initials of the domains used by the 

researchers. For example, Justi and van Driel (2006), as well as Hung and Yeh 

(2013), adopted “DP” as the initial of the domain of practice, while Wang et al. 

(2014) used “DPT”. Nevertheless, the initials are replaced by those adopted in this 

study to make easier access to the findings of different studies. 

Table 2 

Presentations of Change Sequences from Three Studies 
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Note. PD = personal domain; ED = external domain; DoP = domain of practice; DoC = domain of 

consequence. Solid arrow = enactment; dotted arrow = reflection.  

As shown, a variety of change sequences mediated by enactment and 

reflection were identified from the same study, as well as different studies. This 

indicates that, instead of understanding teacher change as a linear process starting 

from the personal domain to the domain of consequence as an example, there are 

multiple approaches to making change happen to teachers, which could be 

recurring. Upon further analysis, it was found there were always reflective links 

when the change occurred from other domains to the personal domain (PD). Also, 

reflective links occurred from the personal domain (PD) or the domain of practice 

(DoP) to the domain of consequence (DoC). As for the enactive links, they 

occurred from other domains to the domain of practice (DoP). The analysis aligns 

with the findings of Clarke and Hollingsworth (2012) in terms of enactive and 

reflective links. 

In addition to identifying the types of patterns of change, Zwart et al. 

(2007) also found a variety of entry points and ending points, which contributed to 

their argument that “change may start, proceed and (temporarily) stop in many 

different ways” (p. 184). The argument is consistent with Clarke and 

Hollingsworth’s (2002) description of the IMPG model regarding multiple growth 

pathways between the domains. This implies that the process of change is 

dynamic and complex. Specifically, the finding of Zwart et al. (2007) showed that 
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the change could start anywhere in the four domains, while in most cases the 

ending points were in the personal domain. The ending point indicated that 

changes in cognition were reported more often than changes in behaviour. 

Summary. The empirical foundations of the IMPG model drew on studies 

of mathematics and science teachers in the Australian context (Clarke & 

Hollingsworth, 2002), but the review of the literature shows that the model can be 

applicable in European and Asian contexts and to teachers from different sectors 

and subjects. In mainland China, however, the model was only mentioned as a 

reference framework in designing teacher professional development programmes, 

which could be used to facilitate teachers to adapt to curriculum and the 

complexity of students and teaching (Chen, 2015). There is, however, a lack of 

empirical evidence built upon the model to justify this function. Also, with respect 

to kindergarten teachers, no empirical investigations using the IMPG model have 

been made to explore this group. Consequently, this study attempts to extend the 

use of the model to early childhood education, and in mainland China, which 

provides the other reason for its selection as the framing. 

This study adopted the IMPG model because it provides multiple pathways 

for teachers’ professional growth. A single entry point to multiple pathways that 

started from the external domain (ED), however, was included in the model by 

Clarke and Hollingsworth (2002). This does not exactly reflect what Clarke and 

Hollingsworth talked about the significant outcome of their research in terms of 

teacher’s agency. “The key shift is one of agency: from programs that change 

teachers to teachers as active learners shaping their professional growth through 

reflective participation in professional development programs and in practice” (p. 

948). What the model reveals is teachers’ reflective participation in professional 

development programs but not in their everyday practice. The review of literature 

found that previous studies using this model had identified different entry points 

to change sequences. This study then aimed to figure out if more than one entry 

point can be identified for kindergarten teachers to approach a new idea. 

 The literature review shows that the IMPG model is always applied 

with an intervention to investigate changes of teachers who receive the 

intervention, which is not the case for this study. As explained previously, 
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teacher change in the study means changes in teachers’ understandings and 

practices because of a number of different things that happen in a changing 

context over time rather than those resulting from an intervention. 

Consequently, the context that changes embedded in is addressed to reveal its 

impact. This also involves the external domain (ED) of the IMPG model. In 

addition, another three domains of the model capture the changes of teachers. 

That is, the personal domain (PD) captures teachers’ knowledge and attitude 

towards MI theory, which reflects changes that have happened since 

educational reform in China. The domain of practice (DoP) captures whether 

teachers make changes in practices given their changes in personal 

understandings. The domain of consequences captures whether different 

outcomes have achieved based on other changes. In general, drawing on the 

reflective and enactive relationship between domains of the IMPG model, the 

study captures the complexity of teacher change in a natural but changing 

context.  

According to Hung and Yeh (2013), “the design of intervention (i.e., 

the external domain) plays a crucial role in establishing a nurturing 

environment for teacher change” (p. 163). Hung and Yeh’s (2013) emphasis 

on the importance of establishing a nurturing environment that conveys 

positive connotations of teacher change is also found in other studies. This 

suggests that participating teachers accepted and implemented the 

intervention, from which they observed positive outcomes for students and 

themselves. What is missed though, is an investigation into alternative 

consequences as a result of teacher resistance. In addition, this study intended 

to collect data in a natural setting, which according to Suarez-Balcazar, 

Balcazar, and Fawcett (1992), might be difficult to conduct through 

intervention research considering it required strong cooperation from 

participants. Also, an intervention study was not considered, given the time 

and effort it would take. Consequently, the study adopted a case study 

approach to capturing the complexity of teacher change in a natural context. 

Before digging for the complexity, the thesis provides an overview of the 

previous literature on changes in understandings and practices of Chinese 

kindergarten teachers.  
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Changes in Teachers’ Understandings and Practices in China 

This study addresses changes that may occur to Chinese kindergarten 

teachers based on their understandings and implementation of MI theory. As 

previously mentioned, as a result of education reform, diverse educational 

pedagogies from abroad are now accessible to Chinese kindergarten teachers. 

What is intriguing then, is the way teachers respond to or deal with these 

pedagogies in the context of a system-wide educational change, and the potential 

implications for teacher change. In the following, this section first introduces the 

background of research on teacher change in China. This is followed by a focus 

on teachers’ responses to the educational change in the early childhood field. 

Lastly, this section presents factors influencing teachers’ responses in a changing 

context.  

Research on teacher change. The research specifically on “teacher 

change” in China started in the early 2000s, and the first academic article about it 

appeared in 2003. To date, 25 Chinese articles are found by searching for “teacher 

change” as a key word from the China Academic Literature Database. There are 

21 academic articles, and the other four articles could be categorised as 

educational reviews or reports. Most of the articles relate heavily to the New 

Curriculum Reform initiated from 2001 in China. As Zhao (2013) has noted, the 

articles talking about teacher change mostly investigate the topic under the context 

of the New Curriculum Reform. This is because Chinese researchers have realised 

the importance of teachers in implementing the curriculum reform. For example, 

Gu (2005) pointed out that teachers were front-line change agents in education 

reforms, so what teachers believed and did could have a profound effect on the 

extent to which educational change was undertaken. Yu (2017) expressed a 

similar view by pointing out that teachers played the most crucial role in 

curriculum reform because they were responsible for the implementation of the 

curriculum. It indicates that teachers, as implementers of education, directly affect 

the outcomes of education reforms.  

Teacher change is accepted by Chinese researchers as a process rather than 

an event (Hall & Hord, 2015). For example, Liu and Zheng (2009) define teacher 

change as a process influenced by the decision-maker and promoter of education 
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reforms. As a result they emphasise the importance of improving teachers’ 

professional abilities and eventually enhancing teachers’ abilities of curriculum 

implementation. In addition, Zhao and Yang (2015) identify two distinct aspects 

associated with teacher change. Firstly, teacher change refers to the change 

process of cognition, emotion, and behaviour of individual teacher; secondly, it 

involves the influence of cultural, social, and political contexts on teacher change 

on a group level. This definition combines an individual and organisational view 

on teacher change. Similar to the trend of regarding teacher change as a complex 

and dynamic process, Liu and Zheng (2009) have stated that complexity thinking 

should be the epistemological choice in studying teacher change, which involves 

non-linear, holistic, procedural, and situated thinking. 

Among the 21 academic articles, the majority focus on examining teacher 

change from a theoretical perspective, only two of them (Fu, 2015; Zhong & Lu, 

2011) were based upon empirical studies. Zhong and Lu (2011) investigated how 

changes occurred for teachers from a middle school in Hong Kong using a case 

study approach. They found that teachers were the critical reformers in school 

change, and that teacher change came from their xin (attitude) and beliefs. Fu 

(2015) also used a qualitative case study approach to explore whether any changes 

occurred for four middle school teachers after they participated in a Master of 

Education programme. Her research revealed that teacher knowledge, belief, and 

behaviour changed after participating in the programme, and differences of 

changes existed between four participants. These studies on teacher change are 

theoretically or empirically based; there are no articles specifically investigating 

teacher change of kindergarten teachers. However, previous research has 

established that changes have occurred to kindergarten teachers in understandings 

and practices. 

Teacher change in understandings and practices. Education reform 

leads to a shift landscape in curriculum and pedagogy in China, which then 

demands teachers to make change as well. Zhu (2008) explains that “teachers 

must perform at a much higher level than executing a standardised curriculum 

because the new curriculum places teachers in a decision-making position in both 

curriculum design and implementation” (p. 363). Liu and Feng (2005) provide 

more details about the required changes of teachers by summarising the five ideas 



60 
 

promoted by the reform. For example, to respect children as active learners, 

teachers should change their perception of teaching from transmitting knowledge 

and skills to children directly to creating an appropriate environment for 

children’s active learning, which involves teachers being responsible for the 

provision of materials and facilitation with children. As such, Chen and Day 

(2015) report the prominence of understanding Chinese teachers’ experiences of 

educational changes, which “not only would enhance knowledge of how change at 

macro-levels might carry through or be mediated at meso- and micro-levels in 

order to ensure their effectiveness in China” (p. 3). Exploring this understanding 

in the context of education reform is also the focus of the present study.  

Nearly every major work on the topic of kindergarten teachers’ responses 

to the education reform has found that teachers are willing to accept the new 

educational ideas but hardly put them into practice. Pan, et al.’s (2018) study 

offers evidence, which reveals that teachers use the concepts promoted by the 

education reform in their discussion, reflection, and documentation, but they do 

not immediately translate them into appropriate practice. Che (2010) investigated 

preschool teachers’ reactions to the education reform in China. Using a mixed 

method to collect data from three kindergartens, Che found that the teachers 

approved of the general ideas (respect children and consider children’s needs first) 

of the reform policy in the 2001 Guidelines. However, the teachers all perceived a 

conflict between the advocated pedagogical approach and parents’ expectations of 

education. This changing context for teachers turned out to be an obstacle for 

them to implement reform. Zhou’s (2013) narrative inquiry confirms that child-

centred pedagogy is not foreign to Chinese kindergarten teachers, but teacher-

centred pedagogy is still embedded in some teachers’ practices, and tensions 

emerge when teachers attempt to seek a balance between the two pedagogies. 

Together, these studies suggest that kindergarten teachers have knowledge of the 

prevalent progressive educational ideas, but a range of factors are stopping them 

from putting that knowledge in effect.  

Other researchers have reported similar findings but also point out changes 

in teachers’ practice. For example, Li, Rao, and Tse (2012) examined the 

adaptation of western pedagogies for Chinese literacy instruction. What they 

found was a typical pattern that involved “whole-class teaching, teacher-directed 
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activities, product-oriented learning, and more didactic teaching” (p. 614), which 

indicated that traditional Chinese pedagogy was still evident. However, they also 

found some innovations, which related to the use of western pedagogies. Fees, et 

al.’s (2014) findings indicated teachers’ gradual adaptation of Western-European 

ideas, such as teachers preparing lessons for the whole class but taking each 

child’s needs into consideration. These changes in practice convey a positive 

message regarding teachers’ application of western educational pedagogies. 

Factors Influencing Teacher Change 

This section presents various factors influencing changes in teachers’ 

understandings and implementation of western pedagogies from four aspects. The 

four aspects are: personal considerations, top-down education reform, collective 

culture and the issue of localisation, and social expectations. It has been revealed 

that Chinese kindergarten teachers are gradually changing their understandings 

and practices, but it is also clear that changes, particularly in practices for 

teachers, are more challenging.  

Personal considerations. Drawing on findings of previous studies, 

Richardson and Placier (2001) concluded that the stable aspects of an individual’s 

approach could be determined. This refers to a stable style of teaching within any 

setting. For example, Louden’s (1991) research found that the teacher showed 

change and growth in teaching but also maintained some traditions. Richardson 

(1998) reported that that teachers adopted, dropped or altered new activities based 

on “whether they fit within her set of beliefs about teaching and learning, engage 

the students, and allow her the degree of classroom control she feels is necessary” 

(para. 6). This implies that teachers’ personal teaching styles play a role in their 

change choices in regards to their adoption or rejection of a new idea. Vong 

(2008) found that Chinese practitioners’ construction of new pedagogy 

represented a combination of old and new ideas. As such, it is assumed that in this 

study Chinese kindergarten teachers may change their teaching because of an 

understanding of MI theory, but meanwhile, it is also likely for them to maintain a 

stable teaching style. 

Experience is also a personal factor related to teachers’ responses to 

changes. It addresses the idea of learning teaching from experience, which is 
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considered because “In both policy and research, experience is often weakly 

conceptualized, sometimes simply used as a proxy for time – the weeks, months 

or years spent in a classroom” (Ellis & Orchard, 2014, p. 1). In this study, the 

experience involves the university teacher education experience and professional 

experience, which collaboratively or independently impacts on teacher change. 

Studies on professional experience, in particular, draw more attention. For 

example, Munby, Russell, and Martin (2001) summarised the research on how 

novice and expert teachers developed their knowledge, the difference of which 

derived from different professional experience. Interviewing with two pre-service 

and two other first-year teachers, Russell (1988) found that teaches emphasised 

the significant role of experience in the process of learning to teach and in 

learning the theory of teaching.  

However, experienced teachers are sometimes identified as those who 

resist new ideas. For example, as previously stated in relation to Sikes’ (1992) 

study, experienced teachers were reluctant to abandon their familiar ideas to new 

ones. By stressing a more effective use of the prior expertise for teachers, Fullan 

and Hargreaves (1992b) have pointed out that doing the same thing in twenty 

years equals one year of experience repeated twenty times. Fisher, Higgins, and 

Loveless (2006) expressed the same idea and stated that the teaching profession 

can be resistant to change. This view of experience may be reasonable to some 

degree, but it may also indicate overlooking teachers as change agents.  

There is another personal consideration of teachers, which refers to the 

physical rewards that they attain, such as salary or benefits. The material elements 

do not seem to have a direct relationship with the change of teachers in 

understanding and applying MI theory. However, according to Liu and Le (2017), 

teachers’ pay had a direct influence on their satisfaction and motivation, which 

then affected teaching quality and teacher-children interaction. Also, Zhang’s 

(2010) investigation found that kindergarten teachers were not satisfied with their 

pay, which they thought was inappropriate for their workload. This personal 

consideration is considered as an issue in China, particularly for teachers in 

private kindergartens. Instead of focusing on the difference between public and 

private kindergartens, Wagner and French (2010) found that material elements 

were not significant for teachers compared with teacher assistants, who were more 
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subject to external motivations. This was justified by Wagner and French by 

pointing out that teacher assistants were subordinate to teachers in terms of salary, 

benefits, and other decision-making processes in curriculum and pedagogy.  

From the perspective of intrinsic and extrinsic motivation in psychology, 

these rewards mentioned above are extrinsic motivation for teachers. Ryan and 

Deci (2000) studied the two notions and pointed out that the intrinsic motivation 

was an important one. They also concluded there were three basic psychological 

human needs including competence, autonomy, and relatedness essential for 

optimal functioning. Instead of bringing enjoyment of an activity itself by the 

intrinsic motivation, the extrinsic motivation had an instrumental value. Using this 

perspective to justify teachers’ consideration of material elements, it appears to be 

a concern about a social-economic status externally, but it indicates a struggle for 

a recognition of the work and identity of kindergarten teachers internally. Deci 

and Ryan (2008) explained how social contextual conditions could maintain 

intrinsic motivation: 

More specifically, by considering whether a particular contextual factor 

such as monetary reward… is likely to support versus thwart satisfaction 

of the basic psychological need, people are able to predict the effects of 

that factor on such outcomes as motivation, behaviour, affect, and well-

being. (p. 183) 

Top-down education reform. The education reform in the early 

childhood field has followed a top-down approach led by the central government 

in China. This approach has been one of the main characteristics of kindergarten 

education reforms in China since 1989, when the State Educational Committee 

issued the Regulations of the Kindergarten. Because of this approach, positive 

achievements have been made which improve kindergarten education in China. 

However, there are critical views in terms of its impact on teachers’ 

understandings and implementation of new ideas. For example, Li, et al. (2011) 

pointed out a policy-practice gap, which refers to Chinese policymakers 

subscribing to western pedagogies without consideration of societal and cultural 

contexts in China. This view aligns with Cuban’s (2004) criticism’ of MI theory 

that it ignored organisational norms and societal values. The consequence is that it 
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is challenging for teachers to make changes at the practice level. In addition, Li 

and Chen (2017) offered a more direct justification by saying that policies and 

regulations were made without considering or consulting with teachers. In this 

situation, as Liu and Feng (2005) have argued, the imposed reforms could lead to 

the abandonment of teachers’ familiar ideas and skills, which then probably led to 

frustration and a loss of confidence in teaching.  

Teacher education is also criticised for following the top-down model. 

This model was what Schön (1987) called “technical rationality”. Lindon (2012) 

provided a potential easy-to-follow explanation, “This approach takes the line that 

students are charged-up with knowledge, rather like a battery, during their 

training. They can then discharge that knowledge when they are engaged in the 

working world of practice” (p. 34). Zhu (2008) regarded it as a process of 

transmitting knowledge, which aimed to train faithful implementers of the 

blueprint for early childhood education. The top-down approach implies a passive 

view of teachers instead of seeing them as agents of changes and is an approach to 

teacher education in China (Yin, 2015; Zhou, 2014). Although Zhou concluded 

that the top-down approach to teacher education led to some positive outcomes, 

such as a relatively stable teacher education system, he also pointed out that many 

problems existed which influenced the quality of teacher education.  

One problem is that teacher education programmes are far from teaching 

practices and stay at the theoretical level (Cai & Jin, 2010; Zhou, 2014), instead of 

being used as a means to facilitate teacher change and eventually improve 

kindergarten education in China. Using MI theory as an example; a teacher 

educator can draw heavily on what the theory is, but scarcely touch how to 

implement it. As Cai and Jin (2010) noted, teacher training was theorised, 

simplified, and formalised, which was not helpful for improving teachers’ ability 

to apply the new ideas into practice. This issue has also been identified from 

teacher’s perspective. For example, one teacher in Fullan and Hargreaves’ (1991) 

study commented, “we were just hearing philosophy. I wasn’t hearing any 

practicality. And I like to see practicality and philosophy go together, so I’d like to 

try some of the ideas out…” (p. 19). What Fullan and Hargreaves argued is that 

teachers’ voices are not granted a hearing, which ia an important matter for 

teachers gvien that change involves purposes and values.  McGarr, O’Grady, and 
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Guilfoyle (2017) studied student teachers’ views of educational theory and how it 

was positioned. They found that the majority of students positioned educational 

theory external to their own practice. These studies indicate the problem of a 

theory-practice gap in teacher education (Cheng, Cheng, & Tang, 2010; McGarr, 

O’Grady, & Guilfoyle, 2017).  

Teacher educators play an important part in the theory-practice gap. Here, 

teacher educators include university-based teacher educators and mentor teachers. 

As Chan (2010) pointed out, teachers depend on the professional help of external 

experts in mastering new teaching skills. Murray (2008) examined the expertise of 

teacher educators in England and noted the importance of this role with the 

purpose of facilitating the identification of understanding teacher educator’s 

complex work. Yang and Sun (2007) summarised the studies on teacher educators 

in the West and argued for an emphasis on professional development for teacher 

educators in China. In addition, Maglin’s (2014) study provides empirical 

evidence, demonstrating specialist’s support in facilitating the participating 

teacher’s understanding and application of MI theory. However, McGarr, et al. 

(2017) investigated the issues of power and authority between teacher educators 

and student teachers, which was one of the reasons for the theory-practice gap. 

They found that student teachers’ acceptance or rejection of educational theory 

reflected they accepted or rejected the legitimate power base (authority) of teacher 

educators. As previously mentioned, subimission to authority is a part of 

traditional Chinese culture, which may lead to teachers or student teachers accept 

educational theory instead of critically questioning.  

Additionally, Zhu and Zhang (2018) have commented that many faculty 

members in early childhood professional programmes lack substantial teaching 

experience in kindergartens, which constrains them from helping students to apply 

theories to practices. In particular, if teachers are expected to make changes such 

as undertaking western pedagogies, then teacher educators should also be 

equipped with related content knowledge and pedagogical content knowledge 

(Shulman, 1987). This reveals teacher educators as a role model in teacher 

education (Lunenberg, Korthagan, & Swennen, 2007). However, Zhu (2010) 

observed that teacher educators’ professional practices did not change to embrace 
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the New Curriculum Reform. Without appropriate guidance, it is unfair for 

teachers to be expected to implement new ideas in practice.  

Collective culture and the issue of localisation. Currently, Chinese 

educators have more and more opportunities to visit or study abroad, which 

enables them to have first-hand experience of western pedagogies. However, even 

if they have this experience, will they be able to teach or use western pedagogies 

effectively in their teaching? This question is proposed considering the influence 

of Chinese culture on education. According to Haviland (2014), culture is 

comprised of “a society’s shared and socially transmitted ideas, values, emotions, 

and perceptions that are used to make sense of experience, generate behavior, and 

are reflected in that behavior” (p. 28). The adoption of western pedagogies or 

approaches on a policy level and teachers’ responses to the change on an 

individual level, are both deeply rooted in the culture that they are embedded. In 

the traditional Chinese culture, Confucian values have played a dominant role, the 

influence of which has culturally shaped teachers’ understandings of teaching and 

learning implicitly. Cao and Turner (2015) said that “Confucianism is a system of 

humanist culture, a fundamental perspective on the conduct of life and of society, 

which is still a living force for the Chinese people…” (p. 169). In Tobin, et al.’s 

(2009) words, it is “an implicit cultural logic” (p. 242), which can be an influential 

factor on teachers’ understandings and application of western educational 

pedagogies in China.  

Emphasising collectivism reflects the Confucian goal of harmony in social 

relationships, which is an important part of Confucianism. Hofstede (1980) 

categorised national culture into four spectrums, one of them was 

individualism/collectivism. The culture of China appears to be on the collectivism 

end, in which people act out of group interests and not necessarily for themselves. 

This is represented by a culture of uniformity and conformity, for which China 

had been known (Cheng, 2010). Cheng further noted that this culture prioritises 

morality and rituals, and individual behaviour is bound by relatively rigid and 

strict social norms. Consequently, individuals behave to meet the expectations of 

the community. In education, as Wang and Mao (1996) have noted, “children are 

expected to comply with class rules and restrain their own needs and impulse” (p. 
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146). As such, the collective benefit is more important than the individual’s; and 

the value of the individual can be represented as a member of a group.  

This philosophy has a profound influence on early childhood education. 

Wang and Mao (1996) stated that educational aims focused on a single 

developmental criterion that all the children should reach but discouraged each 

child’s individual development. Pan, et al. (2018) expressed a similar view by 

saying that the collectivistic orientation “stresses the priority of group goals over 

individual goals” and “teachers paid attention only to the obscure needs and 

interests of group but not to individual child” (p. 601). As for the pedagogical 

approach, the orientation emphasised the teacher’s direction and whole class 

teaching rather than meeting individual needs (Li, et al., 2018). According to Zhu 

and Zhang (2008), the values of collectiveness run counter to curriculum built on 

a culture of individualism. Consequently, it may be a barrier for teachers to 

implement MI theory which focuses on individual centred education. 

Whole class teaching relates to collective education is a topic debated 

among early childhood educators in contemporary China (Tobin, et al., 2009). 

That is because, the education reform encourages teachers to provide more 

opportunities for individualised instruction, but it seems that whole class teaching 

is a must-have approach in the Chinese context. Tobin et al. (2009) have 

confirmed the appropriateness and necessity of the approach from the responses of 

kindergarten teachers. Zhu (2006b) has also argued that whole class teaching has 

been prevalent in the past, is prevalent at the moment, and will still be prevalent in 

the future. These researchers stress the significance of whole class teaching in 

Chinese kindergartens, which can be accounted for by two reasons. One 

explanation is that the emphasis on the development of collectivism occurs 

through whole class activities, such as group exercise (Liu & Tobin, 2018), which 

is common in Chinese kindergartens.  

The other reason is, that considering the reality of a low teacher-child 

ratio, whole class teaching is necessary, and is recognised as a practical approach.  

Also, Liu and Feng (2005) talked about this issue, who said that “it becomes 

understandable why practitioners choose to teach children in group lessons” (p. 

98) considering the reality of a turn-shift system which reduced the teacher-child 
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ratio. In this situation, class size can be an influencing factor for teaching. 

Blatchford, Moriarty, Edmonds, and Martin’s (2002) study suggested that 

teaching quality was not entirely the responsibility of teachers, and contextual 

factors including class size should not be ignored. As they found, “in a small class 

a teacher will more easily be able to provide effective scaffolding for her pupils in 

the form of individual attention, immediacy of feedback, sustained interactions, 

and flexible and effective questioning techniques” (p. 128). Guo (2012) 

investigated the impact of the New Curriculum Reform on teachers. She found 

that smaller class size was desirable for the teachers in her study; because teachers 

were more competent to engage students in learning activities and conduct 

student-centred teaching. Both studies reveal that large class size can be a 

constraint for individualised teaching, as what advocated by MI theory. 

As described above, the influence of the collective culture is deeply rooted 

in teachers’ thinking and practices. Just as Tan and Chua (2015) found, teachers 

who grew up in a traditional learning environment that emphasised teacher-

directed teaching and knowledge transmission tended to continue using the 

teaching approach in their class. This identifies learning as a cultural practice 

(Bransford, Brown, & Cocking, 2000), which addresses teacher’s previous 

knowledge. McGarr, et al. (2017) also talked about the influence of teachers’ own 

schooling experience, which related to the theory-practice divide, “as new theories 

can be narrowly assessed through the lens of past experiences” (p. 50). 

Consequently, being growing and educating in a collective culture, teachers may 

find it is challenging to make changes by implementing individulised education.     

However, Liu and Tobin (2018) argued that it was not necessarily to think 

of the individual and the collective need as contradictory. They explained that 

“Believing that individuals can seek self-actualization in a collective enterprise, 

the convergence of individual goals with a collective agenda is neither surprising 

nor problematic in the Chinese context” (p. 27). Even so, when Wang and Mao 

(1996) talked about teachers’ authority in the teacher-child relationship, they 

noted that teachers themselves were often not aware of the sense of authority, 

which reflected “culturally appropriate pedagogical and interpersonal authority” 

(Lai, Gu, & Hu, 2015, p. 429). This reveals deep-rooted impact of traditional 

values on teachers.  
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The cultural influence on educational transfer is a recurring theme in early 

childhood education in China. As early as almost a hundred years ago, Chinese 

educators studied the issue of localising western pedagogies, as discussed in 

Yang’s (2012) doctoral study. Yang investigated the western influence on early 

childhood education in Modern China, a stage that began in the late 1800s and 

ended with the foundation of the People’s Republic of China in 1949. The context 

that education at the time was embedded in was different from the context of the 

present study, but because Modern China was also influenced by western 

pedagogies, the implications of Yang’s study may shed light on the present study. 

Specifically, Yang drew three conclusions in his study. First, the positive 

influence of western elements on Chinese early childhood education was 

identified as an essential impetus to educational change. Second, the ideological 

change was the significant reform in Modern Chinese early childhood education. 

Last, localisation would always be the topic emerging from the educational 

exchanges between China and other countries. The issue of localisation calls for a 

reconsideration of educational transfer.  

Another doctoral thesis (Yang, 2015) examined the localisation of the 

Montessori approach in China, and six specific strategies were suggested. The 

strategies involved cultural adaptation, support and supervision from the 

government, the leadership of kindergarten directors, teacher training, and 

collaboration with parents. In addition, Wang (2013) proposed four aspects of 

how to apply Montessori education in China from the perspective of Chen Heqin’s 

(Chinese educator) educational thoughts about localisation. The four aspects 

included respecting traditional education and promoting local culture, doing pilots 

and making choices based on local issues, teacher training, and promoting the 

development and open-mindedness of Montessori education. As seen, both 

researchers mentioned two strategies, which were cultural adaptation and teacher 

training. The term cultural adaptation is similar to the notion of “adapted 

education” (Steiner-Khamsi, 2012), which means that “education should be 

adapted to the mentality, aptitudes, occupations, and traditions of various groups” 

(p. 175). Specifically, cultural adaptation refers to the adaptation of the 

Montessori curriculum and pedagogy to suit the situation in China and meet the 

needs of Chinese children. For example, Yang (2015) pointed out that chopsticks 
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should be included in the materials used by the Montessori approach to 

developing children’s basic life skills. These strategies imply that the adoption of 

MI theory in China should be culturally appropriate. 

  The culturally appropriate adoption addresses cultural identity (Ling, 

2007). It refers to “the undergirding strength of a society’s communal psyche, 

historical memories, legends, myths, and its symbols of dignity and well-being 

that have all been reflected in a set of deep-seated and most cherished values” (p. 

3). The deep-rooted and most cherished values, according to Ling, should be 

identified to use as resources to evaluate and understand important concepts. This 

identity-specific view recognised cultural identity, which aimed to seek the 

support of the general population. As mentioned above, collective culture has a 

profound influence as the deep-seated value in China, which thus should be 

identified in the process of introducing and understanding MI theory. This might 

be achieved by cultural awareness (Fei, 1997), which meant people living in a 

culture should be equipped with knowledge about the culture’s origins, formation, 

features, and trend to enhance their agency when dealing with the cultural 

transformation. In so doing, it might realise what Wang and Ma (2015) claimed, 

which was “To be a culturally rich world, one needs to allow local national 

cultural identity to be recognized globally” (p. 3of 7). Consequently, in the 

context of globalisation, cultural awareness should be established and cultural 

identity should be identified to achieve the localisation of imported concepts.  

Social expectations. There are two considerations under this category, 

which include people’s expectations of kindergarten education serving as a 

socialisation function and providing academic preparation for children. First of all, 

in addition to education and care work, kindergartens serve a major socialisation 

function (Zhu & Wang, 2005) because of the one-child policy. The policy 

strengthened the need because as the only child in a family, the child was always 

spoiled and missed out social interactions with peers. Thus, the task of 

kindergartens involved “correcting the tendency of parents and grandparents to 

spoil single children and with providing children growing up without siblings the 

experience of living in a group” (Tobin, et al., 2009, pp. 37-38). However, Tobin 

et al. (2009) later noted that the problem of spoiling was not a threat because the 

single child turned out to be growing up without the problems concerned. Even so, 
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the function of kindergartens as a socialisation institutions remains. This is also a 

reflection of the collective culture in China. However, the expectation may lead to 

an ignorance of individual development by focusing on children’s social skills.  

The second consideration derives from the exam-oriented education in 

China, the pressure of which also extends to kindergarten education in terms of 

stress on academic learning. The orientation of education has long been criticised, 

and reforms have attempted to improve the situation, such as the promotion of 

Quality Education (Dello-Iacovo, 2009). However, the situation is hard to change 

considering the reality that uneven educational resources among schools mean that 

children need to be academically well-prepared to be admitted to a quality primary 

school. As such, parents expect that teachers provide more academic preparation 

to give their children a head start (Tobin et al., 2009). However, the use of a 

primary school pedagogical model in kindergartens, which is called primary-

schoolisation (Choy, 2017), is disapproved by educators. In this case, as Tobin, et 

al. (2009) found, teachers and directors experienced the dilemma of being caught 

in the middle between parents’ demands and what was good for children. Notably, 

a recently released policy document regulates the issue of primary-schoolisation 

(Ministry of Education, 2018), by restating play as the primary approach to 

kindergarten education.  

Teachers may be struggling to take up MI theory in the face of this 

dilemma. According to Guo (2012), this is because when teachers are confronted 

with expectations and pressures from multiple sources, they need to constantly 

negotiate their practice in a changing context. Also, as noted by Cheung (2009), 

“As long as parents still believe that a college diploma is the only guarantee to a 

better future, the idea of MI theory will always remain a stronger influence in 

people’s mind rather than in their practice” (p. 53). This is not to say MI theory 

does not prepare children for exams or is the opposite to exams. The concern, 

however, is that faith on exams may lead to an overemphasis on academic 

learning with a cost of the development of children’s other learning. 

Concluding Thoughts 

   To conclude, this chapter has provided a literature review on MI theory 

and teacher change. According to the literature review, MI theory had been 
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successfully imported to other countries, drawing on the sharing ideas between 

what the theory implies and what were these countries expecting for education. In 

particular, the idea that students show different intelligence tendencies and thus 

individual development should be addressed, was widely accepted. In terms of the 

application of MI theory, the misuse of it has been recognised and criticised, 

which is in relation to educational perspectives on eight intelligences. One reason 

may derive from a lack of thorough understanding of MI theory, and the use of the 

theory in a different context adds to the complexity. However, as mentioned in the 

Introduction chapter about the relationship between educational equity and the use 

of MI theory (see pp. 7-8) that proposed by researchers from other countries, MI 

theory has not been discussed as an approach to achieving educational equity in 

China. Also, it was found that there was a lack of an empirical qualitative study on 

understandings of MI theory from teachers’ perspectives in early childhood 

education in mainland China. A qualitative perspective allows the researcher to 

“know who people are… what they care about, what they do every day, what they 

believe, think and feel” (Bucholtz & Hall, 2008, p.160). Consequently, this study 

investigates the way that Chinese kindergarten teachers understand MI theory and 

its application in the Chinese context. 

