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Abstract
There are increasing controversies regarding national identity in policy debate (Molokotos-Liederman, 2007). In many parts of the world, particular attention is being paid to the question of how National Education should be formulated and implemented (Ngai, Leung, & Yuen, 2014). This is especially the case given that national identity is no longer considered a static characteristic of a given polity, but one negotiated between forces internal and external to the nation in question (Rusciano, 2003). While National Education usually aims at cultivating a sense of national identity, we have – over recent years, and in this era of globalization - witnessed great diversity in the conceptualization of National Education (Cheng & Yuen, 2017). These controversies usually lead to frustrations, if not failure in promoting National Education. To find a direction for the development of National Education, it is worth exploring the assumptions and perceptions of stakeholders concerned (e.g. teachers) regarding it. This paper aims to gain a better understanding of Hong Kong teachers’ perception of national education as implemented in Hong Kong Special Administrative Region (hereafter referred to as Hong Kong SAR) and the interrelationship between their perception and the methods they adopt to teach the topic.
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Introduction
There are increasing controversies regarding national identity in policy debate (Molokotos-Liederman, 2007). In many parts of the world, particular attention is being paid to the question of how National Education should be formulated and implemented (Ngai, Leung, & Yuen, 2014). This is especially the case given that national identity is no longer considered a static characteristic of a given polity, but one negotiated between forces internal and external to the nation in question (Rusciano, 2003). While National Education usually aims at cultivating a sense of national identity, we have – over recent years, and in this era of globalization - witnessed great diversity in the conceptualization of National Education (Cheng & Yuen, 2017). These controversies usually lead to frustrations, if not failure in promoting National Education. To find a direction for the development of National Education, it is worth exploring the assumptions and perceptions of stakeholders concerned (e.g. teachers) regarding it. This paper aims to gain a better understanding of Hong Kong teachers’ perception of national education as implemented in Hong Kong Special Administrative Region (hereafter referred to as Hong Kong SAR) and the interrelationship between their perception and the methods they adopt to teach the topic.
  Civic education is important for nurturing future generations in the Hong Kong SAR. They will inevitably live under China’s “One Country, Two Systems” constitutional principle. National Education has increasingly become a priority since the resumption of sovereignty by China in 1997 (Leung & Ng, 2004; Morris & Vickers, 2015). The Chinese authorities have repeatedly stressed the need to strengthen national identity among Hong Kong youngsters. In response to these requirements, in 2012 the Hong Kong government announced a revised “moral and civic education” under the mandatory subject of Moral and National Education (MNE) for grades 1-12 in all government and aided schools. However, this decision provoked anti-MNE protests by thousands of people, particularly students and parents, that lasted for several months. As a result, the government eventually decided to shelve MNE, thus keeping civic education as a non-mandatory school-based subject in Hong Kong (Morris and Vickers, 2015). & Vickers, 2015). Under this non-mandatory civic education, young people in Hong Kong have a strong sense of local identity and a weak sense of national identity, as indicated by a survey conducted by Breakthrough (2015). On a sliding scale with 10 as the highest mark, Hong Kong youngsters in general rate the importance of their sense of local identity as 8, while rating their identification with national identity at just 4.5. A recent opinion survey also found that Hong Kong people self-identify as Hongkongers more than as Chinese (Hong Kong Public Opinion Research Institute, 2019). This survey of 1,010 Hong Kong people in December 2019 found that, on a scale of 0-10 measuring strength of identity, they rated their identity as “Hongkongers” highest (8.51), followed by that as “Asians” (7.82), “global citizens” (7.06), “members of the Chinese race” (6.46), “Chinese Citizen” (6.12), and “citizens of the People’s Republic of China” (5.24). Whether we treat civic education as a school-based subject or as an informal curriculum, teachers play key roles in designing and enacting the civic education curriculum in Hong Kong schools (Lee, 2010). 
  Teachers’ own direct perception of national education, their related teaching practices, and their wide range of values in terms of national education may create an implementation gap between curriculum policy and teaching practices in schools (Eisner, 2001; National Foundation for Educational Research, 2003). Teachers’ perception of youth-related civic education issues in Hong Kong is a matter of urgency, because it affects their teaching (Varelas, 2012; Howes, 1998; Fullan, 1989). Empirical studies in recent years have explored the perceptions of Hong Kong primary school teachers concerning civic, moral and national education (such as Wong, Lee, Kennedy, & Chan, 2015). They reveal that teachers’ perceptions of National Education are diverse. However, there remains a perplexing research gap regarding how secondary school teachers perceive National Education in the wake of the anti-MNE protest in 2012 and the Occupy movement in 2014. The Occupy movement in 2014 was a 79-day road occupation by around a million people who wanted the Chinese National People’s Congress to amend the proposed framework for the nomination and selection of the Chief Executive of the Hong Kong SAR government. 
This study was conducted to amend this research gap by examining the relationship between teachers’ perceptions of National Education, and their teaching of National Education, from June 2018 to August 2019, which coincides with the period of Hong Kong protests over the extradition bill. We collected survey data from 601 teachers in 198 Hong Kong secondary schools who participated in a research project on civics and national education. Exploratory factor analysis (EFA) and structural equation modelling (SEM) were applied to analyse the collected data. The results suggest that secondary school teachers have diverse understandings of National Education, and those diverse understandings will influence the way they teach it. 
Literature Review

Nationalism is principally a modern phenomenon. In modern times, the authorities usually share the same culture as their subjects (Hechter, 2001). The modernity of nationalism has also been explained as a consequence of the post-industrialization increase in new social structures (Gellner, 1983). According to this theory, as industrialization spreads from its regions of origin, it uproots traditional ways of life, throwing many people out of familiar small-scale social structures into anonymous urban settings within the nation. It is however also easy to think of counterexamples. Nationalism also arises in non-industrial settings, such as on the Indian subcontinent, in sub-Saharan Africa, and in the heart of Central Asia (Hechter, 2001). This paper, however, does not aim to attempt to explain the origins and developments of nationalism but its application in education. 
  National Education refers to education that is devised to nurture students’ sense of national identity and their affection for the nation (Leung, 2002). It includes learning and teaching practices for cultivating students’ identification with, sense of belonging to, pride in, and love for, the nation (Hui, Cheung, & Wong, 2004; Chong, 2013). With the aim of understanding the perceptions of Hong Kong teachers regarding National Education, Leung and Print (2002) proposed five typologies of National Education that are applicable to studying Hong Kong secondary school teachers’ views of the subject. They are cosmopolitan nationalism, civic nationalism, cultural nationalism, anti-colonial nationalism, and authoritarian nationalism. As Leung and Print’s (2002)’s study is the most recent pre-existing research in Hong Kong, our study adopts their typologies to explore how Hong Kong teachers perceive National Education in the post anti-MNE and Occupy Movement era. To reflect the latest development of national education in face of the rising tension between indigenous localism and calls for more integration with the Chinese mainland (Kwong, 2016), we have added two more typologies, namely unification nationalism and local (peripheral) nationalism, to Leung and Print’s (2002) typologies. 
The Typologies of National Education