The chapter then moved to teachers’ responses to educational change, 

which referred to the educational reform and the subsequent introduction of 

western approaches such as MI theory in the Chinese context in this study. 

Specifically, teacher change is a general concept meaning changes in teachers’ 

understandings and practices because of a number of different things that happen 

under the changing context over time. MI theory is used as an example to explore 

the change in this study. Maglin’s (2014) study has identified changes in 

kindergarten teachers’ teaching and learning after understanding and 

implementing MI theory. Jeng’s (2005) research also found teachers’ professional 

growth after applying MI-based picture book teaching. Both studies examined the 

changes by adopting an MI-related programme. In addition, as the theoretical 

framework used to examine the process of teacher change, the IMPG model was 

explained along with relevant empirical studies, of which an intervention was also 

employed. This study, instead, looks into the change as an evolving process over 

time because of the influence of progressive educational ideas in China. The 
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adoption of the IMPG model makes the way that kindergarten teachers develop an 

understanding of a western pedagogy in the Chinese context visible. 

 Finally, this chapter provided an overview of studies on teacher change in 

China as well as the influencing factors. In the review of literature, the changes 

are identified as that kindergarten teachers have knowledge of the progressive 

educational ideas, some changes in their practices, and a range of factors stopping 

them from putting the progressive ideas into practice. Specifically, change of 

teachers’ understandings in relation to teaching and learning was evident, and 

reflected child-centred pedagogy. The change in practice was more challenging, 

but researchers and kindergarten teachers in China had been putting effort into 

improving teachers’ practices to provide better kindergarten education. 

Notwithstanding various influencing factors still exist, what is promising though, 

is that teachers’ practices have already changed to an extent. Drawing on MI 

theory, this study is intended to identify changes in Chinese kindergarten teachers’ 

understandings and practices as well as the influence of the context on the 

changes. 

Drawing on the review of literature, it is found that there is a lack of 

empirical study on understandings and application of MI theory from an “insider” 

perspective in mainland China. Consequently, the research gap has been identified 

along with the research questions of this study.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                           

Research Gap 

According to Gardner (2006), there was theoretical and practical 

significance of MI theory for young children. From a theoretical aspect, it 

indicates the value of identifying different developmental tendencies for children 

at an early age. With regards to the practical aspect, early childhood is a period in 

development when children are flexible learners and when more freedom of 

approaches is available to teachers, which lends itself to carrying out MI-inspired 

practice. In mainland China, much of the current literature on MI theory pays 

attention to its understanding and application from a researcher’s perspective. 

However, there is a relatively small body of literature that is concerned with 

kindergarten teachers’ perspectives on the theory. In addition, review of the 

literature shows that Chinese kindergarten teachers’ understandings and practices 
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are changing in the context of education reform, but few studies have been 

conducted to investigate the process of this change. That is, teachers’ changes are 

visible, but the mechanism that brings about the change is not visible. 

The present study seeks to explore the process of change based on 

kindergarten teachers’ responses to MI theory in the Chinese context. The study 

helps to illustrate the way that Chinese kindergarten teachers understand western 

pedagogies, which may shed light on introducing new ideas in teacher education 

programmes. It will also extend the use of the IMPG model to the wider early 

childhood field as well as in mainland China, which provides implications for 

teacher educators in terms of facilitating teachers to make change. An overall 

question and three sub-questions are proposed for the study.  

Overall question: 

In what ways might changes occur to teachers’ practices or pedagogy 

through their understandings and implementation of the theory of multiple 

intelligences in kindergartens in China? 

Sub-questions: 

How do teachers describe their understandings of the theory of multiple 

intelligences and practice? 

How might teachers’ professional knowledge and practice change through 

understandings of the theory of multiple intelligences? 

What factors can have an influence on teachers’ use of the theory of 

multiple intelligences? 
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Research Methodology and Methods 

This chapter discusses the methodology and methods that were used in this 

study. I liken this chapter to the metaphor of creating a garden. After having 

decided what kind of garden I want to build (my study), I needed to attend to its 

design (methodology), and select appropriate tools (methods) to take care of the 

plants (data). This chapter begins with the rationale for selecting an intrinsic and 

instrumental qualitative case study as the research approach, as well as an 

explanation of the issue of researcher positionality and reflexivity in this 

qualitative study. This is followed by the introduction of the research sites and 

participants that contributed to the research. Next, I provide an illustration of data 

collection procedures and methods. These included semi-structured interviews, 

observations, and documentation. A description of the process of data analysis 

follows. This chapter ends with a discussion of ethical issues and validity 

considerations in the study. 

Qualitative Case Study 

This study adopts a qualitative approach to examine kindergarten teachers’ 

understandings and implementation of MI theory in China. As such, it involves 

teachers’ knowledge, attitudes, practices, and outcomes of their practices. 

Richardson and Placier (2001) have noted that teaching is complicated and 

contexts are different, and teachers are autonomous professionals who engage in 

decision-making, thinking, and reflection. Qualitative research, as Bloomberg and 

Volpe (2012) have suggested, is suitable for fostering a deep understanding of the 

research participants’ perspectives. Yin (2011) also points out that involving the 

views of participants is one feature of qualitative research. In addition, Merriam 

and Tisdell (2016) state that the key concern of qualitative approach is 

“understanding the phenomenon of interest from the participants’ perspectives, 

not the researcher’s” (p. 16). In this study, teachers’ understandings and 

implementation of MI theory were explored from the insider’s view.  

From a philosophical perspective, addressing an insider’s view reflects a 

constructivist approach in that individuals are perceived to construct meaning 

from their personal experiences. In this regard, MI theory also reflects a 

constructivist approach to children’s learning. The claims are supported and used 
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by qualitative researchers. For example, Bloomberg and Volpe (2012) explain the 

connections between the qualitative approach and the philosophy of 

constructivism. Merriam and Tisdell (2016) discuss how qualitative research 

draws from constructionism, which is not exactly the same as constructivism. 

However, as Kim (2010) has pointed out, the different terms both refer to the 

belief that learners construct meaning, which is the point of the present study. In 

addition, Richardson and Placier (2001) define constructivism in teacher 

education and staff development literature. “Constructivism refers to a learning or 

meaning-making theory that suggests that individuals create their understandings, 

which are based upon the interaction of what they already know and believe and 

the ideas with which they come into contact” (p. 913). This definition accords 

with my assumption that teachers’ understandings of MI theory are grounded in 

what they know, and this impacts on their understandings.  

In addition to the theoretical reasons for using a qualitative approach, the 

decision to adopt a qualitative approach was influenced by Jeng’s (2013) 

empirical study on kindergarten teachers and MI theory. Jeng suggested that 

future research should undertake investigation through a qualitative approach 

because it is useful for obtaining in-depth insight into the correlation between 

teachers’ perspectives of the theory and their classroom practices. Consequently, 

this study was undertaken as a qualitative inquiry.  

Rationale for case study. The choice of using case study for qualitative 

inquiry drew on the following considerations. First, this form of qualitative 

research methodology facilitates exploration of a phenomenon within its context, 

which is recognised as an advantage. For example, according to Yin (2009), the 

case study approach enables researchers to keep the meaningful and holistic 

characteristics of real-life events. Furthermore, “Anchored in real-life situations, 

the case study results in a rich and holistic account of a phenomenon” (Merriam, 

1998, p. 41). The study focuses on two kindergartens from different backgrounds 

to ensure that the case study research provides a “thick description” (Denzin, 

2001) of the phenomenon situated in each kindergarten respectively. Second, the 

case study seeks for meaning and understanding of a case, which suggests that it is 

positioned on the holistic side of continuum ranging from holistic to reductionistic 

research (Verschuren, 2003). It implies that this approach may enable researchers 



77 
 

to develop a holistic understanding of the case, which accords with the purpose of 

the study. Third, according to Bell (2010), case study could be a suitable approach 

for individual researchers in the field of education, because this approach offers an 

opportunity to study one aspect of a problem in depth within a limited timeframe. 

Finally, the selection of qualitative case study also built on the reference to 

other related research. According to the review of the literature, research from two 

fields provides justification and informs the decision making of the methodology 

in this study. Empirical studies on the use of IMPG model (Hung & Yeh, 2013; 

Perry & Boylan, 2017; Wang et al., 2014; Witterholt, et al., 2012; Zwart, et al., 

2007), all used a qualitative approach to investigate the changes of teachers. 

Researchers of three studies (Hung & Yeh, 2013; Wang et al., 2014; Witterholt et 

al., 2012) conveyed that they adopted qualitative case study, and Perry and Boylan 

(2017) selected action research, but Zwart et al. (2007) did not mention the 

methodology. While the studies on kindergarten teachers’ understandings and 

application of MI theory were conducted through action research (Maglin, 2014) 

and mixed methods (Jeng, 2005, 2006, 2013). As shown, there is a lack of 

qualitative case study approach to the topic. Also, using action research is not 

realistic considering the situation of the researcher as a doctoral candidate. 

Qualitative case study stood out of the methodological approaches mentioned. 

First and foremost, definition of what is meant by “case” in the term “case 

study” is clarified. Stake’s (2005) understanding of case indicates its importance 

in case study, “Coming to understand a case usually requires extensive examining 

of how things get done, but the prime referent in the case study is the case, not the 

methods by which the case operates” (p. 444). There are different definitions of 

case. This study aligns with Miles and Huberman’s (1994) definition that a case is 

“a phenomenon of some sort occurring in a bounded context” (p. 25), which, they 

further note is your unit of analysis. This study adopted Miles and Huberman’s 

understanding and defined the case as the unit of analysis.   

The determination of a case or unit of analysis in this study followed 

Baxter and Jack (2008)’s suggestion, which concerns asking questions about what 

is to be analysed. Thomas (2016) expresses a similar view, stating that a case 

comprises a subject of interest and an analytical frame or object within which it is 
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studied. This indicates that although the case might be an individual or an 

organisation, they are not the objects or “units” that will be analysed. Instead the 

object or units refers to phenomenon such as the decision-making process of the 

individual or the effectiveness of a management style of the organisation that will 

be studied. For this research, the question is, “In what ways might changes occur 

to teachers’ practices or pedagogy through their understandings and 

implementation of the theory of multiple intelligences in kindergartens in China?” 

That is, teacher change is examined based on the analysis of Chinese kindergarten 

teachers’ understandings and implementation of MI theory. Specifically, the 

subject of interest is Chinese kindergarten teachers, and the object or unit is their 

understandings and implementation of the theory. As such, the case or the unit of 

analysis in relation to the present study is Chinese kindergarten teachers’ 

understandings and implementation of MI theory. 

Intrinsic and instrumental case study. There are a variety of types of 

case study. The present study accords with Stake’s (1995; 2005) categorisation of 

case study, which involves a combination of intrinsic case study and instrumental 

case study. Considering there is a lack of research on kindergarten teachers’ 

understandings and implementation of MI theory, the case study approach is used 

to have a deep understanding of the case itself. This purpose aligns with Stake’s 

(2005) description of intrinsic case study if “the study is undertaken because, first 

and last, one wants a better understanding of this particular case” (p. 445). 

Drawing on teachers’ understandings and practices, the study adopts the IMPG 

model to track the process of teacher change, during which the case is of 

secondary interest. In Stake’s (2005) explanation, “it plays a supportive role, and 

it facilitates our understanding of something else” (p. 445) as an instrumental case 

study. 

The selection of the two research sites also relates to intrinsic and 

instrumental case study. The study took place in two different sites, a public 

kindergarten in the central China and a private kindergarten in southern China. 

The two different types of kindergartens addressed the emphasis of the context on 

constructing people’s understandings in qualitative research. The selection of a 

private kindergarten had been identified in advance as an MI-based kindergarten 
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in line with what Stake (2005) says about intrinsic study that regularly begins with 

identified cases. 

Researcher positionality and reflexivity. The importance of positionality 

and reflexivity of researchers is now addressed in relation to this qualitative case 

study. In particular, the selection of MI theory can indicate my position as an 

advocate of MI theory. Creswell (2014) suggests that researchers reflexively 

identify their values, biases, and personal background that shape interpretations of 

a study in an explicit manner. Likewise, Sultana (2007) argues, “It is critical to 

pay attention to positionality, reflexivity, the production of knowledge and the 

power relations that are inherent in research processes in order to undertake 

ethical research…” (p. 382). In addition to the position as MI advocate and novice 

researcher, I will also articulate how my identity could change along the research 

journey. 

Reflexivity is an approach to recognising the positionality of a researcher. 

As Holmes (2014) points out, “Self-reflection and a reflexive approach is both a 

necessary prerequisite and an ongoing process for the researcher to be able to 

clearly identify, construct, critique and articulate their positionality” (page 3). 

Other researchers have also asserted the importance of reflexivity. For example, 

Savvides, Al-Youssef, Colin, and Garrido (2014) note that critical reflexivity 

ensures rigour and reliability of a study. Bloomberg and Volpe (2012) also 

mention the essentiality of constant reflection and self-criticism for a qualitative 

researcher in data collection and analysis. According to Bogdan and Biklen 

(2007), the notion of researcher as the instrument is thought by some people as a 

strength, because “In no other form of research are the processes of doing the 

study and the people who do it so consciously considered and studied as part of 

the project” (p.124). As a result of constant reflection, a further understanding of 

the purpose of the research and research processes is developed. Reflection is not 

just about data collection and analysis. Bogdan and Biklen (1992) divides 

reflective remarks into a range of categories including: method, analysis, ethical 

considerations, own frame of mind, and points of clarification. Aspects of Bogdan 

and Biklen’s categorisation of reflection will be present throughout the thesis. 
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Research Sites and Participants 

A public and private kindergarten was selected as the research sites in the 

present study. The selection represented the two main categories of kindergartens 

in China. The public kindergarten was a mainstream one that mainly followed the 

curriculum guidelines; the private kindergarten, which was more flexible 

regarding curriculum and pedagogy, was a MI-inspired kindergarten. The purpose 

of the study was to provide a thorough understanding by examining teachers from 

different categories of kindergartens.  

I used purposeful sampling (Maxwell, 2013; Merriam & Tisdell, 2016; 

Patton, 2015) to select research sites. Unique sampling and convenience sampling 

were adopted respectively to choose a private and public kindergarten. For the 

private kindergarten, the criterion was a kindergarten using MI approach, which 

defined its uniqueness, so I used the unique sampling to select the private 

kindergarten, which turned out to be a kindergarten that used an MI-based 

textbook.  

For the public kindergarten, the criterion was its accessibility, considering 

the difficulty to research in a public kindergarten as a total stranger for that 

kindergarten in China. Convenience sampling was then used to select the public 

kindergarten given time, location, money, availability of sites or respondents. 

Weiss (1994) has argued that convenience sampling is the only possible way to 

proceed in some situations, such as learning about a group that is hard to gain 

access to (cited in Maxwell, 2013), as in the case of this study. In addition, 

Cormier (2018) has examined researcher positionality from a linguistic 

perspective, concluding that linguistic insider researchers are generally regarded 

positively. Here, she quoted Kim’s (2012) definition of the insider researcher, who 

was defined as someone sharing “common languages, themes, and experiences 

with their participants” (p. 264). From this perspective, selecting a public 

kindergarten from the area that I grew up meant that I spoke the same dialect as 

the participants, which was helpful. 

There were two criteria for the selection of participants. One was that 

participants should be employed as a full-time teacher, and the other one was that 

participants should hold a teaching certificate in early childhood education. 
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Whether or not teachers had prior knowledge of MI theory was not a 

consideration for the teachers in the private kindergarten, whom I assumed had 

known the theory. It was also not a consideration for the public kindergarten 

initially, but I still prepared a brief introduction to MI theory because after 

meeting them I was worried that the teachers in the public kindergarten did not 

know MI theory. 

Noticeably, although an intervention was undertaken in previous studies 

(Jeng, 2005; Maglin, 2014) to examine kindergarten teachers’ understandings of 

MI theory, this is not the case for the present study. Instead, this study was 

planned to carry out in a natural circumstance. In particular, I chose the public 

kindergarten instead of two MI settings because I wanted to explore if these 

teachers had used the ideas of MI theory although they might not know the theory. 

However, I provided a piece of introduction of MI theory for the teachers in the 

public kindergarten (see p. 93). The reason that happened was because I felt 

worried that the teachers in the public kindergarten might not know anything 

about MI theory, as revealed from the selection of research sites. Offering the 

introduction then created confusion in this study as the naturalistic intention was 

affected by this seemingly small intervention. I realise in hindsight that was a 

mistake in the research process but having given it to them, which I could not 

retract. 

Access to research sites and participants. Personal networking helped 

me to access the private kindergarten. This emerged during my online search of 

kindergartens that claimed to use MI theory, given there were no lists of MI-based 

kindergartens. As Merriam (1998) suggested, gaining entry is “more easily 

accomplished through a mutual contact who can recommend the researcher to the 

‘gatekeepers’” (pp. 98-99). Using my network, I then contacted the private 

kindergarten via a mutual friend and sent them the recruitment flyer (see 

Appendix A). After I got a reply from the director of the kindergarten, I arranged 

to meet the director at the kindergarten, and introduced my research in more 

detail. After getting her approval, the director helped me to set up a meeting with 

potential participants to introduce my study. Then I sent them the Participant 

Information Sheet and Consent Form (see Appendices B-E). Finally, three 

teachers of this kindergarten (Elin, Joy, and Zoe) consented to be participants in 
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the research. As indicated, personal networking changed me from being a total 

stranger to someone that potential participants felt comfortable enough with to 

agree to participate in the project.  

Gaining access to the public kindergarten which was located in my 

hometown was a relatively smooth process. Rubin and Rubin (2004) explain that 

participants’ trust increases when they see the researcher as someone who shares a 

similar background. This confirms the view of the insider researcher mentioned 

above. I sent out the recruitment flyer to a list of three kindergartens, which were 

selected through their affiliation with the local Education Bureau. In addition, I 

had a friend who worked in one of the three kindergartens, and she helped to 

introduce me to the director of the kindergarten. I then chose the one that 

responded to me first, which happened to be the kindergarten my friend worked 

in. After that, I undertook the same procedures to recruit participants and obtained 

consent from four teachers (Maria, Linda, Wendy, and Claire). 

Finally, four teachers from the public kindergarten participated in the 

research, and all worked with children aged from 5 to 6. The number of children 

in each participant’s classroom was between 30 and 35. The size of the private 

kindergarten was smaller than the public kindergarten with fewer classes and 

teachers for the 5-6 age group. To ensure a sufficient number of the participants, I 

also recruited participants from the teachers working with younger children. The 

three participants worked with children from different age groups. Specifically, 

there were 20 children aged 3 to 4 in Elin’s classroom, 26 children of the 4-5 age 

group in Joy’s classroom, and 30 children aged 5-6 in Zoe’s classroom.  

Background information on research sites and participants. This 

section introduces each research site and the participants in more detail. The 

illustration of the two kindergartens not only sets the background of the study but 

also provides a means to understanding kindergarten education in China. 

Additionally, information about the participants reveals their different 

backgrounds, which may correspond to their understandings and implementation 

of MI theory.    

Public kindergarten. The public kindergarten was located in central 

China. It provided a full-day programme between 8:00 a.m. and 17:00 p.m. The 
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philosophy of the kindergarten emphasised the importance of teachers’ positive 

relationships with children, and was evident in the daily routine in different ways. 

For example, teachers were encouraged to give each child a cuddle when they 

arrived in the morning. It is interesting to note that Tobin et al. (2009) mentioned 

the positive relationships between teachers and children they observed in a 

Chinese public kindergarten when they first visited in 1985. It was a boarding 

school at that time, and there were signs on the walls saying “The you’eryuan 

[kindergarten] is my home. My teachers are like my mother”, and “Our love for 

children is as great as a mother’s love” (p. 33). 

Physically the kindergarten was composed of four three-level buildings, 

which were displayed as a square, in the centre of which was the playground 

space. The top of each building was also used as the space for children’s outdoor 

activities. At the time of data collection, there were twenty-four classrooms with 

almost eight hundred children aging from 2-6 years old in the kindergarten. 

Children were divided into four groups according to their ages and assigned to 

different classrooms. Classrooms were arranged on each level of the buildings. 

Each of the classrooms was self-contained, separated into an activity area, a 

sleeping area, a bathroom, and a workstation for the staff (two teachers and a 

caregiver). The activity area in the classroom was comprised of several learning 

centres, including an Art Centre, Block Centre, Book Centre, Drama Centre, 

Science Centre, and Manipulative Centre. Additionally, there were individual 

rooms such as the Science Room, Art Room, and Children’s Kitchen, which were 

available for all the children to extend their experiences. 

The daily routine in the kindergarten provided the curriculum in 

accordance with the national curriculum guidelines. It was broken into six time 

periods which included a morning activity, a learning activity, two outdoor 

activities, an indoor activity, and a departure activity. Generally, teachers 

undertook the learning activity through whole class teaching. For different 

learning activities such as language, maths, and art, teachers had a corresponding 

textbook to refer to and these textbooks were the main source of these activities. 

Regarding the organisation of the curriculum, the kindergarten adopted a theme-

based approach. The themes derived from a textbook and each theme lasted one 

month, during which teachers set up the classroom with theme-related materials 
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(see Figure 2) and prepared teaching plans. Regarding the two outdoor activities, 

children had free play with materials provided by teachers such as bikes or 

basketball. 

 

Figure 2. Wall setup in Wendy’s classroom based on the theme Wheels.  

A timetable of daily routines is presented in Table 3 to provide a visual 

illustration of how daily life was organised in the kindergarten. 

Table 3 

Daily Routines in the Public Kindergarten 
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A vignette of a typical daily routine, which is based from my field notes 

during an observation in one of the participant’s classrooms (9 December, 2015), 

is presented as follows: 

It was one of the busiest times during the day from 7:30 a.m. to 8:00 a.m. 

when parents dropped their children at the kindergarten. At the entrance of the 

kindergarten gate, a nurse was giving each child a health check. It was a routine 

regulated by the national policy for kindergartens in China. Wendy, the participant 

of the study, was ready to welcome children by standing beside the door of the 

classroom, while the other teacher was setting up tables with materials for 

children to engage with. There were six tables for children which were displayed 

as a half circle, and each child had a fixed seat at a table, which meant that they 

sat at the same place each day. While the two teachers were welcoming the 

children, the caregiver engaged in cleaning tasks.  

Wendy hugged a boy and said, “Good morning” when he arrived. After 

that, the boy took off his jacket, organised it with a clothes rack and put it back in 

the cabinet. It was cold outside but was warm inside because of the central heating 

system. When the teacher was welcoming children, those who had arrived were 

sitting around the table playing with what had been set up. Before a member of the 

kitchen staff brought the breakfast with a trolley around 8:00 a.m., two children 

who were on duty that day started cleaning children’s tables and setting up bowls 

and spoons on a table in the front of the classroom. Another child went to the 

centre of the half-circle, and faced the other children to introduce what they were 

going to have for breakfast and describe nutrition involved. The pre-meal 

introduction also happened before lunch and afternoon tea. When the meal was 

ready, children lined up to take their food and then sat on their chairs to eat. After 

breakfast, children went outside with their chairs and sat next to each other, during 

which Wendy played an animal game with them, while the caregiver was cleaning 

the tables and floor. It was a transition time between breakfast and the indoor 

activity. 

The indoor activity which involved whole class teaching started at 9:00 

a.m. Wendy gave a maths lesson to children for thirty minutes and left the rest 

time for them to do paper-pencil exercises which relates to what they had learnt. 
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When 10:00 a.m. came children went to the toilet, drank water, put on their 

jackets, and lined up to prepare for the morning group exercise outside. It was the 

only time during the day when all the teachers and children gathered together. 

Each classroom had an assigned area, in which children stood in lines to do 

exercise. Several children wandered around rather than staying in the line, so the 

caregiver approached and stayed with them. Meanwhile, Wendy, who was 

modelling the exercises stood facing the children. Followed the group exercise 

was an outdoor activity. Children went to an area with equipment such as monkey 

bars, with which they had a free play. Thirty minutes later, they came back to the 

classroom and prepared for the lunch. During this period before lunch was served 

at 11:20 a.m., children went to the toilet and washed their hands in turns, while 

other children who were waiting played finger games. A child who was on duty 

stood in the centre of the half circle, playing figure games along with her peers. 

After lunch, they sat outside for a while and then went to have a nap.  

Before children woke up around 2:30 p.m., the afternoon teacher arrived. 

Children went to the toilet, drank water, and girls who had a ponytail lined up to 

get their hair brushed by the teacher. This afternoon, children went to the Art 

Room, where they could choose from knitting, drawing, or making other 

handicrafts. After that, they came back to the classroom and prepared for 

afternoon tea which was served around 4:00 p.m. This was followed by the second 

outdoor activity which was bike-riding. When it was 5:00 p.m., children went 

back to the classroom and picked up their jackets to place on the table and wait for 

their parents or grandparents to collect them. The majority of parents or 

grandparents left after they collected their children, while a few parents stayed to 

have a quick chat with the teacher. The teacher also talked to certain parents about 

their children’s behaviour. When all the children left, the teacher did some tidying 

up and left an organised classroom ready for children the next day. 

Private kindergarten. The private kindergarten that I collected data at was 

a boarding kindergarten in the southern China. It was an international kindergarten 

providing bilingual education which was taught in Mandarin and English, and was 

a branch of an international school that covered educational programmes ranging 

from kindergarten to year twelve. Children stayed in the kindergarten from 

Monday to Friday and went home during weekends. However, boarding was not 
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mandatory, and parents or grandparents who lived nearby also could pick their 

children up every day. Teachers boarded in the apartments next to the 

kindergarten. Two teachers and one caregiver in each classroom managed 

children’s bathing and sleeping, and the caregiver supervised children overnight 

while they were sleeping.   

The kindergarten had a similar design to the public kindergarten with a 

yard around by two- and three- levelled buildings. Noticeably, the kindergarten 

shared the grounds with other branches of the international school located on the 

same campus, which expanded the area for children to explore as teachers often 

took them outside for walks around the campus. The size of this kindergarten was 

smaller than the public kindergarten, with thirteen classes and over three hundred 

children. Each class had a self-contained classroom that was divided into an 

activity area and a sleeping room, together with a toilet and a bathroom. Similar to 

the classrooms in the public kindergarten, learning centres were set up, including 

an Art Centre, Maths Centre, Manipulative Centre, Language Centre, Drama 

Centre, and Doll’s House. There were also several individual rooms such as the 

Music Room, Art Room, Pottery Studio, and Children’s Kitchen in this 

kindergarten. Different from the teachers in the public kindergarten whose 

workstation was situated in the classroom, teachers in this kindergarten had their 

workstation in a separate office. 

The educational philosophy of the kindergarten was to provide a rich 

experience for children to develop their multiple intelligences through integrating 

Chinese and western education, as stated on the information board of the 

kindergarten. The kindergarten programme aimed to nurture healthy, confident, 

and independent children and book lovers, who were willing to cooperate with 

others and develop worldviews. The curriculum consisted of three parts, including 

curriculum based on five areas (well-being, science, social development, 

language, and art), curriculum comprised by English learning and activities to 

celebrate western festivals, and curriculum looking at children’s individual 

development. Like the public kindergarten, a theme-based approach was also 

used, and the theme-related setup could be seen on the wall of the classroom (see 

Figure 3). There was also space for English-related materials to create a language 

learning environment (see Figure 4).  
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Figure 3. The theme (Wonderful world) board in Zoe’s classroom.  

 

Figure 4. The English board in Zoe’s classroom.  

The timetable is also presented (see Appendix F) visually to illustrate how 

the daily routine in a boarding kindergarten was organised. A description of the 

daily happenings, which were similar to those in the public kindergarten regarding 

the structure and procedures, will not be presented again. As shown in the 

timetable, there were three sessions (learning centres/indoor activity/outdoor 

activity) in the morning and two sessions (outdoor activity/English activity) in the 

afternoon. However, on the day I observed there were three sessions in the 

afternoon (2 March, 2016). Using Joy’s classroom as an example, children had 
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sessions of learning centres, language activity, and outdoor activity in the 

morning, and sessions of English, art, and outdoor activity in the afternoon. 

Participants. Firstly, the system of pre-service teacher education in China 

is explained to better understand the different qualifications the teachers held. In 

China, pre-service teacher education is administered at three levels: technical 

secondary school, college, and undergraduate university (Pan et al., 2018). 

Technical secondary schools provide various kinds of vocational education for 

students, including early childhood teacher education. Notably, the Preschool 

Teacher School, as shown below, is a category of the technical secondary school, 

which is a specific educational institution that prepares students to be kindergarten 

teachers. Both enroll students who complete their junior middle school (Years 7-

9). While the college and undergraduate university enrol those students who finish 

their senior high school (Years 10-12).  

The four teachers working in the public kindergarten were local, which 

meant they were from the city where the kindergarten was. Linda was the teacher 

with the most teaching experience (17 years). She graduated from a Preschool 

Teacher School, which was hard to be admitted to in the 1990s. At that time 

vocational education was more popular than tertiary education. She was quite 

proud when she mentioned it. The reason she went to the school rather than going 

to a senior high school was so she could learn singing and dancing. Wendy was a 

novice teacher who had just graduated from a local technical secondary school 

majoring in early childhood and joined the kindergarten a few months before I 

interviewed her. She was enrolled in further study to obtain a college diploma, 

which was organised by the kindergarten to upgrade teachers’ certificates. Claire 

went to a college to study early childhood after her senior high school. Maria also 

had a diploma obtained from the college where she studied early childhood.  

The prosperity of the city in which the private kindergarten was situated 

attracted many people from other cities to come and settle, including the three 

participants in the private kindergarten: Zoe, Elin, and Joy. Zoe got her first 

diploma from a Preschool Teacher School and further obtained a college diploma 

in early childhood after she started working. She continued to improve her 

professional development by upgrading her diploma to an undergraduate diploma 
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in educational management. In the past, Zoe had resigned and left for a year due 

to family circumstance. She then found a new job in a public kindergarten in her 

home city, but quit a year later and came back. Elin did her practicum in this 

kindergarten during her study in a college, and she chose to stay in the 

kindergarten afterwards. She also obtained the undergraduate diploma in 

educational management while working. Joy got her first diploma in early 

childhood but pursued her further study in literacy education. She was interested 

in traditional Chinese culture, such as traditional clothing. 

These teachers’ biographical information is presented in Table 4, as shown 

below. 

Table 4 

Biographical Information of Participants 

Kindergarten Teachers Gender First diploma Highest 

diploma 

Work 

experience 

 

 

Public 

Maria Female college (ECE) N/A Six years 

Claire Female college (ECE) N/A Three years 

Wendy Female technical 

secondary 

school (ECE) 

Study for a 

college 

diploma (ECE) 

Four months 

Linda Female Preschool 

Teacher School 

(ECE) 

N/A 17 years 

 

Private 

Joy  Female college (ECE) 

 

undergraduate 

(Chinese 

linguistic) 

Eight years 

Zoe Female Preschool 

Teacher School 

(ECE) 

undergraduate 

(Educational 

Management) 

12+years 

Elin Female college (ECE) undergraduate 

(Educational 

Management) 

10+years 
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Researcher reflection. Drawing on what was observed in the two research 

sites and discussions with participants in the first two weeks, a piece of reflection 

is presented. According to Bloomberg and Volpe (2012), the capacity for 

reflection is integral to the notion of “self as instrument” (p. 16), which aligns 

with the researcher’s role as the main instrument in qualitative research. 

Consequently, they note that the researcher’s task is to provide a personal 

understanding of the experience under study. In this regard, the reflection 

provided is based on my perspective as a researcher and is shared to further 

understanding of the research sites and participants in China. 

My first impression of the two kindergartens might be described by one 

word which is “structured”. In addition to referring to the timetable that teachers 

and children need to follow, the word “structured” also means the organisation of 

curriculum and pedagogy. Specifically, the teaching plans for each week were 

arranged ahead, which could be seen in the weekly teaching plan posted on the 

wall outside each classroom in both kindergartens. The implementation of each 

activity was also planned ahead. Textbooks were used by teachers in learning 

activities (language, maths, and visual arts) as a reference for teaching using a 

combination of whole class and group teaching. These were two common 

pedagogical approaches to organising a learning activity; knowledge teaching for 

the whole group came first, then the children were divided into smaller groups to 

practice what they learned. In this situation, how is MI theory understood and 

implemented by teachers in a structured teaching environment? 

Learning centres provided some time and space for relatively free play in 

terms of using materials in the centre. However, children stayed in their learning 

centre all the time without moving between different centres, and they had to 

choose one centre before entering it. What was different though was the way that 

children chose a centre. In the public kindergarten, children who came earlier in 

the morning had more choices and were likely to pick the one that they preferred. 

In the private kindergarten, children could choose any centre when it was time to 

play. The literature review explained that learning centres were established in 

Project Spectrum to foster children’s personal development, and the learning 

centres approach is widely used in Chinese kindergartens. If this is the case, how 

do teachers understand and implement the ideas of MI theory in learning centres? 
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Another impression is that the private kindergarten had a more relaxed 

atmosphere than the public kindergarten. Being a boarding kindergarten may 

contribute to the atmosphere. That was because, children stayed all the time with 

teachers and other staff in the kindergarten, which helped to build close 

relationships between them. For instance, the nurse, the one who checked children 

on their arrival, was known as hushi jiejie for children (hushi means nurse and 

jiejie implies sister in Chinese), and the director was known as yuanzhang mama 

(yuanzhang means director and mama means mother in Chinese). Does this kind 

of environment contribute to teachers’ understandings and implementation of MI 

theory? It is necessary to collect evidence from each kindergarten to solve the 

questions raised above. In the following section, the procedures and methods of 

data collection used in this study are discussed.  