  Cosmopolitan nationalism is described as “universalist, inclusive and the cultural direction of the future in a globalizing world” (Brett & Moran, 2011, p.188). It is characterized by openness to differences in terms of ethnicity and culture (Rundell, 2004; Mazlish 2005), and the development of an authentically inclusive democracy and citizenship (Stevenson, 2003). Cosmopolitan nationalism stresses the reformation of identity in a pluralistic society shaped by globalized flows of people and communication (Archibugi & Held, 1995; Savage, Wright, & Gayo-cal, 2010). This kind of nationalism has arisen in recent years in response to the impacts of globalization, urging care for, and accountability to, human beings affected (Eckersley, 2007). On one hand, it highlights the idea that all people are created equal, appeals for deep concern and love for all mankind, and strives for the betterment of all humankind (Leung & Print, 2003). On the other hand, it promotes care for proximate individuals in a diversified community, irrespective of race, nationality, religion, or class (Brett & Moran, 2011). Cosmopolitan nationalism is therefore an inclusive concept because it prioritizes global identity and concerns with people in the global community. 
  Civic nationalism is a liberal-oriented, rational, and voluntarist model of nationalism (Spencer & Wollman, 2002). It views the nation as a community of equal and rights-bearing citizens who attach to a common territorial homeland and share a set of political practices (Brown, 2000; Kaplan, 2014). This form of nationalism advocates that all individuals who identify with the state’s values and patterns of political interaction are eligible to become citizens, participate in governance, and determine the aims and the policies of the nation with scant regard to their race, colour, creed, language, or ethnicity (Calhoun, 2007). Civic nationalism is perceived as more appropriate for the globalizing world, especially for migrant-receiving societies (Kaufmann & Zimmer, 2004; Fozdar & Low, 2015). It has seen an upswing in Hong Kong, based on the universal ideas of freedom, democracy and clean and transparent institutions (Kwan, 2016).
  Cultural nationalism expresses nationalism predominantly in terms of the field of culture, including history, monuments, mysteries of ancient times, and more (Kohn, 2008; Kymlicka, 2011; Thatcher, 2018) to build up a cultural community (Kymlicka, 1995). It emphasises knowledge of and affection for common ancestors, language, customs, heritage, historic territory, and geographical features of the nation (Margalit, 1997; Leung & Print, 2003). Providing a foundation for the imagination of a culturally distinctive modernity, cultural nationalism legitimizes a “regime of cultural authenticity” for establishing sovereign nationhood and reinforcing national identity (Duara, 2002; Leerssen, 2006). It is inclusive of individuals who learn and assimilate the common culture, customs, and religious beliefs of the nation (Kymlicka, 1999) but exclusive towards those not sharing that culture (Leung & Print, 2003). 
  Authoritarian nationalism believes that love for the country should centre on the love for the ruling party and its ideologies, and that collective state rights should be prioritized over the rights of individuals (Kecmanović, 1996; Leung & Print, 2003). It trumpets the absolute supremacy of the ruling party’s ideologies (Kolakowski, 1990), cultivating uncritical obedience to the state (Kallis, 2007; Green, 2008). Authoritarian nationalism is usually used to characterize communist states (Forlenza, 2017) such as the Soviet Union, and the People’s Republic of China (Halstead, 1994; Qi, Gan, & Zhang, 1985; Zhao, 2000). In China, loving and supporting the nation is regarded as equivalent to loving the Chinese state and the Communist Party. It identifies the Communist Party as the saviour of the nation and embodiment of the people’s will, requiring the public’s uncritical devotion to the state and the Party leadership (Zhao, 2000; Yahuda, 2000).
  Anti-colonial nationalism implies “a legitimate right to the freedom of national self-determination and to govern itself as it sees fit” (Oommen, 2004; Bowden, 2008, p.957). It is usually associated with Asian and African nations that are historically former colonies of Western nations (Leung & Print, 2003). As its name implies, anti-colonial nationalism is dedicated to encouraging resistance to colonists and the defence of indigenous cultural identity (Chatterjee, 1993; Wu, 2004). It aims to reinforce its own domain of sovereignty in a colonial society by struggling with the imperial power (Chatterjee, 1993; Ndlovu-Gatsheni & Willems, 2009). Given that Hong Kong was a British colony for more than 150 years, it is possible that anti-colonial nationalism could have a place in contemporary Hong Kong society (Lin & Lin, 2017). This study will make an assessment on this.
  Unification nationalism pursues the integration of politically divided but culturally homogeneous territories into an overarching political unit (Hechter, 2001; Dingley, 2011). This type of nationalism is driven by the ambition to unite the “people”, who are separate in politics but share a common culture and values into a single nation-state through eliminating the political boundaries between smaller, local, or regional semi-sovereign units (Woodwell, 2005; Conversi, 2008). Unification nationalism is culturally exclusive (Koch, 2006). It strives to create a larger, more powerful, state that supplants a number of smaller political units within a culturally unvaried region (Orridge & Williams, 1982). This in turn implies “the transfer of power from two or more state authorities into a single state authority” (Woodwell, 2005, p.2). In attempting to break down ethnic barriers and differences, unification nationalism emphasises developing one big new identity (Dingley, 2011). Examples of unification nationalism in the history include the unification of Germany and Italy in the mid-nineteenth century (Jiang, 2009). We bring the notion of unification nationalism into the Chinese context. In this study, unification nationalism refers to the efforts to establish an overarching Chinese state by merging four (historically or hitherto) politically partitioned but culturally similar regions and societies: mainland China, Hong Kong, Macau, and Taiwan.
  Peripheral nationalism is a counter-mobilization of a peripheral area against the incorporation strategies of the centralizing state (Hechter, Kuyucu, & Sacks, 2006; Fong, 2017). It emphasizes the autonomy and political rights of the periphery (Gourevitch, 1979), fighting to maintain its distinguishing identity and protect the traditional culture, values, and languages of the region (Seiler, 1989). In recent years, peripheral nationalism has been increasingly visible in Hong Kong (Wu, 2016; Yuen & Chung, 2018). According to Fong (2017), Hong Kong, as an autonomous region of the People’s Republic of China (PRC) since 1997 under the “One Country, Two Systems” principle, is an emerging case of peripheral nationalism, characterised by a clash between the PRC’s incorporation strategies and local people’s reactions. Thus, this study examines peripheral nationalism to represent the recent trend in Hong Kong society to resist integration with the state, and defend the distinct identity, culture, values, language, economic independence, and political rights of the local community (Chan, 2017; Lo & Chan, 2018). 
  According to Leung and Print’s study (2002), cosmopolitan nationalism is the typology adopted by most secondary school teachers (91.3%) in Hong Kong when they think about National Education. Next, in descending order of prevalence, are cultural nationalism (90.4%), civic nationalism (89.8%), and anti-colonial nationalism (69.4%). Authoritarian nationalism is the typology applied by the fewest teachers (6.3%) to conceptualize National Education. This study will apply a revised version of Leung and Print’s (2002) typologies to investigate the perception of Hong Kong secondary school teachers regarding National Education 17 years after Leung and Print’s study (2002), in the post anti-MNE and Occupy Movement period. The findings of this study can thus be compared with those of Leung and Print to indicate how teachers’ perception regarding National Education has changed in these years.
Teaching Methods of National Education
The pedagogies typically adopted for implementing the curriculum of National Education have been identified in literature: they are group discussion (Gastil & Dillard, 1999; DeceSare, 2017), discussion of controversial issues (Hess, 2008; Gindi & Erlich, 2018) and affective approach (Leung, 2003; Zhao & Fairbrother, 2012). They are the commonly used teaching strategies to meet both the cognitive and affective purposes of Civic and National Education (Leung, 2007; 2008). 
  Group discussion refers to the strategy of engaging students in mutual interaction to freely discuss an issue or question of common concern (Bahar, 2003; Fu & Hwang, 2018). Group discussion is one of the class activities strongly recommended for civic education (Cheung & Leung, 1998; DeceSare, 2017). Group discussion provides opportunities for students to communicate with each other, share individual views, assess ideas from different perspectives, and examine their own views for potential bias (Yang & Chung, 2009). This not only fosters their teamwork and communication skills, but also nurtures their capacity for analysis and critical thinking (Hupburn, 2000). During group discussions, teachers encourage students to talk through issues, reach consensus about those issues, consider different ideas and opinions, and compromise and negotiate conflicts (Chawla & Cushing, 2007). 
  
Controversial issues refer to unresolved questions of policy, social, historical, or political topics that cause significant disagreement and emotional reaction in society (Hess, 2002; Kubota, 2014). Discussion of controversial issues is an important element in the civic mission of school education, which aims to cultivate tolerant, reflective, and engaged democratic citizens (Levine et al., 2003; Kim et al., 2018). It can develop students with critical thinking skills, interest in engagement in public life, and understanding and commitment to democratic values, preparing them with the competency and consciousness for full political participation (Hess, 2008; Kawashima-Ginsberg & Junco, 2018). However, teachers often resist incorporating controversial issues into their teaching. They are worried about the possibilities of breaking the law, breaching political norms, and deviating from the prescriptive official curriculum, if they discuss controversial issues in class (Ho, McAvoy, Hess, & Gibbs, 2017).
  The affective approach incorporates participatory and experiential activities that help students learn through involving their emotions to arouse patriotic sentiment, such as flag-raising ceremonies and exchange tours (Leung, 2003; Hung, 2014; Chong, Yuen, & Leung, 2015). Two strategies are commonly utilized for the affective approach, the positive strategy and the negative strategy (Nelson, 1978). The positive strategy stresses the “bright side” of the nation, nourishing students’ positive feelings directly and arousing their identification with, pride in, and love for, the nation. The negative strategy emphasises the “dark side” of the nation’s enemies, which can stir up the negative feelings of students towards the nation’s enemies and indirectly evoke a sense of solidarity among them. The affective approach can result in an emotional, biased, and distorted view of the nation if used improperly. Therefore, after activities involving the affective approach, teachers need to arrange discussions so that students can reflect on what they have learned to prevent them from becoming “blind patriots”. The preference is to educate them into being a ‘critical patriot’ (Fairbrother, 2003).
Leung (2007; 2008) conducted a qualitative case study on the relationship of Hong Kong teachers’ understanding of National Education to the teaching methods they adopt in teaching it. He conducted interviews with ten civic teachers to explore how their typology of Nationalism, related to their perception of National Education, influences their approach to teaching. His findings revealed that teachers who prioritize Civic Nationalism and Cosmopolitan Nationalism in National Education tend to adopt civic participation, public issues based, and critical thinking approaches, in which discussion plays an important role. Teachers who perceive National Education from the perspective of Cultural Nationalism are more likely to apply a mix of discussion and affective approaches. Leung’s (2007; 2008) study provides a theoretical argument to link teachers’ perceptions of National Education and their adopted pedagogies. Moreover, as mentioned previously, teachers serve as key players in the implementation of civic education in Hong Kong (Lee, 2010), and their individual perceptions guide what, why, and how they teach (Chong, 2013). These propositions provide the rationale for this study to investigate teachers’ perception of National Education. This study is therefore a perception study, common in citizenship studies (Lee & Fouts, 2005). It aims to investigate how teachers’ perception influences their teaching of National Education. It also sheds light on the perception of Hong Kong secondary school teachers regarding National Education in the wake of the anti-MNE protest and Occupy movement, and aims to address the following research questions:
RQ1 What are the perceptions of secondary school teachers in Hong Kong on National Education?