Data Collection  

This section now describes the procedures and methods of data collection 

in the study. Altogether, the period of data collection was fourteen weeks, 

consisting of a seven-week data collection for each kindergarten respectively. The 

data of the study was obtained from interviews with participants, observing, and 

reviewing documents. Baxter and Jack (2008) regard each data source as a piece 

of the “puzzle”; each piece contributing to understandings of the whole 

phenomenon. In other words, evidence from the three sources is complementary 

and contributes to more accurate and convincing case study findings. This process 

is called triangulation, and is recognised as a rationale for using different data 

collection methods. Further discussion of triangulation is provided later in this 

chapter in relation to the issue of validity. Metaphorically, the methods of data 

collection can be seen as the tools using for gardening. Whether the tools are 

appropriate for gardening work will determine whether robust and vigorous plants 

will be harvested.  

Data collection procedures. Each seven-week study consisted of two 

weeks of rapport building, a preliminary interview with participant teachers in the 

third week, three class observations for each teacher in the following three weeks, 

and a post-observation interview with the teachers in the final week. Data 

collection was undertaken firstly in the public kindergarten (December 2015-
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January 2016), followed by the private kindergarten (February 2016-April 2016). 

Data collection was undertaken sequentially due to different geographic locations.  

I familiarised myself with the context and got to know teachers and 

children in each research site during the first two weeks. This was because I had 

no experience working in a kindergarten in China, in which case the 

familiarisation process enabled me to “develop trust [with teachers], learn the 

culture [of the kindergarten], and check out your [my] hunches” (Glesne, 2011, p. 

49). During that period, I worked as a teacher assistant, so I did not write 

observation notes in the classroom; I wrote them when I had a lunch break or had 

left at the end of the day.  

The hunch that I had from the participant-observation period in the first 

two weeks in the public kindergarten made me feel anxious. It seemed that the 

teachers in the public kindergarten might not know anything about MI theory. 

Although it was part of my rationale that I chose a public kindergarten not 

inspired by MI theory, I became worried that I could not collect any MI-related 

information from the teachers. As a novice researcher, I made a decision not 

discussed with my supervisors to offer a page of introduction to MI theory to the 

teachers in the first interviews. In this way I unintentionally affected the research 

process and outcomes in a way that could not be reversed.  

In the week set aside for interviews, I went to the research site at the time 

negotiated with the teachers, and had half an hour after each interview to collect 

documents that teachers referred to during the interview. During the three weeks 

of class observations, I attended the class at different times for different teachers 

depending on their shifts. After that, I stayed on the site for one hour to collect 

documents or take photos. After I completed the post-observation interview with 

the last teacher, I went to say goodbye to the teachers, children, and the director. 

The Figure 5 below offers a visual representation of the data collection procedure 

in each seven-week study. 
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Figure 5. Procedures of data collection in seven weeks. 

 It is worthwhile to note that although the study was undertaken in 

sequence, it did not mean that each procedure was independent of the others. In 

fact, they were interwoven from the beginning to the end to unveil the rich and 

continuous data of the study. Imagine the working theory between each procedure 

as a four-piece caterpillar gear toy. It is easier, although not necessary, to put each 

piece one by one in a certain sequence to get a caterpillar. After that, turn the 

gears and watch how each interlocking segment moves to make a vivid crawling 

caterpillar. Similarly, that is how each procedure of data collection worked with 

another in this qualitative research. 

Data collection methods. There are two reasons for choosing interviews, 

observation, and documentation as the sources of evidence in the study. For one 

thing, they are the three sources frequently mentioned by researchers (Bassey, 

1999; Merriam, 1998; Simons, 2009; Stake, 1995) in qualitative case study 

research, which provides the justification for their use. For another reason, it 

draws on practical considerations of the study in order to answer the research 

questions. Specifically, a semi-structured interview was adopted to understand 

participants’ perspectives of MI theory and practice. It can be a more valid way to 
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get in-depth data on participants’ views compared with, for example, 

questionnaires. Observation not only allowed me to have a close description of 

research sites and participants, but it also enabled me to draw inferences about 

participants’ perspectives that I could not gain by merely relying on interview data 

(Maxwell, 2013). Maxwell (2013) has noted that observation is important “for 

getting at tacit understandings and ‘theory-in-use,’ as well as aspects of the 

participants’ perspective that they are reluctant to directly state in interviews” (p. 

103). Maxwell’s interpretation of observation is from the standpoint of its utility 

to the researcher. In addition to that, the data of observation in the study was also 

used to stimulate teachers’ reflections on their teaching practices. Lastly, the study 

used documentation to “corroborate and augment evidence” (Yin, 2009, p. 103) 

from another two sources.  

Semi-structured interview. This project adopted semi-structured 

interviews by asking participants a set of indicative interview questions (see 

Appendix G) related to the study. Coughlan (2008) noted that the use of semi-

structured interviews gives interviewees freedom to talk about significant matters 

to them, as well as ensuring the interview kept within the framework of 

responding to the interview questions to later answer the research questions. The 

evidence from the two interviews helped to answer the research questions, “How 

do teachers describe their understandings of the theory of multiple intelligences 

and practice?” and “What factors can have an influence on teachers’ use of the 

theory of multiple intelligences?” Questions for the first interviews were based on 

the four domains (external domain, domain of practice, domain of consequence, 

and personal domain) of the conceptual framework (Clarke & Hollingsworth, 

2002). The answers to these questions revealed teachers’ knowledge of and 

attitudes to MI theory, as well as its application to curriculum and pedagogy. The 

second interviews were held the week after I completed three class observations. 

The focus of the second interview was to investigate teachers’ reflection on their 

teaching practices to see if any outcomes had been achieved related to the 

implementation of MI theory. These questions were drafted, edited, and refined 

after a pilot interview before starting data collection.  

A recording device was utilised during the interviews which lasted 20-40 

minutes. The use of the device provided “a more accurate rendition of any 
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interview than any other method” (Yin, 2003, p. 92). From my perspective, it 

allowed me to concentrate on interviews and propose follow-up questions when 

necessary. It also enabled me to re-listen to get a precise transcription of the 

interviews which ensured accuracy (Simons, 2009). In addition, when I listened to 

teachers’ voices from the recording, it reminded me of their nonverbal behaviour, 

which was more difficult to remember just from the notes. All the interviews were 

conducted in Chinese, using local dialect for the public kindergarten and 

Mandarin for the private kindergarten, the transcription of which was later 

translated into English. 

I negotiated times for the interviews with participants before conducting 

interviews. Both kindergartens had a system of working in shifts. The teachers in 

the public kindergarten always went home or somewhere else rather than staying 

in the kindergarten when they were not on duty. When I discussed times for 

interviews with them, they chose to have interviews when they were in the 

kindergarten, which meant when they might be on duty. I double checked with the 

director who agreed on the condition that normal teaching time would not be 

interrupted. As such, I had interviews with Wendy when she was on duty during 

children’s nap time. I had the first interview with Linda when children were 

playing on a wooden ship during outdoor activity (the caregiver who had the 

teaching certificate also attended to children), and the other interview happened 

during Linda’s non-contact time. The interviews with Claire were carried out 

when she was on duty, but children were busy drawing. Both interviews with 

Maria occurred in her non-contact time as she always stayed around even when 

she was not on her shift. The situation was different in the private kindergarten, 

where teachers also board in the dormitory provided by the kindergarten. They 

went home on weekends just as children did, and they always stayed in the office 

when they were not on shifts. All the interviews were carried out when the 

participants were not on duty. 

Notably, the interview times of all the teachers, except for Maria in the 

public kindergarten, were confirmed after checking with the teachers about 

children’s safety given that they were still on duty. I had been concerned that 

Linda and Claire might not concentrate on the interviews, particularly considering 

the potential for children to interrupt the conversations. However, this did not 
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happen. Even though children were engaging in free play when I had the 

conversation with Linda, we were sitting at a reasonable distance. The distance 

ensured that we had a quiet environment, but also enabled Linda to make sure the 

children were in sight. In Claire’s case, children in her class were drawing in 

groups, and concentrated on their drawing most time, which ensured a quiet 

environment for the interview. 

Two issues regarding interviews need clarification. One clarification is that 

I prepared a brief introduction to MI theory (see Appendix H) for the teachers in 

the public kindergarten and provided it to them at the beginning of the first 

interview. The rationale for this was that although teachers might have heard 

about the theory, it could be possible that they did not have much information, 

considering the theory was not the focus of the kindergarten. However, it is worth 

noting that the one-page introduction was a well-intentioned but misguided error 

as it likely influenced what the teachers thought and said in interviews. The other 

issue is that I found teachers did not understand some of the questions of the first 

interview, such as “Can you tell me what you know, if anything, about the theory 

of multiple intelligences in terms of views of children, curriculum, teaching and 

assessment?” I did pilot interviews with two people who worked in the field of 

early childhood education, one was a doctoral student with whom I did interviews 

in English, and the other was a Chinese college teacher with whom I used the 

Chinese version of interview questions. However, I had not considered the 

possibility that teachers might not be equipped with as many terms used in 

academia as the two interviewees. When I realised the problem, I clarified the 

interview questions by breaking the question above into four parts and explaining 

it in more detail in the following interviews. Such as, “Can you tell me what you 

know, if anything, about your views on children from the perspective of the theory 

of multiple intelligences?” 

Observation. Observation was another method of data collection which 

connected and complemented the interviews. One reason for conducting 

observations is, as Yin (2011) explained, the observation is a form of “primary 

data” (p. 143), which is seen and perceived by the observer self instead of hearing 

from others or reading from documents. In addition, Merriam (1998) has pointed 

out that observations, “provide specific incidents, behaviours, and so on that can 
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be used as reference points for subsequent interviews” (p. 96). These two reasons 

also explain why observation was adopted in the present study, as mentioned 

earlier at the beginning of this section.  

During the familiarisation period, I attended the public kindergarten from 

Monday to Thursday, spending each day in each classroom from 7:30 a.m. to 5:30 

p.m. The times were slightly different in the private kindergarten which I attended 

from 9:00 a.m. to 5:30 p.m. on Monday, Tuesday, and Wednesday. That was 

because it took me around two hours to get there by bus in the morning when the 

traffic was busy. When I was in each kindergarten, I had a two hour lunch break. 

Each class observation took around one hour. In total, 76 hours of observation 

occurred at the public kindergarten and 48 hours at the private kindergarten.  

I recorded the data from observations using field notes and videotapes. I 

recorded field notes during the observations. Only field notes were used to record 

observational data in the public kindergarten because the use of a camcorder was 

not agreed to by the staff. This is relevant to the issues of informed consent and 

ethical considerations. In the private kindergarten, the two methods were used 

concurrently, and the camcorder was primarily used for recording teachers’ 

teaching practices. I positioned myself as unobtrusively as possible in the 

classroom. For example, in Zoe’s classroom, there was a small tidy-up room, from 

where the camera could capture the teacher and all the children, so I could be 

there unobtrusively using the camera to observe the class. For another two 

classrooms, the interior design did not allow me to do the same, so I stayed behind 

all the children when they were sitting in rows. 

In each kindergarten, a session lasted 30 to 50 minutes depending on the 

teachers’ teaching plans and progress. The focus of the observation was on how 

teachers gave instructions and interacted with children, with the purpose of 

seeking MI-related data. Consequently, excerpts of teaching involving instructions 

and interactions written in words or captured in video episodes, were selected to 

show to participants to stimulate their thinking in the second interview. This 

included teachers using different approaches to introduce and explain the topic of 

a teaching activity, in which the idea of MI theory could be identified; their 

interaction with a certain child, such as only choosing that child to complete a 
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task, which might reveal teacher’s recognition of individual difference. In general, 

the selection of the excerpts was based on my identification of potential adoption 

of MI theory in teaching. 

The field notes were written in Chinese and included descriptions of what I 

saw and heard in the kindergarten and the reflections on the inquiry course. This 

accords with Bogdan and Biklen’s (2007) definition of field notes as descriptive 

and reflective. In relation to description the field notes in the study consisted of 

portraits of the participants, description of the physical setting, and accounts of 

particular events which potentially related to MI theory. In relation to reflection, 

the field notes included reflections on methods, ethical dilemmas, contexts, and 

my thinking.  

The video-based observations had advantages regarding their facilitation 

of teachers’ reflections and thinking on their practices. The characteristics of 

videos helped interviewees “decipher more quickly the meaning of research 

questions, provide a focus for their responses and prompt their memory of past 

events” (Schuck & Kearney, 2006, p. 451). In the early childhood field, 

Cherrington and Loveridge (2014) note that video recordings of teacher practices 

help teachers to realise in what ways their tacit knowledge affected their 

interactions with children. For example, one question in the second interview 

asked, “In what ways do you think ideas of MI theory might be applied to your 

interaction with the child/ren”? Furthermore, the findings of Cherrington and 

Loveridge’s study also supported the use of video recordings of teacher practices 

as the basis for discussion. Hedges and Cooper’s (2017) study also highlights the 

value of using video-based evidence as a method to enable reflection. The visual 

information facilitated the teachers’ reflection on their implementation of MI 

theory in practice in the study.  

Video-based observations also pose ethical challenges. This was evident in 

the rejection of using a camcorder in the public kindergarten. Also, after the first 

observations in the private kindergarten, two teachers told me that the appearance 

of the camcorder in the classroom made them nervous, even though I positioned 

myself as unobtrusively as possible in both the classroom and the outdoor area. As 

a consequence, one of the teachers thought she should give a complete lesson as 
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she often did for an open lesson, which the other teachers were then expected to 

attend. To address the concern, I explained the purpose of taking videos again, 

which was not to assess them but to use vignettes from the videos as a way to 

recall their teaching in their second interviews. The teachers understood and 

approved the continual use of the camcorder for the next two class observations.  

Documentation. In addition to interviews and observations, 

documentation was also a data collection strategy in this research. Merriam (1998) 

regards the term “document” as an umbrella term which covers written, physical, 

and visual material relevant to the study. Simons (2009) expresses a similar view 

by noting that this term includes policy documents, public records, and anything 

written or produced by the research site. The inclusion of documents in this study 

refers to a combination of these definitions and covers a wide range. These 

include policy documents relevant to the study, documents such as teachers’ 

teaching plans, and physical or visual materials, such as posters displaying 

information about the kindergarten.  

Some documents collected in this research could be called researcher-

generated documents, which were used to learn more about the people, events or 

situations being investigated (Merriam, 1998). In which case, Merriam (1998) 

cites Bogdan and Biklen’s (1992, p.143) statement regarding the significance of 

photographs as a type of document, which provides a “means of remembering and 

studying detail that might be overlooked if a photographic image were not 

available for reflection” (p. 119). I took photos of any posters or documents 

related to information about each kindergarten, particularly those related to MI 

theory. I also took pictures of the environments of each research site.  

Other documents were also collected from the research sites. In the public 

kindergarten where teachers were asked to write their teaching plans down in a 

notebook, I had access to take photographs of these documents. In the private 

kindergarten, teachers had to submit their teaching plans as e-documents. The 

teaching plans in both kindergartens were similar regarding the sections they 

included: activity type, activity content, and reflection on the activity. In addition 

to the documentation obtained from the kindergarten, I also downloaded policy 
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documents from the website, such as the Ministry of Education’s guidelines for 

understanding the development of early childhood education in China. 

All the data collected from the three methods mentioned above is 

presented in the table 5 below. 

Table 5 

 Data set collected from the two kindergartens 

 

My role as the researcher. Along the journey, my identity as a researcher 

has gradually grown, which may have influenced data collection. When I reflected 

on the data collection, one issue comes to mind. That was, I viewed myself more 

like a learner/doctoral student instead of a researcher when I collected data in the 

kindergartens, particularly in the public kindergarten which was the first site for 

data collection. The reasons for this may be relevant to my experience and 

background. Before I came to the field of early childhood, my earlier 

qualifications were in education, but not specifically early childhood education. 

Also, I only spent a short period in a kindergarten as a child. Consequently, 

kindergartens and kindergarten education were a new area for me, which affected 

my confidence. However, Mantai (2017) found that Ph.D. candidates feel like 

researchers when out in the field for data collection. In my case, the feeling came 

slowly along with the advance of data collection. What I found then was a more 

positive response from the teachers in the private kindergarten, which from my 

perspective was an outcome of my growing confidence as a researcher. 

The other issue of positionality relates to me being an advocate of MI 

theory and the influence this could have on my data collection and subsequent 

data analysis. Simons (2009) argues that it is not achievable to eliminate 

subjectivity which is inherent in our judgments and views. Even so, recognising 
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this issue can minimise the influence of subjectivity. For that reason, I was aware 

that I should be careful when collecting and analysing the data to minimise the 

potential biases of my position, avoiding linking what I saw, heard, and observed 

with the theory. Yin (2011) advised, “You need to be sure that the content and 

mannerisms of your responses to the participant’s words or queries do not convey 

your biases or preferences” (p. 137).  For example, during the interviews with 

teachers, I paid attention to the interview questions to avoid asking leading 

questions that showed researcher bias or assumptions. 

Data Analysis 

This section describes how to make sense of the data for the purpose of 

responding to the research questions. Simons (2009) argues that understandings 

and insights deriving from various data are revealed through the researcher’s 

interpretations, rather than the data which do not speak for themselves. Generating 

an interpretation of participants’ perspectives, this study used the deduction-

induction-abduction (D-I-A) design to identify themes drawing on the IMPG 

model as an analytical framework. It aims to demonstrate teachers’ 

understandings of MI theory and practices through thematic analysis. Thematic 

analysis was selected as the analytic method because it provided a systematic 

manner to organise a variety of data. In general, the analysis of data in the study 

went through four phases, the details of which are illustrated as follows. 

Phase I: Transcribing and translating the interview data. First of all, I 

transcribed and translated the interview data, which was the main source of data 

collection in the study. The process of data transcription enabled me to familiarise 

myself with the data. After that, I listened to the audio recordings again while I 

was reading the transcripts to check their accuracy. In my research, all the data 

collected were in Chinese, which meant I needed to translate the data into English. 

The work of translation was not easy, as the translation had to align with the 

original meaning to assure its accuracy. Sometimes, as Cormier (2018) has 

pointed out, there were no equivalent terms for the cultural concepts in the target 

language being translated. Drawing on a summary of studies in other fields, 

Cormier also noted that translation can have a direct impact on data validity, 

which is a concern for qualitative researchers. This concern is also noted by Saleh 
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(2013), who cautions that the researcher be aware of “the limitations of 

translations and the potential impact on the contextual meanings and expressions, 

in addition to the loss of implicit communication” (p. 43). 

To address the concern, I followed conceptual equivalence as the aim of 

the translation, which highlights “the translation of ideas” and translation at the 

“sentence level” (Sutrisno, Nguyen, & Tangen, 2013, p. 1359). I also modified 

translations after gaining further understanding of the data during the analytic 

process. Notably, although the translation work had been completed, I found that 

reading the Chinese version was easier to follow to ensure that no data were 

missed. Consequently, the analytic work mainly drew upon the Chinese text. 

Phase II: Generating themes by a D-I-A design. This research adopted 

the deduction-induction-abduction (D-I-A) design proposed by Åsvoll (2014) to 

identify specific themes of the interview data. A theme “represents some level of 

patterned response or meaning within the data set” (Braun & Clarke, 2006, p. 82). 

Therefore, I searched for recurring patterns through repeated words that not only 

emerged within four domains (external domain, domain of practice, domain of 

consequence, and personal domain) of the theoretical framework, but also from 

the data themselves, using a deductive and inductive approach respectively 

(Boyatzis, 1998; Braun & Clarke, 2006). To be specific, I first analysed data in a 

deductive way using the conceptual framework, the four domains of which were 

the identified categories that “become the repositories of your data” (Bloomberg 

& Volpe, 2012, p. 110). I then coded the data to find important themes attached to 

each category within the construct of the framework. In this process, I found some 

data were hard to group into any category. I then highlighted these data and dealt 

with them afterwards using the inductive or abductive approach. During the next 

step I worked on data using an inductive approach, seeking themes that critically 

engaged with deductive evidence. I then matched these themes with those themes 

identified from the previous analytic process. After that, the abductive approach 

was used to reveal new ideas or hypotheses. This process is described by Shank 

(2008) as “giving ourselves a chance to see things that we might otherwise miss 

by staying with tried-and-true explanations” (p. 30). I went back to the data that 

did not belong to any category and tried to figure them out in an abductive way. 

Finally, I identified themes for each kindergarten. 
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Phase III: Generating change sequences for each teacher. After 

identifying the themes, I sought the relationships between the four domains from 

the themes for each teacher, the analysis of which aimed to track possible change 

sequences. In the process, the criteria for the establishment of the relationships in 

the IMPG model of this study was adapted from Justi and Van Driel’s (2006) 

study, as shown in the following table. 

Table 6 

Criteria for Relationship Establishment of the Four Domains 

Relationship  Criteria for establishment  

1.From PD to ED When a specific aspect of teachers’ understandings and 

application of MI theory influenced what they did or said in the 

external domain 

2.From ED to PD When something MI theory was discussed that modified teachers’ 

understanding of teaching and learning 

3.From ED to DoP When something that was discussed about MI theory influenced 

something that occurred in teachers’ teaching practices  

4.From PD to DoP When a specific aspect of teachers’ understandings of MI theory 

influenced something that occurred in teachers’ teaching practices  

5.From DoP to PD When something that teachers did in their teaching practices 

modified their understandings of MI theory 

6.From DoP to DoC When something that teachers or their students did in their 

teaching practices caused specific outcomes 

7.From DoC to DoP When a specific outcome made teachers state how they would 

modify the associated teaching practices in the future  

8.From DoC to PD When teachers reflected on a specific outcome, thus changing a 

specific aspect of their previous understandings 

9.From PD to DoC When a specific aspect of teachers’ understandings of MI theory 

helped them in reflecting on/analysing a specific outcome of their 

teaching practice  
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Phase IV: Analysis of observations and documentation. Analysis of 

data from observations and documentation was also a part of this analytic process. 

The analysis of different field notes served different purposes in the study. For 

example, the notes of the description of the kindergarten and the portraits of the 

teachers were mainly used as contextual information. The accounts of particular 

events were analysed as supporting teachers’ understandings and implementation 

of MI theory. In addition, “The reflective part of field notes is one way of 

attempting to acknowledge and control the observer’s effect” (Bogdan & Biklen, 

2007, p. 124), the analysis of which clarified my positionality as a researcher.  

Analysis of documents also included various documentation data. The 

documents about each kindergarten added contextual information in addition to 

what I observed. Teaching plans collected from participants in the public 

kindergarten were analysed to examine whether MI theory was evident in written 

texts from the teaching objectives and the way that they organised their teaching 

practices. The analysis of teaching plans from the public kindergarten matched the 

observations of participants’ teaching practices and revealed what teachers hoped 

to achieve, compared to what they actually achieved in practice. I also collected 

policy documents regarding the development of early childhood education in 

China, the analysis of which was expected to illustrate the political support for MI 

theory in China. 

Having discussed the research design above, this chapter also entails 

relevant ethical and validity considerations to ensure that the research design was 

ethical and valid. As Bloomberg and Volpe (2012) have stated, “we are morally 

bound to conduct our research in a manner that minimizes potential harm to those 

involved in the study” (p.111). Consequently, the ethical issues associated with 

this study are discussed. The last section of this chapter concerns the study’s 

validity. 

Ethical Considerations 

Ethical issues involving protection of the participants are of importance in 

any study. Merriam (1998) has pointed out that investigations should be 

undertaken ethically in all forms of research. She further states that the researcher-

participant relationship overrides data collection and findings dissemination, from 
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which ethical dilemmas might emerge in qualitative studies. The ethical 

considerations that this project encountered did emerge from the researcher-

participant relationship. Although it was expected that none of the teachers would 

experience harm as a result of participating in the study, the study employed 

different safeguards (informed consent, voluntary participation, and 

confidentiality) to ensure the rights of the participants before data collection. In 

addition, other ethical issues emerged from the process of data collection, such as 

the use of a camcorder, which will be elaborated in the section of data collection 

methods. 

Informed consent. Informed consent ensures that participants are supplied 

with details of the project before they decide to participate or not. This project was 

conducted after receiving the permission from directors, teachers, and parents on 

behalf of their children. Although teachers were the focus of the study, children 

could be involved in interactions with teachers during the video-based 

observations. Consequently, directors, teachers, and parents, were provided with 

the Participant Information Sheet (see Appendix B, D, and I), which gave them a 

thorough description of the research, and how they or their children would be 

involved. They were also provided with the Consent Form (see Appendix C, E, 

and J) to inform them of their rights and responsibilities which were listed in “a 

straightforward manner”, as recommended by Yin (2011, p. 46). In both 

kindergartens, participants were given time to read the information and had 

opportunities to ask questions before they consented. In the public kindergarten, 

although the director agreed to participate in the research, she asked me not to use 

the camcorder. Her request was respected and upheld. Instead, I wrote notes about 

the class observations of the four participants.  

Voluntary participation. Another consideration related to the informed 

consent process is voluntary participation. Neuman (2011) has stated that “A 

major ethical tenet is the principle of voluntary consent (p. 149). The voluntary 

participation in kindergartens involved decisions from directors, teachers, and 

parents. With regards to the voluntary participation of teachers and parents, they 

were assured that whether or not they participated would not have a negative 

influence on their employment, or their children. Additionally, participants had 

the right to stop their participation at any time in the research until two weeks 
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after the completion of the fieldwork. If the participant decided to withdraw from 

the research, all collected data from this participant would then be destroyed.  

Confidentiality. Confidentiality not only refers to the identity and privacy 

of research sites and participants, but also the collected data. Simons (2009) has 

noted that offering confidentiality is a common principle in research, which gains 

trust from participants and encourages them to speak honestly and openly. In the 

study, I identified the sites and participants with pseudonyms to keep them 

confidential. Even so, the risk of being identified might be still possible from the 

description of the two research sites. For that reason, I located both kindergartens 

at the geographical level that they belonged to protect the identity of them. 

Regarding the data collected from the fieldwork, Denzin and Lincoln (2011) have 

noted that “All personal data ought to be secured or concealed …” (p. 66). 

Cautionary actions were taken to secure the storage of the data, and only my 

supervisors and I had access to the data. 

Validity Issues 

The issue of validity has been regarded as a quality criterion in a 

qualitative study. This refers to the accuracy of a study being investigated in terms 

of whether the researcher accurately represents the participants’ thinking and 

doing, as well as how the research is conducted. Yazan (2015) has suggested that 

novice researchers who conduct an exclusively qualitative case study “make more 

use of the descriptions and guidelines provided in Merriam’s text” (p. 147). As a 

novice researcher, I followed Yazan’s suggestion, and Merriam’s (1998) notion of 

data validation was adopted to ensure internal and external validity in my study. In 

the following, an explanation of the two aspects is provided. 

Internal validity reflects the trustworthiness or credibility of research 

findings. In the study, the internal validity refers to whether the findings of 

teachers’ understandings and application of multiple intelligences match up with 

their perceptions. Two strategies were adopted to strengthen the internal validity. 

One strategy was the use of triangulation, which is a conventional method of data 

validation (Merriam, 1998; Merriam & Tisdell, 2016; Stake, 1995). Different 

forms of data were collected in this research using multiple methods (interviews, 

observations, and documentation) to minimise the inherent bias that comes from 
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using a single method. It ensures a more productive and fuller picture of the 

phenomenon under investigation. The second strategy was to clarify the 

researcher’s bias, which was seen as an important threat to validity (Maxwell, 

2013). To resolve the threat, I explained my possible bias as an advocate of MI 

theory and constantly reflected on the influence of my position on the research.  

External validity refers to the extent to which a study’s findings apply to 

other situations. Besides the notion of transferability proposed by Lincoln and 

Guba (1985), generalisability is another notion relevant to external validity in a 

qualitative study. Merriam and Tisdell (2016) have noted that the most common 

understanding of generalisability is probably related to the reader or user of the 

study, implying that whether the findings could apply to another situation 

depended on the reader or user. As such, Merriam and Tisdell claim that “the 

researcher has an obligation to provide enough detailed description of the study’s 

context to enable readers to compare the ‘fit’ with their situations” (p. 256). 

Consequently, a lengthy description of contexts and participants were collected in 

the present study through different methods, the details of which, as well as the 

procedures using the methods, were explained in this chapter. In doing so, a reader 

can follow the study.  

Summary 

This chapter has described the study’s research design to illustrate how the 

data was collected. Referring back to the metaphor of this study as a garden, a 

qualitative approach using intrinsic and instrumental case study was chosen for 

the garden’s design. Successful gardening required knowledge of growing and 

taking care of plants, and appropriate tools and pots were selected to 

implementing the design. In this study, that means an understanding of the 

research sites and participants. Finally, semi-structured interviews, observations, 

and documentation were selected as the three methods of data collection, which 

were seen as analogous to the tools and pots required for gardening. Once the 

plants had been grown, they were managed, organised, and analysed to create a 

beautiful garden.  
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Introduction to Findings Chapters 

The following two chapters present the findings from the public and 

private kindergartens, respectively. Generally the thesis reports the findings 

drawing on each domain of the IMPG model. First of all, the chapters present 

approaches through which teachers came to know MI theory, these correspond to 

the external domain (ED). The findings address one of the research sub-questions: 

What factors can have an influence on teachers’ use of the theory of multiple 

intelligences? This is followed by findings relating to the personal domain (PD), 

which demonstrate the teachers’ knowledge and attitudes towards MI theory. 

Another sub-question is addressed by the findings of this domain: How do 

teachers describe their understandings of the theory of multiple intelligences and 

practice? Then, the study presents observations of the teachers categorised in the 

domain of practice (DoP), and the identified outcomes by the teachers relating to 

the implementation of MI theory in the domain of consequence (DoC). Based on 

the findings of the four domains, the thesis tentatively tracks the enactive and 

reflective process between domains to investigate any changes that occurred as a 

result of teachers drawing on their understandings and practices of MI theory. The 

last section of each chapter summarises the influencing factors of teacher change 

in understanding and implementing MI theory, which also answers the question: 

What factors can have an influence on teachers’ use of the theory of multiple 

intelligences? 
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Teachers in the Public Kindergarten 

Approach to the Theory of Multiple Intelligences 

In this study, the external domain refers to approaches from which the 

teachers came to know MI theory. The findings showed that pre-service and in-

service teacher education were the most common ways for the teachers to obtain 

information about MI theory. Specifically, Maria and Claire learnt about MI 

theory at college. Claire also read about MI theory in a textbook as part of her 

studies to upgrade her qualification. Linda learned of the theory from in-service 

teacher education. Wendy, however, said she had never heard of the theory. The 

three teachers who had heard about MI theory expressed their views on the 

subject. Linda had the most years of professional experience. In her opinion, the 

theory had been put into practice before it was systematically summarised and 

proposed by the expert (Gardner). Maria recalled that the theory was mentioned in 

a textbook, but she had no idea of the details, such as the eight intelligences of the 

theory. Similarly, Claire did not have detailed knowledge, but she provided more 

information about her encounter with MI theory. She said:  

I remember a student teacher who was doing a practicum at my college 

mentioned the theory. In addition, the theory was included in the textbook, 

the one that I used to prepare for an exam to upgrade my qualification. I 

remember it well because the characters (MI theory in Chinese) were 

highlighted in bold. (Claire, interview one) 

The three teachers’ responses to MI theory might be explained by their 

attitudes to understandings and application of educational theories. Linda noted 

that the theories that she learned had been internalised and integrated in teaching 

practices. Interestingly, Maria had a different attitude. She explained her 

experience of studying at college using a four-character Chinese idiom qingting 

dianshui, which means a dragonfly skims the surface of water. In the context of 

the conversation, Maria referred to learning without deep understanding. 

Additionally, she pointed out that the theories were not used in practice and would 

be finally left behind by teachers. As for Claire, she said she was not interested in 

theory. Instead, she preferred reading educational essays that related to teaching 
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practice. To some extent, the teachers’ attitudes towards understandings and 

application of educational theories influenced their understandings of MI theory. 

In addition to pre-service and in-service teacher education, there were 

several other sources of information mentioned by the teachers. Although these 

sources did not have direct links to MI theory, they could provide infights into 

approaches to making the theory available for more teachers. It was found that 

learning from experienced teachers was supportive for Claire. As a novice teacher, 

Wendy said she mainly got teaching ideas from the textbook used in the 

kindergarten. As mentioned earlier, a textbook is a teaching guide for teachers to 

facilitate their teaching. The textbook used in this kindergarten offered diverse 

teaching activities, which were categorised into different themes. It also provided 

a lot of information about conducting a teaching activity, including the content, 

teaching steps, and recommended resources. As Wendy said, the findings also 

revealed that she mostly followed the textbook, based on the evidence from the 

observation of a language activity, written teaching plan for the activity, and the 

information collected from the textbook. Guo (2012) has noted that prior to the 

New Curriculum reform, textbooks were regarded by teachers as curriculum. As a 

consequence, teachers strictly followed the sequence of teaching planning 

prescribed in textbooks. 

To summarise, learning MI theory from pre-service and in-service teacher 

education indicates that the theory has been included in the curriculum for early 

childhood teacher education. However, the teachers’ attitudes towards 

understandings and application of theoretical knowledge reveal a theory-practice 

gap in pre-service teacher education. Additionally, it is interesting that the 

teachers talked about different sources of their teaching knowledge and practice 

considering that they had various years of experience working as kindergarten 

teachers, which may shed light on the professional development programmes for 

teachers at different stages of their professional careers. Notably, none of them 

knew much about the theory, which was the focus of interviews. For this reason 

teachers were provided with a written introduction to MI theory to give them a 

general idea of what the theory entails. 
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Understandings of the Theory of Multiple Intelligences 

This section demonstrates the teachers’ understandings of MI theory, 

including what they knew about the theory and its application, and how they 

thought about the theory. It is worthwhile clarifying that application here refers to 

an understanding of how to apply MI theory into practice. It differs from what 

teachers do in teaching, as represented in the domain of practice in the following 

section. 