RQ2 What are the teaching approaches for National Education adopted by secondary teachers in Hong Kong?

RQ3 How are teacher perceptions of National Education affecting their adopted teaching approach?
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Figure 1 Conceptual framework of this study
Conceptual framework of this study  
The conceptual framework of this study is shown in Figure 1. The model is a ten-factor structural equation model. The independent variables are the typologies of nationalism designed to conceptualize the understanding of teachers on National Education. They include cosmopolitan nationalism, civic nationalism, cultural nationalism, anti-colonial nationalism, authoritarian nationalism, unification nationalism, and peripheral nationalism. The dependent variables are the teaching methods adopted by teachers in National Education, involving group discussion, discussion of controversial issues, and affective approach. This study purposes to examine the influence of secondary school teachers’ perceptions on their teaching in National Education. It assumes an association between the typologies of nationalism and the teaching methods used. The research model of this study proposes there will be predictive effects (Parker & Arnold, 1999) of the typologies on the teaching methods. This study examines the relationships between the typologies of nationalism and the teaching methods of National Education.
Research Methods

A questionnaire survey approach was adopted to examine the relationship between teachers’ perception and their teaching methods in National Education. Surveys are a data collection method that commonly uses questionnaires to determine the relationship between specific events (Basit, 2010). A self-response quantitative questionnaire was mailed to the Moral, Civic, and National Education (MCNE) teachers in all 454 secondary schools in Hong Kong. Assuming there are about four MCNE teachers in each school and that each school will have either some or all of these education areas, a total of 1,816 questionnaires was distributed. We assume the data collection pool of our study to be the whole target population of moral, civic and national education teachers in Hong Kong secondary schools. Questionnaires were sent to all civic and moral and national education teachers in Hong Kong secondary schools. 601 questionnaires were returned from 198 schools. There were 585 valid replies. The response rate of teachers in the target population is 33.09%, and the response rate among all schools is 43.61%. Of the respondents, 302 (51.8%) are male and 281 (48.2%) are female; 394 (67.7%) have more than 10 years of teaching experience; 250 (45.0%) are members of civic or national education committees in their schools; 225 (40.0%) teach the subject of Liberal Studies; 501 (85.9%) are from Aided Schools; 350 (60.7%) work in schools sponsored by religious organizations; and 293 (51.9%) serve in Christianity-based schools.
 There may be several reasons for the rather low response rate of teachers. The first is that National Education has been a sensitive topic in Hong Kong schools since the anti-MNE protest in 2012, and so they may be reluctant to give their replies. The second is that most Hong Kong schools treat MCNE as an informal learning activity and may not have a subject panel on MCNE as it is not mandatory school-based curriculum. And the third reason is that teachers may just be too busy to answer the questionnaire. All these factors decreased the responses to the questionnaire.
The Instrument
The questionnaire involved ten observational scales (Wu & Li, 2006) constructed to measure the independent and dependent variables in the research model, which comprised the seven typologies of nationalism and the three teaching methods of national education as identified from previous literature review. To develop valid items for these scales, the researcher conducted a content analysis of the literature on typologies of nationalism and teaching methods, from which specified themes of the typologies and teaching methods could be extracted (Mukherjee, Sinha, & Chattopadhyay, 2018).
  The questionnaire contained 66 items to measure the independent and dependent variables. The respondents were requested to answer these items to indicate their perceptions of National Education and their use of teaching methods in National Education. 5-point Likert scales ranging from “Never” (1) to “Always” (5) were applied in the items to measure the variables. Likert scales are commonly used in attitudinal researches. The Likert scale assumes that the difference between answering “Never” and “Seldom” is the same as that between answering “Usually” and “Always” (Likert, 1932).
Data Analysis
Exploratory factor analysis (EFA) with reliability tests was conducted for the two sets of variables in the research model through principal axis factor (PAF) analysis to confirm the constructed validity of the instrument. The study is interested in a theoretical solution uncontaminated by idiosyncrasy and error variability. It is designed to use a framework based on underlying constructs that are expected to produce sources on the observed variables. PAF analysis is a method applied to indicate the underlying factors that produce correlation or correlations among a set of indicators with the assumption of an implicit underlying factor model (Greer & Liu, 2016). We used this on items related to the typologies of Nationalism and the teaching methods of National Education. Promax rotation, a method of oblique rotation which assumes mutual correlation of the resulting factors (Innami, 2006), is used to extract the factors. An eigenvalue greater than 1 is applied to determine the appropriate number of factors for the factor solutions. A structural equation model (SEM) was adopted to explore the relationship between the teachers’ perception of National Education and their teaching methods in National Education. Based on Kelloway (2015), the indices assessing the goodness of fit of a model to data include the root mean square error of approximation (RMSEA), the comparative fit index (CFI), the Tucker-Lewis index (TLI), and the standardized root mean square residual (SRMR). When RMSEA<.10, CFI>.90, TLI>.90, and SRMR<.08, the model is considered to have a good and very good fit to the data. MPlus 8, a powerful program designed for performing SEM efficiently, is applied to perform the SEM in this study, (Muthén & Muthén, 2017).

Findings

Table 1 Result of Factor Analysis
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Exploratory factor analysis

The result of the exploratory factor analysis (EFA) with reliability test is presented in Table 1. It clearly suggests a five-factor structure for teachers’ understanding of National Education and a two-factor structure for teachers’ teaching methods of National Education that are empirically feasible and theoretically acceptable. With regard to teachers’ perception of National Education, only the typologies of Cultural Nationalism, Civic and Peripheral Nationalism, Authoritarian Nationalism, Unification Nationalism, and Cosmopolitan Nationalism are extracted to conceptualize the understanding of Hong Kong secondary school teachers. The reliability coefficients of the extracted typologies range from 0.835 to 0.931, judged adequate for this paper. These five typologies encompass Hong Kong teachers’ perception of National Education in the post anti-MNE and Occupy Movement era. It can be noted that the proposed typologies of Civic Nationalism and Peripheral Nationalism combine as Civic and Peripheral Nationalism according to the result of EFA, and the typology of Anti-colonial Nationalism is not identified as an element in the teachers’ understanding of National Education. 

Regarding teaching methods, only group discussion and affective approach are extracted to conceptualize the pedagogies of Hong Kong secondary school teachers on National Education. The reliability coefficients of the two extracted methods are 0.952 and 0.857 respectively, which are judged adequate in this study. These two teaching approaches characterize Hong Kong teachers’ teaching methods in National Education in the post anti-MNE and Occupy Movement period. It is found that the method of discussing controversial issues is not identified as a teaching method of Hong Kong teachers in National Education, as indicated by the result of EFA.
Descriptive statistics
Table 1 shows the results of descriptive statistics (i.e. scale means) for the extracted typologies of nationalism and teaching methods in National Education. For the typologies of nationalism, a higher scale mean represents a more common understanding of teachers on National Education. In term of Table 1, Cultural Nationalism has the highest scale mean (Mean=3.49) within the 5 point-scale, followed by Cosmopolitan Nationalism (Mean=3.29), Civic and Peripheral Nationalism (Mean=3.21), and Unification Nationalism (Mean=2.63). Authoritarian Nationalism has the lowest scale mean (Mean=1.55). These results indicate that Cultural Nationalism is used by a majority of Hong Kong secondary school teachers to understand National Education, whereas Authoritarian Nationalism is adopted by far fewer teachers as a way of perceiving National Education. For the teaching methods of National Education, a higher scale mean represents a more common method of teaching. As stated in Table 1, group discussion (Mean=3.62) has a higher scale mean than affective approach (Mean=3.05). This illustrates that group discussion is preferred as a teaching method of Hong Kong teachers in National Education compared with the affective approach.
[image: image3.png]0.213%%*
-0.196%+%
Cultural

Nationalism

Group discussion

Authoritarian

Nationalism

Affective
approach
Unification

Nationalism

0.309%**

0.186%*

Cosmopolitan

Nationalism




Figure 2 Result of Structural Equation Model (***p<.01, **p<.05)