Teachers’ knowledge of the theory of multiple intelligences. Four 

themes were identified which demonstrate the teachers’ knowledge of MI theory: 

holistic development, individual differences, integrated teaching, and learning 

centres and whole class teaching. Among them, the first two themes were 

identified from all the four teachers, and the other two themes emerged from the 

data of two or three of the teachers. This section presents each theme in more 

detail.  

Holistic development. The teachers shared their understandings of MI 

theory in terms of promoting children’s holistic development, but they provided 

different interpretations of the concept. In particular, Linda aligned MI theory to 

Quality Education (suzhi jiaoyu), an educational banner that is still prevalent in the 

education field of China. As noted by Dello-Iacovo (2009), Quality Education 

generally referred to a more holistic approach to education. In this regard, it has a 

similar implication to MI theory. For Maria, she believed that children could 

achieve more development through MI theory. She then elaborated that, “The 

development that I am talking about does not refer to the training of study skills, 

but for the cultivation of children’s learning habits and dispositions” (interview 

one). In so doing, she thought children would be prepared for life in primary 

schools. Claire referred to holistic development as the aim of MI theory, through 

which children could develop multiple abilities. Wendy did not know anything 

about the theory until she read the brief introduction. However, holistic 

development was also a part of her understanding, which according to Wendy, 

means to improve upon children’s weaknesses. As she explained:  

I think the theory distinguished a child from another. You see, some 

children have a strong linguistic intelligence, and some children’s spatial 
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intelligence is strong. We all hope that children have a holistic 

development, which in my view is to improve the intelligences that they 

are not strong at. (Wendy, interview one) 

A review of policy documents in China identified its emphasis on holistic 

development and Quality Education as the direction of educational development. 

In the 2001 Guidelines, kindergartens in urban and rural areas are encouraged to 

carry out Quality Education to build a strong foundation for children’s lifelong 

development. In the 2016 Regulations, it says that kindergartens undertake 

education to cultivate children’s holistic development. In particular, the 

government issued the National Medium and Long Term Educational Reform and 

Development Plan (2010-2020) (State Council, 2010), which identifies Quality 

Education as the theme of strategies for education reform and development, and 

holistic development as the foundation for carrying out these strategies.  

Generally, holistic development for children includes moral, intellectual, 

physical, and aesthetic development, which is different from individual 

development. Holistic development aims to improve students’ moral, intellectual, 

physical fitness, and aesthetic appreciation, while individual development 

addresses paying attention to each student’s developmental characteristic and 

providing individual teaching. Furthermore, holistic development is regarded as 

the foundation and premise of individual development. MI theory, however, can 

be seen as a combination of the two concepts. The spectrum of the theory includes 

the four aspects mentioned above, and the educational implication of the theory 

emphasises individual differences.  

Individual difference. The notion of individual differences appeared to be 

a focus of the teachers when they talked about the application of MI theory. This 

understanding is congruent with individual centred education, which is one of the 

educational implications of MI theory (Gardner, 2006). The findings of the four 

teachers showed that looking at individual differences was a part of their 

understandings of MI theory. 

Linda’s understanding of individual differences was based on her 

knowledge of teaching and beliefs about early childhood education. To achieve 

children’s holistic development, Linda referred to yincai shijiao. It was a teaching 
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principle that initially generated from the teaching of Confucius, which considered 

individual differences. Linda further explained that MI theory, aligning with the 

principle, also paid attention to individual differences in education. As such, MI 

theory and the teaching principle were connected, which might explain her 

understanding that the ideas of MI theory had been in existence before the concept 

was summarised and proposed by the expert (Gardner). Also, her educational 

beliefs might have had a significant impact on her understanding of the theory. 

She believed that each child was unique and this should be considered in teaching 

instead of using the same method for all the children.  

Claire noted that MI theory addressed individual differences in teaching. 

This understanding might be reflected from her belief of seeing each child as a 

growing individual. Claire described her educational belief from the perspective 

of assessment on children, which she expressed in this way; “I think the 

assessment for children should be longitudinal rather than horizontal. That means, 

when assessing a child’s performance, the comparison should be made with the 

child’s previous performance instead of with other children’s performance” during 

the first interview. She further gave an example, which conveyed her 

understanding of assessing children’s progress, and which implied her focus on 

individual differences that emphasised in MI theory: 

For instance, the child A in our class is strong in linguistic ability but not 

good at drawing, so the child is sure to be frustrated if I compare his/her 

drawing with someone who has a strong drawing ability. However, if I 

compare his or her drawing with his/her previous drawing, the 

improvement is definitely obvious. (Claire, interview one) 

However, it is worthwhile noting that although Claire recognised MI 

theory considered individual differences, she also said that she would not address 

the needs of individuals in her teaching. She expressed her idea as follows, “First 

and foremost, I need to ensure a teaching outcome for the whole class, on which 

basis I probably will think about each child’s development” (interview one). It 

revealed that, for Claire, collective development came before individual 

development.  
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The findings of Maria, on the one hand, indicated that she paid more 

attention to the development of all the children in a class. For example, she 

mentioned more development and MI theory in the first interview, which referred 

to developing children’s learning habits and dispositions, particularly for children 

who were at the last year of kindergarten education. On the other hand, when she 

talked about her teaching practices in the second interview, she mentioned that 

“Sometimes I reflect on my teaching, wondering whether it only suits for some 

children, and it motivates me to keep learning. However, early childhood 

education should vary for different children”. Also, her practice confirmed that 

she considered children’s differences, as revealed by the different roles she 

assigned to different children in the Drama session. Maria’s responses suggested 

that she prioritised the collective growth of children, but also realised individual 

differences which had been incorporated into her practice.  

Wendy did not articulate the point of looking at individual differences in 

teaching. Nevertheless, an example given by her might indicate her understanding 

of individual development by using MI theory. She said, “For example, some 

children have a strong musical ability but do not know how to interact with others. 

In this case, we can design music activities that they are interested to help them to 

compensate their weakness” (interview one). She did not explain specifically how 

to do it, but she further added, “If we do not base on their interests, it is possible 

that they are less and less willing to develop this ability”. The example indicates 

her understanding of the way that one intelligence can be a catalyst to another 

intelligence (Moran & Gardner, 2006) based on the understanding of children’s 

individual differences.  

Integrated teaching. Another theme that emerged from the analysis of 

teachers’ knowledge of the application of MI theory was integrated teaching, 

which means that different areas or intelligences should be integrated into a 

teaching activity. Claire, Maria, and Wendy expressed their understandings of 

integrated teaching. Claire thought the application of MI theory referred to 

integrating different learning areas, such as an art activity could involve abilities 

related to language and science. Maria used a metaphor to explain the application 

of MI theory in terms of integrating different intelligences, “In my opinion, what 
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we provide for children is a small square, but through the integration of different 

intelligences, children can expand the small square to a big one” (interview one).  

Rather than utilising intelligences in an integrated way, in line with the key 

concept of multiple representations proposed by Gardner (2006), Wendy 

demonstrated a partial understanding of the application of MI theory. On one 

hand, she identified more than two intelligences in an activity. On the other hand, 

she supported the integration of intelligences in teaching but argued that no more 

than two intelligences should be included in an activity. The relevant interview 

excerpts are quoted as follows. 

Wendy: Learning centres involve more intelligences…However, if it is a 

teaching session, at most two intelligences shall be used. Children cannot 

absorb too many, and thirty minutes are not sufficient. 

Researcher: Could you please explain why you think like that? 

Wendy: Because the teaching may be confused for children if it includes 

too many intelligences, and each intelligence will only have several 

minutes. (Wendy, interview one) 

This theme discussed the way teachers could implement MI theory. It was 

not surprising that the teachers related the theory to integrated teaching. That was 

because the curriculum guidelines about kindergarten education in China 

emphasised integration of five subject areas (well-being, science, social 

development, language, and art) to achieve children’s holistic development. 

Seemingly, the teachers transferred the concept of integration to their 

understandings of the implementation of MI theory. In addition to integrated 

teaching, learning centres and whole class teaching were also mentioned by the 

teachers.  

Learning centres and whole class teaching. Learning centres and whole 

class teaching are the two widespread teaching practices to implementing the 

curriculum in kindergartens in China. Notably, learning centres were related to MI 

theory by Wendy and Linda. They talked about learning centres, showing that 

they had shared understandings of developing children’s multiple intelligences 

through learning centres. For example, Wendy observed that learning centres 
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involved more intelligences compared to any other activities. As she said, 

“Learning centres include more intelligences, such as the logical-mathematical 

ability in Manipulative Centre, linguistic ability in Book Centre, and interpersonal 

ability in Block Centre” (interview one). Linda pointed out that children could 

develop their interests in learning centres, which she regarded as a supplement to 

whole class teaching. As she described in the first interview, “Learning centres 

distribute each intelligence evenly, which pays more attention to individuals by 

providing a platform for children to showcase their prior experiences”. Wendy and 

Linda both stressed a broad range of intelligences utilised in the learning centres. 

However, Wendy’s words might convey a message that she thought the 

intelligences stood alone, which was consistent with her understanding of the 

application of MI theory in teaching.   

Teachers’ responses did not show a direct link between MI theory and 

whole class teaching, but Maria, Claire, and Linda mentioned and commented on 

whole class teaching, respectively. This indicates its significance within the 

context of China. Maria noted the advantage of whole class teaching when there 

were many children in a class. As she said in the first interview, “Since many 

children stay in a class in the kindergarten, it is beneficial for them to learn to 

negotiate with others and restrain their behaviours, which would prepare the 

children to be integrated into the community”. This reflects the claim made by 

Wang and Mao (1996), and Cheng (2010) about collective cultures. Claire and 

Linda talked about whole class teaching with respect to collective development. 

As mentioned earlier, in Claire’s view, collective development came first. Linda 

mentioned a primary goal for children to achieve in whole class teaching. Taking 

the musical activity conducted by Linda as an example, there were two major 

goals to achieve, as evident in Linda’s teaching plan. The first one was to learn to 

sing the song hushuo ge (A song of nonsense) and feel the fun conveyed from its 

funny lyrics. The second one was to adapt the lyrics with funny things imagined 

by children.  

In addition to the teachers’ comments on whole class teaching, class 

observations also identified that it was the main approach to organising teaching. 

The most common scene observed in whole class teaching in the kindergarten was 

that of the teacher standing in front of children, utilising a whiteboard, projector or 
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piano, depending on the subject, to demonstrate what was being taught to the 

children. In the teachers’ views, collective development was prioritised in whole 

class teaching. This might be a reasonable choice considering large class size and 

the curriculum the teachers needed to implement. It might also justify why the 

teachers did not relate whole class teaching to MI theory. Instead, according to 

Wendy and Linda, learning centres could help children to develop multiple 

intelligences.   

In general, there were two different views on the approach to applying MI 

theory in practice among the four teachers. Claire and Wendy said MI theory 

could be found in teaching activities. Nevertheless, Maria and Linda argued that 

MI theory could be seen in everyday life instead of being restricted to the teaching 

activities. As Linda said, she liked to provide opportunities for children to learn 

something as soon as she realised an educational opportunity emerged. An 

example of Linda is quoted as follows, showing her understanding that transition 

times can be used as educational opportunities to develop children’s multiple 

intelligences. What Linda described was a part of the daily routine, which 

involved music, movement, and social understanding.  

For instance, we play music as a transitional sign from morning activities 

to breakfast. As soon as children notice the music, they stop what they are 

doing, such as drawing or paper cutting. It indicates children’s 

understanding of class rules and a sense of self-control. Children go to 

wash their hands in turn when others do some hand movements with the 

music. We choose a child standing in front of the children to do the 

movements every day. Although this transition lasts several minutes, 

children’s confidence and senses of music could be developed gradually. 

(Linda, interview one) 

An observation by the researcher in Linda’s class also illustrates how she 

made use of two sessions to extend children’s experiences.   

Today, the outdoor session was cancelled because of severe air pollution. 

Before Linda received the notice, they just had a handcraft activity making 

animal masks with paper plates and other materials. When she knew that 

children had to stay inside, she decided to play a drama with children 
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named “The carnival of animals”, using the masks that the children had 

completed. Then, Linda played as a director and organiser of the party, 

some children played the role of different animals who came to join in the 

carnival, and others are sitting on the chairs as the audience. After all the 

animals arrived, the carnival began with music and children’s dancing. 

You could see several children were a bit shy on the stage, but all of them 

enjoyed the performance. (Researcher-observational note, 16 December 

2015) 

Whether MI theory can be applied in everyday life or only in teaching 

activities depends on the teachers’ different understandings of curriculum and 

pedagogy in kindergartens. Notably, the two teachers (Maria and Linda), who 

asserted that MI theory be applied in everyday life had more teaching experience 

than the other two teachers. 

Teachers’ attitudes to the theory of multiple intelligences. Whether 

teachers are able to apply MI theory may depend on their knowledge of the 

theory, and whether teachers are open to implementing the theory depends on 

their attitudes towards it. As Richardson and Placier (2001) have stated, 

“Teachers’ openness to change may depend on their attitudes toward teaching and 

learning” (p. 926). Considering teachers might have a clearer understanding of MI 

theory during the interview, the research explored their attitudes towards 

implementing MI theory in kindergartens in China. Generally, the teachers in the 

public kindergarten had a positive attitude towards MI theory, whether it was the 

theory itself or its application in China. More details regarding their attitudes to 

MI theory follows. 

Linda thought that the implementation of MI theory was not challenging, 

given the change of the focus of early childhood education in China, from skills 

training to children’s holistic development. As she put, “The understanding of 

early childhood has changed under the context of Quality Education” (interview 

one). As mentioned previously, Quality Education was introduced as an education 

policy in 1999. Her response indicated that the change provided an advantageous 

environment for the use of MI theory because the emphasis on children’s holistic 

development was consistent with the theory. Maria showed her positive attitude 
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by pointing out the advantage of the theory, which “provided a more systematic 

and professional way of organising the teaching instead of only focusing on one 

dimension” (interview one). 

There were some similarities between the attitudes of Wendy and Claire. 

They both argued that a new approach could be easy to follow on the condition 

that it aligned with the approach being adopted in the kindergarten. In Wendy’s 

case, MI theory was new, but she felt that the theory was not complicated for her 

to use. The reason being that it was similar to the constructivist approach adopted 

in the kindergarten, and the eight intelligences were included in the objectives of 

the constructivist curriculum. Claire expressed a similar attitude by predicting a 

widespread application of MI theory in kindergarten education, if it were 

integrated with the teaching approach of the kindergarten. Also, Claire stressed 

the necessity of MI theory by saying that “it should become an essential part of 

education because it helps to develop children’s multiple abilities” (interview 

one). To make that happen, she added that the theory should be made publicly 

known in many ways. Wendy pointed out that only when teachers understood MI 

theory, would they apply it in practice; otherwise, teachers were likely to regard 

MI theory as a theory no different than other educational theories or pedagogical 

approaches that they were using. 

Summary. The findings reported in this section present the teachers’ 

knowledge of and attitudes towards MI theory and its practice. All the teachers 

had shared understandings of two aspects of the theory. For one thing, MI theory 

could promote children’s holistic development. For another, the application of MI 

theory considered individual differences. Promoting holistic development and 

respecting individual differences are two commonly recognised concepts in 

education policy in China. The finding identifies the association between MI 

theory and the promoted educational ideas in China, which reveals that Chinese 

teachers’ understandings of a western pedagogy is based on their knowledge of 

education that acknowledged by the policy.  

In addition to the two common themes, another two themes including 

integrated teaching as well as learning centres and whole class teaching, emerged 

from three and two teachers respectively. Integrated teaching demonstrated the 
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teachers’ understandings of one significant way to put MI theory into teaching 

practice. As mentioned previously, this theme reflects the integration of five 

subject areas, which is a promoted approach of kindergarten curriculum in China. 

This also implies the influence of promoted educational ideas on teachers’ 

knowledge. Learning centres and whole class teaching are two common approach 

adopted in kindergarten education in China. The finding of the teachers relating 

MI theory to learning centres might provide an evidence that MI theory provided a 

theoretical basis for the reform of learning centres in Chinese kindergartens (He, 

2004). 

Also, the findings found two understandings related to using MI theory; as 

part of everyday life or embedded in teaching activities. In particular, the two 

teachers (Maria and Linda) who thought MI theory could be used in everyday life 

instead of limited to teaching activities had more years of working experience than 

another two teachers (Claire and Wendy). The findings of the justification of these 

teachers’ attitudes to MI theory could also indicate the impact of working 

experience. The teachers had differing reasons for their positive attitudes towards 

MI theory. Maria stressed the theory itself, while Linda’s reason addressed the 

influence of context on a new idea. The other two teachers highlighted a match 

between a new idea and their prior knowledge and experience. Russell (1988) 

noted that, “Experience, including one’s present teaching practices, shapes the 

meaning (emphasis in original) that we read into research, theory, and other 

sources of recommendations for changes in practice” (p. 33). Considering what 

was found about different understandings of MI theory from the teachers, it 

implies that teacher’s teaching experience may have an influence on their 

understandings of a new theory, which should not be overlooked in teacher 

professional development programmes.  

Teaching Practices and Outcomes  

This section depicts teaching practices and outcomes described by the 

teachers in relation to MI theory. The findings mainly derive from the evidence 

generated by classroom observations and post-observation interviews, during 

which the teachers read and discussed the notes about their teaching practices. 

This section presents brief descriptions of the classroom observations of each 
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teacher. Each description followed by an observational excerpt to illustrate the 

teacher’s teaching practice and analysed based on the teacher’s description of their 

practices. The outcomes of the class observations that related to MI theory are also 

presented.  

Maria’s practices and outcomes. The three teaching practices of Maria’s 

that I observed were visual arts, music, and drama. The drama session was set up 

to prepare children for an end-of-year performance, which was not a regular 

component of the curriculum in the kindergarten. It was mainly teacher-directed 

because Maria needed to show children what to do and say, as well as where to 

stand. Observations of Maria showed that her main approach to introducing the 

visual arts and music session was to use a combination of dialogue and images. 

The dialogue initiated by Maria with children was on the topic of teaching. This 

was evident in the visual arts session she facilitated. The dialogue between her and 

children was represented as follows: 

Maria:  Today I would like to talk about the smog with you. So what do 

you think if we have the smog every day? 

Child: We can catch a cold. 

Child: We may die. 

Maria: I guess you mean the smog which is toxic and has a bad impact on 

our health. 

Child: Car crash. 

Maria: Oh, it can lead to traffic accidents. Then what causes the smog in 

our life? 

Child: The waste from too many cars, and smokes from buildings.  

Child: Smoking, it not only pollutes the air, but also is harmful to the 

health. 

Maria: What else can result in the polluted air? 

Child: Barbeque. 
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Maria: Well done. I even didn’t think of it. Regarding the barbeque, what 

do we use as the fuel? It is charcoal. However, we will find the charcoal 

smells terrible after it is burnt. Gases alike smell terrible is toxic.  

Child: The firecrackers can pollute the air too. 

Child: We should not set off firecrackers or decrease the amount of it 

during the Spring Festival. 

Maria: What can we do to protect ourselves living in the smog? 

Child: Wear masks. 

Child: Wear hats. 

Maria: Why do we wear hats? 

Child: Because the head is cold. 

Maria: Hmm. But we use the nose and mouth to breathe, which means we 

need to protect the two parts. 

Child: Stay at home. 

Child: Wear the scarf. 

Maria: You mean using the scarf to cover the mouth and nose? 

Child: Yes. (Maria, visual arts class observation) 

The purpose of the dialogue was to prepare children for what they were 

going to learn. As she pointed out during the post-observation interview, “To 

introduce a new topic, I always discuss the relevant three questions ‘what, why, 

and how’ as the entry point”. Maria also talked about the intelligences involved in 

this session. “Children’s linguistic intelligence was first developed through the 

dialogue teaching mode to make children initially understand the significance of 

the environmental protection. During the process, children thought about what 

they could do, which developed their intrapersonal intelligence”. The same 

approach was observed in the music session, and Maria offered a similar 

description regarding the intelligences involved. “The most obvious intelligence 
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was the musical one as I introduced them a new song. The interaction with 

children involved the development of their linguistic intelligence. The 

intrapersonal intelligence was also included” (interview two). The drama session 

was teacher-directed, but the children could still learn from the experience of 

preparation and performance. Maria explained the intelligences involved in the 

drama section: 

Yeah. It was a musical drama, musical drama, so the music went through 

the whole performance. We included dancing which developed children’s 

bodily-kinaesthetic intelligence. Conversations among children involved in 

both linguistic and interpersonal intelligence. Also, the imagination that 

children might have about the (different) scenes involved the spatial 

intelligence. So it could be said as pretty comprehensive (Maria, 

interview two).  

More intelligences were noted by Maria in the drama session compared 

with the other two sessions. Maria also pointed out that there were many 

unexpected outcomes throughout the preparation process for the drama, from the 

beginning to the final performance. The “unexpected outcomes” referred to 

children’s qualities (being responsible and co-operative) that in Maria’s words 

“were hard to perceive in the daily life” (interview two). She also argued that 

outcomes of children’s learning (zhi) had a direct impact on the outcomes of 

teaching practices. Rather than examining individual differences, she categorised 

children into three groups according to their learning dispositions.  

One group consists of children who bear everything they have learned in 

their minds. For example, I heard one child crooning the melody of the 

song they learned one day. The children of the second group will recall 

what they have learned with prompts from the teacher. Another group 

consists of children who learn in the moment, and will not be able to recall 

later even the teacher reminds them. (Maria, interview two) 

Maria’s words demonstrated that teaching outcomes were not only related 

to the teacher who conducted the teaching, but they were also influenced by 

children. It indicated that she realised that teaching was not one-sided, which 

relates to children’s agency. She also realised that children were different at 
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learning, but what she addressed was a difference between different groups, 

instead of individuals, which is the focus of MI theory. In general, teaching should 

not be one-sided or one-size-fits-all.  

Linda’s practices and outcomes. The three class observations of Linda 

took place during maths, music, and learning centres. The highlight of the 

observations from Linda’s teaching was her use of dialogue at the beginning of 

each session. For example, Linda was going to teach a new song to children. 

Instead of playing the song directly to children, Linda initiated a dialogue with 

children talking about the lyrics of the song. The title of the song was hushuo ge 

(A Song of Nonsense), which was about different kinds of nonsenses in life. An 

episode of the dialogue was quoted as follows: 

Linda: The doll’s appearance is so strange. She wears her socks on ears. 

Do you think she can do that? 

Children: No. 

Linda: And she wears her shoes on her head. 

Children laugh. 

Linda: What do you think about that? 

Children: She cannot put shoes on her head. 

Linda: Oh, this is nonsense. Today we are going to learn A Song of 

Nonsense. We will find what nonsense the song talks. (Linda, music class 

observation) 

Linda used the dialogue as a method to lead in the session, and she said 

that each activity might have a different lead-in, which could involve doing a 

riddle, singing a song, or talking about a topic relevant to the teaching like Maria 

did. The primary purpose, according to Linda, was to “attract children’s attention 

and prepare them for the following activity” (interview two). Linda stated that 

each session had a main developmental goal for children. This might explain why 

she only identified one intelligence for the first two class observations. As she 

interpreted, “The math activity mainly involved the development of logical-
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mathematical intelligence”, and “The music activity demonstrated children’s 

musical intelligence which also could develop children’s imagination” (interview 

two). Nevertheless, more intelligences were involved in learning centres. For 

instance, Linda’s interpretation of the intelligences included in the Block Centre is 

shown below: 

Linguistic intelligence was first developed through the conversation 

between children and me. When children were building boxes, they needed 

to count and measure to put boxes together, to figure out the relationships 

of shapes with their spatial imagination, and to carry the boxes by moving 

around. Altogether, they could cultivate children’s logical-mathematical, 

bodily-kinesthetic, and spatial intelligence. Also, learning to communicate 

and negotiate was essential for a group activity in which interpersonal 

intelligence was developed. During the communication, a child might 

reflect on a suggestion proposed by other children, which developed the 

intrapersonal intelligence. Lastly, I thought the recycled boxes we used in 

the centre could be said the development of naturalist intelligence for 

children. (Linda, interview two) 

As Linda mentioned, only one main intelligence was identified for the 

maths and music activities. Both activities were organised as whole class teaching. 

Instead, learning centres provided a holistic learning opportunity for children, as 

demonstrated in the Block Centre. The observations and Linda’s interpretations 

evidenced what she talked about in relation to whole class teaching and learning 

centres. The former mainly looked at the development of children in the class with 

an intelligence developed as the primary goal, but the latter included more 

intelligences.  

Claire’s practices and outcomes. Claire was mainly responsible for 

visual arts activities using the textbook provided by the kindergarten. She went to 

another city to receive training on how to make use of that textbook during the 

third week of observations, so there were only two observations of Claire. The 

two observations of her were art-related. The first one involved learning about 

medicinal plants and drawing them. The second involved plant stamping. Claire 

adopted the same approach to the first visual arts session as Maria. In specific, she 
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showed images relevant to the topic, on basis of which she initiated dialogue 

about the details of the images and related drawing techniques. Afterwards, 

children were given time to do their drawing. The dialogue is presented: 

Claire: Let’s see this medicinal plant. Can you tell any features of its leaf? 

Children: The leaf is very long and looks like a centipede. 

Claire: Oh, it looks like a centipede. Now look carefully, is there any 

relationship between these leaves? 

Children: The back leaf is shaded by the front leaf. 

Claire: Then can you tell from this image about what drawing techniques 

that we learned?  

Children: Zhedang (a term applied in the visual arts, which means the 

backward leaf is shaded by the frontward leaf in this context) and chuxue 

(another visual arts’ term, which refers to the visible part of a backward 

leaf). 

Claire: Right. Look at this image. How about its leaf? 

Children: It is pointy. 

Claire: Can you see its veins? 

Children: Yes. 

Claire: Great. You all observe carefully. I hope that you can present these 

details in your drawing. Next, I would like to invite a child to draw on the 

whiteboard. (Claire, visual arts class observation) 

Claire talked about the intelligences developed in this visual arts session. 

She said, “Such as the cultivation of children’s observation and memory abilities 

involved spatial and intrapersonal intelligence. Children had a further 

understanding of plants, which developed their naturalist intelligence” (interview 

two). Also, she identified naturalist and spatial intelligence from the other arts 

session. Specifically, she noted the development of linguistic intelligence through 

the dialogue in the above example, “when I communicated with them about how 
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to draw and how to start their linguistic intelligence was fostered”. In this regard, 

she might have shared the same understanding as Maria, who also mentioned the 

linguistic intelligence in dialogues. In addition, she invited a girl to draw on the 

whiteboard in front of other children. Her rationale for choosing this girl revealed 

Clare’s recognition of the girl’s individual development. 

She has a gift for expressing herself with drawing and a good sensation of 

colour matching. We would like to provide many opportunities for her to 

show her talent, from which she becomes more and more confident. 

However, she has weak bodily-kinaesthetic intelligence although she is 

taller than other children. She is weak in skipping particularly continuous 

skipping and playing ball. (Claire, interview two) 

Claire noted that she did not recognise the intelligences involved in the 

first two observations in the second interview. She commented on her practice 

through which the learning objectives had been achieved, “I guess when they see a 

plant in the future, they may wonder whether it is a kind of medicinal plant” 

(interview two). She mentioned that some children achieved the learning goals, 

but others did not. She reflected on the possible reasons, which included gender, 

for example boys were more interested in dinosaurs or robots, children’s drawing 

skills, and the clarity of her interpretation. Another consequence, pointed out by 

Claire and also observed by the researcher, was that the drawings from children 

looked similar to some extent. What Claire was worried about, when she invited a 

girl to draw on the whiteboard, came true. That was, other children copied the 

image that the girl drew on the whiteboard. On the one hand, she did so because 

some children did not have any idea of how to start drawing the leaves; on the 

other hand, she was concerned that children would follow the example. Given the 

consequence, she admitted that doing so might have restricted the children’s 

imagination. Claire’s reflection on her practice demonstrates what Schön (1987) 

referred to as reflection-on-action, which led Claire to consider what needed to 

change to improve her teaching. 

Wendy’s practices and outcomes. The three observations of Wendy’s 

teaching practices included maths, language, and P.E. The language session 

consisted of a lead-in dialogue to the story that Wendy was going to tell children. 
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According to Wendy’s teaching plan, children were expected to learn linguistic 

skills, and they were encouraged to use their logical thinking and imagination to 

make up another story. From the perspective of MI theory, linguistic and logical-

mathematical intelligence were involved in the teaching objective. The P.E. 

session was an outdoor activity that involved children patting a ball in groups. Her 

demonstration for the maths session focused on developing children’s maths 

abilities. She used specific objects as the symbol for each number, which she 

thought was a vivid way for children to learn.  

Wendy: If we use the house to describe numbers, what do you think 

number five means? 

Children: We need to draw five houses. 

Wendy: Ok. I will draw one house. After that, how many houses do we 

need to draw? 

Children: Four. (Wendy, maths class observation) 

Three intelligences were identified by Wendy in this teaching episode. She 

said, “Spatial intelligence and logical-mathematical intelligence, because they 

(the children) would think how many more houses needed to be drawn when they 

only had one. Also, linguistic intelligence was developed” (interview two). In the 

other two sessions, she also pointed out the abilities involved. In her view, “The 

language session aimed to teach children how to listen and speak, it encouraged 

them to speak and imagine, which I thought involved logical abilities”, and 

“Patting the ball, on the one hand, has developed their bodily-kinaesthetic ability; 

on the other hand, counting the number could has developed their logical 

abilities” (interview two). 

Similar to Maria and Claire, Wendy also talked about different children’s 

learning outcomes in general. She said, “It was hard for some children to figure 

out maths concepts, so they needed more exercises to improve. In the same vein, 

some children performed well in P.E., but others needed to improve” (interview 

two). In the maths session, Wendy also taught addition and subtraction of the 

number five, but she drew heavily on learning from doing by asking the children 

to do maths exercises. After whole class teaching, children did the same exercises 
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in their exercise books. It confirmed what was mentioned earlier about Wendy’s 

knowledge of teaching, which was basically from the textbook provided. She 

realised this and said, “As a novice teacher, I did not have any experience, and I 

was learning how to teach” (interview two). She had frequent interactions with 

children by inviting them to do exercises on the whiteboard. Meanwhile, as 

observed, she had to deal with a few conflicts among some children to ensure a 

quiet teaching environment. 

Summary. The findings showed that whole class teaching was the main 

approach to initiating a session in this public kindergarten. In addition, dialogic 

teaching was the method used most by teachers to carry out the lead-in process to 

their teaching. According to the teachers, dialogic teaching mainly involved 

linguistic ability, which Gardner (2009) would refer to as “linguistic entry points” 

(p. 60). However, the application of MI theory advocates approaching a concept 

through multiple entry points to reach more students. 

All the sessions from the teachers indicated the influence of the five areas 

(well-being, language, social development, science, and art) in the curriculum. 

The maths activities facilitated by Linda and Wendy were associated with the 

developmental goals for children aged 5-6 in the science field, following the 

requirements of the curriculum guidelines. The P.E. activity involved goals for 

children in the field of well-being. Additionally, Linda’s music activity and 

Wendy’s language activity were from the textbook used by the kindergarten, 

which could be categorised into the art and language field respectively. It was also 

found that the two activities were conducted by following the teaching procedures 

advised in the textbook. Similarly, Claire’s visual arts sessions referred to another 

textbook used in the kindergarten. In contrast to the other three participants, the 

idea of Maria’s music activity derived from her life experience rather than the 

textbook.  

The teachers identified different intelligences in their teaching related to 

language, maths, visual arts, and music. The music session developed musical 

intelligence, as pointed out by Maria and Linda. Both of them also identified 

bodily-kinaesthetic intelligence from children’s dancing during the musical 

experience and building work in the Block Centre. Linda and Wendy found 
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logical-mathematical intelligence in their maths teaching, and Linda also 

identified logical-mathematical intelligence in learning centres. All the 

participants stated that children’s linguistic intelligence was developed, whether it 

was from a language, music, visual arts or maths activity. That was because, as 

mentioned earlier, dialogic teaching was applied at the beginning of a teaching 

session. Linguistic intelligence was the only one mentioned by all the teachers. In 

addition, interpersonal intelligence was noted by Maria and Linda as occurring in 

the interactions between children. Intrapersonal intelligence refers to children’s 

internal thinking, and was developed in various activities. With regards to 

naturalist intelligence, Linda related it to the use of recycled resources, and Claire 

linked it with the understanding of plants. Together the identification of 

intelligences has provided insights into the teachers’ understandings and 

implementation of MI theory in curriculum and pedagogy in Chinese 

kindergartens, even though the theory may not have been adopted by teachers 

after the study. 

Process of Teacher Change  

Drawing on the teachers’ understandings and implementation of MI 

theory, the study went on to track the changes that occurred to the teachers’ 

understandings and practices. The concept of change sequence was used. A 

change sequence consists of  “two or more domains together with the reflective or 

enactive links connecting these domains, where empirical data supported both the 

occurrence of a change in each domain and their causal connection” (Clarke & 

Hollingsworth, 2002, p. 958). The point was to explore the reason underlying a 

certain change sequence, rather than identifying a sequence, with the aim of 

developing further insights into Chinese kindergarten teachers’ understandings 

and implementation of a new idea. In addition to the interactions between 

different domains that presented in Clarke and Hollingsworth’s (2002) model, 

there was one additional interaction between the external domain and the domain 

of consequence for Linda, Claire, and Wendy. This interaction was mediated by 

the reflection process, during which the teachers identified the intelligences in 

their teaching by drawing on the information of MI theory in their first interviews 

respectively. The change sequences of the four teachers are presented in sequence, 

after which a summary of these is presented at the end of this section. 
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Maria: ED ⤏ PD → DoP ⤏ DoC 

This sequence began with Maria’s understandings of teaching and learning 

being modified by the researcher’s introduction of MI theory. The modification 

showed how Maria combined MI theory with her prior personal knowledge. On 

one hand, MI theory aligned with her knowledge about education’s focus on 

children’s holistic development and consideration of individual differences. She 

also used an analogy to describe the integration of multiple intelligences, which 

she understood could provide more development for children. The purported 

development she referred to was to prepare children for school life. On the other 

hand, she talked about the advantage of whole class teaching in the Chinese 

context and the difficulty of implementing MI theory in an exam-oriented 

environment. Then Maria carried on her teaching after the modification. She 

identified the intelligences involved in her teaching practices.  

Linda I: DoC ⤏ ED ⤏ PD → DoP 

This sequence started from the domain of consequence and moved to the 

external domain. It was not originally part of Clarke and Hollingsworth’s (2002) 

model but was noted in the findings of Wang et al. (2014). In this study, Linda 

gave an example of the use of transition time to describe the development of 

children’s multiple abilities in the first interview. Her reflection on the outcomes 

confirmed her understanding that MI theory could be applied in everyday life, 

based on her recognition of learning opportunities for children. This aspect of 

applying MI theory was evident in the class observations.    

Linda II: ED ⤏ PD → DoP ⤏ DoC ⤏ PD 

Linda’s second change sequence was similar to Maria’s. Meaning that in 

respect to her understanding of MI theory, Linda also associated it with holistic 

development and individual differences. As for the implementation of MI theory, 

Linda stated that learning centres could develop children’s multiple intelligences, 

while the main goal of whole class teaching was to achieve collective 

development. This was observed in her teaching practices, the outcomes of which 

confirmed Linda’s statement about learning centres and whole class teaching. 
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Linda’s reflection on these outcomes could reinforce her application of MI theory 

through learning centres.    

Claire I: ED ⤏ PD 

This reflective link between the external domain and personal domain 

demonstrated Claire’s reflection upon MI theory after she became familiar with 

the eight intelligences from reading the introduction material. Claire’s reflection 

was based on her background knowledge of kindergarten education, which aimed 

for children’s holistic development and considered individual differences.   

Claire II: PD → DoP ⤏ DoC 

In the first interview, Claire noted collective development came first when 

planning and facilitating a teaching activity, although she realised children had 

individual differences. Her teaching practices showed her aim for collective 

development, which was confirmed in her discussion about the ideas of MI theory 

in teaching.  

Claire III: DoC ⤏ ED ⤏ PD    

Claire mentioned that she was not aware of the ideas of MI theory in 

practice until she came to know the theory. This indicated that she had 

implemented MI theory without knowing it, which could be a representation of 

theory-in-action. In this case, the change started from the domain of consequence 

by identifying MI-related outcomes. Afterwards, the information on MI theory led 

to the modification in Claire’s knowledge about teaching and learning.  

Wendy I: ED ⤏ PD 

The way this sequence occurred for Wendy was the same as for Claire in 

that it showed a modification of Wendy’s knowledge of teaching and learning 

after getting to know MI theory. Specifically, she learned MI theory from the 

external source, which was then connected to her prior knowledge by talking 

about her understanding of MI theory in teaching and learning. In her case, the 

change sequence happened from the external domain to personal domain through 

her reflection.     
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Wendy II: PD → DoP ⤏ DoC           

Although Wendy recognised holistic development and individual 

differences, Wendy’s teaching mainly followed the textbooks provided by the 

kindergarten. As she mentioned, this was because she was a novice teacher 

without much experience. The class observations of her teaching practices and 

corresponding information in the textbook supported Wendy’s report. As such, 

she did not implement MI theory, because it was not mentioned in the textbook. 

However, Wendy identified the intelligences involved in the three teaching 

practices.  

Table 7 

 A summary of the teachers’ change sequences in the public kindergarten 

 

Note. PD = personal domain; ED = external domain; DoP = domain of practice; DoC = domain of 

consequence. Solid arrow = enactment; dotted arrow = reflection.  

It was found that there were three frequent change sequences that occurred 

for all the teachers, two of which were expected from the IMPG model, while 

another one emerged from the data. The most common change sequence occurred 

from the external domain (ED) to the personal domain (PD). It began with 

teachers coming to know the theory through the introduction of MI theory, and 

resulted in their understandings of MI theory based on their prior knowledge of 

teaching and learning. The change sequences of Maria and Linda, and Claire and 

Wendy demonstrated a strong resemblance. In particular, the change sequences of 

Claire and Wendy were almost the same. The second most common change 

sequence was one added for Linda and Claire. It began in the domain of 
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consequence (DoC) and moved to the external domain (ED). Each teacher 

identified the intelligences from their teaching after getting to know the eight 

intelligences of the theory during the first interview. The first and second common 

change sequences involved the reflective relationship between the domains, which 

was also the predominant relationship for each teacher. The third prominent 

sequence pertinent to Claire and Wendy, was established by moving from the 

personal domain (PD) to the domain of practice (DoP) and then to the domain of 

consequence (DoC). 

Influencing Factors 

As reported above, there were similarities and differences in terms of the 

teachers’ understandings and implementation of MI theory. The thesis now moves 

to the findings of the external and internal factors influencing on the similarities 

and differences. Three categories (personal, organisational, and societal) deriving 

from the changing environment are deducted from the teachers’ responses. The 

personal category refers to teachers’ professional experience, which could affect 

teachers’ thinking around whether or not to adopt MI theory and to what extent 

they would put MI theory into practice. The organisational category relates to the 

kindergarten where the teachers were working, the analysis of it aimed to raise the 

attention of kindergarten administrators in terms of adopting a new approach. 

Another category includes various societal factors, such as parents’ expectations 

and class size, concerns parents, educators, and policymakers as stakeholders. 

More details are presented in the following paragraphs. 

Professional experience refers to the number of years a teacher has 

worked. According to the teachers’ biographical information (see p. 90), Linda 

and Maria had worked for more than five years, Linda, in particular, had 

seventeen years of teaching experience. Compared with these two teachers, Claire 

and Wendy had less experience. As an experienced teacher, Linda mentioned 

“experience” several times during her interviews, and in her view, a lack of 

teaching experience restricted young teachers from applying MI theory. As she 

said, “the understanding and application of MI theory has much to do with 

teachers’ teaching experience. Some teachers are also eager to improve their 

teaching, but they do not have enough experience which enables them to do so” 
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(interview one). Expert teachers, instead, according to Linda, tend to broaden their 

minds beyond the textbook, and creatively utilise the knowledge they have learned 

(huoxue huoyong). Meanwhile, Maria noted that teachers’ practical competence, 

which was related to their experience, was another influential factor. She 

expressed that, “Some teachers know the theoretical knowledge, but they have no 

idea of how to use it in teaching because of a lack of practical experience. This 

might lead to boring teaching which is only designed according to textbooks” 

(interview one).  

Although Claire did not point out professional experience as a personal 

factor, she mentioned that she learned from experienced teachers, which might 

indicate her recognition of the significance of professional experience. Wendy 

said her teaching practice followed the textbook because of a lack of experience as 

a novice teacher. Wendy’s teaching corresponded to Linda’s comment about 

novice teachers relying on the textbook. The teachers’ responses accounted for 

their understandings of the importance of professional experience in teacher 

change.  

Organisational factors included the teaching approach in a kindergarten 

and teachers’ professional development. Claire and Wendy discussed the 

influence of the teaching approach adopted by the kindergarten. As mentioned 

earlier, Wendy argued that it was not challenging to apply MI theory because it 

was similar to the teaching approach used in the kindergarten. Claire expressed 

the same understanding, which could support Wendy’s argument. This indicates 

that if application of MI theory aligns with the teaching approach of the 

kindergarten, it might be easier for teachers, particularly novice teachers to follow. 

This is an example of what Richardson and Placier (2001) have referred to as 

teacher socialisation to explain how teaching in schools changes teachers. 

Additionally, Linda mentioned that the structured timetable could be an 

organisational barrier to the application of MI theory. As she explained:  

Currently, according to the regulation of the kindergarten, there are two 

one-hour time allocations respectively for indoor teaching and outdoor 

activity in the morning. Between them is a break time for group exercise. 
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In this case, it is impossible to ensure the consistency of teaching. (Linda, 

interview one) 

Professional development opportunities were the other organisational 

factor found in this study. According to Linda, the opportunities provided by the 

kindergarten to develop their professional practice was a potential stimulus to 

deepen their understandings of MI theory. She listed three types of professional 

development programmes that could be offered to teachers including: teaching 

and research activities, in-service teacher education, and auditing lessons for 

experienced teachers (guanmoke).  

Maria pointed out that parents’ expectations of education could have an 

impact on teachers’ understandings and implementation of MI theory. Under 

exam-oriented social circumstances, she pointed out that “some parents expected 

their children to learn academic skills from the kindergarten, such as learning 

Chinese characters” (interview one). This implies an emphasis on knowledge 

learning. In relation to MI theory, in these circumstances linguistic and logical-

mathematical intelligence are emphasised, which might constrain teachers from 

applying other intelligences of MI theory.  

One constraint factor noted by Claire, Maria, and Wendy was the class size 

or teacher-child ratio. Class size and teacher-child ration have been regulated in 

the policy document (see pp. 9-10). In the kindergarten, although the number of 

children in the observed classrooms followed the standards, Claire noted that it 

was hard to pay attention to each child. Wendy talked about the fact that 

individualised learning would be implemented in the kindergarten in the near 

future, but she had no idea of how to implement it considering the number of 

children. Maria mentioned that a high teacher-child ratio would contribute to a 

better application of MI theory. The teachers’ responses suggest that large class 

size makes implementing MI somewhat challenging. 

Concluding Thoughts 

Taken together, the findings show how teachers in the public kindergarten 

understand and implement MI theory. Drawing on the findings, the three research 

sub-questions are answered. Specifically, the section on understandings of MI 
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theory demonstrates the teachers’ description of their knowledge and attitudes 

towards MI theory and practice. Four identified themes present the teachers’ 

knowledge of the theory as well as its pedagogical approach, which was based on 

the teachers’ prior knowledge and teaching contexts.  Although the teachers 

stressed that they recognised children’s individual development, collective 

development was still a main goal for teaching. In addition, there were diverse 

reasons for teachers’ positive attitudes to MI theory, but the findings indicate an 

organisational and contextual influence on teachers’ openness.  

The findings in relation to teachers’ practices and teaching outcomes 

suggest that most teaching activities in the kindergarten were carefully structured. 

Although the lead-in step to teaching is designed to gradually move the focus of 

teaching, it is a widely used strategy in primary and secondary school curriculum 

and pedagogy in China. The use of a primary school pedagogical model in 

kindergartens is called primary-schoolisation (Choy, 2017), and is not allowed to 

be used in kindergarten education (Ministry of Education, 2018). This conveys a 

positive message given that the findings also showed teachers’ holistic 

understanding of MI theory, as identified in activities where children had more 

free play compared to whole class teaching. 

Having examined the teachers’ understandings and implementation of MI 

theory, the thesis endeavoured to illustrate each teacher’s change sequence, which 

demonstrated the change in teachers’ professional knowledge and practice through 

MI theory. In the public kindergarten, the sequence mainly ended with personal 

domain (PD) or domain of consequence (DoC) through the reflective link, which 

indicated a change in understanding. The last section of this chapter analysed and 

presented the factors influencing teacher change in understandings and 

implementation of MI theory in response to the research question about 

influencing factors. 
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Teachers in the Private Kindergarten 

Approach to the Theory of Multiple Intelligences 

The three teachers’ (Joy, Zoe, and Elin) responses revealed three 

approaches to MI theory, which were pre-service and in-service teacher education, 

and programmes of the kindergarten. Joy said she knew about the theory from her 

studies at college but did not provide further information about the theory. Instead, 

she continued to comment on her learning experience at college, which might 

indicate the significant influence of pre-service teacher education on student 

teachers’ knowledge building. 

Anyway, many diverse theories emerge every year. If focus on the most 

influential one, it seems at that time there was a lot talking about the 

integration of five areas. Because it is likely that what is prevalent at a 

given time if acknowledged by teacher educators or a college, becomes the 

focus of a programme. (Joy, interview one) 

Both Elin and Zoe could not recall when they learnt about MI theory. 

However, Elin mentioned that she might have learnt MI theory from teacher 

educators in college, but it had been a long time since she graduated. She also 

pointed out that “learning knowledge seems to be, er, about preparing for exams”. 

MI theory became significant when the MI-based textbook was introduced in the 

kindergarten. As a result, MI related workshops were provided for teachers. As a 

component of the kindergarten programme, the book was adopted to facilitate 

teachers to “provide children with rich experience to develop their multiple 

intelligences” (source: kindergarten poster). This presents an organisational 

approach to a new idea. In addition, it is worth noting that Elin searched online to 

seek more information about the theory after she joined in the study. She was the 

only one among the seven teachers to do this. Currently, self-study is more 

accessible for teachers to expand their learning due to a large amount of resources 

available online. 

Understandings of the Theory of Multiple Intelligences 

The findings in this section present the private kindergarten teachers’ 

knowledge of MI theory. This is followed by the teachers’ attitudes towards MI 
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theory. Although unexpected, a critical view of MI theory is also noted in the 

findings. 

Teachers’ knowledge of the theory of multiple intelligences. Four 

themes were also identified from the evidence of the teachers in the private 

kindergarten. The themes were holistic development, MI-based textbook, learning 

centres and whole class teaching, and the main teaching goal. The first three 

themes emerged from all the three teachers’ data, while the last theme emerged 

from Joy and Elin. Each of the themes is represented in the following.  

Holistic development. The most obvious finding was that all the three 

teachers expressed the same understanding of MI theory by addressing holistic 

development. Joy and Zoe clearly mentioned the notion in their first interviews. 

As Joy said, the use of MI-based textbook was “To cultivate a child’s holistic 

development”. Zoe expressed the same idea, “MI theory was to foster children’s 

holistic development, which means children’s development of each area”. Another 

teacher, Elin, did not mention the notion explicitly, but what she discussed was 

similar to Zoe’s understanding. 

A holistic perspective involved children’s strengths and weaknesses, 

according to Joy, Elin, and Zoe. According to Zoe, MI theory was useful for 

identifying and developing children’s weaknesses. Elin thought MI theory could 

be applicable for different children, because it provided developmental 

possibilities for them to build on their strengths and weaknesses. As a 

consequence, Elin said, “Children would obtain a further development regarding 

their strengths. Their weaknesses might also be improved through an appropriate 

approach” (interview one). However, Joy did not directly relate MI theory to 

children’s strengths and weaknesses. Instead, when she referred to holistic 

development, she talked about learning centres which could develop children’s 

strengths and whole class teaching which could develop children’s weaknesses. 

The teachers’ interpretation of holistic development revealed their understandings 

associated with children’s strengths and weaknesses. 

MI-based textbook. All three teachers commented on the textbook from 

their perspectives. Zoe’s knowledge of the application of MI theory was based on 

the textbook. She noted that having access to a textbook which explains the 
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application of an educational theory enables her to put the theory into practice. As 

she said in her first interview, “If I had a textbook along with educational theory, 

whether there is sufficient information in the book or not, it will function as a 

scaffolding which I could fill in with other materials”. Joy also appreciated the 

significance of the textbook for her teaching. In Joy’s opinion, the textbook 

functioned as the bridge between the theory and practice. She said:  

It is easier if we have a textbook to support teaching because the theory is 

not just a theory but something specific that can be used in practice, which 

is convenient. Also, we can add other materials to enrich the activities in 

the book. (Joy, interview one) 

However, whether it functioned as a bridge or scaffolding, the point is that 

the theory seemed straightforward for the teachers to understand and implement 

because of having access to a textbook for reference. Elin stated that her use of the 

MI-based textbook was based on her teaching competence, children’s 

development, and the context of the kindergarten. “Anyway, I tend to use any 

textbooks from which children could benefit most” (interview one). 

All the teachers noted that the MI-based textbook was not the only 

information source used to undertake the kindergarten curriculum. Other 

textbooks, such as Shared Reading and Mind Games, were also adopted to 

implement the curriculum. The reason was, as Zoe and Elin pointed out, that the 

activities in the MI-based textbook might not be appropriate or sufficient for their 

teaching. Their explanations are quoted below:  

There is a lack of clear representation regarding the developmental levels 

of children’s maths ability. In another word, the book does not set up a 

concept of numeracy for children starting from K-1. In addition, more 

activities in the MI-based textbook focus on children’s social development, 

well-being, and arts, while not many activities involve language. (Zoe, 

interview one) 

 Based on the theme we adopt as well as the situation of our kindergarten, 

you see, there are many theme activities in that book, we will select those 

appropriate to undertake. However, the content related to maths does not 
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match our children’s experience, so we use the textbook of Mind Games 

instead. (Elin, interview one) 

The analysis of the textbook could explain the limitations noted by 

teachers. This textbook adopted by the kindergarten was published in 2008, and 

was an adaptation of a version from Hong Kong. The Hong Kong version was 

initially developed in 2002, but was updated in 2007 in responses to the Guide to 

the Pre-primary Curriculum (Education Bureau, 2006). Notably, MI theory was 

acknowledged in this curriculum document, which states: 

According to the theory of multiple intelligences, there are many aspects 

of human intelligence, and every individual has varied strengths. Pre-

primary institutions should provide a diversified learning environment for 

children to develop their different potentials. (p. 6) 

When the textbook was introduced to mainland China, it was adapted by 

researchers and educators according to the 2001 Guidelines (Ministry of 

Education, 2001) to suit kindergartens in mainland China at the time. An analysis 

of the Guide 9Education Bureau, 2006) in Hong Kong and the 2001 Guidelines in 

mainland China bore a similarity regarding a general guideline for children’s 

maths ability. However, the Guidelines for 3-6 Year Old Children’s Learning and 

Development (Ministry of Education, 2012) released in mainland China, propose 

more detailed and specific developmental goals for children at different ages 

respectively. As such, the textbook which drew on a general guideline turned out 

to be hard to meet due to the demand of updated curriculum guidelines.  

Learning centres and whole class teaching. The three teachers mentioned 

learning centres in respect to the implementation of MI theory. They also directly 

or indirectly referred to whole class teaching, which was the other widely adopted 

teaching approach used at different levels of education in China, including 

kindergartens. For example, Joy highlighted the necessity and significance of 

whole class teaching as an essential approach as well as learning centres in a 

kindergarten. Zoe and Elin did not give an explicit description of the two 

approaches like Joy did, but their responses implied a relationship between whole 

class teaching and learning centres. This indicates the interconnected roles of the 
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two teaching approaches in kindergartens in China. The three participants 

conveyed their views when they said: 

With regards to whole class teaching, the strength is its high efficiency and 

control. However, this coin has two sides. On the one hand, foreigners 

(people from western countries) could be amazed that so much information 

is given in such a short time, but on the other hand, they might have their 

own [negative] comments. Even so, I think whole class teaching is still 

necessary, so are learning centres. The time for learning centres should be 

extended, as I think children’s interactions and communication are quite 

valuable for their development when they play together in the 

centres…The reason that we set up learning centres is to foster children’s 

strengths because children can select play centres based on their interests. 

The whole class teaching then plays a part in developing their weaknesses 

or making children learn knowledge that they are not interested in but 

should be grasped. (Joy, interview one) 

After each whole class teaching, you probably get to know that some 

children achieve teaching objectives and some do not. Then you might 

search for resources relevant to the objectives, put them in learning 

centres, and encourage those who did not achieve to play in the centre. The 

purpose is to facilitate children further to ensure that each one is 

developed. However, you should remind them rather than demand or 

persuade them to play with the resources you provide. (Zoe, interview 

one) 

Some children grasp the knowledge fast enough and can incorporate it into 

their understandings during whole class teaching, but some do not. In this 

case, you need to offer them extra individual teaching to ensure they 

achieve [collective] development. I already have an idea of each child’s 

development during whole class teaching, which helps me to cater for their 

individual learning. Learning centres is an approach for me to be mindful 

of; when children develop well in a centre could benefit from exploring 

other centres. (Elin, interview one) 
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According to the teachers, learning centres is an approach to achieve 

individualised education, whether it develops children’s strengths or provides 

teachers with space and time to undertake individual guidance. In contrast, whole 

class teaching aims for collective development, as noted by the teachers in the 

public kindergarten. Teachers’ responses to the two main approaches to teaching 

indicates their significance in kindergartens in China. 

Regarding the implementation of MI theory in practice, Joy, Zoe, and Elin 

reported that MI theory could be integrated into everyday life in the kindergarten. 

Joy and Zoe viewed the curriculum as consisting of activities from everyday life. 

Initially, Elin suggested that the approach of learning centres aligns with the ideas 

of MI theory, she later added that other activities in everyday life are also 

compatible with the ideas of MI theory. She gave an example to illustrate her 

thinking. The teachers’ responses not only demonstrated their understandings of 

the theory and its implementation in practice, they were also indicative of the 

teachers’ access to knowledge about how to apply MI theory. The three teachers 

explained their ideas respectively in the following ways: 

Anything that children experienced in a kindergarten consists of the 

curriculum. That means you can not only define the curriculum as a 

teaching activity given at a fixed time. Instead, all activities during each 

day could be educational and have an impact on children. (Joy, interview 

one) 

I think the ideas of MI theory go through everyday life in a kindergarten. 

That is because everything occurring each day is regarded as the 

curriculum for children. That means you could not just say, for instance, 

the thirty-minute teaching given this morning is the curriculum. Rather, 

when children get up and dress themselves in the morning, they learn the 

skills needed for an independent life, which could also be defined as the 

curriculum. (Zoe, interview one) 

Just like the game that we played in the classroom this morning which was 

called “What is the time, Mr. Wolf”? When I said, “What is the time, Mr. 

Wolf? One, two, three, four, five, six, and seven”, a mathematical concept 

was involved. Meanwhile, children hid themselves which implied an 
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understanding of the rules of the game. Some children hid themselves 

under the table, I then played a musical game with them, singing “Little 

cute rabbits, please open the door”. They replied, “No, no, no, Mom is not 

back”. I said that I would turn over the table if they insisted on not opening 

the door. You know, the children were clever, they held the legs of the 

table tightly. The game developed bodily-kinaesthetic, musical, and 

logical-mathematical aspects which were not organised systematically but 

could have had an invisible influence on children’s development. (Elin, 

interview one) 

The main teaching goal. Joy and Elin pointed out the necessity of having 

a main goal for a teaching activity. Rather than explaining this necessity, Joy 

proposed a critical view in her second interview, “that the teaching of some 

teachers seems to be fancy, full of different stuff, but without a focus, in which 

case children might become confused and distracted”. As a result, she summarised 

that the application of MI theory “should focus on a major developmental goal 

and give a glimpse at other goals. Understanding the distinction between the 

major and minor goals is quite important in teaching”. Elin pointed out that MI 

theory had been integrated with five areas, and both should be considered by 

teachers when planning. She suggested that the application of MI should include 

all of the eight intelligences in theme-based teaching, although she noted that she 

might involve several, rather than all of the intelligences. However, Elin also 

noted that each activity should have a focus. As she explained: 

Even it is an integrated activity, it should emphasise a certain aspect. It 

seems that an intelligence or an area will be highlighted, while others are 

just mentioned. That is because it is impossible to involve all intelligences 

or five areas in an activity within such a short time. In doing so, the 

activity is more like a mixture/combination without a specific goal, which 

then is difficult to conduct. (Elin, interview two) 

Joy and Elin’s understanding of having a major goal alongside other minor 

goals or a highlighted intelligence might indicate that they equate the application 

of MI theory to developing each intelligence, instead of using the theory in a 

holistic way. According to Gardner (1997), MI theory should be used as a tool to 
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achieve educational goals. In this case, to establish the main teaching goal is not 

necessarily exclusive to MI-based teaching, just as Gardner (2006) explained that 

a concept could be taught in multiple ways.  

Teachers’ attitudes to the theory of multiple intelligences. The findings 

showed that Zoe and Elin had a positive attitude towards MI theory, and Joy held 

a less positive standpoint, which was based on her critical view of the theory. Joy 

said in her first interview, “I do not have a thorough understanding of MI theory, 

but I think it is like a wanjinyou”. Wanjinyou is a very popular Chinese ointment 

for treating headaches, scalds, and other minor ailments. In the Chinese culture, 

the concept is borrowed to describe people who have knowledge in various fields, 

but without deep learning; the connotation of which is slightly negative. Joy used 

the metaphor to express her attitude without providing an explicit reason. This 

may have indicated her understanding of MI theory, which covered many aspects, 

but not necessarily in depth. Joy also argued that the ideas of MI theory had 

existed previously, “In my eyes, we did a lot of refining work, such as yincai 

shijiao. It seems that I can also be an expert if I do the work” (interview one). Her 

further explanation in the first interview revealed her attitude, not only specifically 

towards MI theory, but also other educational theories. She said, “Actually a 

theory proposed by an expert is based on the expert’s thinking, research findings, 

as well as learning from traditional ideas”. It is worth noting that Joy had a 

passion for traditional Chinese culture, which might have influenced her 

understanding given what she mentioned above.    

Zoe said she would continue to use MI theory because “it provides a clear 

logic regarding an assessment of each child, which helps me to give specific 

feedback to parents instead of a general feedback” (interview one). Elin also 

asserted that MI theory was helpful for her teaching. She noted that children’s 

development is different from each other, in which case they could develop better 

if the teacher integrates MI theory into teaching. She further explained with an 

example: 

Assume that my linguistic intelligence is not as strong as yours, so the 

teacher is more likely to ask you questions and the follow-up questions 

because I may not know how to answer if the teacher asks me. In so doing, 
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your linguistic development can be enhanced. In my case, the teacher 

could then use an alternative approach for me to reach the teaching goal 

matching my age if it is hard for me to achieve the same goal as you. 

(Elin, interview one) 

Regarding the future of MI theory and its practice in China, three teachers 

responded positively by noting that it is being promoted, and its influence will 

continue. However, they drew on different reasons to come to this conclusion. 

Zoe’s explanation was inspiring to some degree, but it also reveals an issue in 

relation to the potential for older teachers to have fixed mindsets when they 

encounter change. 

I am not sure about the new teachers, but for older teachers like me, we 

will still be influenced by MI theory. That is because we initially were 

immersed in MI theory, so even if a new theory or approach is adopted, we 

may still transfer what we know to the new idea. (Zoe, interview one) 

Elin thought MI theory was promoted because she found that teacher 

educators facilitating in-service teacher education mentioned the theory 

sometimes, and other teachers showed great interest in the theory when it was 

discussed. Elin put forward her idea in relation to the development of MI theory 

that it should be taught to student teachers as part of their studies. Her 

understanding implied an emphasis on developing teacher knowledge.  

When you grasp sufficient theoretical knowledge, it is helpful for your 

teaching to combine the theories, children’s development, and your 

personal situation. You see, there are still many kindergarten teachers who 

may not have a teaching certificate. Also, they may not originally study for 

teaching in kindergartens, in which case they only learn pedagogy or 

psychology without a learning of systemic knowledge for teaching. 

Consequently, it will be challenging for them to do the work, particularly 

for those teachers from rural or remote areas. (Elin, interview one) 

Joy’s reason derived from the context of kindergarten education in China. 

She quoted an old Chinese saying to describe cultural receptivity, which says, 

“The sea can hold the water from thousands of rivers, it is big because of its 
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capacity”. As a consequence, “a hundred flowers blossom at the same time”. In 

this study, it suggests that many theories or approaches could be accepted and 

adopted in kindergartens in China. However, she proposed her critical view of this 

issue, “The good thing is that more choice and possibilities are available for us; on 

the other hand, there is a lack of guidelines for how to select from these 

possibilities, considering that some ideas may not be suitable in the Chinese 

context” (interview one). Elin also expressed her concern that she felt 

overwhelmed by many theories or approaches. Although she felt confused under 

the circumstances, she said she preferred to select those useful for her teaching 

rather than insisting on a particular theory or approach. In addition, Joy pointed 

out that many western theories or approaches had been modified after they were 

introduced to the local context, for instance, in response to the different 

expectations of Chinese parents. 

Generally, the teachers’ attitudes towards MI theory and their explanations 

convey several ideas regarding MI theory in China. First of all, the recognition of 

educational theory is important for teachers to accept and use. Secondly, 

integrating MI theory with programmes for teachers’ professional development is 

an approach for teachers to understand the theory. However, the final argument 

relates to the challenge of transplanting and applying western ideas in China. 

Teaching Practices and Outcomes 

This section describes the class observations of each teacher (Zoe, Joy, and 

Elin) to demonstrate how they understood and implemented MI theory in their 

practice. Notably, the teachers discussed the MI-based textbook adopted by the 

kindergarten, but seldom used it in practice. Instead, they used different textbooks 

to support different teaching activities. 

Zoe’s practices and outcomes. The three class observations of Zoe were 

reading, visual arts, and P.E. The observation showed that Zoe used a dialogic 

approach to start the story by asking children questions in the reading activity. In 

this whole class teaching, she interacted with individual children as well as the 

whole group. She used the same way to start the arts activity by discussing the art 

work that children had completed. In the P.E. activity, children used tyres and 

ladders to build “bridges” to walk on. Compared with the other two observations, 
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there were more personal interactions between Zoe and individual children in the 

outdoor activity. Also, she was not the focus but a facilitator who provided 

support for children. For example, some children could balance well and walk 

over the bridges, while others found it challenging. This can be seen in the below 

episode: 

Zoe (to Boy 1): The bridge will not fall off if you walk along the middle of 

it. Look at me, open your arms to keep balance. 

Boy 2 (to Zoe): He (Boy 1) is too heavy. 

Zoe (to Boy 2): It even can bear teacher’s weight.  

Zoe (to Boy 1): You will be alright, just keep your arms wide open.  

Zoe (to Boy3): Have a try to walk here fast. Yes, it is alright. Ready, go. 

You will not fall off as I am here to protect you. Just have a go. 

Boy 3: Go!  

Boy 4 (to a girl behind him): Ah! Do not push me. (Zoe, P.E. class 

observation) 

This episode shows how Zoe guided children walking over the bridge. In 

this activity, Zoe said she always invited children to design the walking track 

using these materials. She then supervised children’s safety and provided support 

when children needed help. Zoe explained that it provided children with an 

opportunity to work together as a team, which could develop their communication 

and negotiation skills. Also, children would be more interested in the activity. She 

said: 

Last time they made a seesaw, which was also an innovation and a fresh 

idea for me. Children always discuss the design, and it is possible that they 

have different ideas, in which a disagreement may emerge that they need 

to cope with. (Zoe, interview two) 

When asked whether she would put forward a more challenging task for 

children who had showed their competence in keeping balance, she replied: 
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I would not do that the first time. You will find, some children who can 

walk over the bridge with good balance always share their experience, 

such as “I walk like this so that I can walk fast”, while other children 

observe him/her. The second time I facilitate this activity I would make it 

more challenging by asking them to build more complex structures. 

However, I would also keep the previous one for some children to keep 

practicing. (Zoe, interview two)   

Regarding the other two observations, Zoe noted that for the reading 

activity, “I wanted to check what words children had learned to express 

themselves when someone left”; and for the visual arts activity, “The whole 

drawing is creative, and a story may be invented from it, by talking about the story 

can also develop children’s linguistic ability” (interview two), Zoe did not clarify 

the intelligences involved, but her responses indicated that different abilities of 

children could be developed from each activity. However, she emphasised 

prescribed objectives for all children in an activity. As she said, “There are 

objectives to achieve for each activity, but sometimes it is hard to make that. We 

will check whether children achieve the objectives. If yes, the activity completes. 

If not, we will continue it at another time” (interview two). What Zoe discussed 

indicated that she understood children’s differences in learning. However, in 

general her reports on the teaching outcomes suggested that prescribed objectives 

for collective development came first.  

Joy’s practices and outcomes. The three observations of Joy’s teaching 

practices were language, visual arts, and learning centres. Not surprisingly, she 

also used the book of Shared Reading to facilitate the language activity, which 

was about shopping in the supermarket. Dialogic teaching between Joy and 

children took place through whole class teaching. In the visual arts activity, each 

child drew a beautiful picture of a village based on a discussion about a village. 

During this period, Joy walked around the table, talked with children, and 

stimulated them through conversations to give more ideas. At the beginning of the 

learning centres session, Joy articulated some rules. Then children chose the 

learning centre that they would like to go and had time for free play. Joy joined 

children at different centres when she noticed that facilitation was necessary. For 
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example, she showed a boy how to use the new resources (different animals and a 

train made by different coloured shapes) in the Maths Centre, as presented below: 

Joy: Please send the animals to the train. Each animal will sit in a carriage, 

and you will identify what the animal is. (Joy reads the instructions.) For 

example, what is this one? Well, it is a goat. Which carriage is the goat 

sitting in if we send it here? The goat is in the first carriage if we start to 

count from here. What is the colour of the carriage then? 

Boy: Purple. 

Joy: Purple? Well, this is green, green. I will explain it to you as an 

example. The goat is sitting in the first green circle carriage. OK. Next 

please send another animal to the train. 