Table 2 Assessment of model fitness

	χ2
	df
	RMSEA
	CFI
	TLI
	SRMR

	1672.016
	573
	0.057
	0.933
	0.926
	0.050


The structural equation model (SEM) of this study is illustrated in Figure 2. The fit indexes of the model are RMSEA=0.057<.10, CFI=0.933>.90, TFI=0.926>.90, and SRMR=0.050<.08. These suggest the seven-factor model fits the observed data well. Civic and Peripheral Nationalism (β=0.213, p<.01), Cultural Nationalism (β=0.294, p<.01), and Cosmopolitan Nationalism (β=0.309, p<.01) have significant positive effects on the adoption of group discussion in National Education. Cultural Nationalism (β=0.283, p<.01), Unification Nationalism (β=0.335, p<.01), and Cosmopolitan Nationalism (β=0.186, p<.05) have significant positive influences on adoption of the affective approach. These results show that teachers who perceive themselves as using Civic and Peripheral Nationalism, Cultural Nationalism, and Cosmopolitan Nationalism to understand National Education are more likely to apply group discussion in teaching, while those who perceive themselves as emphasising Cultural Nationalism, Unification Nationalism, and Cosmopolitan Nationalism are more likely to adopt the affective approach for teaching.
Furthermore, Civic and Peripheral Nationalism have a significantly negative effect on teachers’ utilization of the affective approach (β=-0.196, p<.01), whereas Unification Nationalism has a significantly negative effect on teachers’ adoption of group discussion (β=-0.160, p<.05). These results indicate that teachers who view National Education from the perspective of Civic and Peripheral Nationalism are less likely to adopt the affective approach in teaching, while those who view it from the perspective of Unification Nationalism are less likely to apply group discussion. Both Cultural Nationalism and Cosmopolitan Nationalism predict the use of group discussion and the affective approach for National Education. This reflects that teachers who perceive themselves as favouring Cultural Nationalism and Cosmopolitan Nationalism are more likely to use both group discussion and affective approach in their teaching. Authoritarian nationalism does not predict the two teaching approaches.
Discussion

In answer to Research Question 1 - What are the perceptions of secondary teachers in Hong Kong on National Education? 
Five typologies - Cultural Nationalism, Civic and Peripheral Nationalism, Authoritarian Nationalism, Unification Nationalism, and Cosmopolitan Nationalism are identified to conceptualize teachers’ perception of National Education in the post anti-MNE education protest and Occupy Movement era. Interestingly, the proposed typologies of Civic Nationalism and Peripheral Nationalism are combined as Civic and Peripheral Nationalism and the typology of Anti-colonial Nationalism is not identified as a significant aspect of teachers’ perception of National Education. This is at variance with Leung and Print’s (2002) study. While civic nationalism is gaining an upper hand in Hong Kong (Kwan, 2016), those teachers identified as most influenced by both Civic Nationalism and Peripheral Nationalism think in a similar way. The majority of Hong Kong secondary school teachers perceive themselves as primarily emphasising Cultural Nationalism, which is consistent with existing research evidence that shows teachers prefer a cultural orientation in teaching national education (Tang, Chong, & Yuen, 2019). Students in Hong Kong schools have been subjected to an emphasis on nurturing Chinese culture. Anti-colonial nationalism has not been empirically constructed. Post-colonial development has also impacted teachers’ typologies of national education. Originally, due to British colonial rule, the education system in Hong Kong developed with reference to a western framework which emphasized broadening the minds of people and encouraging them to think rationally. Just before colonial rule ended in 1997, Hong Kong’s political controversies centred on the transition between nationalism and liberalism (Lee & Sweeting, 2001). But since Hong Kong’s return to China in 1997, education for national identity has been emphasised since the education reforms (Curriculum Development Council, 2001) of the early 2000s. National identity is taught through the cognitive domain of Chinese history (Hui, Cheung, & Wong, 2004). Therefore, it can reasonably be expected that fewer teachers will adopt Anti-colonial Nationalism in teaching national education.
In answer to Research Question 2 - What are the teaching methods for National Education adopted by secondary school teachers in Hong Kong? 
Our results show that only group discussion and the affective approach are identified to conceptualize the pedagogies of Hong Kong secondary school teachers used in National Education. These two methods are common pedagogies observed in Hong Kong classrooms (Morris & Vickers, 2015). Perhaps teachers’ application of group discussion in their classes is influenced by the current citizenship education literature, which suggests they should change their role from an authority to a facilitator (Schwarz, 2002). Their role in teaching is thus not to instruct and to give “correct” conclusions when issues at hand require personal judgment. The method of discussing controversial issues is not identified as a prevalent teaching method of National Education in this study. It may be that the teachers tend to avoid controversial issues when they teach national education. In terms of teaching controversial issues, the IEA civic education study reports that expounding a critical point of view is uncomfortable for most teachers. Only about half of students surveyed in the IEA study seemed to feel welcome in classrooms where they were expected to participate in discussions of controversial issues with other students (Torney-Purta et al., 2001). Also, teaching controversial issues may lead to clashes with students and affect teaching schedules (Abu-Hamdan & Khader, 2014). Oulton, Dillon, &Grace (2004) argue that there are several difficulties in teaching controversial issues, including the length of curriculum, the availability of teaching resources, and the lack of tailored-made training in how to teach different kinds of issues. Our findings regarding Hong Kong teachers, while fitting the IEA data and other related literature, could have problematic implications for contemplating future teaching scenarios given that teaching controversial issues is important for building up a democratic society (Hess, 2002; 2004). Teaching controversial issues is actually recommended in teaching the Hong Kong senior secondary school subject of Liberal Studies (Curriculum Development Council & Examination and Assessment Authority, 2007). An apolitical orientation (Hui, Cheung, &Wong, 2004; Leung & Ng, 2004) in the face of a rather politicized political environment in recent years can still be observed when it comes to teaching national education.
In answer to Research Question 3 – How are teacher perceptions of National Education affecting their adopted teaching approach? 
Our findings indicate that teachers who perceive themselves as adopting the perspective of Civic Nationalism and Peripheral Nationalism are more likely to adopt group discussion in their classes for implementing National Education curriculum, while teachers with a cultural- and cosmopolitan-oriented mindset towards National Education tend to utilize a combined approach of discussion and affective methods. These findings support and expand the qualitative finding of Leung’s (2007; 2008) study. According to Leung (2007; 2008), teachers adopting the civic and peripheral nationalism perspective tend to cultivate students to be “critical patriots” exhibiting tolerance, openness, critical attitudes, and respect for reasoning and diversity, so they emphasize the importance of discussion in teaching and reject the affective approach. Teachers favouring the unification nationalism mindset, in contrast, aim to nourish students’ affection and love for the united nation (Leung & Print, 2002), and are therefore more likely to adopt the affective approach than group discussion. Teachers with the cosmopolitan understanding, while supporting the affective approach, realize the danger of overindulging in emotion, and are inclined to use discussion more than the affective approach to prevent the abuse of affective education. Teachers with the cultural nationalism conception have strong positive affection for China and wish to foster a sense of belonging among students on the one hand, and stress cultivating students’ capability in independent and critical thinking on the other. Hence, they adopt discussion and affection methods almost equally (Leung, 2007; 2008). Teachers with the authoritarian nationalism mindset usually apply indoctrinatory methods to inculcate official narratives and a positive image of China in students, so they use neither group discussion nor the affective approach in their class (Leung, 2004).