Boy: The cow. 

Joy: OK. Which carriage then? 

Boy: The second one. 

Joy: What is the colour of the carriage? 

Boy: Purple. 

Joy: What is the shape of the carriage? 

Boy: Rectangle.  

Joy: Hmm, in the (second purple rectangle) carriage. 

Boy: In the (second purple rectangle) carriage. (Joy, learning centres 

observation) 

For this episode, Joy explained that the colour, shape, and numbers 

involved children’s spatial and logical abilities. Also, using a complete sentence to 

convey all the information developed children’s language ability. When asked 

about her understanding of MI theory in learning centres, she replied: 

In my eyes, learning centres provide children space for them to internalise 

what they see, hear, and feel. Moreover, the internalisation process is quite 
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important for children’s learning….We just mentioned the interpersonal 

relationship, the awareness of rules, and children’s creativity can be shown 

from the learning centres. (Joy, interview two) 

As shown, Joy did not identify intelligences or articulate the ideas of MI 

theory. This was also the case for her description of the other two activities. She 

talked about the visual arts activity, in which “…the colouring shows a sense of 

the beauty of arts. Also, the theme of the drawing involves an awareness of 

environmental protection” (interview two). Talking about the language activity in 

her second interview, she pointed out that “It is a language activity, but it does not 

only focus on language development, and it may be regarded as an integrated 

activity… to learn the categorisation”.  Overall, Joy mentioned different 

development for children in an activity but his was not MI-based.  

Elin’s practices and outcomes. The two observations of Elin were about 

arts and social studies. Another observation of Elin’s teaching focused on 

children’s logical development, which was undertaken using resources provided 

by the textbook titled Mind Games. Children learned about categorising different 

electronic devices through the activity. Social studies in this observation involved 

an introduction to a traditional Chinese festival. Elin started with a brief 

introduction of the festival, followed by playing a relevant video, then telling 

children more information about the festival. The arts activity started with whole 

class teaching, during which Elin showed children how to make a flower using a 

paper cup and scissors. After that, children were divided into groups to make the 

crafts. A conversation between Elain and a boy that took place before the children 

started their group work is quoted as follows. 

Elin: From whom are you going to borrow scissors? 

Boy: Teacher Guo. 

Elin: So you will say “Teacher Guo, please lend me five pairs of scissors?” 

Boy: Yes. 

Elin: You see, there are two ways to ask. The first way is to say “Please 

lend me five pairs of scissors”; the other way is to say “Teacher Guo, 
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would you please lend me five pairs of scissors”? Which way do you think 

sounds more polite? 

Children: The second one, the second one. 

Elin: Hmm, the second one. “Teacher Guo, would you please lend me five 

pairs of scissors”? Is that it? 

Elin turned to the boy. 

Elin: Go ahead, you can do it. I believe you will be very polite. (Elin, arts 

class observation) 

The conversation in this episode was about how to behave in a good 

manner. She mentioned that some outgoing children had a close relationship with 

the teachers in other classes, so it was easier to send them to borrow something. 

However, sometimes she invited children who were shy in order to figure out the 

way they communicated with others. She expressed her ideas as follows: 

Some children just say “Lend me five pairs of scissors” without 

mentioning the name or title of the teacher, which sounds not polite. So I 

explain to them that the title of the teacher from whom you will borrow the 

scissors should be mentioned first, and then how to start the conversation 

in a friendly way. I think it is necessary for children to learn 

communication skills which are relevant to children’s social development. 

(Elin, interview two) 

In addition to this episode, Elin explained that the arts activity was useful 

for developing children’s manipulative skills through learning from doing.As for 

the other two observations, Elin noted, “Mind Games focuses on children’s logical 

development, which involves the intelligence on math”, and “Children can learn 

about the traditional Chinese festival in terms of what the festival is, how it comes 

from, and what the meaning of it” (interview two). Although prescribed objectives 

for all children were set, she understood that some children might not meet these 

even after she gave them individual guidance. She said: 

It is not necessarily for all children to achieve the teaching objectives. For 

those who did not understand the teaching content, it is possible that they 
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will figure it out sometime later as they grow up. I think whether children 

can reach a learning goal has a lot to do with their development, so it is not 

a must for them to make it at the same time. (Elin, interview two) 

In general, Elin also did not identify specific intelligences, and her 

description of the three observations demonstrated an emphasis on collective 

development. However, she recognised chilren’s different characters and learning 

differences in terms of their understandings of knowledge.  

Summary. Overall, it was also found that whole class teaching was the 

main approach to starting a teaching activity in the private kindergarten, which 

again identifies it as the common approach in Chinese kindergartens. In addition, 

textbooks were used to facilitate teachers’ teaching. In this regard, teaching was 

structured, and teachers played a role of transmitting knowledge from the textbook 

to children. That was because, the textbook should be used as the reference by 

teachers for curriculum planning, but the findings showed that the teachers 

followed the textbook which was structurally written. As such, the corresponding 

teaching activity could be structured, and teacher’s agency in curriculum planning 

was ignored. Whereas the findings showed that the teachers facilitated, guided, or 

stimulated children in natural contexts without turning to textbooks, where 

children were on their learning or play, as demonstrated in Zoe’s outdoor activity 

and Joy’s arts activity.  

It was surprising and frustrating to find that the MI-based textbook was not 

used by teachers, without which it might not be able to examine understandings of 

MI theory from those teachers in a kindergarten that claims the use of MI theory. 

Also, it was not able to investigate how a western pedagogy was adopted in 

Chinese kindergartens. This might reveal that in this kindergarten MI theory was 

only regarded as an approach among others, the idea of which could be drawn on 

but not necessarily putting into practice. However, this contributed to an 

interesting finding in the study. That was, unlike the teachers in the public 

kindergarten who identified the intelligences involved in their teaching practices, 

the teachers in the private kindergarten did not identify the intelligences, instead, 

they talked about the involved abilities or development. The reason that they did 
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not identify the intelligence could be that they were not familiar with the eight 

intelligences.  

Process of Teacher Change  

This section illustrates the change sequences for the teachers in the private 

kindergarten. As clarified in the last chapter, the point was not to identify the 

sequences of change. Instead, the study set out to discover the mechanism 

underpinning each change sequence between different domains. Several 

sequences were identified showing the process of teacher change. However, no 

significant change sequences were observed in relation to teachers’ 

understandings and implementation of MI theory. This makes sense considering 

the theory was not a main approach to curriculum and pedagogy in the 

kindergarten. 

Zoe I: ED ⤏ PD → DoP ⤏ DoC 

Zoe noted that MI theory was helpful for teachers to identify children’s 

individual differences, especially their weaknesses. Then, teachers could use this 

information to help children to improve their weaknesses. In the domain of 

practice, she considered the development of all children in teaching, through 

which she could recognise the developmental differences between individuals. 

She then used opportunities to give children individual guidance. The recognition 

of children’s individual differences was based on her understandings of the 

children in her class. 

Zoe II: DoP ⤏ DoC ⤏ PD 

Zoe stressed teaching objectives for all the children in her teaching. 

However, she felt confused in terms of how to deal with individual development 

in whole class teaching. For example, in the language activity, if she gave more 

time to a child to express himself/herself, it might affect the progress of the group. 

This shows that she wanted to pay attention to individual development, but found 

it was hard to do in whole class teaching. 
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Joy I: ED ⤏ PD 

Joy’s critical view of MI theory was based on her understanding of the 

theory in relation to prior knowledge. She noted the individualised education 

evident in MI theory, and discussed that the teaching principle yincai shijiao had 

already been proposed in ancient China. She also used the analogy wanjinyou to 

describe the theory because it included various intelligences.  

Elin I: PD → DoP ⤏ DoC     

One personal understanding for Elin on individual development was that it 

was acceptable if some children could not reach the prescribed learning goal. She 

did so, which could be revealed from her teaching practice without requiring all 

the children to achieve the same goal as the teaching outcome. This showed the 

change sequence by applying the understanding into practice as well as the 

subsequent consequence.  

Elin II: ED ⤏ PD  

Elin mentioned that what she had learned about MI theory was only the 

basics, and the implementation of the theory depended largely on teachers’ 

understandings of MI theory. This showed Elin’s personal understanding of MI 

theory, which indicated her knowledge and perspective on the use of the theory. In 

this process, the change sequence happened from the external domain to personal 

domain.  

Table 8 

A summary of the teachers’ change sequences in the private kindergarten 

 

Note. PD = personal domain; ED = external domain; DoP = domain of practice; DoC = domain of 

consequence. Solid arrow = enactment; dotted arrow = reflection.  
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The only change sequence that occurred for all three teachers was the 

sequence starting from the external domain (ED) to the personal domain (PD). 

This sequence demonstrates modification to their understandings because of MI 

theory. In addition to the modification in the personal domain, the domain of 

consequence (DoC) was the other ending point for teachers’ change sequences. 

Influencing Factors 

The influencing factors for the teachers in the private kindergarten have 

also been categorised as personal, organisational, and societal aspect. On the 

personal aspect, professional experience is the factor mentioned by Elin and Joy. 

At the organisational level, class size, teachers’ professional development, and the 

kindergarten were the three factors identified. The societal aspect refers to 

parental support and the connection between kindergartens and primary schools 

noted by Joy.  

Elin and Joy discussed the importance of professional experience. Elin 

credited her emergent teaching to the teaching experience obtained from practice. 

As far as Joy was concerned, the outcomes of applying MI theory depended on the 

teacher who put it in practice. She said that “Experienced teachers might make 

better use of MI theory compared with other teachers” (interview one). Joy’s 

response highlights teacher agency in implementing MI theory.  

Large class size posed a challenge for Joy to set developmental goals for 

individuals. She stated that while she understood the significance of teaching 

based on individual differences, she needed to look after many children in her 

class. Zoe expressed the same concern by noting her confusion in terms of dealing 

with the relationship between individual development and collective development 

in whole class teaching. On the one hand, she hoped she could give more time and 

space for individual children; on the other hand, she had to consider all the 

children’s development.  

Each teacher pointed out the significance of ongoing professional learning 

on their understandings and implementation of MI theory. From Zoe’s 

perspective, ongoing learning of MI theory was essential. She mentioned that 

what teachers learned previously were the basics of the theory, and the application 
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of MI theory relied on the extent of teachers’ understandings. Consequently, she 

noted that, “Even though teachers were able to identify individual differences of 

children, they should also be equipped with knowledge about how to give each 

child individual guidance” (interview one). Her responses demonstrated that 

teachers should not only know content knowledge (Shulman, 1987) about MI 

theory, but they also should know pedagogical content knowledge (Shulman, 

1987) regarding how to use the theory. Elin also commented that the reason 

teachers who were unsure of how to integrate eight intelligences with teaching 

plans might be because of lack of adequate knowledge about MI theory. Joy 

stressed ongoing training for improving teachers’ professional development to 

cope with the new challenges that they might encounter.  

The culture of the kindergarten was identified as an influence by all three 

teachers. One reason for Zoe’s return to the kindergarten, and Elin choosing to 

stay in the kindergarten, was that the kindergarten’s educational ideas aligned with 

their personal philosophies of education. Joy expressed the same idea in this way, 

“I am not sure whether others have the same feeling, but I will feel lost if mine 

conflicts with that of the kindergarten. It is great if I find a proper one. 

Alternatively, I may adjust or leave it” (interview one). Elin also mentioned a 

supportive environment from colleagues and the director. The kindergarten also 

had a significant influence on the selection of theories and approaches which 

teachers would follow, as pointed out by Zoe. 

Both Zoe and Elin mentioned the benefits they received from working in 

the kindergarten. For one thing, as a staff, they received a discount for their 

children’s tuition fees, which reduced economic pressure on them, especially if 

they wanted to send their children to a kindergarten of a similar standard of 

quality. For another, each teacher had a separate dormitory, providing a private 

space for them. Joy also mentioned that they had a higher salary compared to 

other local private kindergartens. The extrinsic motivations from the kindergarten 

ensured that teachers could focus on their work, in which case they were likely to 

put more effort into teaching and learning.  

In Joy’s view, parental support was helpful for teachers to implement MI 

theory. She discussed this point when she reflected on times she felt confused and 
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anxious. It was because some parents did not support teachers’ work by ignoring 

teacher’s feedback about their children. She said, “I just feel it is not enough that 

only teachers work hard on educating children. So, sometimes I may lose 

confidence in these children. However, of course, I cannot ignore them totally, 

and that is why I feel confused” (interview two). Also, she mentioned that 

kindergarten education avoided a primary-schoolisation tendency. However, she 

gave an example of learning Chinese characters for children, which indicated a 

dilemma for her because of the disconnection between kindergartens and primary 

schools. This is because learning Chinese characters was not encouraged in the 

kindergarten, but without this knowledge children could be overwhelmed when 

they went to the primary school, where the study is more academic-oriented and 

exam-oriented.  

Concluding Thoughts 

Overall, the teachers’ understandings of MI theory related to their previous 

knowledge of teaching and learning, which is embedded in the context of the 

kindergarten and China. This was evident in the teachers’ discussions about MI-

based textbook selected by the kindergarten, in addition to the learning centres 

approach and whole class teaching that are prevalent in Chinese kindergartens. 

The concept of holistic development was the most unanimous understanding of 

MI theory among the teachers in the private kindergarten. In their views, holistic 

development refers to developing children’s strengths and weaknesses, which 

aligns with the assessment of MI theory on children emphasised in Project 

Spectrum. 

The teaching approach that the teachers adopted consisted of whole class 

teaching, learning centres, and outdoor activity. The teachers were the focal point 

during whole class teaching, while they tended to facilitate or guide children’s 

learning in learning centres and outdoor activities. However, because the teachers 

did not articulate MI theory when they talked about their teaching, whether MI 

theory was implemented through their practices could not be deducted. 

As evident in this study, the process of teacher change in understandings 

and implementation of MI theory was influenced by a variety of factors. The 

factors included those involving teacher agency, such as professional experience 
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and their demands for further learning. There were also contextual factors which 

hindered teachers from implementing MI theory, such as class size. In particular, 

the kindergarten was mentioned by the teachers as an influencing factor from 

different aspects.  
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Discussion  

The purpose in this study is to investigate Chinese kindergarten teachers’ 

understandings and implementation of MI theory as an example of teacher change. 

Drawing on the teachers’ knowledge of teaching and learning, the findings 

showed that they had commonalities and differences in terms of their 

understandings of MI theory, which is embedded in the Chinese context. It was 

found that teacher change mostly occurred in relation to their understandings, but 

the teachers also depicted the implementation of MI theory in their current 

teaching. An additional finding was that the private kindergarten adopted an MI-

based textbook, but teachers only used it as a supplementary resource. This might 

explain why the teachers in the private kindergarten did not identify the 

intelligences of the theory. However, identifying intelligences in teaching might 

indicate that the theory is easy to follow, it also reveals the associated risk of the 

theory being simplified, as noted by Tian (2006). 

The first section of this chapter discusses the development of the teachers’ 

knowledge of MI theory, further answering the research question: How do 

teachers describe their understandings of the theory of multiple intelligences and 

practice? The second section examines the issue of localisation, that is adapting 

MI theory to the Chinese context by discussing the factors influencing teacher 

change. The third section discusses the process of teacher change in this project 

and relating it to the existing literature. This answers the research question: How 

might teachers’ professional knowledge and practice change through 

understandings of the theory of multiple intelligences? The overall research 

question, “In what ways might changes occur to teachers’ practices or pedagogy 

through their understandings and implementation of the theory of multiple 

intelligences in kindergartens in China?” can be answered in all the three sections. 

The chapter ends with a discussion of educational equity in relation to the 

rationale of the study. 

Development of Teachers’ Knowledge of the Theory of Multiple Intelligences  

Drawing on the findings of the approaches to MI theory, the teachers’ 

understandings of MI theory, and their teaching practices as well as the outcomes, 

this section discusses how teachers’ knowledge of MI theory was developed. 
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Three topics are generated in relation to understanding and implementing MI 

theory: approach, prior knowledge, and professional experience. The discussion of 

the three topics is helpful for understanding the development of teachers’ 

knowledge of western pedagogy.   

Approach. The approach to MI theory in pre-service and in-service 

teacher education indicated that MI theory had been a component of China’s 

curriculum for early childhood teacher education. As reported in the findings 

chapters, the teacher participants had learned about MI theory as student teachers 

or through professional development. Integrating MI theory into teacher education 

programmes can also be supported by the policy document Professional 

Standards for Kindergarten Teachers (Ministry of Education, 2012). This 

document proposes lifelong learning for teachers as a guideline, which includes 

learning about progressive educational theories. As such, teacher education 

programmes can be a primary approach for student teachers and teachers to 

develop knowledge, the improvement of which is required to ensure support for 

teachers to make a change.  

The findings in relation to approaches highlighted the role of pre-service 

and in-service teacher education in teachers’ professional learning. This is 

consistent with Jeng’s (2006, 2013) findings about developing knowledge of MI 

theory through a MI-related curriculum of pre-service teacher education and in-

service professional development. Zhu and Zhang (2018) have noted that teacher 

training programmes, most focusing on the introduction of some western theories, 

play a positive part in improving Chinese kindergarten teachers’ professional level 

and changing the implementation of curriculum. This is justified considering that 

the ideas advocated by education reform in China align with those in western 

theories. Ongoing learning for teachers is important because “change is a gradual 

and difficult process” (Guskey, 1986, p. 9). As a result, Guskey suggested that 

“Teachers need ongoing guidance and direction to make whatever adaptations 

may be necessary and at the same time maintain programme fidelity” (p. 10). As 

found in the study, the teachers (Linda and Joy) mentioned that ongoing 

professional development was helpful for understanding and implementing MI 

theory. This reflects van der Heijden, et al.’s (2015) findings that teachers are 
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open to learning and improving their profession. As change agents teachers use 

agency in their daily practices. 

However, the views of teachers in this study showed a gap between theory 

and practice in teacher education. As the findings reported, the teachers 

understood the individual centred pedagogy in MI theory, but had not really put it 

into practice. One of the reasons was pointed out by Zhou (2013) when she 

reflected on her understanding of the western theories, which had never gone 

beyond exam papers. One of the participants in Zhou’s research mentioned that 

pre-service teacher education involved learning “everything by rote before exams” 

then forgetting it afterwards (p. 202). Learning for exams instead of for use in 

practice was noted by Elin in the study.  

The other reason the study revealed was that teachers could not make 

informed decisions about how to use MI theory in their teaching. A comment by 

one of the teachers in Fullan and Hargreaves’ (1991) study on in-service 

experience (see p. 64) highlights this philosophy and practicality issue that was 

experienced by the teachers in this study too. This issue has also been pointed out 

by Chinese scholars. Zhou (2014) has noted that teacher education courses in 

China, including psychology and pedagogy, are criticised because they have few 

connections to teaching practices. This is of particular concern when the reality of 

teaching is in a context which is different from the one in which the theory is 

rooted, which is common in the contemporary Chinese early childhood context. In 

this situation, a problem noted by Zhou (2013) is that the theoretical explanation 

of western ideas goes beyond teachers’ practical experiences, which is due to 

teacher educators not having first-hand practical experience using these ideas. 

Zhou has noted that this is a source of tension experienced by teachers. All these 

studies identify a theory-practice gap in teacher education. 

From the perspective of teachers as change agents and the core value of 

respect for authority in traditional Chinese culture, the present study discusses the 

theory-practice gap from the lens of power and authority (McGarr, et al., 2017). 

The education reform in China has a tendency of making policies or providing 

professional development for teachers without taking the reality of teaching 

contexts and the teachers’ needs into account (Li & Chen, 2017; Li, et al., 2011; 
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Sikes, 1992). For example, according to Li and Chen, educational policies and 

regulations are made without considering or consulting with teachers. This aligns 

with Fullan and Hargreaves’ (1991) argument for granting or encouraging 

teachers’ voices being heard in staff development. 

This theory-practice gap also reflects what Schön (1987) called technical 

rationality, a term which has been interpreted by other researchers (Lindon, 2010; 

Zhu, 2008). According to this notion, teachers tend to regard the imposed theories 

as knowledge from an external source and not make changes in daily practice 

(Cao & Lu, 2003). As McGarr et al. (2017) found, the majority of student teachers 

positioned educational theory external to their own practice. In their study, 

McGarr, et al. also explained that the acceptance of an educational theory might 

articulate the acceptance and compliance of others’ authority. Just as the teacher’s 

authority is inherent in the teacher-child relationship (Wang & Mao, 1996), so 

there is an authoritative relationship between teachers and teacher educators in 

China.  

The significance of teacher educators is thus highlighted in terms of how 

they understand a new idea and how to teach it. Joy talked about the influence of 

teacher educators on student teachers, which indicated the modelling of teacher 

educators ((Lunenberg, et al., 2007). Murray (2008) has stated the importance of 

teacher educators, who “play central roles in the professional formation of 

intending and serving teachers, influencing their future practices, values, and 

attitudes” (p. 18). However, Zhu and Zhang’s (2018) findings show that many 

teacher educators working at universities in China do not have solid teaching 

experience in kindergartens. Consequently, they point out that this significantly 

constrains teacher educators’ ability to facilitate their student teachers’ application 

of theory to practice. Cai and Jin (2010) have also drawn attention to the reality 

that most teacher educators are lecturers from university who lack practical 

experience. In addition, Cai and Jin found that teacher educators might not 

understand a new approach or theory well. In this situation, teachers tend to 

follow textbooks to teach that new approach or theory, and their students seem to 

understand but find it difficult to use what they learn in practice. The discussion 

above addresses the professional practice of teacher educators, according to Yang 
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and Sun (2007) and Zhu (2010), which has not been improved to embrace the 

changes from New Curriculum Reform. 

In addition, the findings revealed that the textbook was the main source for 

teachers to develop knowledge of teaching. In several class observations, it was 

found that teachers strictly followed the sequence of teaching planning prescribed 

in textbooks. This aligns with Guo’s (2012) findings that textbooks are regarded 

as the “bible of teaching” (p. 97) by many teachers. This view ignores teachers’ 

agency in curriculum development, leading to their reliance on textbooks, 

particularly when encountered a new idea. In Jeng’s (2006) view, this reliance is 

due to teachers’ lack of professional competence in curriculum design. This draws 

on Jeng’s finding that teaching MI theory was more accepted by teachers than MI-

based curriculum planning, which was possibly due to teachers utilising textbooks 

as guidelines for teaching. Historically, kindergarten textbooks have been used for 

over a hundred years in China. Zhang (2011) argues that the function of textbooks 

in kindergarten education should be re-examined because of changing educational 

ideas and updates to teacher education. In particular, Zhu (2008) has noted that 

teachers are expected to go beyond providing a standardised curriculum. This is 

because they are placed in the position of making decisions about curriculum 

planning and implementation.   

Prior knowledge. The teachers’ development of knowledge about MI 

theory was based on their prior knowledge associated with the notions promoted 

by educational policy in China. For example, the most obvious finding in the 

study was that all the teachers from the two kindergartens related MI theory to 

holistic development. Although teachers had different interpretations of this 

notion, four of them related a holistic perspective with a consideration of both 

children’s strengths and weaknesses. Identifying children’s intelligence profiles of 

strengths and weaknesses was an initial intention in Project Spectrum. Gardner 

and Moran (2006a) proposed three ways (bottlenecks, compensation, and 

catalysts) to describe how intelligences, in particular, strengths and weaknesses 

interact with each other to influence performance. The catalysing interaction is 

mostly used, as evident in this study and other studies (Ren, 2010; Xiang, 2010), 

which refers to one intelligence stimulates further growth in another (Moran, 

2009).   
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Individual differences was another theme that emerged from the findings, 

which was evident in the public kindergarten. The responses of Elin and Joy, 

teachers in the private kindergarten, implied that they also recognised individual 

differences in MI theory. The recognition of individual differences in MI theory is 

not an implication only proposed by Gardner (2006), it is a common 

understanding shared by researchers and teachers in other countries (Aborn, 2006; 

Berger & Pollman, 1996; Craft, 2009; Hine, 1996). In China, Guo (2015) found 

that teachers were aware of the significance of individual differences within MI-

based programme. Also, the teachers in Jiehua Kindergarten (Xiang, 2010) and 

Huijia Kindergarten (Ren, 2010) share the understanding that MI theory is helpful 

for individual development by considering individual differences.  

The two shared understandings between the teachers demonstrate the 

values and intentions of policies for education in China, which has become a part 

of teachers’ knowledge. However, the findings showed that the teachers had 

different interpretations of holistic development. The variables pointed out by 

Robinson (2012) might explain these differences, which include “the clarity of the 

text, how it is interpreted by the recipients and how the document matches with 

recipients’ beliefs and values” (p. 232). According to Robinson, how the policy 

text is interpreted by recipients is one of the variables that determined the 

enactment of policies. This means that teachers’ interpretations of a concept, 

including holistic development and MI theory as relevant to this study, determine 

their enactment. 

Additionally, the teachers of both kindergartens mentioned learning 

centres and whole class teaching. Specifically, learning centres were used as an 

approach to individualised education, in accordance with the educational 

implication of MI theory. The finding aligns with Pan, et al.’s (2018) conclusion 

that the setup of learning centres has become a typical classroom arrangement in 

Chinese kindergartens. In terms of whole class teaching, the teachers of both 

kindergartens commented on and asserted its necessity within the context of 

China. This confirms the findings of previous research about whole class teaching 

as a necessary approach to kindergarten education (Tobin et al., 2009; Yang, 

2010; Zhu, 2006b, 2006c). The teachers’ knowledge of whole class teaching could 

be justified by the collective culture embedded in the Chinese context, which 
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stresses a culture of uniformity and conformity (Cheng, 2010). In this context, Li, 

et al. (2018) have noted that the orientation of the pedagogical approach 

emphasises teacher direction instead of individual needs. Additionally, teachers 

are influenced by deep-rooted traditional values inherent in their educational 

backgrounds (Tan & Chua, 2015), which results in teachers being unaware of 

taking an authoritative approach in their relationships with children (Wang & 

Mao, 1996).  

Another finding associated with whole class teaching was identified in 

relation to teachers’ knowledge about the educational goal of MI theory. Setting 

major teaching goals was a theme that emerged from the private kindergarten. In 

terms of MI theory, the findings showed that teachers thought they should 

emphasise an intelligence in their teaching sessions, which was similar to the main 

objective in whole class teaching. In the public kindergarten, Linda expressed a 

similar view regarding the main goal in whole class teaching. Wendy’s responses 

to integrated teaching also concerned the same issue. Her idea with respect to 

including different intelligences in teaching, but no more than two at a time, 

conveyed her knowledge of MI theory in practice. The priority of educational 

goals was noted by Gardner (1991), but he clarifies that MI theory itself is not an 

educational goal or rationale. According to Gardner (1997), MI theory is “an 

extremely useful tool” (p. 20) for creating an excellent school and he emphasises 

understanding of learning as the goal of education. In addition, Gardner (2011) 

talks about individualisation and pluralisation to address individual differences 

through multiple representations in teaching. This reveals a holistic use of MI 

theory rather than viewing each intelligence separately. Although the findings of 

the teachers might demonstrate a superficial understanding of the theory (Xiang, 

2010; Zhu, 2017), they also indicated that the teachers’ understandings of MI 

theory were influenced by their previous knowledge of teaching.  

Interestingly, according to the 2018 Notice issued by the Ministry of 

Education recently, play, rather than whole class teaching, is advocated as the 

main approach to organising activities in kindergartens, and learning centres are 

emphasised to create open spaces for children’s multiple activities. In this 

changing context, how are teachers responding to the new policy and developing 

their knowledge of teaching and learning? 
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Professional experience. The findings in relation to teachers’ 

understandings of the implementation of MI theory in teaching activities or 

everyday life indicated the influence of professional experience on the use of 

teacher’s knowledge. Drawing on Carter’s (1990) work, Munby, et al. (2001) 

concluded that, “Where novices may focus on surface features or particular 

objects, experts draw on a store of knowledge that is organized around interpretive 

concepts or propositions that are tied to the teaching environment” (p. 889). As 

found in this study, Claire and Wendy, who had less than five years teaching 

experience, said that MI theory could be applied in teaching activities. Whereas 

other teachers, who had more than five years experience, drew on the concept or 

proposition of MI theory and applied it beyond teaching activities.  

Four teachers in particular talked about the positive impact of professional 

experience on their teaching, including the use of theoretical knowledge such as 

MI theory, the creative use of textbooks, and emergent teaching. This might be 

because experienced teachers possessed rich knowledge about students, 

curriculum, and classroom routines, which enabled them to apply their knowledge 

to particular cases (Munby, Russell, & Martin, 2001) to make changes. 

Richardson and Placier (2001) have described this change as naturalistic change 

which involves individual autonomy and choice. However, some researchers 

(Fisher et al., 2006; Fullan & Hargreaves, 1992a) have argued that teacher change 

can be a negative experience especially when it is imposed on experienced 

teachers who might resist change. Both views on professional experience indicate 

recognition of teachers as change agents, whether they accept or resist change.  

Sikes (1992) found that older teachers often resisted change claiming that 

that they “have seen it all before” (p. 45). In such cases, teachers tended to carry 

on as they did previously. Sikes explained that these teachers had developed ways 

of teaching that worked for them, so they were reluctant to change. According to 

Guskey (1986), “To change or to try something new means to risk failure” (p. 9). 

It is understandable that teachers, particularly older teachers with more teaching 

experience, have concerns about any change that may unsettle their comfort zone, 

or stable aspects of teaching approach (Richardson & Placier, 2001).  
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Linda from the public kindergarten, who had the most years of 

professional experience, mentioned she had seen MI theory before. In this study, 

she had a positive attitude to the use of MI theory. However, it is hard to say 

whether she would change her teaching practice if were to be a substantial 

intervention, which could be a topic for future research. Claire and Wendy who 

had the least professional experience in this study mentioned that they would like 

to learn from experienced teachers and textbooks respectively, which showed the 

way they acquired knowledge as novice teachers compared with other teachers 

who focused on in-service teacher education. Guo (2012) has noted that it is a 

traditionally-held Chinese belief that knowledge lies in teachers and texts.  To 

some extent, Claire and Wendy’s expectations of ongoing learning indicates 

cultural influence in terms of showing respect to experienced teachers and 

submission to authority. This includes textbooks perceived to be written by 

experts.  

In general, professional experience plays a part in the choices that teachers 

make about change. As Russell (1988) noted, “Experience, including one’s 

present teaching practices,  shapes the meaning that we read into research, theory, 

and other sources of  recommendations for changes in practice” (p. 33). 

Consequently, future research on teacher change in understanding and 

implementing new educational ideas is advised to consider the influence of 

teachers’ professional experience, as highlighted in this study. 

Summary. On the face of it, these findings suggested that teachers’ 

knowledge of MI theory was acquired from teacher education and textbooks, and 

influenced by their prior knowledge and professional experience. However, 

further analysis discussed in this chapter indicated the influence of a larger 

political and cultural context. The political context referred to a top-down 

approach to teacher education, in which teachers were viewed as knowledge 

recipients instead of change agents, whose teaching practice and professional 

experience were not considered. Furthermore, the development of knowledge 

about MI theory was based on teachers’ prior knowledge, which not only 

represented their compliance to educational policies, but also indicated the deep-

rooted influence of traditional Chinese values. 
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The shared understandings of MI theory do not necessarily mean that the 

teachers had the same attitude to the theory. The study found that six of them had 

a positive attitude to the theory. This finding was also reported by Jeng (2005, 

2006, 2013), but did not support Jeng’s (2006) argument that teachers who had 

more years of teaching experience showed a more positive attitude. Surprisingly, 

an experienced teacher (Joy) expressed her critical view. For example, one teacher 

in this study favourably regarded yincai shijiao as a teaching principle consistent 

with MI theory in China. However, Joy was critical of this view. This was 

because, in her opinion, similar ideas had been proposed in ancient China. It is 

interesting that the teachers had different attitudes towards the blending MI theory 

with Chinese ideas. Joy’s view may be categorised as a form of passive resistance 

(Janas, 1998) in response to the changing environment. Joy seemed to be open to 

the theory on some level, but it was not clear that she would actually implement it 

in practice. According to Robinson (2012), the agency of Joy might emerge during 

the process of resistance. Also, in Kindred’s (1999) view, resistance is seen as a 

move to authorship. Consequently, whether the teachers accepted or resisted MI 

theory, their attitudes implied a manifestation of agency (Sannino, 2010) in 

understanding the theory.    

Localisation of the Theory of Multiple Intelligences 

That the development of teachers’ knowledge of MI theory was influenced 

by traditional Chinese values indicates that the understanding and implementation 

of the theory should be grounded in the context of China. As such, the issue of 

localising MI theory emerges. This has been discussed by several Chinese 

researchers (Li & Feng, 2006; Yan, 2013; Zhu, 2007), who have pointed out the 

significance of the issue to effective implementation of MI theory. These 

researchers discussed the issue of localising MI theory given that it is embedded 

in a different culture. According to Yang (2012), localisation will always be the 

topic of the educational exchanges between China and other countries. This 

reflects adapted education as put forward by Steiner-Khamsi (2012), in that it 

involves culturally translating the borrowed policies into the new context.  

Drawing on the findings in relation to factors influencing teacher change 

in understandings and implementation of MI theory, this section discusses the 
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issue of localising MI theory by addressing four aspects that are embedded in the 

Chinese context. The four aspects include: cultural influence, classroom context, 

personal consideration, and social expectation. Finally, the section ends with a 

discussion of the strategies for localisation.  

Cultural influence. The study found that there are enablers of Chinese 

cultural values in understanding and implementing MI theory. For example, both 

Linda and Joy related yincai shijiao, the teaching principle originated from the 

teaching of Confucius, to individual differences present from MI theory. This 

reveals the influence of Confucian ideas on teachers’ understandings of teaching 

and learning, which enables them to approach MI theory by connecting it with 

their prior knowledge.  

Emphasising collectivism is one of the traditional cultural values relating 

to education that Wang and Mao’s (1996) study had identified, which was also an 

evident cultural influence in the findings of the present study. This could be 

revealed from the finding of teachers’ emphasis on collective development instead 

of individual development in teaching activities. The finding is consistent with the 

collectivistic orientation noted by Pan et al. (2018), which prioritises group goals 

over individual goals. In terms of pedagogical approach, this collectivistic 

orientation emphasises teacher’s direction and whole class teaching (Li, et al., 

2018), which were frequently used by the teachers in this study. This was evident 

in the way these teachers prepared plans for each activity, and mainly used 

lectures and demonstrations with chalk and whiteboard to start teaching. 

This finding corresponds to Wang and Mao’s (1996) statement that 

“Kindergarten education always functions within a cultural context and is, in 

many respects, restricted by the traditions and vicissitudes of a culture” (p. 143).  

Chen’s (2010) notion of a cultural zone of proximal development, which was used 

to understand the dynamic and interactive relationship between MI theory and 

multiple cultural forces, expresses a similar view on the function of the cultural 

context. On the one hand, some traditional cultural ideas provide a cultural 

readiness for MI theory in China. On the other hand, deep-rooted traditional 

Chinese values have restricted the use of MI theory, particularly MI-based 

evaluation (Chen, 2010). In this study, teacher-centred pedagogy was revealed 
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from teacher’s direction in whole class teaching. Tobin et al. (2009) and Zhu 

(2006b) have argued for the appropriateness and necessity of whole class teaching 

in the Chinese context. Interestingly, as mentioned above, this approach is not 

encouraged by the Notice (Ministry of Education, 2018), which may generate a 

policy-practice gap (Li, et al., 2011).  

 This study has observed that the value of collectivism is still prevalent in 

kindergarten classrooms. According to Zhu and Zhang (2008), this value is 

contrary to curriculum built upon a culture of individualism. Nevertheless, it is 

worth noting that few changes in teachers’ practices were reported in this study. 

These changes align with Vong’s (2008) finding that Chinese teachers’ 

construction of new pedagogy combines old and new ideas. For example, that the 

approach of learning centres is widely adopted in Chinese kindergartens which 

was regarded by the teachers as a means to fulfilling individual development. In 

Project Spectrum, learning centres were established to embrace children’s 

potential for cognitive and personal development. The project was also applied by 

researchers (Hassan & Maluf, 1999; Jung & Kim, 2005; Maglin, 2014) in 

different cultural contexts to examine children’s diverse intelligence profiles. 

Although the setup of learning centres was not mentioned in the two empirical 

studies of MI theory in Chinese kindergartens (Ren, 2010; Xiang, 2010), the 

studies observed the implementation of MI theory for the purpose of fostering 

children’s individual development. In addition, the teachers in the present study 

worked as facilitators, observers, or resource providers in learning centres and 

outdoor activities, which aligns with the roles proposed for teachers in relation to 

applying MI theory successfully (Campbell, 2008; Che, 2011; Maglin, 2014; 

Mehta, 2002). 

Classroom context. Class size is a component of classroom context that 

was mentioned by teachers at both kindergartens, and is the second influencing 

factor related to the issue of localisation.  Maglin (2014) found large class size 

was a constraint for implementing MI theory. MI theory follows a child-centred 

approach, but Tobin et al. (2009) have noted that a low teacher-child ratio might 

be an obstacle for a child-centred approach. Studies have shown that kindergarten 

teachers are aware of the influence of this contextual factor. For example, 

although Zhou’s (2013) study did not focus on MI theory, her study identified 
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class size as one of the reasons teachers experience tension in relation to 

implementing different pedagogical approaches. Given the context of large class 

size, Liu and Feng (2005) expressed their understanding of choosing whole class 

teaching, but they also pointed out that it made impossible for teachers to teach 

according to individual learning needs.  

This is not to say that small class size is better than large class size, rather 

that small class size makes it more accessible for teachers to make changes to 

achieve individualised education. This is supported by Blatchford, et al.’s (2002) 

investigation into the relationship between class size and teaching, which 

addresses the influence of contextual factors including class size on teaching 

quality. They have asserted that teaching quality is not entirely teacher’s 

responsibility and found that it is easier for teachers to give individual and 

immediate feedback to students in a small class. Guo (2012) also found that 

teachers in her study preferred small class size, which enables them to engage 

students in learning more actively and organise student-centred learning activities.     

Personal consideration. One unanticipated finding was that all three 

teachers in the private kindergarten mentioned the material benefits they received. 

It was unexpected because previous studies did not show a connection between 

teachers’ understandings and implementation of MI theory and their salary and 

additional benefits. However, the finding makes sense considering the situation of 

teachers in private kindergartens in China. On one hand, Zhang (2010) has 

reported that kindergarten teachers are not satisfied with their pay, which is 

insufficient compensation for their workload. The situation may be worse for the 

teachers in private kindergartens, as they do not have the same employment 

system as public kindergarten teachers (Pan et al., 2018), to guarantee their 

benefits and conditions of employment. 

On the other hand, Deci and Ryan’s (2008) study showed a connection 

between social contextual factors, such as monetary reward and employee 

satisfaction and internal motivation. In the present study, the benefits noted by 

Elin and Zoe guaranteed that they could concentrate on their work, which 

affirmed their sense of competence and autonomy. Liu and Le (2017) have noted 

that pay has a direct impact on teachers’ satisfaction and motivation. 
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Consequently, this indicates that external rewards can be a factor contributing to 

the internal motivation for teachers’ commitment to work. 

Social expectation. Maria and Joy demonstrated concern regarding the 

dilemma they experienced in relation to parents’ and experts’ differing 

expectations of kindergarten education, exacerbated by the reality of education in 

primary schools. Maria noted that some parents expected academic learning for 

children in kindergartens in line with exam-oriented education, which was not 

helpful for teachers’ understandings and implementation of MI theory. This 

finding is supported by the research from Jung and Kim (2005) and Maglin 

(2014). They found that the competitive orientation of the education system drives 

learning for tests, which has a negative impact on MI-based practice. Cheung 

(2010) has stated that MI theory will always remain an influence on people’s 

minds rather than practice if parents still believe a college diploma is the only 

guarantee for a better future for their children. 

Joy did not mention parents’ expectations, but was confused between 

experts’ expectations of kindergarten education and the reality in primary schools 

which stress the importance of academic learning. Joy and Maria mentioned that 

curriculum and pedagogy in kindergartens were not allowed to follow the 

tendency for primary-schoolisation (Choy, 2017), which refers to the use of a 

pedagogical model in primary schools. However, Joy pointed out that the 

disconnection between kindergartens and primary schools where academic 

learning was addressed, posed a dilemma for teachers’ practices. In most cases, 

the emphasis on academic learning in primary schools drives parents to be 

concerned about children’s academic preparation, even in early childhood. Li 

(2002) and Tobin et al. (2009) have noted that the intention is to give their 

children a quick start. Consequently, Chinese kindergarten teachers are situated in 

a dilemma, where they need to cope with the expectations of different 

stakeholders in society. 

Strategies for localisation. Prior studies have reported strategies for 

dealing with the issue of localisation in terms of using imported educational 

approaches, such as MI theory. Yan (2013) has proposed three strategies for 

localising MI theory in China: an accurate translation of the theory, a 
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consideration of the Chinese educational practices, and a direction for 

constructing a localised theory by respecting traditional Chinese culture. In terms 

of how to apply the Montessori approach in China, Yang (2015) and Wang (2012) 

have noted cultural adaptation and teacher training as two strategies. In 

accordance with these strategies, this chapter has discussed the cultural influences, 

including traditional Chinese values and the context of Chinese educational 

practices, which should be considered to promote teachers’ understandings and 

implementation of MI theory.  

Teacher training was also mentioned in the last section. Yan (2013) 

advocates that teachers need access to an accurate translation of MI theory to 

deepen their understanding of MI theory. As the review of the literature shows, 

whether in China or other countries, a superficial understanding of MI theory 

could be found. However, Baum, et al. (2005) have noted that understanding MI 

theory well is fundamental to its appropriate application. Consequently, this study 

argues for the importance of an accurate understanding of MI theory, particularly 

in different cultural contexts. 

An accurate understanding means a full understanding of MI theory in the 

study (see pp. 19-24). This argument can be justified by the findings in relation to 

teachers’ knowledge about the educational goal of MI theory, which has been 

discussed previously. The study found that the teachers regarded the eight 

intelligences of MI theory as educational goals. According to Chen (2006), this 

understanding of MI theory also occurred in other countries, which could be 

revealed from Gardner’s (2006) reflection on educational implications of the 

theory around the world. Instead, Gardner (1997) had pointed out that MI theory 

should be used as a tool to achieve teaching goals. This may indicate the necessity 

and significance of a full understanding of a western pedagogy per se.  

As previously discussed about the cultural influence, a full understanding 

also refers to the acknowledgment of the local context that the western pedagogy 

is adopted. The findings showed that the teachers’ understandings of MI theory 

were based on prevalent educational ideas embedded in the Chinese context. Also, 

even the teachers had awareness of the original intention of MI theory in terms of 

looking at individual development, their practice was less guided by a curriculum 
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that considering the reality such as a big class size. Consequently, as Cai and Jin 

noted, education should be grounded in its local culture to ensure its survival and 

vitality.  

The introduction of other cultures brings different ideas which call for 

changes in the educational field. In the context of encountering various cultures, 

researchers have articulated the attitude that educators should take. For example, 

Wang and Mao (1996) have suggested that based on the analysis and evaluation of 

traditions, educators should not depend on the traditions entirely or follow the 

models of other countries completely. Instead, educators should criticize “the 

negative parts of the tradition” and absorb “the cream of the other cultures” (p. 

155). Jiang and Deng (2008) have also expressed a similar view on this issue by 

asserting the need for critical and reflective thinking.  

The following quotation of Fei (1997) shows his appreciation of different 

cultures, “gemeiqimei, meirenzhimei, meimeiyugong, tianxiadatong” (p. 22). The 

translation means to “Appreciate the culture/values of others as do to one’s own, 

and the world will become a harmonious whole” (Cui, 2011, para. 7). The ideas 

expressed in this quotation relate to the importance of cultural awareness proposed 

by Fei and cultural identity by Ling (2007). The point is, according to Ling, the 

deep-rooted and most cherished values should be utilised as resources to 

understand and evaluate important concepts. In response to these ideas, the 

government has paid more attention to the importance of preserving traditional 

Chinese culture (Zhu & Zhang, 2018). Consequently, teachers are encouraged to 

learn and implement imported ideas at the same time as recognising their 

traditional cultural heritage and considering the local context.  

To summarise, history has shown that educational ideas, as well as other 

aspects of foreign cultures, can be sustained in different contexts providing they 

are adapted to suit local conditions. For example, Yang’s (2012) focus on cultural 

transmission, explains that the implementation of instrumentalist education in 

China would not have occurred unless foreign cultures align with the local culture. 

This supports what Cai and Jin (2010) have noted; that a new theory needs to be 

explained and grounded in the local culture for it to be understood. In so doing, 
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the politics of gelling (Johnson, 2006) may be achieved, which is regarded as the 

direction for education policy borrowing in China (Tan & Chua, 2015). 

Application of the Interconnected Model of Professional Growth 

The change process related to teachers’ knowledge and practice of MI 

theory was evident in the public kindergarten, as can be seen in the identified 

change sequences. One possible explanation is that my brief introduction to MI 

theory enabled teachers to identify intelligences in practice. The teachers in the 

private kindergarten were assumed by me to be familiar with the theory because 

of their use of the MI-based textbook. However, it was found that unlike the 

teachers in the private kindergarten, the teachers in the public kindergarten were 

able to identity the intelligences in their teaching. 

The following section presents a discussion of the change sequences 

identified for teachers from both kindergartens to highlight the process of the 

change. This section then discusses entry points and ending points associated with 

the change sequences. This is followed by discussion about using the model as an 

analytical and predictive tool in this study. Before moving to the discussion, the 

Figure 6 is represented to show the change sequences of the teachers in this study 

visually. 

 

Figure 6.  Change sequences of the teachers in the study drawing on the IMPG 

model. 
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Change sequences. The findings showed that there was one frequent 

change sequence found from the two kindergartens. This sequence started from 

the external domain (ED) to the personal domain (PD). However, the finding was 

different from other studies utilising the IMPG model. For example, the three 

prominent patterns of change sequence identified by Hung and Yeh (2013) all 

started from the external domain (ED) and went to the domain of practice (DoP). 

Witterholt et al.’s (2012) study also found the same change sequence. The reason 

for this is that the two studies implemented an intervention for teachers’ practice, 

which might justify the change sequence (ED→DoP). In the present study, the 

teachers were not required to implement any MI-relevant intervention.                                                                                                   

The second most common change sequence in the public kindergarten was 

one added to the model and occurred for Linda and Claire. This additional 

sequence emerged from this study. It started from the domain of consequence 

(DoC) and moved to the external domain (ED). The same sequence was also 

found in Wang et al.’s (2014) study. Within the context of the present study, the 

sequence showed that the entry point of MI theory could be situated in the domain 

of consequence (DoC), in addition to the external domain (ED) discussed above. 

This once again demonstrates the relationship between a new educational 

pedagogy and existing teaching. 

The findings also showed that the reflective relationship between domains 

occurred more often than the enactive relationship, which was applicable for both 

kindergartens. Justi and van Driel (2006) had the same finding in their study 

regarding the predominance of the reflective relationship. Furthermore, they found 

that the enactive relationship was dominant in some cases and no one relationship 

predominated. The reason why the reflective relationship prevailed in the current 

study may be because unlike other studies that have used the IMPG model, this 

study did not intervene the teachers’ practice by introducing an MI-based 

programme. Consequently, the teaching practice that the teachers talked about 

derived from what they had been doing. In this situation, changes in the domain of 

practice (DoP) were unlikely to occur; the domain to which the enactive 

relationship mostly related. 
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Entry points and ending points. Entry points indicated the way that 

teachers approached MI theory. The evidence in this study showed that the change 

sequences started from the external domain in most cases. In addition, the finding 

in relation to the sequence between the domain of practice (DoP) and the domain 

of consequence (DoC) provides an alternative entry for understanding MI theory. 

The finding confirmed and aligned with previous studies (Witterholt et al. 2012, 

Wang et al. 2014) in terms of multiple entry points of teacher change instead of 

one entry point represented from Clarke and Hollingsworth’s (2002) study. As 

Zwart et al. (2007) have pointed out, there are a variety of entry points for teacher 

learning, which are not restricted to the external domain (ED) or the domain of 

consequence (DoC). This was evident in the findings of the public kindergarten. 

The variety of entry points implies the complexity of the process of teacher 

change (Liu & Zheng, 2009), in contrast to a linear model used to seek an answer 

to the question whether a change in teacher knowledge or attitudes comes before 

or after a change in their practice.  

Ending points implied the extent to which changes occured for teachers 

drawing on their understandings and implementation of MI theory. The ending 

points in this study were mostly in the personal domain (PD) and the domain of 

consequence (DoC), except for the one in the domain of practice (DoP). The 

findings partly align with the research of Zwart et al. (2007), who found that the 

most prominent ending points were in the personal domain (PD). Furthermore, 

one aspect of the ending points that Zwart et al. observed was that “ending points 

in the personal domain represented relatively small changes such as the 

reinforcement of ideas already in the teacher’s mind…” (p. 181). This is also 

applicable to the ending points in the personal domain (PD) in the present study. 

In addition, the ending points in the domain of consequence (DoC) found by 

Zwart et al. were not as apparent as those in this study. However, their 

interpretation is useful for acknowledging the change in understandings of 

teachers who reported on student behaviour without mentioning their ideas or 

views. 

The ending points reported in the study are in alignment with the findings 

of Zwart et al. (2007) in terms of indicating the change in understandings. The 

finding confirms the argument made in previous research (Che, 2010; Pan, et al, 
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2018; Zhou, 2013), that teachers accepted the key ideas advocated by education 

reform, but did not put them into practice. In the present study, it was found that 

teachers had recognised children’s individual interests and needs. This relates to 

the wider shift in educational understanding that occurred 22 years ago. Writing in 

1996, Wang and Mao (1996) reported that many teachers had modified their ideas 

by increasingly accepting the ideas of the Regulations in 1989. However, they also 

mentioned that there was a long way to go to put the ideas into practice. Zhu and 

Zhang (2008) have commented that knowledge does not automatically bring 

changes to teachers’ educational practice. “New perceptions do not necessarily 

lead to new ways of behaving” (p. 178). This might explain why teachers change 

their understandings without changing their practices. 

As mentioned above, because of a lack of an intervention programme, it 

was difficult to examine the change in the domain of practice (DoP). However, 

this is not to say that an intervention would undoubtedly lead to changes, as 

change can be impacted by many factors. Instead, it is to clarify the difference 

between the present study and other studies that have adopted the IMPG model, as 

well as explaining the differing results.  

An analytical and predictive tool. The discussion of the change 

sequences, as well as entry points and ending points, indicates that the IMPG 

model was used as an analytical tool in this study. The study did not stage an 

intervention, but the findings showed that the IMPG model was still helpful in 

terms of organising the research data and interpreting findings, as identified by 

previous research (Clarke & Hollingsworth, 2002; Hung & Yeh, 2013;  Justi & 

van Driel, 2006; Perry & Boylan, 2017; Wang, et al., 2014; Witterholt et al, 2012; 

Zwart et al., 2007). One difficulty in the study though, was using the model to 

analyse the change sequences of the teachers from the private kindergarten. 

Because the data, especially the data in the domain of consequence (DoC), were 

not obviously relevant to MI theory. However, considering the model as part of 

the bigger picture, namely, the context of kindergarten education in China, it may 

still be a useful analysis framework for teacher change.  

Another branch of research of using the IMPG model refers to its 

predictive function. This refers to how the analysis of the mediating processes of 
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changes occurring between four domains might be used to predict ways to 

facilitate teachers to make changes. In this study, using the IMPG model to draw 

on the analysis of kindergarten teachers changes in relation to MI theory could 

facilitate teacher educators to design an effective programme to introduce MI 

theory. Researchers have noted the contribution of this function to designing 

professional programmes (Hung & Yeh, 2013; Justi & van Driel, 2006; van Driel, 

et al, 2012; Witterholt et al., 2012). In addition, the findings of this study provide 

evidence in support of its use in both a Chinese context and early childhood 

education. 

In general, the findings in relation to the teachers’ change sequences 

demonstrated the use of the IMPG model as a framework for analysis. There were 

differences between the teachers from the two kindergartens regarding their 

change sequences, but these could be explained. The analysis revealed different 

entry points and ending points, as well as the mechanism of changes through 

reflection and enactment. This might clarify why teachers accepted the key ideas 

advocated by education reform without putting them into practice. The entry 

points and ending points drawing on the four domains might also provide different 

perspectives for teacher educators to introduce new educational theories or 

approaches in teacher professional development programmes. This relates to the 

predictive function of the model in the study. 

Educational Equity 

Notably, the teachers in this study talked about individual differences 

characterised by MI theory, but they did not connect the theory with educational 

equity. Previous studies on MI theory have discussed the implication of MI theory 

for educational equity. Fasko (2001) and Vialle’s (2009) research focused on 

gifted students and students with special needs while Pogré and Rogé (2009), 

Barrera and Agustí (2009), and Bernardo (2009) have all suggested the use of MI 

theory to achieve education for all, including children from different 

socioeconomic backgrounds. In addition, Keinänen (2009) and Hanafin (2014) 

have pointed out that MI theory could contribute to educational equity by creating 

an environment that recognises individual differences. This understanding is 

consistent with the rationale of this study.  
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Educational equity is also an increasingly heated topic in China. This is 

evident in the policy document National Medium and Long Term Education 

Reform and Development Plan (2010-2020), which promotes educational equity 

as the guideline for education reform in China. He (2004) has noted that pursuing 

educational equity for individual development, inherent in MI theory, underpins 

the reform of learning centres in China. According to Zhang, et al. (2018), 

attending to students’ learning differences is the approach advocated to create 

educational equity. As they have explained, “The so-called educational equity 

does not only refer to resource equity for students, more importantly, it means 

providing an appropriate education for students based on individual learning 

dispositions” (p. 80). Gu (2007) discussed the issue of educational equity eleven 

years earlier by addressing yincai shijiao as a means for considering children’s 

different intelligence profiles. This is of particular significance given the regional 

differences in China.    

Concluding Thoughts 

The first section discussed how Chinese kindergarten teachers’ knowledge 

of MI theory was developed, which justified their understandings and 

implementation of MI theory in the Chinese context. The discussion of their 

approaches to MI theory showed that teacher education is the main avenue for 

Chinese kindergarten teachers to develop knowledge about a new idea. A theory-

practice gap and the role of the teacher educator were addressed to reveal their 

impact on knowledge acquisition and application. The findings, that teachers 

related MI theory to holistic development, individual differences, learning centres, 

and whole class teaching, indicate the influence of their prior knowledge about 

teaching and learning. This highlights the continuity between old and new ideas. 

In addition, professional experience was found to play a part in the choices that 

teachers make in a changing context.  

The issue of localisation emerges when changes to context are due to the 

importation of a western pedagogy in China, such as MI theory. The second 

section discussed contextual factors that enable or constrain kindergarten teachers’ 

understandings and implementation of MI theory. Discussion of the use of the 

IMPG model to track teacher change in the third section highlighted the 
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complexity of the process. It showed that teachers had different change sequences 

drawing on their understandings and implementation of MI theory. Application of 

the model has indicated that there are different entries to approaching a new idea. 

In particular, the contextual impact makes teacher change complex, but can not be 

ignored. 

Drawing on the discussion in this chapter, this study contributes to 

knowledge of Chinese kindergarten teachers’ understandings and implementation 

of MI theory as well as teacher change. The significance of understanding Chinese 

teachers’ experiences of educational changes has been noted by Chen and Day 

(2015), which ensures the effectiveness of educational changes in China. 

Discussion showed that teachers’ understandings and implementation of MI 

theory were externally and internally constructed and grounded in their particular 

contexts. This is of particular significance for adopting western pedagogy, which 

contributes to achieving the politics of gelling (Johnson, 2006) or localisation. 

In general, this study found that the teachers’ understandings of MI theory 

was evident, which were in connection with the ideas from Confucius and 

education reform in China. The influence of the theory on teaching practice, 

however, was not evident in both kindergartens. The findings aligned with 

previous studies (Che, 2010; Pan et al., 2018; Zhou, 2013) regarding the 

inconsistency that teachers’ approval of progressive ideas but hardly putting it in 

practice. Although the private kindergarten in this study adopted MI-based 

textbook, it turned out to be a reference book for the teachers. Consequently, for 

the teachers in this study, MI theory is one of a number of approaches to draw on, 

like Montessori has also been a popular approach in China.  

Drawing on the findings and discussion, a model (Figure 7) is developed 

which portrays Chinese kindergarten teachers’ responses to theory that has 

originated from a different context. As shown, all the four domains in relation to 

teachers’ understandings and practices are impacted by the changing context, 

which refers to a hybrid of traditional Chinese ideas and progressive ideas. 

Considering the influence of the context, each domain can be the entry point for 

Chinese teachers to apporach a new theory. Teachers’ responses to a new theory 

can be revealed from their understandings of the theory and practices using that 
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theory, which are embedded in the Chinese context. As a consequence, to achieve 

localisation of a foreign theory in China, a thorough understanding of the theory 

as well as the context it will be located should be considered. In doing so, Chinese 

teachers may better understand the theory and integrate it into their teaching 

practices to achieve teacher growth finally.  

 

Figure 7. A model portrays Chinese kindergarten teachers’ responses to 

theory from a different context. 
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Conclusion 

The purpose of the current study was to investigate kindergarten teachers’ 

understandings and implementation of the theory of multiple intelligences as an 

example of teacher change in China, using the IMPG model (Clarke & 

Hollingsworth, 2002) as a framework. My interest in this topic stemmed from 

personal experience, which stimulated me to think about what educational equity 

is and how teachers could create an environment to achieve it. MI theory, then, 

provided an entry point to this study. That kindergarten teachers were selected as 

participants was not only due to a personal interest in kindergarten education, but 

also because education at this stage is relatively flexible compared with other 

stages, especially within a competitive education system. I was interested in the 

combination of MI theory and kindergarten education so decided to focus my 

study on the ways in which kindergarten teachers make changes based on 

understandings and implementation of MI theory. 

In the analogy of the research garden, this chapter can be regarded as the 

picture taken after the work has been completed. What has been captured in the 

picture will be forever, although many details behind the picture are not shown. 

This chapter provides a summary of the study, including the restatement of 

research purpose, methodology, key findings, and discussion. The research 

questions are addressed by the summary of findings and discussion, on which 

basis I put forward the argument that is stated. This is followed by a statement of 

contributions the study made to the overall research as well as the research field. 

Next, this chapter discusses the implications of the study for education policy, 

teacher education programmes, and teachers respectively. The limitations of the 

study are also presented, the analysis of which identifies the potential directions 

for future research. The chapter ends with a final reflection on the study. 

Summary of the Study  

This study aimed to investigate kindergarten teachers’ understandings and 

implementation of MI theory, which also incorporated changes to their 

understandings and practices in China. Beginning with the establishment of the 

first kindergarten in 1903, the history of kindergarten education in China has 

evolved through learning from other countries. According to Yang (2012), “the 
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kindergarten education of western countries had been an important reference to 

the prosperous development of kindergarten education in China” (p. 2). The study 

adopted a qualitative case study approach to gain deep insights into each teacher’s 

understanding and implementation of MI theory. A public and private 

kindergarten were selected, from which four teachers and three teachers 

respectively participated in the study. Three methods including interviews, 

observations, and documentation were employed to collect data, which were 

analysed and categorised into different themes. 

The purpose of the first and third research sub-questions was to explore 

how kindergarten teachers describe their understandings of MI theory and relevant 

practice, and what factors could have an influence on their use of the theory. 

Findings demonstrated that kindergarten teachers’ understandings of MI theory 

were mainly from pre-service and in-service teacher education, which determined 

how teachers’ knowledge of theory was developed. The findings in relation to 

teachers’ prior knowledge and professional experience revealed their impact on 

teachers’ understandings and implementation of MI theory, which were embedded 

in a larger social, political, and cultural context. The discussion of the issue of 

localisation highlighted the factors related to the topic in the Chinese context. 

The second research sub-question aimed to find out how teachers’ 

professional knowledge and practice might change through their understandings 

of MI theory. The findings were based on the analysis of the IMPG model, 

showing the different change sequences of each teacher. Generally, most of the 

change sequences started from the external domain (ED) and ended with the 

personal domain (PD), which showed that the teachers came to know the theory 

from an external source in most cases, and made changes in their personal 

understandings instead of practices.  

Drawing on the findings and discussion, this study shows that teacher 

change is not a linear process but is affected by a number of factors, such as 

teachers’ previous knowledge and experience. In particular, understanding and 

implementing a western pedagogy in the Chinese context add complexity to the 

process of changes because of the cultural influence. Consequently, this study 

argues that kindergarten teachers’ understandings and implementation of new 
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educational theories should be grounded in teachers’ practices and the context 

their teaching is embedded in to facilitate teachers to make changes to their 

understandings and practices.  

Contributions to Early Childhood Field 

This study identifies contributions to three areas related to early childhood 

field: theory, practice, and education policy. Theoretical contributions in this 

study are constituted by its contributions to knowledge about teacher change and 

the use of the IMPG model in the early childhood field in China. Practical 

contributions mainly involve the teaching practices of kindergarten teachers and 

teacher educators. Additionally, contributions to education policy relate to further 

promotion of the approach of learning centres in kindergartens, and an emphasis 

of transition issue from kindergartens to primary schools in China. Through 

collaboration and efforts between these stakeholders, this study aims to create a 

supportive environment for Chinese kindergarten teachers to make changes in 

their understandings and practices in order to implement progressive ideas.  

Contributions to theory. This study adds to a growing body of research 

that addresses changes in teachers’ understandings and practices in a changing 

cultural context. In particular, the thesis has provided further insight into the way 

that Chinese kindergarten teachers develop their knowledge of a western 

pedagogy. The study also contributes to existing knowledge of teacher change in 

understandings and practices by providing an empirical investigation of the topic 

using the IMPG model. More detail about these contributions follow.  

First and foremost, this study contributes to the established research on MI 

theory in China, providing an overview of how kindergarten teachers’ 

understandings and implementation of MI theory were constructed. Previous 

research, however, focused on exploring the implications of MI theory for 

curriculum and pedagogy in Chinese kindergartens. The present study offers 

another perspective as the only empirical investigation into teachers’ translation of 

MI theory into practice in mainland China. The insights gained from this study 

may be of significance to critically examining the application of western 

pedagogies in China. 
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Secondly, this work contributes to existing knowledge about how Chinese 

kindergarten teachers change in understanding instead of practice (Che, 2010; Pan 

et al., 2018; Zhou, 2013). The study adds to empirical studies on teacher change in 

China, particularly in the early childhood field. Drawing on the IMPG model, this 

study tracked the change sequences of teachers through the relationship between 

domains, showing the mechanisms underpinning teacher change. 

Thirdly, the use of the IMPG model in the study extends the area and the 

context in which the model can be used. Previous studies that have used the model 

mainly focused on secondary teachers (Zwart et al., 2007), especially those 

teaching science or maths (Justi & Van Driel, 2006; Witterholt et al., 2012). In 

Asia, Hung and Yeh’s (2013) study extended the use of the model to teachers in 

primary schools who taught English as a foreign language in the Taiwanese 

context. Wang et al. (2014) employed the model to study the practice of secondary 

school teachers in Singapore. The present study used the model for investigating 

kindergarten teachers in mainland China.   

Contributions to practices of teacher educators. This study found that 

pre-service and in-service teacher education were the main approaches for the 

teachers to learn about MI theory. Subsequent discussion about the two 

approaches showed how they developed teachers’ knowledge. On one hand, the 

discussion addressed the significance of pre-service and in-service teacher 

education; on the other hand, it also involved a theory-practice gap and raised 

questions in relation to professional competence of teacher educators. As Li, et al. 

(2018) have suggested, pre-service and in-service teacher education need to 

address the issue of how to apply theoretical understandings of the curriculum to 

pedagogical practices. Consequently, teaching practices of teacher educators in 

China should not only focus on knowledge construction but also develop 

pedagogical knowledge by considering student teachers or teachers as the agents 

to translate knowledge into practice.  

Drawing on the discussion, specifically, the contribution is that teachers’ 

prior knowledge and personal experience should be taken into account to fill the 

theory-practice gap in teacher education programmes. As Yin (2015) has 

suggested, teachers should be encouraged to find connections between the ideas 
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advocated by education reform in China and their previous experience. According 

to Yin, these connections can be used by teachers as the starting point for teacher 

change. As shown in the present study, the teachers were capable of articulating 

their understandings of MI theory and how to integrate it with practice. 

Consequently, teacher education programmes and teacher educators should 

recognise and acknowledge teacher agency, which can be utilised to undertake 

more effective programmes.  

This study demonstrates the role of teacher educators in teaching a new 

idea. It implies that because the teacher educator’s role as a knowledge transmitter 

is required to change (Zhu, 2008), teacher educators will need to make changes 

accordingly. This means that teacher educators need access to appropriate 

professional learning to support change. Research on the professional 

development of teacher educators has increased due to a growing recognition of 

their significance in teacher education programmes. As van der Klink, Kools, 

Avissar, White, and Sakata (2017) have noted, “teacher educators can only 

continue to act as professionals if they are engaged in further professional 

development throughout their entire career” (p. 163). Developing professional 

competence of teacher educators has drawn the Chinese government’s attention, 

as evident in the policy document, Action Plan for Revitalising Teacher Education 

issued by the Ministry of Education and four other government organisations in 

2018. The policy proposes ten measures to improve teacher quality and 

development, and one of the measures is to optimise the development of teacher 

educators. Consequently, this study contributes to the recognition that teacher 

education providers should also address programmes for the development of 

teacher educators. 

Another contribution for teacher educators draws on the findings of the 

IMPG model, which demonstrates that MI theory can be approached through 

different entry points. The entry points refer to the four domains of the model. For 

example, the study found that teachers recognised children’s individual 

differences and considered these in their teaching, so the domain of practice can 

be an entry point for teachers to approach MI theory. According to Clarke and 

Hollingsworth (2002), recognising the complexity of professional growth enables 

the designers of in-service professional development programmes to expect and 
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encourage all paths to professional growth. Instead of only depending on 

information from external sources, there are alternatives ways for teachers to 

approach new ideas, such as encouraging teachers to identify the use of new ideas 

in their practices. Consequently, the adoption of different paths to introduce an 

educational theory may reach more teachers, similar to the use of MI theory with 

children. 

Contributions to education policy. The findings of this investigation 

have two significant contributions to future policy in China. Firstly, given that the 

literature recognises the learning centres approach as a strategy for providing 

education that caters for individual differences, which is also identified by the 

finding of the present study. Consequently, this study argues that the use of 

learning centres should be further promoted in kindergartens. The promotion of 

learning centres has been confirmed by the recently issued Notice (Ministry of 

Education, 2018) in China. This policy addresses the use of the learning centres 

approach to create space for children’s play activities. The policy, however, does 

not recognise that this approach may also be helpful for achieving educational 

equity in terms of fostering individual development. In addition, unlike physical 

activities in the outdoors, which are compulsory and should not be less than one 

hour (Regulations, 2016), learning centres are not a mandatory activity for 

everyday life in kindergartens. Consequently, the significance of learning centres 

should be addressed by policy decisions as a teaching approach to achieve 

individual achievement. 