Implications

According to the current version of the Secondary Education Curriculum Guide (Education Bureau, 2017), group discussion is a crucial teaching activity of experiential learning to maximise students’ life-wide learning and whole-person development. Teachers should therefore enhance the use of group discussion in class. In the context of National Education, teachers’ working from the perspective of Civic Nationalism, Cultural Nationalism, and Cosmopolitan Nationalism foster the adoption of group discussion in teaching. The civic-, cultural-, and cosmopolitan-based understandings on National Education thus need to be cultivated among Hong Kong’s Civic and National Education teachers in their pre-service training and during their in-service development to encourage the increased application of group discussion. Furthermore, the Education Bureau should formulate teaching guidelines to advise and promote the civic, cultural, and cosmopolitan conceptions for Civic and National Education teachers. Schools may also organize professional learning communities for teachers to acquire the civic-, cultural-, and cosmopolitan-oriented perceptions from peers through collaborative lesson planning, observation, and evaluation.

The above findings and discussion, however, should be interpreted in light of the limitations of this research. First, the sample for quantitative questionnaire and qualitative interview is somewhat limited to those teaching either Moral, Civic or National Education. They form only a tiny portion of Hong Kong secondary school teachers. Despite the relevance of our findings to the subject of teaching national education, we should be cautious about making generalizations to teachers of other school subjects. 
Conclusions
This study bridges the research gap relating to Hong Kong secondary school teachers’ perceptions on National Education in the wake of the anti-MNE and Occupy movement. It finds that Hong Kong secondary school teachers primarily adopt the perspectives of Cultural Nationalism, Civic and Peripheral Nationalism, Authoritarian Nationalism, Unification Nationalism, and Cosmopolitan Nationalism to conceptualize their understanding of National Education in the post anti-MNE and Occupy Movement era. More specifically, the typologies of Civic Nationalism and Peripheral Nationalism are combined as Civic and Peripheral Nationalism under the EFA analysis. The typology of Anti-colonial Nationalism is not identified as an important aspect of the teachers’ understanding of National Education. In terms of teaching methods as applied to National Education, group discussion and the affective approach are extracted to conceptualize the pedagogies of Hong Kong secondary school teachers. While our findings support the conclusions of the existing literature that group discussion should be used in a more subtle way, paradoxically the technique of discussing controversial issues has not been identified as a teaching method in this post anti-MNE and Occupy Movement era. The above findings and discussion are, however, part of a larger and more comprehensive research plan. In fact, further research is already under way. A qualitative study to gain a more in-depth understanding of teachers’ views on national education and the data analysis is in process. Lack of space prevents further elaboration on the contents and analysis of the related interviews here. The data from them will be used extensively and in greater detail in a series of articles resulting from this study, each focusing on a specific theme.
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