Secondly, the transition from kindergartens to primary schools should be 

addressed in the policy to support other policies about the changes in kindergarten 

education. As Liu, et al. (2005) has pointed out, the reform should create 

conditions to facilitate teachers to implement the ideas that it advocates. This 

study found the disconnection between education in kindergartens and primary 

schools, which led to a dilemma in implementing child-centred pedagogy, 

including MI theory. On one hand, academic learning is not allowed in 

kindergarten education; on the other hand, academic pressure is imposed on 

children after they are enrolled in primary schools. The 2018 Notice states that 

education in primary schools should start with classes for beginners, but it does 

not explain what curriculum and pedagogy should be conducted in this class. 
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Given the transition issue highlighted in this study, the government should 

enhance the connection between curriculum and pedagogy in kindergartens and 

primary schools to support child-centred pedagogy.  

Limitations of the Study 

Limitations identify potential weaknesses inherent in a study. This is 

because, no matter how carefully research is planned, there will always be some 

limitations, which need to be acknowledged (Bloomberg & Volpe, 2012). 

However, limitations may also open up the space for future research. Despite 

potential limitations of the study, it is still hoped that this study provides an in-

depth investigation into teachers’ understandings and implementation of MI 

theory in contemporary China. Two limitations of this study were identified and 

elaborated as follows. 

Firstly, this study has methodological limitations. The initial plan was to 

select a private kindergarten that was MI-inspired, but I had difficulties in 

accessing such a kindergarten. The private kindergarten selected for this study 

adopted a MI-based textbook, but the findings showed that the textbook had 

minimal influence. Also, the public kindergarten that selected for this study did 

not use MI theory. As such, it was not achievable to learn about the 

understandings, implementation and changes of kindergarten teachers who have 

already applied MI theory to examine the influence of the theory. A related 

limitation was that MI approach in one research site but not the other given my 

position as an advocate of MI theory. Despite my intention to be objective, I 

acknowledge that my ideology might still influence the ideas of the teachers, 

particularly those in the public kindergarten. In addition, the findings showed that 

MI theory could be applied in everyday life as well as through teaching activities. 

However, the observations of this study mainly focused on teachers’ practices, 

which placed limits on the observational data collected.  

The other limitation of this study is that it focused on two urban research 

sites. Teachers in kindergartens in rural areas could have different understandings 

and implementation of MI theory. In particular, to ensure equal opportunities for 

children to receive education, the government is paying more attention to 

kindergarten education in rural and remote areas (Hong & Chen, 2016; Zhu & 
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Zhang, 2018). Regarding teacher education for these areas, Zhu and Zhang (2018) 

have stated that the main concern should be helping most teachers “successfully 

complete basic teaching tasks and achieve basic competencies” (p. 1187) by 

providing curriculum resources, even in highly structured curriculum. Their 

statement is based on the situation of low teacher quality and lack of professional 

development in these areas (Zhu & Zhang, 2018). However, as I mentioned, my 

rationale for the selection of MI theory in the study was because it might 

contribute to educational equity for children from different regions or areas. In 

this case, teacher professional development programmes involving the 

introduction of western educational theories should also be open to kindergarten 

teachers in rural and remote regions. 

Future Research 

This study has reported on Chinese kindergarten teachers’ understandings 

and implementation of MI theory. As mentioned above, the study was not able to 

be undertaken in an MI-inspired kindergarten, which could be a direction for 

future research if a researcher can get access to such a kindergarten. It is 

anticipated that more MI-related data would be collected from the kindergarten, 

which could be helpful for providing deeper insights into its potential 

implementation in the Chinese context. In addition to undertaking the study in an 

MI-inspired kindergarten, further work could be done in kindergartens in other 

areas of China. The country consists of more than 20 diverse provinces, but this 

study has only demonstrated shared understandings between the teachers from two 

different kindergartens in China. This opens up the possibility that the study could 

be transferred to other contexts.  

Additionally, cultural influence is inevitable, and the local context cannot 

be ignored, which highlights the issue of localising western educational theories. 

In particular, preserving and developing Chinese traditional culture in education 

has been emphasised by the Chinese government (Zhu & Zhang, 2018). In this 

case, it will be interesting to conduct research into how kindergarten teachers 

perceive and meld Chinese values with MI theory and other western pedagogies. 

Future research could also be conducted, using the IMPG model, identifying 

patterns of change sequences with an intervention study to gain more general 
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insights into the various ways that Chinese kindergarten teachers learn and 

implement imported educational theory. For example, using an MI-based 

programme as an intervention, a further study employing the IMPG model could 

investigate the learning/melding process of teachers who implement the 

programme. 

Final Reflection 

As previously mentioned in the introduction chapter, this study on MI 

theory partly draws on personal experience and interest. When I reflect on this I 

realised that my initial understanding of the theory might be similar to the 

teachers. That is, this theory provides a systematic way to assess children by 

categorising them into different intelligence groups and then thinking about 

individualised teaching. However, reading the literature, especially the original 

works of Gardner, enabled me to develop further understanding of the theory, and 

the understanding keeps developing through re-reading Gardner’s works. In this 

process, I realised that understanding a new idea is an evolving process, not a one-

shot thing, which once again addresses the issue that teachers should be provided 

ongoing support to ensure explicit understanding of new knowledge.  
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Appendices 

           (All the documents that I sent out were in Chinese) 

Appendix A: Recruitment Flyer 

[Printed on The University of Auckland departmental letterhead] 

[Logo, name and address of Faculty/School] 

Project title: Kindergarten teachers’ understandings and implementation of the 

theory of multiple intelligences in China 

The purpose of this research is to investigate kindergarten teachers’ 

understandings of MI theory and practice, whether or not your kindergarten has 

applied it to teaching. It will be conducted by me as a nominated researcher. This is a 

research about teachers who will be provided a chance to reflect on their teaching. 

Your participation is appreciated. Participation in this study involves: 

 Permission to access to the kindergarten and teachers 

 Permission to collect data by interview, observation and documentation 

 A small gift for participation 

 

To take part in this research study or for more information,  

please contact Dandan Zhou at: 

Phone: 155 185 31739 

Email: dandan.zhou@auckland.ac.nz 

Approved by the University of Auckland Human Participants Ethics 

Committee on 29th October 2015 for three years. Reference number 015530 
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Appendix B: Participant Information Sheet for Directors 

                                                                  

                         [Printed on The University of Auckland departmental letterhead] 

[Logo, name and address of Faculty/School] 

Project title: Kindergarten teachers’ understandings and implementation of 

the theory of multiple intelligences 

 

Name of researcher: Dandan Zhou 

Name of Supervisors: Associate Professor Helen Hedges and Dr Adrienne Sansom 

 

Researcher Introduction 

My name is Dandan Zhou. I am a doctoral candidate from the Faculty of 

Education and Social Work at the University of Auckland, New Zealand. My 

research focuses on the field of early childhood education, and I am conducting this 

research as part of my doctoral studies. 

Project Description and Invitation 

I am undertaking this research because I am interested in how Chinese 

kindergarten teachers understand and apply a specific theory from other countries, 

whether or not they know the particular theory and realize this. The goal of the 

research is to explore a MI approach to curriculum and pedagogy in Chinese 

kindergartens. This project will continue for up to seven weeks in your setting. I 

expect that results from this project will show how Chinese kindergarten teachers 

understand MI theory, whether or not they teach in specifically MI settings.  

MI theory is an approach to education that involves looking at children’s 

development from eight perspectives, namely, the eight intelligences which the 

theory covers. These intelligences are musical, bodily-kinaesthetic, linguistic, 

logical-mathematical, spatial, interpersonal, intrapersonal, and naturalist. 

Although MI theory may not be applied in your kindergarten, your kindergarten is 

invited to participate in this research because ideas of the theory are likely to be 

revealed from teachers’ practices, given common early childhood teaching 

practices and policy directions which reflect the ideas of MI theory. Your 
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participation is voluntary and you may decline this invitation to participate. If you 

choose to participate, you will receive a small present featuring something of New 

Zealand. 

Project Procedures 

This seven-week study will consist of a preliminary interview, a video-

based observation, and a post-observation interview. A minimum of three teachers 

in your kindergarten will participate. They will be interviewed twice and observed 

once a week over a three-week period. In the first two weeks, I will attend the 

setting to build rapport and familiarize myself with the context. I will then carry 

out the preliminary interview with teachers in the third week. The following three 

weeks I will focus on video-based observation and documentation to collect data. 

Finally, teachers will be interviewed again using small excerpts of video footage I 

have selected in the seventh week.  The interview will be audio-recorded, 

transcribed and translated by me, and returned to teachers through email to check 

for accuracy of transcription. I will use a camcorder to record teachers’ teaching 

for use of selected excerpts in the second interview. The video will involve 

children, subject to parental consent. 

I wish to be provided an opportunity to investigate the possible 

understandings and applications of MI theory in your kindergarten. If you choose 

to participate, I would like, with your permission, to approach the kindergarten, 

potential teachers and children. After that, I would like you to assist me to arrange 

a meeting time with teachers, and collect consent forms (CF) from teachers within 

a week after they are distributed. I wish to get your permission to make copies or 

photographs of documents relevant to the study. These will include website 

information or documents involving introduction of your setting; teachers’ 

planning related to observed programs or other documentation; teaching materials 

for teachers to refer; and any available assessment information on children, 

subject to parental consent. Additionally, because this is a voluntary participation 

for teachers, I seek your assurance that teachers will not be affected whether they 

decide to participate or not. The expected time commitment from you for this will 

be no more than two hours.  

Data Storage/Retention/Destruction/Future Use 
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Any video and audio data will be transferred from non-secure recording 

devices to a password protected device immediately after it is recorded. 

Meanwhile, I will back up those electronic data on a password protected external 

hard disk. 

On my return, the paper data will be stored securely for six years in a 

secure cabinet in the University of Auckland. Electronic data will be stored on a 

password protected computer at the University of Auckland with server backup. 

Six years later, the paper data will be shredded, and the electronic data will be 

deleted from the computer. The collected data will be used for my PhD thesis. In 

the future, the data, except for children’s work and the video footage involving 

them, may be used to support publications, conference presentations, and 

teaching. 

Right to Withdraw from Participation 

You have the right to withdraw the kindergarten from the research at any 

time up to two weeks later after the completion of data collection and member 

checking. If you decide to withdraw your kindergarten, all collected data then will 

be destroyed. 

Confidentiality 

The research is confidential. Any participant will have a pseudonym. I will 

do my best efforts to conceal the identity of the kindergarten and participants in 

any situation. All data (audio, video, field notes) only can be accessed by me and 

my supervisors. 

If you wish, a summary of research findings will be made available to you 

through email. 

Thank you for taking time to read through the information. If you are 

satisfied with them, and give permission to approach the kindergarten and 

potential participants, please complete the Consent Form and tell me when and 

where to collect it. I will appreciate very much for your support. 

Yours sincerely, 

Dandan Zhou 
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Contact Details and Approval  

If you have any queries, please do not hesitate to contact me. My contact 

details are listed below, as well as the contact information of my supervisors and 

Head of School.  

 
 

For any queries regarding ethical concerns you may contact: 

 

Chair of the University of Auckland Human Participants 

Ethics Committee 

 

University of Auckland, Research Office 

Private Bag 92019 

Auckland 1142 

(64) 9 373 7599 ext. 83711  
ro-ethics@auckland.ac.nz 
 

Approved by the University of Auckland Human Participants Ethics Committee on 

29th October 2015 for three years. Reference number 015530 
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Appendix C: Consent Form for Directors 

 

  [Printed on The University of Auckland departmental letterhead] 

[Logo, name and address of Faculty/School] 

Project title: Kindergarten teachers’ understandings and implementation of 

the theory of multiple intelligences in China 

 

Name of researcher: Dandan Zhou 

Contact email address for researcher: dandan.zhou@auckland.ac.nz 

I have read the Participant Information Sheet, have understood the nature 

of the research and why my kindergarten has been selected. I have had the 

opportunity to ask questions and have them answered to the satisfaction. 

• I agree to take part in this research. 

• I understand that participation is voluntary. 

• I give the permission for the researcher to access to the kindergarten, potential 

teachers and children. 

• I agree to assist the researcher to arrange a meeting with potential teachers, 

and collect CFs from them within a week after CFs are distributed. 

• I give an assurance that no teachers will suffer any negative consequences in 

their employment because of their decisions to participate or not. 

•  I understand that the time I need to commit to this research will be no more 

than two hours. I give the permission for the researcher to make copies or 

photographs of documents relevant to the study. These will include website 

information or documents involving introduction of your setting; teachers’ 

planning related to observed programs or other documentation; teaching 

materials for teachers to refer; and any available assessment information on 

children, subject to parental consent. 

• I understand that every effort will be made to keep research participants’ 

identities confidential. 

• I understand that data gathered can only be accessed by the researcher and her 

supervisors. 

mailto:dandan.zhou@auckland.ac.nz
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• I understand that the data will be used for the research. In the future, the data, 

except for children’s work and the video footage involving them, will be used 

to support publications, conference presentations, and teaching.   

• I understand that the data will be kept securely for six years, after which they 

will be destroyed. The paper data will be stored in a secure cabinet in the 

University of Auckland. Electronic data will be stored on a password protected 

computer at the University of Auckland with server backup. 

• I understand that the right to withdraw the participation at any time up to two 

weeks after the completion of data collection and member checking. 

• I understand that if the participation is withdrawn, the data will be destroyed. 

 

Name ___________________________ 

Signature ___________________________ Date _________________ 

 

If you would like to receive a summary of research findings, please 

provide an email address below: 

Approved by the University of Auckland Human Participants Ethics Committee on 

29th October 2015 for three years. Reference number 015530 
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Appendix D: Participant Information Sheet for Teachers 

 

   (I combined the information sheets for teachers from the public and private 

kindergarten. The information sheet that I sent out was in Chinese) 

  [Printed on The University of Auckland departmental letterhead] 

[Logo, name and address of Faculty/School] 

Project title: Kindergarten teachers’ understandings and implementation of 

the theory of multiple intelligences in China 

Name of researcher: Dandan Zhou 

Name of Supervisors: Associate Professor Helen Hedges and Dr Adrienne Sansom 

 

Researcher Introduction 

My name is Dandan Zhou. I am a doctoral candidate from the Faculty of 

Education and Social Work at the University of Auckland, New Zealand. My 

research focuses on the field of early childhood education, and I am conducting 

this research as part of my doctoral studies. 

Project Description and Invitation 

I am undertaking this research because I am interested in how Chinese 

kindergarten teachers understand and apply a specific theory from other countries, 

whether or not they know the particular theory and realize this. The goal of the 

research is to explore a MI approach to curriculum and pedagogy in Chinese 

kindergartens. This project will continue for up to seven weeks in your setting. I 

expect that results from this project will show how Chinese kindergarten teachers 

understand MI theory, whether or not they teach in specifically MI settings.  

For teachers in the public kindergarten  

MI theory is an approach to education that involves looking at children’s 

development from eight perspectives, namely, the eight intelligences which the 

theory covers. These intelligences are musical, bodily-kinaesthetic, linguistic, 

logical-mathematical, spatial, interpersonal, intrapersonal, and naturalist. 

Although MI theory may not be applied in your kindergarten, and you may not 
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know anything about it, you are invited to participate in the research because your 

teaching practices may reveal ideas of MI theory. I have been given permission by 

your director to undertake the research in your kindergarten. Your participation is 

voluntary, and your director has assured me that there will not be any negative 

consequences for your work whether you decide to participate in it or not. If you 

choose to participate, you will receive a small present featuring something of New 

Zealand. 

For teachers in the private kindergarten 

MI theory is an approach to education that involves looking at children’s 

development from eight perspectives, namely, the eight intelligences which the 

theory covers. These intelligences are musical, bodily-kinaesthetic, linguistic, 

logical-mathematical, spatial, interpersonal, intrapersonal, and naturalist. As you 

may know, the application of foreign educational ideas is quite common in the 

field of early childhood education in China. You are invited to participate in this 

research because you are the practitioner who puts these ideas into practice, 

particularly MI theory. As a teacher who has applied the MI approach, you are 

provided opportunities to reflect on your teaching, and thus your understandings 

of MI theory and practice.  I have been given permission by your director to 

undertake the research in your kindergarten. Your participation is voluntary, and 

your director has assured me that there will not be any negative consequences for 

your work whether you decide to participate in it or not. If you choose to 

participate, you will receive a small present featuring something of New Zealand. 

Project Procedures 

This seven-week study will consist of a preliminary interview, a video-

based observation, and a post-observation interview. You will be interviewed 

twice and observed once a week over a three-week period. I will use a camcorder 

to record your teaching practices from the inside and outside classroom program, 

which may take about two hours each time. Each interview takes 40 minutes to 

one hour which will be outside of your normal teaching time. The interview will 

be arranged to suit your schedules and availability on the condition that it is 

conducted no more than three days after the video-recorded observation 

completes. Altogether, the expected time commitment from you for this will be 

approximately eight hours.  
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In the first two weeks, I will attend the setting to build rapport and 

familiarize myself with the context. I will then carry out the preliminary interview 

with you in the third week. The following three weeks I will focus on video-based 

observation and documentation to collect data. Finally, you will be interviewed 

again using small excerpts of video footage I have selected in the seventh week. 

The interview will be audio-recorded, transcribed and translated by me, and 

returned to you through email to check for accuracy of transcription. It is expected 

to be returned in a week. During the field work, a voice recorder and camcorder 

will be put in an unobtrusive position in order to create a comfortable environment 

for you. You may request that the camcorder or audio recorder be switched off at 

any time during observations and interviews.  

If you choose to participate, I would like, with your permission, to 

undertake interviews with a digital recorder, observations with a camcorder, and 

collect relevant documents, which include your teaching planning related to 

observed programs or other documentation; teaching materials for you to refer and 

any available assessment information for children, subject to parental consent. I 

also would like, with your permission and assistance, to send participant 

information sheets (PIS) and consent forms (CF) to parents. Additionally, because 

this study involves consent sought from parents for their children to be included in 

the video footage, I seek your assurance that children will not be affected whether 

their parents, on behalf of them, decide to participate or not.  

Interview questions or videos may stir up some personal tensions about 

your teaching. However, interviews as well as videos are used to understand and 

provoke your reflective thinking rather than to make a normative evaluation. I will 

make no judgements about your teaching practices. 

Data Storage/Retention/Destruction/Future Use 

Any video and audio data will be transferred from non-secure recording 

devices to a password protected device immediately after it is recorded. 

Meanwhile, I will back up those electronic data on a password protected external 

hard disk. 

On my return, the paper data will be stored securely for six years in a 

secure cabinet in the University of Auckland. Electronic data will be stored on a 
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password protected computer at the University of Auckland with server backup. 

Six years later, the paper data will be shredded, and the electronic data will be 

deleted from the computer. For the future, the collected data will be used for my 

PhD thesis. In the future, the data, except for children’s work and the video 

footage involving them, may be used to support publications, conference 

presentations, and teaching. 

Right to Withdraw from Participation 

You have the right to withdraw your participation from the research at any 

time up to two weeks after the completion of data collection and member 

checking. If you decide to withdraw, all collected data then will be destroyed. 

Confidentiality 

The research is confidential. Any participant will be named after a 

pseudonym. I will do my best efforts to conceal the identity of the kindergarten 

and participants in any situation. All data (audio, video, field notes) gathered will 

not be available to your employer, and only can be accessed by me and my 

supervisors. 

If you wish, a summary of research findings will be made available to you 

through email. 

Thank you for taking time to read through the information. If you are 

satisfied with them, and give permissions to be a part of the research, please 

complete the Consent Form and send it to the director. I will appreciate very much 

your support. 

Yours sincerely, 

Dandan Zhou 

 

Contact Details and Approval  

If you have any queries, please do not hesitate to contact me. My contact 

details are listed below, as well as the contact information of my supervisors and 

Head of School. 
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For any queries regarding ethical concerns you may contact: 
 
Chair of the University of Auckland Human Participants 

Ethics Committee 

 

University of Auckland, Research Office 

Private Bag 92019 

Auckland 1142 

(64) 9 373 7599 ext. 83711  
ro-ethics@auckland.ac.nz 
 

Approved by the University of Auckland Human Participants Ethics Committee on 

29th October 2015 for three years. Reference number 015530 
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Appendix E: Consent Form for Teachers 

 

  [Printed on The University of Auckland departmental letterhead] 

[Logo, name and address of Faculty/School] 

Project title: Kindergarten teachers’ understandings and implementation of 

the theory of multiple intelligences in China  

 

Name of researcher: Dandan Zhou 

Contact email address for researcher: dandan.zhou@auckland.ac.nz 

I have read the Participant Information Sheet, have understood the nature 

of the research and why I have been selected. I have had the opportunity to ask 

questions and have them answered to my satisfaction. 

• I agree to take part in this research. 

• I understand that participation is voluntary. 

• I understand that my employment will not be impacted negatively whether 

I decide to participate or not. 

• I allow the researcher to interview me with a voice recorder and observe 

my teaching with a camcorder. 

• I understand that I have the right to request to switch the camcorder or voice 

recorder off during observations and interviews. 

• I agree to assist the researcher to send PISs and CFs to parents. 

• I give an assurance that no children will be impacted negatively whether or 

not their parents, on behalf of them, choose to be included in the video 

footage of the research. 

• I understand that the time I need to commit to this research will be 

approximately eight hours.  

• I give the permission for the researcher to make copies or photographs of 

documents relevant to the study. These include my teaching planning 

related to observed programs or other documentation; teaching materials to 

refer and any available assessment information for children, subject to 

parental consent. 

mailto:dandan.zhou@auckland.ac.nz
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• I understand that the research may cause tension or embarrassment, but I 

also understand that it is used to provoke my reflection thinking rather than 

to make a normative evaluation. 

• I understand that data gathered will be used for the research. In the future, 

the data, except for children’s work and the video footage involving them, 

will be used to support publications, conference presentations, and teaching. 

• I agree to assist the researcher to edit the transcript and send it back in a 

week through email. 

• I understand that every effort will be made to keep research participants’ 

identities confidential. 

• I understand that data will be kept securely for six years, after which they 

will be destroyed. The paper data will be stored in a secure cabinet in the 

University of Auckland. Electronic data will be stored on a password 

protected computer at the University of Auckland with server backup. 

• I understand that the right to withdraw the participation at any time up to 

two weeks after the completion of data collection and member checking. 

• I understand that if the participation is withdrawn, the data will be 

destroyed. 

 

Name ___________________________ 

Signature ___________________________ Date _________________ 

 

If you would like to receive a summary of research findings, please 

provide an email address below: 

    

Approved by the University of Auckland Human Participants Ethics Committee on 

29th October 2015 for three years. Reference number 015530 
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Appendix F: Daily Routines in the Private Kindergarten 

 

When  What  

6:50—8:00  Get up/morning exercises 

8:00—8:30 Breakfast time 

8:30—9:30 Learning centres 

9:30—10:00  Indoor activity 

10:00—11:00 Outdoor activity 

11:00—11:30 Preparation for lunch 

11:30—14:30 Lunch/nap time  

14:30—15:00 Get up/afternoon tea  

15:00—16:00 Outdoor activity 

16:00—17:00 English activity 

17:00—17:30 Preparation for dinner 

17:30—19:00 Dinner time/outdoor activity 

19:00—20:00 Shower time/snack/learning centres 

20:00—20:30 Toilet time 

20:30—6:50 Sleep time 
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Appendix G: Indicative Interview Questions 

 

Project title: Kindergarten teachers’ understandings and implementation of 

the theory of multiple intelligences in China 

 

Researcher: Dandan Zhou   

 

Sample questions for preliminary interview: 

1. How long have you worked as a kindergarten teacher? And how long have 

you been working in this kindergarten? 

2. What do you remember about your formal teacher education in terms of 

educational approaches for children?  

3. Did you hear about MI theory before you started to work in this kindergarten? 

If so, in which case did you hear about that? 

4. What was your response when you first heard about it? 

5. Can you tell me what you know, if anything, about MI theory in terms of 

views of children, curriculum, teaching and assessment? How did you get 

the information? 

6. Do you think the Chinese government is promoting ideas of MI theory? Why 

or why not? 

7. Do you think it is a new style of teaching approach, compared with other 

approaches? Why or why not? 

8. What do you think the purpose of the MI approach is? Is that related to your 

educational attitudes or beliefs? 

9. How successful do you think you were when you first tried to put this into 

practice? Why? 

10. How successful do you think you are now? 

11. What aspects of current practice would you say can reveal MI ideas to a 

large extent? 

12. What factors do you think can facilitate or hinder understandings and 

application of MI theory during the process? 

 

 



210 
 

Sample questions for post-observation interview: 

1. What was your reason by giving those instructions? 

2. What personal knowledge or beliefs did you draw on during that teaching? 

3. Do you think ideas of MI theory might be applied to analyse your 

instructions? 

4. What outcomes did you want to achieve during that teaching? 

5. How successfully do you think you achieved the outcomes? 

6. Please tell me why you selected to interact with this child/ren? 

7. In what ways do you think ideas of MI theory might be applied to your 

interaction with the child? 

8. What outcomes did you think were achieved by the interaction? 

9. How successfully again do you think you achieved the outcomes? 
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Appendix H: A Brief Introduction to the Theory Multiple Intelligences  

 

The theory of multiple intelligences was developed in 1983 by Howard 

Gardner, an American psychologist. This theory defines intelligence from a 

multifaceted perspective, whereas before the development of MI theory, 

intelligence was restricted as a single entity which was assessed through 

intelligence tests such as IQ score. In the beginning, Gardner proposed seven 

intelligences: linguistic, logical-mathematical, musical, spatial, bodily-

kinaesthetic, interpersonal and intrapersonal. Naturalist intelligence was added to 

MI theory later. Gardner considered individuals as a collection of several 

intelligences, and each individual represents a distinct combination of 

intelligences. 
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Appendix I: Participant Information Sheet for Parents 

 

 [Printed on The University of Auckland departmental letterhead] 

[Logo, name and address of Faculty/School] 

Project title: Kindergarten teachers’ understandings and implementation of 

the theory of multiple intelligences in China 

Name of researcher: Dandan Zhou 

Name of Supervisors: Associate Professor Helen Hedges and Dr Adrienne Sansom 

 

Researcher Introduction 

My name is Dandan Zhou. I am a doctoral candidate from the Faculty of 

Education and Social Work at the University of Auckland, New Zealand. My 

research focuses on the field of early childhood education, and I am conducting 

this research as part of my doctoral studies.  

Project Description and Invitation 

I am undertaking this research because I am interested in how Chinese 

kindergarten teachers understand and apply a specific theory from other countries, 

whether or not they know the particular theory and realize this. The goal of the 

research is to explore a MI approach to curriculum and pedagogy in Chinese 

kindergartens. MI theory is an approach to education that involves looking at 

children’s development from eight perspectives, namely, the eight intelligences 

which the theory covers. These intelligences are musical, bodily-kinaesthetic, 

linguistic, logical-mathematical, spatial, interpersonal, intrapersonal, and 

naturalist. This project will continue for up to seven weeks in the setting. I expect 

that results from this project will show how Chinese kindergarten teachers 

understand MI theory, whether or not they teach in specifically MI settings. 

I have chosen to come to this kindergarten because I am very interested in 

the types of teaching that take place here. The director has given me permission to 

be here, and the teachers have agreed to allow me to observe their practice. I will 

be in the classroom for two hours a week over a three-week period. Although 

teachers will be the focus in the video-based observation, your child may be 
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involved in teachers’ interactions. Your permission for your child to participate in 

the video footage is voluntary, and the teacher has assured me that any negative 

impact will not be caused to your child whether you decide that the child can 

participate or not. In addition, even you consent to your child participating in the 

video footage of the research project, the final decision is the child’s based on his 

or her response to my use of the camera. I would appreciate it if you would 

discuss this permission with your child. 

If you do not agree to this, I will not record the teacher when your child is 

with him or her. Your child will never be asked to leave a teacher or an activity so 

that I can start filming. In addition, once any filming has started, I will 

immediately stop if your child approaches the focus teacher, or joins in the 

activity I am observing. If your child indicates discomfort with me, I will move 

away. Finally, if I find that I have included your child by mistake in any video 

footage, I will pixelate his or her face even though I will not share the video 

publicly. 

Project Procedures  

This seven-week study will consist of a preliminary interview, a video-

based observation, and a post-observation interview. Participating teachers will be 

interviewed twice and observed once a week over a three-week period. In this case 

your child might also be observed once each week which will last two hours. The 

expected time commitment from your child for this will be no more than six 

hours. In the first two weeks, I will attend the setting to build rapport and 

familiarize myself with the context. I will then carry out the preliminary interview 

with teachers in the third week. The following three weeks I will focus on video-

based observation and documentation to collect data. Finally, teachers will be 

interviewed again using small excerpts of video footage I have selected in the 

seventh week.  

If you agree to your child to participate, I would like, with your 

permission, to include your child in the video. I will film teachers’ interactions 

with children. This video footage will be used in individual interviews with 

teachers, as a way of stimulating their reflection. I also would like, with your 

permission, to make copies or photographs of your child’s work to gain a deeper 
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understanding of the teacher’s approach to assessment. I want to clarify that my 

interest in children’s work is to gain more information about teachers’ teaching. I 

am not in any way assessing your child. Copies or photographs of children’s work 

and the video footage involving them will only be used for my thesis, and will not 

be shown in public. 

Data Storage/Retention/Destruction/Future Use 

Any video and audio data will be transferred from non-secure recording 

devices to a password protected device immediately after it is recorded. 

Meanwhile, I will back up those electronic data on a password protected external 

hard disk. 

On my return, the paper data will be stored securely for six years in a 

secure cabinet in the University of Auckland.  Electronic data will be stored on a 

password protected computer at the University of Auckland with server backup. 

Six years later, the paper data will be shredded, and the electronic data will be 

deleted from the computer. The collected data will be used for my PhD thesis. In 

the future, the data, except for children’s work and the video footage involving 

them, may be used to support publications, conference presentations, and 

teaching. 

Right to Withdraw from Participation 

You have the right to withdraw your child from the research at any time up 

to two weeks after the completion of data collection. If you decide to withdraw, all 

collected video data involving your child will then be pixelated to ensure your 

child is not visible. 

Confidentiality 

The research is confidential. Any participant will have a pseudonym. In 

order to protect your privacy I will never identify your child by name. Instead you, 

or your child may choose a pseudonym that in no way reflects the real name, or if 

you prefer, I will assign one to them. All data (audio, video, field notes) only can 

be accessed by me and my supervisors. 

If you wish, a summary of research findings will be made available to you 

through email. 
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Thank you for taking time to read through the information. If you are 

satisfied with them, and give permission to approach your child, please complete 

the Consent Form and send it back to the teacher. I will appreciate very much for 

your support. 

Yours sincerely, 

Dandan Zhou 

 

Contact Details and Approval  

If you have any queries, please do not hesitate to contact me. My contact 

details are listed below, as well as the contact information of my supervisors and 

Head of School. 

 
 
 

For any queries regarding ethical concerns you may contact: 

 

Chair of the University of Auckland Human Participants 

Ethics Committee 

 

University of Auckland, Research Office 
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Private Bag 92019 

Auckland 1142 

(64) 9 373 7599 ext. 83711  
ro-ethics@auckland.ac.nz 
 

Approved by the University of Auckland Human Participants Ethics Committee on 

29th October 2015 for three years. Reference number 015530 
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Appendix J: Consent Form for Parents 

 

 [Printed on The University of Auckland departmental letterhead] 

[Logo, name and address of Faculty/School] 

Project title: Kindergarten teachers’ understandings and implementation of 

the theory of multiple intelligences in China 

 

Name of researcher: Dandan Zhou 

Contact email address for researcher: dandan.zhou@auckland.ac.nz 

I have read the Participant Information Sheet, have understood the nature 

of the research and why my child has been selected. I have had the opportunity on 

behalf of my child to ask questions and have them answered to my satisfaction. 

• I agree that my child can take part in the video footage of this research. 

• I understand that participation is voluntary. 

• I understand that my child will not be impacted negatively whether I decide 

that my child can participate or not. 

• I understand the focus of the research is teachers, not on children. 

• I allow the researcher to include my child in the video footage of teachers’ 

interactions. 

• I understand that the time my child needs to commit to this research will be 

no more than six hours. 

• I give the permission for the researcher to make copies or photographs of 

my child’s work. 

• I understand that my child’s work will be used to gain a deeper 

understanding of teachers, rather than evaluating my child. 

• I understand that every effort will be made to keep research participants’ 

identities confidential. 

• I understand that data will be kept securely for six years, after which they 

will be destroyed. The paper data will be stored in a secure cabinet in the 

University of Auckland. Electronic data will be stored on a password 

protected computer at the University of Auckland with server backup. 

mailto:dandan.zhou@auckland.ac.nz
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• I understand that data gathered will be used for the research. In the future, 

the data, except for my child’s work and the video footage involving him 

or her, will be used to support publications, conference presentations, and 

teaching. 

• I understand that the right to withdraw my child’s participation at any time 

up to two weeks after the completion of data collection. 

• I understand that if the participation is withdrawn, the video data will be 

pixelated to ensure my child is not visible. 

 

Name ___________________________ 

Signature ___________________________ Date _________________ 

 

If you would like to receive a summary of research findings, please 

provide an email address below: 

Approved by the University of Auckland Human Participants Ethics Committee on 

29th October 2015 for three years. Reference number 015530 
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